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Major Field: Special Education Number OE\Words 227
The purpose of this study was to evaluate the Social Learning

—— -

Curriculum and compare its effects with Igstrumental Enrichment:
Two methodologies were used in thé study. Tﬁe quantitative portion

.included examination of pretest-posttest performance of 143 mildly

handicapped chiidren on six measures: Raven s Standard Progressive

Matrices, Test of Socia1 Inference,; Matching; Familiar Figures Test;

Eeneral Information Subtest of the Peabody Ingividual Achievement

was employed for the quantitative section; data were analyzed with
the analysis of covariance. 51ghificaﬁt differences févoriﬁg éxpéri;

" the déVéldpﬁént of the ébility to 4act independently, to camprehend the

extrinsic value of schooling, and to develop more positive attitudes

toward school. The stidy includes a disciussion of the impact of
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threats to validity upon the interpretation of field research studies

and presents an analysis of the strengths and weakneSses of the study

“

in terms of implicatdons for.future research. _ C
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this endeavor, from its conception; had the potential~Eor horror.
. o o, B - 3 o o
Many people did many things to keep this project going well.

"children" generically thrbugﬁbut the report. The children who dis-
turbed my equilibrium and launched me on this é;érch are now young
adults. They taught me, in a way the greatest of schiolars never could,
something of what it means to be called rptarded, learning disabled,
Behaviqr disordered, handicapped, exceptional, special, stupid,ldumﬁ.

bad, crazy, or weird. The childrén who maintained my stamina through-

out this study were the 163 with whom it was my very genuine pleasur
and privilege to work this year: The first group endured my attempts _
to teach; the second, my successive approximations of asséssm%gt.

In both cases;:they taught me much and brought me joy.

As important as the children were the teachers. Betty, Jacqueline,

Kat, Linda, Lisa, Tate, Barb, Edith, Susie, Becky, Beth Ann; Deborah,

Karen, Melvin,; and Rick gave me much more than their time and their

children: They éﬁééﬁfégéa;7f56iii£é£é&;,666§6iéa; and adjusted their

schedules time after time:. I am'in their debt.
Judy Green brought to this project a conscientious attitude and

an inherent respect -for the children and the teachers. She did much
fiore.than simply help me.
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Many others-jelped in a variety of ways. Thomas Vandever and Judy

Styubbs in the Department of Research and Evaluation, and Sheffield Nasser in
. - o R . R T )
the Department of Special Education -offered dinvaluable assistance and

o L A - _
abiding support. The principals and secretaries of the participating I

schools were always helpful; I extend appreciation te each.

4

Feuerstein gggg\his time and energy to the théoretical portion of the paper.

Otto Bassler ansqgred with ccmpeience and compassion, question after question.
_ R
Hélen Thomas "managed the money" thfgugh9ut;in theory and practice:
Héry Ashe helped me make the magic machine run: - ‘Karen Kramer and Charity
Waddell typed for me throughout the study: Linda ﬁéégééi E§ﬁé&léﬁé final’
report and assumed féépaﬁéibiiiiiéé'fai closure. I Eﬁéﬁﬁ‘éiéﬁ for her ﬁéiﬁ;-
Special thanks must be éiféﬁaéé to a few ﬁéaﬁié: Monte s%&tg overcame

2 \

considerable resistance xo persuade me that statistics were only\"iittle

numbers' and the compyter, merely a tool. Researchers_endow the little
S L.

numbers k{ih meaning jﬁéi as they tell the magic machine what to do
also engraved threats to validity upon the very fiber of my being.
"take full responsibility for the deficits of the quantitative section &

the report. Credit for the strengths should go to Monte because I did
' )
what he taught me to do.

Marjorie and Herbert Goldstein made éigﬁificaﬁ; contributions to this
project. They offered unlimited and unqualified éﬁ%ﬁb%éiéﬁd scientific
freedom. Their calls and letters rekindled a §'o'tiiétiit;é§ weary spirit and
_renewed both perspective and purpose. - P

Joseph 6uﬁniﬁ§hém has been Major Professor/Principal Investigator.
These terms are iﬁadéqﬁéié. Joe héé been, and hopefully will continue d
to be teacher, i@‘iét'or, 'c'o'iiéégiié‘, friend. It is o exaggeration to

\
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say that I shall never do anything as a special educator which does not
in some way reflect what Joseph taught me.
B4 » i ~ i
_Most of all, I must thank Heather. She managed not only to survive

of ""Peabody talk."

This report is dedicated to thepmemory of Sheffleld Nasser whose
caring made a difference for fiany people.
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CHAPTER I

THEORY

Introduction .

or. implicit, which is at once its point of departure and
justificdation. One would run the risk of falling into
. blind empir¥cism if one were to apply an educational method
independently of the theory which is its soul. (Binet &
Simon, 1914, p. 11)
Qif this ‘study is to evaluate and compare two

educational intervention programs. A basic assumption underlying

The purpose

program and/or methodology can meet the needs of all handicapped chil-

factors which iﬂfihé;éé the success or lack of success of the two
programs. Eiéﬁﬁ£€§ are characteristics of learners; of Eéé?héfs; and
of instructional enviTonments:

The purpose of evaluation research is to compare a program's
accomplishments against its goals (Weiss, 1972): The identification
of goals is directly related to the theoretical structure upon which
the program was developed. This chapter presents a discussion of
the theoretical positions underlying the Social Learning Curriculum
(SLC) (Goldstein; 1974a; 1975a) and Instrumental Enrichment (IE)

(Feuerstein, 1979).

1 14



“theories are vehicles for explanatioh, prediction, or control"

(p. 5). If a theory is considered to be a guide for thought rather
. than t# culmination of thought, the theory is properly evaluated as

useful or not useful tather thain true of untrie (Argyris & Schon,

1974; ﬁé'r'rié'ns 1968).

The theoretical positions guiding the été and IE will be addressed
iﬁdividﬁéiiy and then campéred. The discussion of each theory and the
comparison will be organized around three issues: (a) the perspective
aadptéd tbwardvtﬁé phéﬁbménbﬁ of mental retardation, (b) the nature 6f

Perspective

-

phenomenon is defined the kinds of research operations which
‘will be considered significaﬁt, and the kind of action which
will be taken. Thus, the perspective taken determines in a

primary mannet, the fieaning of the phenomenon. (Mercer, 1970,
p. 379)

psychological, and educational perspectives (Goldstein; 1957): 4An
additional approach which has gained importance in recent years is
the sbcioibgicai or "social systems" model (Mercer, 1970). The
critical to the theoretical foundation of the Social Learning Curriculum
(Goldstein, 1974; 1975a, in press).
Nature of the Theory

Theories may be formally articulated or implicit. Mills (1959)

has addressed the difficulties for the social sciences of maintaining

an effective balance between the preoccupation with the development of




the "grand theory" and focus upon "abstracted empiricism.” If the
criterion for the evaluation of theory is its usefulness in guiding

thought; neither type of theory can be regarded as inherently superior

to the other:

Relationship of Theory i , %
of Program ; b

The relationship of the theory to the intervention is correlated
i 3

to the nature of the tﬁény; Articulated tﬁé65§“i§-ﬁyﬁiééii§ formu-
lated prior to the creation of the intervention. The intervention
program implements the theory. With implicit theory; the intervention
‘may be a part of the development of the theory.

Medical Perspective
Medical interest in mental retardation began in earnes® with the

. (Goldstein, Note 1). The fact that each of the persons associated
with the medical perspective is considered & "pioneer of special
ing of current attitudes toward retardation. Mercer (1970, 1973)
laments the entrenchment of the "medical model™ and Wolfensberger

-



for more than a century (Goldstein; 1957). - It is critical to realize
that the procgdures employed by these physicians have more pedagogical -
7/ L .

than medicai credibility. Itard considered himself a failure because

he did mot cure Victor's condition; this concern with the inability
o ____ L;,_; .. il - - -
to retieve and prevent retardation continued long after Itard's work.

Wolfensberger (1969) calls "the indictment"; it was during this period
Al , :

. that the term "hospital” replaced school.

Psychological Perspective
"The psychologist is; by definition, a student of the individual
rather- than the group" (Maslow; 1937; p. 409). Persons who have
adopted a psychological perspective on mental retardation have been -

\

more concerned with understanding the condition than with trying to

[

cure it. Interest has been focussed upon qualitaifye and quantitative:
‘variations in the nature of retardation within apg among individuals:

This direction led to intense research in measuring the variation#:
Historically, the primary manifestation of the psychological perspectiv{r

.- was the development of "mental tests" beginning as early as 1869 with

Galton's Hereditary Genius (Maloney & Ward, 1979). The movement
: Ay .

gained credibility and popular acceptance with the publication of the
Binet-Simon Scale of Intelligence in 1905 and its subsequent standardi- -
S R R S

zation in America by Terman in 1916 (Maloney & Ward, 1979): From a

psychological perspective, merntal retardation is characterized by

- deficiencies in basic mental operations such as perceiving, classifying, ‘\

associating, and abstracting. §

Y
%
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 Bducational concern with mental retardation as manifest in the
pubiic schoois assuming primary responsibility for 1ntervention was

. \

sporadic antit the beginning of the 20th century (Goldstein, 1957).

a true educational perspective. In discuss1ng her work she states:
"I, however; differed from my colleagues in that I felt mental
deficiency presented chiefly a pedagogical rather than mainly a med-
ical probiem”" (1912, p. 31). The primacy wbjective of those espousing
an educational perspective was ameliorative; i.e.; effortt was directed

. 2
not toward curing the retarded individual nor toward studying variations
in the nature'of the retardation gﬁt towatrd “trying to incorporate the

-

L ® LT sTius - -
retarded individual into society through making the individual has

own best advocate in terms of competence” (Goldstein, Note 1).

Sociological Perspective
The development of ‘a socioiogicai perspective toward the phenom- -
enon of mental retardation has been much more recent.; iﬁHEEH>-ﬁi32:
as late as 1970 with Mercer's (1970, 1973) presentation of the- sociai
systems model. In 1941, Boii laid the foundation for the'sociologicai"

.

American soCiological interpretation of retardation* Mceuiiounh s

position differs from Doll's in two critical ways. .Fi§§t"ﬁé”§peci—

LB

fieéfthét\social incompetence may be(viewed as a function of numerous’

‘traits" (1947, p. 133) which he classified in three groups

v '_18
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1ntellectual abilities, "acquired skills or habit families" and

"temperament-personality characteristicé" (l9ﬁ7, p. 134). 1In addi-

tion; he empha31zes that "social: competence is a modifiable condition"

-\ 5

ﬁﬁp;_l34) which must be Judged according to the standards of the social

—.
’
I

system in which the individual 1is expected to function.
Individuals in the community are constantly being rated by their
peers in respect to vdrious areas of socjial activity.i Although
competence is commonly recognized as Varying on a continuum,
there may be considered to be a point on this continuum below

which incompetence is so gross as to be intolerable. Stated
d1fferently, communities‘may be said to have tolerance lines
or thresholds below which lies gross social incompetence. As

has been repeatedly emphasized in the literatire, numerous social

and economic factors cause this tolerance line to fluctuate at e

' different loci and times. (l9ﬁ2, p. 134) J

From a sociological perspective of retardation, McCullouch's
(1947) "reformulation" served .to operationalize rather than refute
Doll's theory. N

According to Doll s definition, the child who is diagnosed as

mentally deficient is irfemediable and uneducable. The diffi-

culty of determining whether this mental deficiency is likely

to obtain _ at maturity. makes the diagnosis of mental deficiency

at an earlier agé a little precarion”. Writers in the ﬁield

so dlagnosed is ultimately trained or educated to become

socially competent and is able to manage his affairs in life;

then the earlier diagnosis was wrong: (Kirk & Johnson. 1951,

persons with absolote retardation as "individuals so markedly deficient
in their cognltive, emotional, and constructively connative potential—

ities that they would stand ont as defectijes in any cultire" (1957

p. 70): Relative retardation; on the other hand; 'référg to "ndivid-
o 7 ) 7 ) e o e ”’
tals whose limitations are definitely related to the standards of
~

a ‘-




the particular culture which surrounds them. In less bdmﬁiék;’iéss
intellectually centered societies>they anidvhave no trouble in
attaining and retaining equaiity bf}ﬁeaiizabie ambitions" (1957,
p. 71):

In 1956, Dexter began a series of éubiicatidns in which he

openly called for a'soc1ology of mental retardation. Like McCullouch,

-Dexter was‘dnfluenced by the work of Doll and, interestingly, maintained

an active correspondence with Doll throughout the formulation of the

perspective. Dexter (1956). argued that mental retardation should be

regarded as a social probiem;

A "social problem" exists when there is deviant; irregular

d1sappreved or undesired behavior, this behavior either may

be described entirely in terms of a conflict or conflicts in

roles, statuses, or values, or at least is accentuated by

such a conflict or conflicts. Once the conflict is perceived

- as such, the nature of the problem may be onderstood: (p: 11)
Dexter's work is particularly important because he directily addressed

. R . . . N
factors which led to the need for an explicit statement ofvﬁ socio-

logical approach to mental retardation. Ome of the forces is aéﬁééfééy.

. classes" generally were not expected to manifest talent; so the
7megtally defective'" were not singled out as subpar. But now;
almost everybody else . . . 1s supposed to have rights,; duties;

and correspondlng talents.
At the ‘same t1me, the strong humanltarian strain in 19th

and the . .;. idealization of one set of cultural values . . .

has also led us to struggle to make educated" _men and women _

to stick them away out of sight. (1956; p. 15)

The other force is capitalism. Dexter (1958) emphasizes that the

educational institution serves a number of functions. Primary func-

L]
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onderiain'by interdependence upon common symbols, to\socieiize persons

as an end in itself. : ' - : -

! In our soc1ety, mental defect is even more 1ike1y to create aJ

serious problem than it 1s in most soc1eties because.we makﬁ L.m“"“u“m_

contribution. (p. 926) ' &;;

There is a distinct possibillty that many mental defectives
become concrete social 1egal or economic problems simply )
because of the d1rect or indlrect consequences of Lhis,require—

skill man1fEst themselves in discrimination and prejudices

against the ''stupid" which leads them to acquire a negative or

hostile self image of themselves. (p. 920)
Further,

S : In a society like ours which emphasizes as an end in itself formal
) demonstration of skill in the technique of symbolization and

coordxnating of meanings a far higher proportion of mentai defec— )

would be so treated in a society emphasizing some other set of

values; for instance the capacity for survival or effective

economic contribution. {p. 922)

fgple who do not or cannot conform to these expectations are dis-

programs. He does suggest;

burden and edﬁnomic cost of mental defect arises; not out of

{

1Y

N ;gj
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1acR of intelleptual ability as such but out of accommodation

that mentdal defectives learn to make oY the consequences‘of

?‘sudh lack._ (1958, p. 925)
One ihteryehtibh approach, then, would focus on Béiﬁiﬁévmeﬁféiiy
retarded persons to learn “differéht methods of aééémméaéiiéﬁﬁ
(1958, p. 925).
Farber (1968) extends Dexter's work by féiatiﬁé'fﬁé'ééﬁéeﬁt of
individual's ability to master the symbolic system and. the meanings'
for which it stands. From Farber's perspective; democracy and

capitalism combine to focus upon maintaining é population necessary

_ to operate a social system rather than estabiishing a system into

which each member of p””ulation can fit: Concern with optimatl

persons. Democratic philosophy prohibits the,assignment of a person

There must be, therefore, objective criteria upon which to eval-

uate the individuail's ability to meet the demands of the task. 1In a

social system which is democratic and capitalistic; these criteria

are equivalent to '"the social and academic competencies in the educa-

tional institution" (Farber; 1968, p. 254). These competenciés are
skiii in learning and using appropriately symbols and their meanings
(Dexter; 1958):

"different methods of aeeaahaaa;iaﬁ“ (Dexter, 1958, p. 925) 59 con-
structing a conceptual fratiework into which patterns of accommodation




can be fit. Structural aspects’ of the framework are public and privaté

. culturééJ The public CU1i272 is defined as "norms and skills aééobiated : f;

with efficiency of‘communi ation, rattonai organization of personnel v
_ / . B,
— - - -~

> L
dand machines, planning o%é.iture operations; and maintenarnce of the

individual's poSiti-on withn; the é’y’éééa" (Farber, 19568, p. 196).

a

~ Because American culture is so- compiex, the norms and skills which

characterlze théipublic culture foc&g upqn the coordination of gymbols,
and interpretation of meanings (Dexter;- 1956):

Private;cultures; in comparison; "are small; fragmented; sbmeahat

- B . . !' ) \'\
) : autonofious groupings that/have basesdfor éxistence outside the i
" public culture" (?afB%f; 1968; p. 106). Examples of "bases for //j

existence" are religious and ethnic status: The norms and values of
private cultires do not necessarily run ééﬁﬁiéf to-those of the publié
culture. To the extent that they do; 1f6£§éiiéi?; and to the extent that
theg educational system emphasizes the norms and values of the public
77 culture, the proBaBiiity that an individual socialized in a private
culture'will Succeed in the educational system is Eeanéea This is
Vparti'cularlyr/r;iﬂﬁ’e ugin'g Dexter's conceptualization of the "properly
g b -

- educated person' as one who responds to perceptions "not only in LA

tetms of physical reality but in terms of social eprctations and

[y

proptiety (Dexter, 1958, Pp. 921—922)3 ' .
r;arb'er (1968) integrates p‘uiﬁiié ‘and private cultures and ééﬁooi
;i success through the concept of 1ife chahcas; a‘gsgia;agia51 igga which
refers to "the probability of any ind{vidual (s1d) attaining a success-
ful gpcial and economic position Yo the society" (p. 14). |
Educational, politichl, and economic instttutions constitute a

f core of integrating mechanisms in moderh society and the co—

N . ; 7 7 ,




v existence f a public culture." Successful participation in
hese socihl institutions requires that individuals be social—

cited (Carriker,. 1957 Ebheq, 1960; Dobroff,
: 1948; Rolstoe, 1961; Krishef & Hall,. 1955; ,
. ’ "~ Porter & Milazzo, 1958) giggest that-the riles of the public
' . culture can be incorporefed into arqurricolnmrfor the educable

retarded. These curricula generally make~eﬁplicit those riiles
and assumptions which most people learn miore: informally. One
of the latent consequenﬁés of special eQUCatibn fiay be to
facilitate lea\ning how to "pass' as nonretarded in adulthood:
Although these special programs cannot solve the fundamental

ral
O
o
U
3
5
w0
Q!
L
~
<
o
=
2}
He
=}
00
Q
1
QQ\
.
=}
fy
N
.
"
e
Q
=]
.
—
[
'*Q
wn
=
Hlai
o
b=
o
-0
'U
Q
O
=
[y
5
Had
e
Qo
3
Ul

r
e . Iihey Seem to 1ncrease the life chanCES of some retarded Individ—
uals. (Farber, 1968, pPp. 254- 255)

"Mercer's (1970, 1973) social systems approach represents an inte-
gration and expansion of the work of McCullouch, Dexter, and Farber:
She ‘approaches the phenomenon of féiéiaéiféﬂ from "the;soéioiogiéai

vtradition and the study of deviant behavior (Mercer; 1973; p: 21) and
) : ,
~grounds the. theory in the framework of a soctal s&stéﬁ;

SRR
A

N A social system consists of 3,§?t of statuses or positions which
\i ‘ " are bound together by mutual priviieges, obiigations; and

expectations as to how & person occupying a particular status

ought- to play his rote: These shared expectations are. the norms

of the system. (Mercer, 1970, p 382)

. A mentally retarded person is "one whq;dccupifwiihe statﬁspof
‘mental retardate and plays the‘roie of mental tetardate in one or
more of the soctal systems in hidh he participateg" (Mercer, 1973,
= ‘ p: 27). 1In a sense, the social systems perspegtive demands 4
subjective determination of retardation.
if a person does not occupy the status of mental retardite,

is not playing the kole of mental retardate in any social

.

/

~
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Aruitoxt provided by Eic:

system and 1is not regarded as mentally %eﬁarded by any of the
significant others 1in his social wqud,x;heﬁ”he is not mentally
- rétarded, irrespective of the level of his IQ, the adequacy of

3 ‘his adaptive behavior, or the extent of his organic impairment.

' (Mercer, 1973, pp. 28-29) )
It is quite possible for a!persaﬁ to occupy the MR status in
only one social system, i,e, a person may occupy the MR status in
the school but not in Eﬁe family or heighbbrhobakiﬁércer, 1970, “1973).
' ,

Using Farber's conceptual frameWork, this 1s particularly likely if

the social system of the schocl reflects the values of the public

Development of Soc

Accurate undeérstanding of the development of the sociolog-

ical perspective qf retardation is important to the analysis of g
the theoretical fbdndaiidns of Goldstein's work. Dexter (1958) suggests

that edch of the historical perspectives contained implicit sociological

. s L4 g
elements: A § ' y

Many factors converged to create a need for an explicit statement

&xamples are improvements in mbdical science which allowed more people
to llve tonger; provision of mandatory education creating the possi-
interests from rural'to urban and agrarian to Industrial.

The soclological perspective was also dramatically influenced by
the response of the federal government to the economic depression of”

£
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Aruitoxt provided by Eic:

O S S SN
ual to conform to societal expectations to implementation of reform
R SN . .. . . .

’ < P ;‘ o If
the 1930s and World War 1I. The adoption of social welfare policies
S ¢ <

“in the ¥930s in conjunction with th¢ productive employment of many |

~

'mildly retarded persons during the war effort (Farber; 1968) raised S~

questions regarding the adequacy of historically established approaches
< ‘ ; C 3 ' -

The focus is upon i&éﬁfif§iﬁg”f6?ééé which combimeé to increase the

probability thdt a given person or class of persons will be designated
mentally retarded. These:forces are -more likely to be institutional,
such as economic. conditions; than individualistic like organicity.

Sociological intervention ranges from the attempt to alter the individ-

which would alter the entire social system.

social development of mentally retarded people. The Social Léagpihg
Curriculum represents an integrated culmination of 25 years of research
in this arca. This time period (1950-1975) parallels the era of .rapid
formationsof a sociological perspective of mental retardation in the

. L .
United States. ‘ .

Deve lopment of Socioceducational

~

I ), i','; _
.Perspective . >

: . From thé framework of historically 'est'abiijh'ed Approaches; medical; -
hsv?nhihgicni, and debdtiénai, 6biastéin‘s theoretical position is educa~
tional. He haa ;ig;bi:i'rbd himself to be "a 'p’uriéé in the education of the
montally retarded” (19756, p. 279) ‘and has centered the bulk of his re-

svarch within the educational institution:

v 2g
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By virtue of his objectives, the educational perspective is in-
fidehééd by other orientations toward retardation: ‘1f the medical

perspective is accepted, retardatin is regarded as an illness and

the amelioration is seen as a treatment; i.e.; "teaching" people to

iBe well: Emphasis on the psychological perspective leads to ameliora—

ceiving, discriminating; associating, remembering, thinking,; etc.

If the sociological orientation is used; educational efforts focus
on attempting to reduce the probability that persons who have been
assigned to the MR status as students will maintain this status as

adualts.

The perspective which had directed Goldstein's work is socio-

a sociological perception of retardatibﬁ. As early as 1957, he began
¥ .
writing of mental retardation as a status in society which is deter-

e = e e -
mined by "the interplay of social function, role, and intelligence"

€1957; p. 1). He assumes that every society has needs; the cultural

responses to these needs are "social functions" Which range from the:

psychological satisfaction. '"The behavior of the individual with

respect to the .cultural responses determirnes his social status”

(Goldstein, 1957, p. 3). : &

It is only when the individual fails to fulfill role exPectations
in the absence of obvious obstadcles that he/she becomes eligible
for the MR status. Mental deficiernicy becomes a special status-
withinsthe group . . . when the concepts of intelligence andiroie

are drawn into _a relationship., When the intellectual ability of

g

persons are . (sic) "in phase" with the requisites or the statuseés
and roles with which they are associated there is no probiem B
which -can be attributed to the lack of intellectual abiiity. If,;
on the other hand, persons are unable to fulfill the group's

v " - - L'H;; 522?\
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expectations, and this inabiiity is due to the intellectual in-

ability of the person to act out the roles within the norms

established by the society; the group becomes faced with a proh—

lem of social incompetence: Out of this condition develops the

special status ofigheigentaiiy deficient with their own rights
and duties: (Goldstein; 1957; pp. 5-6)

L dl

Clearly; the aaa§1é§i£§ of Tole expectations is a result of the

nature of social needs and the intricacies of the respons

***** 5 generated
to meet those needs: In every simple cultures; only personsluho are
quite severely handicapped--those who "ho savvy nothing“ (Coidetein;
1957; p: 9) are éééigﬁéa to the MR status. As the coﬁpleiity-of the

v
of behavioral expectations: The more complicated behavioral expecta-
tions become, the higher is the probability that soée persons will be

unable to Fuifiil roie expectations and will be assigned to the MR
status. Tﬁé majority of péiébﬁé who 6ccﬁpy this status will fit

(1973) and of Brooks and Baumeister (1976).

Mental retardation i§, first and foremost, a social phenomenon. '
While there are many behavioral theories which have been form-
ulatéd about retardation—-psychometric,sociological tognitive,
learning; and motivational--the most basic conception of all

could be considered a social cultural one. This is the naive

individual is not behav1ng according to the community's rules
of normality. {(pp. 407 KOB)

The critical factor which differentiates Goldstein s work from
’
that of other proponents of a sociological perspective, ice:; McCuiiouch

Dexter, Farber, Mercer, or a social psychological perspective, Brooks
and Baumeister, is his concern with intervention. Interestingly,

both the rationale and direction for intervention were proposed by

1

Maslow in 1937. ////*

28
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The- most amazing single fact confronting the psychologist when

he deals with cultures comparativeiy is that so many different

ranges and kinds of behavior are not on1y possibie but actually

extant: New individuals born into any cuiturai group in most

cases fit into the cuitural demands easiiy, i.e:; conform

easi}y to an& standards or social norms already present in

the group. Such a~fact argues a maiieabiiity in a certain

direction that the psychologist has not exploited sufficientiy.

It would seem that a good deal of what is important in human

nature is very far from being a fixed thing determined by genes

and chromosomes in an invariabie\way. : : + Norms of behavior

-dre a function of the particular cuitqre under consideration : : .-

different cultures have different norms. Thus, abnormaiity must

be considered as relative to the culture and, as a consequence,

cannot be altogether understood except when the culture is under-

stood; in its fundamental emphasis, its norms of behavior, its

ideals and its judgements passed on different kinds of behavior.
(Maslow, 1937, pp. 415-416)

Maslow provides the rationale for Goldstein's work by emphasizing
the iimaiieab’iiityii of human behavior: The cross-cultural Variability

of behavioral patterns is significant for two reasons: It rebuts the

notion that all human deveiopment is an immutable process deterﬁinéd
by biogenetic factors and supports the hypothesis that individuals

tearn to conform to specific cultural expectations.

i He provides the direction for intervention by stressing that
normality has meaning only 4s a relative concept. Not only 1S the
range of human behavior very extensive, but the standards by which it
is evaluated vary from one culture to andtner. The dééignatibn af

Nature of the Theory o

The theoretical base underlying the SLC is implicit. The \adoption

of an implicit theory can be attributed to several factors. First
Goldstein began his research prior to the articulation of a socio-

logical petrspective. Indeed, ,if Dexter's (1956, 1958) work is accepted




P Second, Goldstein's research has been almost exclusively of an applied
nature. Although educational Ufield research" has increased in fre-

' quency of application and refinement of technique (Cook & Campbell;

.i\

1979)s Goldstein's eariy efforts (Goldstein, Mischio, & Minskoff,
from traditional "biologically based methods of research” (Goldstein,
1975b; p: 292): To the extent that Goldstein's efforts influenced
Farber (1968) in expanding and refining the sociological perspective
his research supports the notion “'th’jt scientists can design their
investigations in such a way that both theoretical and applied con-

cerns can be served simultaneously" (Haywood, 1969, p. 379).

Relationship/$f Theory
to Intefvention

>

just as the development of the theoretical foundation of the SLC
h ‘
has paralleled the formulation of the édtibibgic&i perspective toward

iﬁEéEVéaéiaﬁ program have grown reciprocally. The intricate relation-
_ship between the theory and the curriculum makes it extremely difficult
to separate one from the other.

1n a very real sense, the initial CbﬁtéptﬁaiiZ?ticﬂ of both theory

and intervention occurred dutring Goldstein's experience as public

school special education teacher. His "preoccupation with the substan-
: _ o S
tive nature of teaching programs and methods of instruction" (Goldstein,




RELATIONSHIP BETWEEN SOCIAL SYSTEMS _PERSPECTIVE ON

o~

TABLE

HETARDATION AND GOLDSTEIN'S WORK .

1

b

l

1951 - Doll--a defining characteristic of
mental retardation 1s social
incompetence

McCullouch——a)szzlzl'incompetence is
a fifiction of intellectual abilities,
learned skills, personality motivation
traits; b) social incompeteiice 1s
fiod1fidble i

1947 -

Kanner--differentiates absolute and
relative retardation

1949 -

Dexter--call for 4 so¢iolopy of
mental retardation

1956 -

- 1949 = B.A. degtee in Special Edication

1966 - Mercer--begins serious writing of
social systems approach

1968 - Féfﬁéf-—ﬁéhtél \Retardati,on:' Its ,
Social thtéktliﬁd Sbéiél“CbﬁSéﬁﬁéﬁéés :

1970 - Mercer--formal gresentatiOn of social

systems approach .

1973 - Mercer—-Labeling the Mentally Retarded

Clésiibbm teacher

1952 - M.A, in Special E
Experiment—with—the Vineland Social
Maturity Scale to Establish its - .
Predictability in the Vocational Placemént

of Mental;ysketarded Adults

Ed.D. in Special Education; dissertation--

1957 -
- Social Aspects of Mental Deficlency

I1linois Guide for Teachers of Educable
Retdrded Children (with D. Sieple)

1958 -

Efficacy of Special Class Training/on the
Development of Meitally Retarded Children
(with J, Moss & Lfiordan) .

1965 -

- ADemonstration and Research Project in®
Curriculum and Methods of Instruction for
Elenentary Level Mentally Retarded Children
(with G. Mischio & E. Minskoff)

S~
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1975b, p. 288) began in the classrobm as did his;.n

terest in the post-

RPN

school adjustment of children who were in special classe . His exam— ,

R __y .

to the hypotheses whica;have characterized subsequent work* The first : h ;
. < P T
is that the critical area of intervehtion for mentaiiy retarded\people -

-

is social adaptatibn; the second is the.key abiiity_which 1eads to.
différentiai adaptatibn is generaiizatidn: ﬁentaii§ retarded people dn o o
not “generaiize from prior and iﬁmédiéié iéérﬁiﬁgé and éiiﬁéfiéﬁéé to 'th'-é.

His doctoral dissertation is an in-depth analyris of the saéiai ' A
status and adaptation of mentally retarded persons as reported in the |
literature of "social-welfare, medico-psychological treatment, educa-

tion, law, anthropology, and government reports" (Goldsteim, 1975, 5. 1.
His next major work was in the are® of curriculum as he collaborateéd
with Siegle to devei'o'p the Illinois Guide for Teachers af the Educable

- Mentally—Reta;ded,(Goldstein & Sieéie, 195;) These two experiences S,

becarie integrated in successive research projectS' The evaluation of
\ _— = .~
the efficacy of special classes for retarded children in I1linois

(Goldstein et al., 1965) and a naturalistic replication of the Illinoise

study in New Jersey (Goldstein et al.;. 1969). .

The central focus of the Illinois Curriculum Guide was "persisting

. life functions" (Gaiaéieiﬁ & Siegle, 1958). ThesF Iife funCtibns were
tdentified on the basis of “areas of competence cagiéﬁ to 'socially :

T 7———” =g - ,—f\\ :
adapted' people in our society" (Goldstein, Note 2) and included

"vocational adjustment, aﬁﬁrdﬁriate.and satisfying tise of ieisure time.
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Careful examination 6f‘EBé use of the Illinois Curriculum Guide o
in the New Jjersey study revealed the need for a more detailed organiza- \\/
tion of Eaatéaé and a more specific aaﬁﬁégéiaﬁ between objectives and
content: As a "guide;" the Iilinois Curriculum provided a 1ist of ob= "

*

jectives and’ suggested content for achieving those objectives. The

global nature of the suggested cohtent promoted discontinuity of

.f? g_? o viﬁlthough the teacher ' thought they were teaching what thé guide called ’

for’ iess than one-third were presenting instruction which was con- -

'\

gruernt with the objectives of the prog;am (Goldstein, Note 2) This

finding had significant impiféations for the development of the SLC.

AJ

’heuristic divisifns will be made. The first is between the develop—

ment of the theory and the development of the- intervention. Within
- R | these discussions; further subdivisions will be presented.‘.ln'thé
theoretical section, factors influe‘ping the sociological;assumption
A~wi11 ke presented separately from forces affécting.thé educational
‘;f‘fssumptions. A similar division will qe madédin the curriculum sec;
+ | tion betueen content and process or wethodology.

. [ IS .
P . R A )
| ‘ , , :
o , |

-

Ex

Sociological Assumption

1

Tlieoretical bases. . From a sociological perspective, a person

. .0+ who is designated néﬁtaiiy retarded is occupying & deviant status within

+a social system. Deviance is re1ative and can be understood only withip

the context of the culture (Farber, 1968; Goldstein, 1957; Maslow;
* 1937: Mercer, 1965, 1970, 1973). 1If the ultimate objective is
aneliorative, 1.e., to intervene in éﬁﬁb a way that probability of an

-
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individual's being designated mentally retarded is reduced focus must

>

be upon identifying behaviors which differentiate deviant froﬁ.noﬁaéviant.,

Dexter (l§56’ 1958) has stressed that this society values - Eorﬁai

lack of intellectual aby lity as such but out of accommodation'

lack. (1958, p. 925)

‘~” .- that mental defectives learn to make to the consequences of such

"Skill at coordinating meanings (Béiiéf; 1958, p: 9205-13 very.similar
to what Thorndike (1920) ééiié "abstract intelligence.' He définés

this as "the ability to understand and manage ideas and symbols, stch.

as words, numbers, chemical or physical formulae, legal decisions,

.,\

sc1entific laws and. principles; and the like" (1920, p. 222). Abstract

intelligence is one component of a tripartité model; the other two

elements ‘are social and mechanical intelligence.'

. Interestingly, Thorndike's model has been résurrecrea"rgt;niiy
in attempts to deal with intelligence in general and‘?entai retardation
in particular. Guilford (19675 attributes the content dimensions of

the Structure of th

tualization: He al
inteiiigenéé'iﬁia semantic and symbolic content. Greemspan (1979 1980)
focuses on the social intelligence aspéctfto‘pro;ose a new definition
of mental. retardation based on .';;'défiicits in adaptive intelligence

\’

-t(conceptual, practical -and social intelligence) that may or may not

be accompanied by deficits in socioemotional adaptation (Greenspan;

1979, b: 518): Wechsler (1974) has used the tripartite model to defend

the IQ test. His pervasiye argument has been that the standardized



: \\ | .

intelligence test was created to measure abstract iﬁ;eiiigeﬁce and
cannot be faulted for its inability to assess social and fiechisnical
intelligence. ’
Clearly, abstract intelligence is a factor in the designation
: : of a person as retarded: Deficits in the ability to understand syimbols
and ideas are mot the sole determinant of mental fétéfdétibﬁ, ﬁbﬁééef;
the formal American Association on Mental Deficiency (AAMD) definition in
1961 (Heber; 1961): Adaptive behavior as defined by the AAMD can be - ’
£it rather nicely into Thorndike's other two categories: social
intelligence and mechanical intelligence (Greenspan, 1979).

Statement of the assumption. The task of identifying differentiat-

ing behaviors to guide intervention demands a drastic reduction of these

S T - R
conceptual areas of ability. The spciological assumption of the theory

of the SLC represents such a reduction.

o T : i
’ Reduced to essentials; the two pervasive characteristics

requisite to social competency in a soclety such as ours

are the gbilities to think critically and to act indepen-

dently. We present to the maturing individual no clear-cut
or lower limits for these characteristics, Irrespective of
his physical and/or mental status, it is incumbent upon the

individual to "read" his environment, to recognize the cri-
teria for social adjustment, and then to perform in such a

way that he does not attract to himself the disapprobation;

codified or not; awaiting those who in some way threaten the.

equiiibrium. To put it another way, we leave it to him to

weigh the facts and their possibilities (thimk critically)
 and then decide how to act on those facts (act independently).
& If the individual's perceptiocns of the facts are usually

accurate and if his actions and strategies are in harmony
. with the world around him, he is probably well assimilated
- into society. (Goldstein, Note 3; p. 1):
If deviance is relative to cultural expectations, the essence of
the sociological assumption is that nondeviant or "rormal" behavior
is composed of two skills: the ability to think critically; "to

.
. -
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in a consistent; appropriate; effective, and;efficient manner"
(Warshow & Bepko; Note &; p. 2), and to act independently or "to
apply this strategy with0ut undue reliance on others" (Warshow '&

o

" ‘abstract intelligence). ' However, the congent of critical thought is

and things (mechanical intelligence)
The independent action component of. "normal" behavior is a
ﬁefsbnality:ﬁdtivatidn variable (Goldstein, Noté 5): This factor

three intelligénCés: abstract; social, anH mechanical; t.e.; the
ability "to use" what is understood.
The behavior of people who attractinégAEieé attention to themselves

may be classified according to deficits in either/or both of these-com-

ponents. The behavior of some persons seems to- indicate that they lack

content; their store of facts and concepts is inadequate for meeting
=

the demands of daily 1iving in a compilex society {Goldstein; Note 3).

Other people seem incapable of acting independently even though they

éxhibit evidence of the ability to think critically. These people ére

described as lacking ai“ééi?-éiaéﬁéfﬁ (Géldstein, Note 3, Note 5). The
- behavior of other people iﬁ&iééiéé a téﬁdéﬁéy tdgaCt indéﬁendéntly ;

$

Note 5). v




1961). A person who 1§ not ablé to provide a ra

4
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It is critical to.realize that these patterns of behavior are
not peculiar to retarded people. Indeed, éoid;é (ié?i) competency=’

deviancy hypothesis is based upon the fac: that ‘many people of all.

levels of inteiiectuéi ability exhibit behavior which fits these pat—

I

exhibits exceptionel compéetence in a speeific afaa (Gold; 1973; Homénéi

. pr ra 2e and needed service

is obliged to compiy;totéqcietéi eise%tétioﬁé; this obligation is not -

unigue fo mentally retarded persons. Indeed, only a few individuals )

possess such exceptional skilie (Homans, i§6i) . b(/
N

Educational Assumptions , -

Conteit. éontént éééhmptions are drawn from the personality

theories of Maslow (1968), Stagner (1937 196&), and Rottet (195&)

Maslow s primary contribution to the theoretical base of the SLC is
&
tl’ié ?t‘bpbéitibn thét béhéVibr ié generated iii response td ‘hééd. More

S

'.épecificaiiy, human Behavior'does not occur in a random fashion; rather, .

Stagner s theory.is important for two reasons. First, Stagner

tions" (1961, p- 70) to human'psychological behavtor "in an effort to

Tk

'point out underlying similarities in what" may seem, superfictally, to -

be quite different happeni (1961 p: 70): ‘ , .

The second contribution of Stagner s work is the proposition that
perception determines respopse" (1961, p: 70); i;e;; behavior is
.
1earned (Stagner, 1937) and the way in which a person has ‘come to

perceive or understand a stimulus or set of stimult infiuences the
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: manner in which he/she responds to the stimulud. The relationship
* betweet homeostasis and: perception js ccmpig# and dynamic.
as an essential tool for the restoration of favorable conditions'
(Stagner, 1961, p. 71).
The nature of the individual's experience with the stimulus effects
if the manner in which he/she comes to perceive it. If the interaction is
rewaédihgz-the Stimgius is likely to attract the person and is designated
by étaghesﬂ(}ééi) to have a positive valence. If therpersbh;s experience
is puhiéhihg; the stimulus has a high prbﬁéﬁiiityrbfkﬁéihg cohsidefed
" threatening. Sich a stimulus has a negative valernce. v
Each time the balance is upset, the principle of homeostasis re-
quires that the individual wiii.aftempt'tb reestablish equilibrium:
ilus and the valence associated with it:. Because human behavior rarely
occirs in isolation, the feedback (direct or indirect) that the person
gets impacts upon ieafﬁihg; "When we, respond to a person, the person
responds in turn. That is, there is some feedback as to how he perceives
our action. Much important éééiéi.iééfnihg depends on thfs mechanism" .
< (Stagner, 1961, p: 79).
; ) In a sense, Rotter's %£g54) Sééié% Learning Tﬁé6§§ (SLT) ;féﬁidéé
“ a structure for intégfétihé the proposition of Maslow (1968) and
Stagner (1937, 1961): He says, '"The unit of investigation for the®
study bf.personéiiiy is interaction of the individual and his meaning-

ful environment" (Rotter, 1954, p. 85): The "meaningful environment'

of thé person is composed of the stimuli; the person's perceptions and,




at a mor¢ abstract level, "conceptions" (Stagner, 1961) of the stimuli,

is goal directed. Associated with the notion of "goal-directed" behavior
is expectancy. The inténsity or nersistence of an individual's behavior

'is a function of the importance of the goal (ot need) and the cognitive

-~

The content assumptions of the theoretical baae of the SLC are as
follows: ‘
N | - , . {’

1. Since behavior is learnéd inappropriate adult behaviors are

that thev are well intezrated into the total behavioral

repertoire of the maturing individual and persists because

they are; in the view of the individual, his best or only
mechanism for fulfiiiing a need, - :

can be ordered developmentally and arranged as the content of

learning in the form of activities. Such activities would:

constitute experiences based on the facts and concepts basic

to the "acting out and reinforcement of: the desired behavior

and o
5. The efficacious implementation of such experiences early in the

school® careers of the retarded child will equip the student;

and ultimately the adult, vwith constructive ways of meeting

‘i‘ his needs and tliereby reducing the probability of the emergence
\ of self-defeating behaviors. (Goldstein,; Note 5, pp. ‘17-18)

*  Process/methodology. The dual nature of the éoéiaisgiaai assumption

réquires the identification of a methodology which Will facilitate the

process of acting independently Beyond the identification of a

An initial step in formulating these assumptions is the identificatlon



27,

v : |

i , K o . S g
6R 4 theorctica persheCtive which is congruent with the theoretical
baqes of the content ‘assumptions and which is grounded in empirical

datq Since mentally tetarded persons are inefficient ieérners by

défiﬁit{on' (Hé&ﬁooa, Note 6, p- 30) the specification of a 1earning

I

‘3,6351c concern. For the purposes of the SLC, a cognitive Gestalt

theory (Werneér, 1957) "stands out as having direct relevance to both S

the ‘Sxpanization of content and the behavior of teachers and learners

élik?ircoldétéin, ﬁaté 5, p 36).‘

‘as a three-stage proceduré:. In the first stage, or the Mass, the

learner is confronted with “an undifferentiated whole" (Goldstein,
S FE Note 1). The Mass, as a whole is unfamiiiar:to the learner, i.e.,

he/she may recognize and relate parts of the Mass to his/her meaning-

»
ful environment (Rotter, "1954) bit the Nass as an entity represénté

a new experience.: : The second stage. is called, Differentiation. In
this stage;‘the Mass is.literally broken down and analvzed. In the
final stage, Integration, the pieces are recomhined into a meaningful ;
whole which can be integrated into the experience of the ieéfﬁef;
The adoption of a cognitive Gestalt approach to learning is coﬁgrﬁeﬁt N
’;vih‘.' vw1th the theoretical work which supporgs the content. From Stagper s e

(1961) perspectlve, the introduction of a; Mass which cannot be fit as

? an entity into the existing perceptions of the individuai upsets the

homeostatic Balance.. This disequilibrium creates a need; from this
need, behavior will be generated (Masiow; 1968): The nature of the

behavior will be a function of the person's perceptions and conceptions
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of the pileces of the Mass (Stagner) and the positive or negative

valences associated with those perceptions: In Rotter's (1954)

terminology, the individual's behavior will result from his/her attempts

theoretical position of Dewey (1910, 1916) with regard to teaching
persons to think or to salve problems in a logical fashion. Stages in

process theories (Werner): This is particularly true in the first
- -4
,,,,,, v /

stages of the process. These stages are:

1. '"Perplexity, confusion, doubt; due to the fact that one is

implicated in an incomplete situation whose full character is not
yet determined” (Dewey, 1916, p. 150). In terms of the personality

of disequilibrium: !
2. "A conjectiural anticipation--a tentative interpretation of,

Iy

consequences”™ (Dewey, 1916, p. 150): In terms of the personality
tﬁeories,_tiﬁ.@maiv'ianai formulates a conjecture on the basis of
‘e - ’
o R oo L L
perception (Stagmer, 1961) or within the framework of the 'meaning-
-

ful environment" (Rotter; 1954); the conjecture is accompanied by
expectations (Rotter, 1954; Stagner, 1961).
3. A careful examination of all possible considerations which
’ ons:

identify the problem (Dewey, 1916)



theses (Dewey, 1916)

5. Committing oneself to a hypotWesis which requires overt

action (Dewey; 1916).

2. The learner thgh defines the problem by relating the elements

" of the problem’sifﬁj§/

3. ©n the bagis

ses" which are

g - ; Co 4,

foire of the individual as a rule (Dewey, 1910; Gagne, 1977).

Intervention: SLC

- ,j . ,,
Structural Features of Content

Need Areas

the SLC emphasize the sociological orientation. The objective or
education; ﬁéféiéﬁiéfly for mildly handicapped learners is to increase '-
the extrinsic value of the school program. Glennon (1975) refers to

this approach as “the social utility theory of. curriculum" .and says

‘that this theory adopts "one reasonable criterion for selecting sub-
jects to be taught: is the topic likely to be used in common business
and social situations of adult life?" (Glennon, 1975, p. 121). -




30

Given this orientation, the selection of content is molecular,
i.é., “it focuses on what seem to be singular behaviors which; in varying

ton" (Goldstein, Note 5, p. 18). Within this molecular framework; a

sequénce of stages may be postulated. They are:

1. Ascettaining the negative behaviors that appear to correlate

~ with maladaptation,

2. Categorizing behaviors into meaningful tlusters,

3. Transposing. negative behaviors into their positive counterparts

targeted behaviors, and,
*Writing curriculum content that will underly the attainment of

objectives. (Goldstein, Note 5, p- 19)

W

particularly important. The first is the posfschool adjﬁétﬁeﬁt of persons
who have been ediucated in special classes for mentally retarded students.
Examples are the work of Baller; Charles; and Miller (1967); Fairbanks

(1933), Kennedy (1948, 1966); Porter and Milazzo (1958); Tizard (1956),
and Voelket (1962). The second area of éﬁeéifié Eaﬁéefﬁzié.tﬁe in-

school social adjustment of mentally retarded children. Relevant research
here is the work of Baldwin (1958); Johnson (1950), and Johnson and Kirk
(1950). -

Resiilts from these studies stimulated the development of a QHéé;«)/

tionnaire which was distributed to ﬁéfsaﬁé across the United Statéé

who were likely to encounter in their work mentally retarded persons

who were experiencing failure (Goldstein, Note 3). Thé'largéét catégbry

the contexts in which they occurred was identified. In accordance with

/

4/3"'
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the personality theories previously addressed, the Beﬁévibré were
organized into need areas. 1If behavior 1is cdﬁeeptualized as the
attempt of an individual to meet a need, then it is impdrtéﬁt to

From the behaviors targeted by the rehabilitation workers, an
arbitrary but heuristic structure was developed. Reported behaviors
were clustered according to the personal need to which they seemed best

related. "It can be added; paféﬁthétitaiiy; that this construction

refinement; rather than as a hard and fast theoretical position"
(Goldstein; Note 5; p. 21). Need areas are grouped into three cate-
gories: physical, seeiai; and péyeﬁeibgieei; this deeigﬁetieh reflects

are presented in Table 2.

Expanding Environments

The eeC6ﬁd structural dimension#from a molecular orientation
to curriculum development relates to "the ordering of behaviors into
séd”éheés congruent with maturation" (Goldstein, Note 5, p: 21):
Clearly a developmental approach is indicated, but the complexity of

v

the behavioral content dimensions in their combination of cognitive and

(Goldstein, Note 5, p. 22) or any other normative stage theorye Seiman
(Note 7) has emphasized the dangers of attempting to formulate stage
theories of social development which parallel those of physical and
copnitive maturation. Social knowledge and behavior is by nature much

fiore dynamic and dependent upon situational factors than are physical
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% TABLE 2
NEED AREAS*

A

Economic Secirity--need for financial independence

Eiotional Security--need to feel safe b
Conitrol--need to be recognized as competent
Respect--need for external reinforcement of competence

Expression--nieed to articulate-thoughts and feelings

Socialization—-need to be with other people .
Cofmunication--need to be heafd and understood
iﬁterdeﬁéﬁdence——reCDgﬁiEiéﬁ of lack of omnipotence
iaéﬁ;ificaéicn--neea to_establish séﬁéé of self
Maintenance—-need to be healthy, sustain physical well-being
Utilization--need to use abilities appropriately, meaningfully

*Goldstein; Note 1.

and cognitive counterparts. Time, as it relates to the organization
of content, is regarded, S?é a function of growth and environments

- o T S . o
is they relate to growth" (Goldsteink Note 5, p. 22). Content is
r .

ordered; then, in terms of the ﬁééﬂ‘érééf§j to which it relates; and
the developmental environment(s) g? which it is characteristic:

The environments; self, home éﬁa fémiiy,)ﬁeighbdrho¢d;-é;d community,

arz seen as "amalgams of SGCi;i; péychbibgicai, ané 6réanismié Véfiéﬁiéé;

which, in some way, have ichieved aliiost criterion status .as -they relate .
. t

i

;45



- environments are similar to the ' "cores" ﬁhich form the organizational
structure of Hungerford s curriculum (Hungerford DeProspo, &
‘Rosenwerg, 1952) which was developed for mentally retarded children
i the New York City public s;ﬁaais; Ea;ﬁ of the cores of Hungerford's:
program was intended to correspond to a given chronologicai age:.

- Cores and ages are:

The Home S : : 7 9
The Neighbarhood o S 210
The Borough = ' ; o S § 1
The City ' o }' 12
Study of job areas - ' ' 13
Ways of choosing; getting, and holding a job 14
Ways of spending one's income : - 15

The worker as a citizen and social being : 16-17
(Go1ldstein; 1957; p: 16) N

The specific objective of Hungerfordis program was obviously 6665E16551

preparation; The SLC differs from the Hungerford CUrriculum in that
!

vocational success is seen as a contributor to "life success ' and not

its equivatent. ‘In addition, the SLC represents an attempt to be

.

'vresponsive to the social structure of the United States as a whole

= - . [ s -

rather tharr to be responsive to particular sec;ions: A major limita

s - _

tIon of the Hungerford curriculum was its restrictive structure: .It
/ i

assnmed a soc1etidemand for unskilled and semiskiiled workers.

The validity of this assumption .wds affected by chgnges in demography

> [
"o'- LR

and technology.

Attempts to modify the organizational structnre so that it woild

be applicable across a héterogeneous social system can be found in the

initiation of the environments with that of the Selff the addition of

the family to the core of the home, the omission of the borough the

ST

v
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alteration of the city to the community, and the integration of the

 other core contents into all environments in a response to current

and anticipated demographic and occupational patterns. o
R 7 N © 2
@%b

Eurricglum development for mildly handicapped learners. The content

of the SLC is unique only in the ééﬁﬁféﬁéﬁéiﬁéﬁéss of the scope and
sequence. Even there, the developers, make no claim to innovation
(Goldstein, Note 3): Content provides the material for critical thoﬁght;

o . o .
. ‘Development of the ability to act independently requires a teaching

- activating content.

fiethod which assists' the learner in acdﬁi??ng systematic means of
&

A Gestalt learning theory provides a broad structural framework

FR

" within wh1ch an instructional methodology which unifies the acquisition

Designation of the nature of the methodology, the other structural
;
dimension of the SLC; results from the integration ‘of empirical data with7

sﬁecific learning theories. Empirical data from a number of research

experiencing failure (B1a1er, 1961 Cromwell, 1963; Moss, 1959):

-

working qdnc1u51ons was established. In comparison tofnonretarded

\

peers; mentally retarded persons:



Have poor retention of facts and concepts.
5éreimorerligel§ to learn and retain facts than concepts..
3. Exhibit learning performanée which correlates better with

mental than with chronological age.

- .

Have short attentlon span.

Have difffcolty separating relevant from irrelevant cues.

Exhibit perseverative problem solving behaviors,(Goldstein,
Note 5) .

o ?';,

of methodological assumptions. The goal of the socioeducational per-
spective of retardation is to reduce the’ probability of an individual sf

theing assigﬁed to a'mentally retarded status as an adult. With this

[
SR

- objective, the most critical research data is that which deals with the

e
ahility of mentall§ retarded people to solve problems. The other re-
search data are important to.the eitentJthat the variables they refién;
.1mpact upon problem—soiv{ug :skills. h
‘ At the time 6f the conceptualization of the methadological .
) assumptions of the StG research. on.problem—solving skills of mentally

- retarded people was 1imited in number and~quality.“ Rosenberg (1963)

concludes a compreheusive review of the existing studieg by lamenting '

. F"

iithe neglect-of problems of statistical design, terminology, and the

loéic of fSEﬁéi thedretical and research methodology" (1963 p. 458)

A variety of experiments was conducted by Bialer (1961) Cromweli

. . (1963) ;- and Moss (1959) in which the princi?les of Rdtter s (1954)
Sociai Learning Theory (SLT) were applie& to the behavior of mentaiiy
retarded subjects. A basic hyp"o'thésig for rany of thé studiéé was that .
mentally retarded children and adolescents would -be more motivated Eo
‘avoid failure than to achieve success. In the case of problem solving,

/“T< = o
failure .avoidance might "be manifest in very laborious and ingfficient,§“3f

.,,

approaches to the resolution of the p;oblem, reluctanée to‘act at all

.
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* or very rapid and impulsive action that terminated the encounter very
quickly. After several studies, it became apparent that accurate
interpretation of the results was obstructed by an inadequate concern
u 4

for the squééi;é perception of the §it§éti6ﬁ (Cromwell, 1963).
' 1f "perception determines response" (Stagner, 1966, p: 70) and if
"the unit of investipation for the study of personality is the interaction
of the individual witﬁ.hié meaningful eavironment” (Rotter; 1954; p: 8§Q<\\
then it is indeed possible, that "what has been called experimentaily N
induced failure may not have been failure" (Cromwell, 1963, p. 62)-

Researchers did not give adequate

problem within the context of the
Moss continued this line of resea

fieaningful environment of t

irch after this realization a

e subjects.’

d did so .

inter-

From a socioeducational perspective, focus on the process of

- problem solving meets two objectives. First; it is.congruent with.

the “social utility theory of curriculum” (é%;pﬁaﬁ; 1975) which guided

.

iearning transaction with one of the major acquisitions being a strategy" LT

consistent with the effective processing of data" (Goldstein, Note 5,

f

52

p: 34).

Inductive Problem Solwvi
—— )

Y

€,

Within the framework of a cognitive Gestalt approach to learning,
. o

-

a second methodological feature.can be placed. This feature 15 a

pedagogical procedure which can
; .
14

3

3

effect a working union between the content of learning and the

tactics for processing such content (reasoning) into productive
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behaviors (strategies5 which will become integrated procédurés
in the learner s interactions with his environment. (Goldstein;

by proceeding from the specific elements of the problem to the
totality of the problem itself and ultimately to the rule.or _
principle underlying its solution. Deductive reasoning; on the
other hand starts Qith the proﬁlem and a1réaay internaIized

proceeds to the specifics of the situation which guide theflearner
to the conclusion. appropriate ‘to the problem at hand. . (Goldstein;
. Note 5; pp- 36-37)

The research on problem-solving abilities of mentally ret&rded
pééﬁié which was available during thé;formatioé stages of the SLC was
the capabilities for reasoning. The data froﬁ many:areas of research

with retarded subjects (problem solving, learning characteristics,

: ﬁéféaﬁaiitg motivation factors, etc.) dndicated that any insttuctional

intervention would have to be explicit in formulation and execution.

The task was to select a reasoning process and to formulate a

review of learning research with retarded children supported the selec-
tion of an inductive reasoning process. In addition; there was an
historical . precedent for the inductive approach in tHe work of Sequin
(Goldstein, 1957).

maturing children to acquire rules and principles for organizing




under the assumption that these children; like younger normal

children; need to build a repertory of rules and principles-

for problem solving. ({Goldstein, Note 5, p. 38)

Once the reasoning process has been identified, the 6Bjéétivé ié
to fqrmuiate a pedagogical ﬁfééé&ﬁfé; The formulation of this procedure
must occur within a context of Eééf;iéﬁiag parameters. The procedire
mist be congruent with content and it must fit within-the structural

téécﬁiﬁg4iéérﬁiﬁé framework as both é'ﬁEGéééé Eé.Bé employed and
a trait to be instilled and obtained" (Goldsteinm,; Note 5; p. 47).

- The procedure developed in accordance with these specifications is
the Tnductive Problem Solving Process (IPSP): This process is integrated
with content through the format éaﬁia§£a for presenting the information.

the learning Gestalt; i:e:; the Mass; Differentiation; or Integration

stage of learning. The IPSP is composed of five behaviors which are

information processing, and information application.
In terms of the Gestalt theory of learning, the teacher selects an
objective. Content relative to that objective is expressed in a problem-

solving format. This objective (if)ié has been properly selected)

ted whole which as

represents the ﬂéég; The Mass is an ﬁﬁdifféréﬁt%
an entity is new EéfE%é learner. The fitét'étéﬁviﬁ dealing with the
Mass is to féiéié it to the "meaningful environmént" (Rotter, 1954)
of the student: In order to accomplish this, the Mass must be broken

apart or differentiated. In the Differentiation phase of the learning

-v 51
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experlence, the information—gathering behaviors of the IPSP are applied.

They ‘are 1abe1ing and detailing.

~tabe1ing, the identification of component elements; is the first
step. in problem solving: With regard to the deveiopment of inductive

reasoning as a trait which is ﬁéhifééi in independent actién; the teacher

intentionally presents a Mass which wiii create a disequilibrium

~

(Stagner, 1961) in order to sensitize the learner to the existence of

a problem: Clearly, a person cannot become ékiiifﬁi at solving problems, .

if he/she is unabie to reéégﬁiié the éiiEEéﬁEé of a problem:

The next step in’ inductive reasoning is detaiiing. Detatling is

a more fbcused data—gathering behavior which is important for severai

redsons. First, the goal of the teacher .in selecting the obJective

is to confront the learner thh an - egperience which will disrupt the

.

psychological homeostasxs, the nature of the reaction to the disequil~

ibriumi@epends; in large part,; upon the extent to which the learner
perceireé the Mass as manageable: By,helping the student detail’or
. differentiate relevant from irrelevant information, the teacher guides
the learner in relating elements of the Mass to hisAer "meaningful

)

environment." This action increases the probability that the experience
of encbéhtéring a Mass will come to acqeire a positive valence (Stagner,
|1961); the Mass is no longer regarded as an overwhelming unknown, but
rather as a composite of familiar and ijh'fai'iiiliai:. elements. Through
this guidance; Ehé teacher also “e’stahii'she's the reiatibhéhip between
what is 1aheied,and its character as'theﬁ have bearing on the given
problen” (Goldstein, Note 5, p. 59)... A
The next category of behaviors in the IPSP 15 information—

b?&éessing. .This classification includes 1nferring and
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predicting-verifying. Inference may be seen as the behavior which

skills are predomindntly content oriented; certainty action is involved;
as the title of the category (data gathering) indicates, but the learner
: &

»ig not required to act on the content. Inference is the first step in
the process of activating the content. This step in the IPSP provides
the teacher with important diagnostic information. The quality of the

The second information-processing behavior is predicting-verifying:
At this stage, the learner is required to select one option from among
those presented at'the inference stage: After making a commitment to

a single inference, he/she must verify logically the consequences of

acting on the inference. Predicting-verifying is an intentiomally.
joined behavior. The objective of establishing skill in inductive
reasoning as a trait requires that the student form a habit of evaluating

the effectiveness of his/her behavior:

The last step of the IPSP iéﬁféééﬁi§~iﬁé-5ééiﬁﬁiﬁg of the Integra-
'tidh phase af learning. '#fom-tﬁé experiences 6?3%§£ﬁéfiﬁg and process-
ing information in an established sequence of steps; the students
should be able to reconstruct the Mass so Eﬁéilit can be assimi¥ated

into the meaningful environment:. This step ig called application
of information or generalization. In terms of the pedagogical situa-

tion, this step is reached when the student can articulate a rule,

i.e., he/she can combine and apply concepts in response to specific

./ -kinds of relationships over a variety of situations. From the per-

apective of the SLGy.fhe statement of a rule comes in a "whenever"
o L \

 \,[) . fiéi&fi
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(Goldstein, Note 1) or "if" statement (Goldstein, Note 5), 1.&.,
®henever one is confronted with this type of stimulus array; one
does this.  The ability to state the rule i;”ﬁat.éqaatéa with the
demonstration of independent action; indeed; the mere articniﬁtion
of the rule may be misieading: o
The ultimate objective of the SLC is to enable the Child to -

v e Ffunction successfuily as a self-mediator. This is afcomplished by

P

the gradnal and carefully planned transmission of the mediational

responsibilities from the teacherito the learner. Iffa'mentally
(’v L
retarded child is to become a competent self—mediator, this transmis—ﬁ.-

sion must be carefully structured around the following principles

1. The teacher must select and organize content which is congruent

with the meaningful environment of the learner.

2. ‘The teacher must verify that the learner sees the connection

between the facts being presented and his/her own needs._

3. Perception of relevance by the learner increases the.prob-
ability that mastery of facts will be inherently reinforcing.

4. The teacher presents.increasingly more complex facts (the

] basis for critical thought) through rote instruction.
5. When the léarner 'has assembled an_adequate repertoire of

facts, the teacher guides the child in assembling facts into

concepts’ through the Logical Inductive Method (LIM).

6. The LIM provides a consistent pattern which involves the.
iearner so that he/she discovers himsé&lf/herself competent
to manage his/her own behavior _and internalizes the pattern

LS

as a problem—solving strategy-(Coldstein, Note. 8) f~»

The possession of an internalized problem—solving strategy in

J
combtnation with the belief that one is competent to manage one s own'f

The role of* the teacher'és mediator becomes absorbed by the s
tearner who then mediates his learning and actions. Having

the capacity to mediate one's learning,rbehavior, etc.; is

the wherewithall for acting independently (Goldstein, Note 8)

Because the theoretical baec of the 91C focuses upon, the extrinsic

value of education; the ultimate criterion for tlie evaluation of the ' °
RN . . Ve
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curriculum's éffééti%éﬁééé must be postschool éajﬁétﬁéﬁt of Eﬁiiaféﬁ
who have been taﬁéﬁt with the program. The fact that a étﬁ&éﬁt can

independentiy within the ciassroom only increases the amount of . con-

fidence that can be piaced in a probabiiity statement regarding his/her

§E1113vdhtside the classroom. Mastery of content and internalization

of the PSP’ guarantees adult adjustment no more than satisfactory

\
ﬁréééﬁtatiéﬁ of sequentiai probiem soiving behaviors is congrent with

P ™
a goal of aduit postschool adjustment; a socioceducational perspective
or retardatioyn,; and a social utility theory of curriculum (Ciéﬁﬁdﬁ;~

1975): _ 4

Instrumental Enrichment: The Theory

,
v

©

‘Perspective, Toward Retardation

7;f‘i | Eiagéifiéat16ﬁ §§§téﬁ§; iikéitﬁééfiéé; aré useful to the extent

y tﬁat-tﬁé§ promote understanding of a ﬁﬁéﬁbﬁéﬁéﬁ; Féﬁr Baéié ﬁér;
§ﬁé6f£§és toward the phenomenon of mental retardation hggé Bééﬁ identi-
fied: medical; psychological; edu;ationaI; and sociological. Efforts
to specify tﬁé perspective of the SLC led to the conclusion tHat tﬁé

ical reference points. Instrumental Enrichment, like the SLC, does
\ .

not fit into aﬁy single orientation toward retardation. 1t is motre

R - Y .55




appropriately Qéé; as psychoeducationail, fébféééhfing a combination of
the psychological and educational approaches.

Interestingly, Feuerstein's work differs from that of traditional
proponeiits of & psychological pers’pgcti\"ré in précisely the same way
that Goldstein's work can be differentiated from tﬁat_bf those who
espouse a sociological criehtatiéhe It focuses on intetrvention. The
educational emphasis of Feuerstein's work is concentrated on ameliorating
the condition of retardation through improving basic péyéﬁbibgiCEi

processes.

v

Feuerstein (1980) discusses three major psychological positions

which have influenced the nature of research associated with human

behavior in general and intellectual functioning in particular. They
are psychodhalysis, behaviorism, and psychometry. Although, the behav-

ioral approach has become increasingly accepted (Bijou,..1968), the

- psychometric model has dominated coficerm with deficient intellectual

functiofiing and therefore'is generally considered the traditional

' (Maloney & Ward, 1979) and has been continued with that of Bingk:and

Simon (1905, 1914, 1916), Terman (1916), Thurstome (1927, 1931),
Wechsier (1944; 1958); Cattell (1963; 1971); and Guiiford (1967).

This perspective has had its primary impact upon intervention through
the use of .standardized intelligence tests which, adoptea "statistical
model of normality" (Mercer, 1973).

While the proponents of the traditional psychological pérspective
O S
from Galton to Guilford have regarded intelligence in ‘ms of a factorial

‘U Bp
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terms of processes. . He speaks of intellectual development as progres-

sive and repetitive movement from structural disequilibrium to equil-
. v
ibrium (Hall, Note 9).:

Working from a process conceptualization of intelligence,

Feuerstein (1970, Note 10) has concentrated upon: the specific issue

of differential cognitive development. Galton's work (1869 1883) .
may'be regarded as the initiation of efforts on the part of psycholo-
gists and educators ia identify variables relating to the fact that
éome individuals learn and understand more efficiently and effectively
than others (Maloney & Ward; 1979). A variety of factors have been
pbgtuiated as having causal influence on ability to learn. ‘éommon

mentai stimuli; characteristics of parents or caregivers such as

socioeconomic status, and educational level (Feuerstein & Rand, 1974).
Feuerstein (1979; Feuerstein & Rand, 1974) considers these factors

inadequate because .the relationship between each end the exhibition

of retarded performance is far from perfect.

The question; however; . . . is what 1s. the mechanism through

whichithege various environmentally determined factors end
up producing a given level of cognitive. functioning. Thus
poverty . . - does not ‘equally affect all individuals

striken by it. There are many_ instances in which children

from poor families reach high levels of functioning

despite the adverse conditions in which they were brought

up: Organicity as well as emotional disturbance and depriva-

tion do not always and not nécégéérily result. in low cognitive

- deveiopment. (Feuerstein & Rand, 197&, p. 10)

Note 10) resoives the dilemma by proposing that the prev%ousiy mentioned

factors influence cognitive development indirectly, i}e., they afe distal

- wvoB7
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determinants of cognitive functioning: In the terminology of American
research and intervention,; these conditions operate to ;place children

-

"at risk.” The direct influence and the factor responsible for varia~
tions in CUgﬁit;vé performance is the extent to which tﬁé child receives
mediated learning ékﬁéfiéﬁééé (ﬁfﬁ)g "Mediated learning éxﬁériéﬁcé is con-
sidered by u% as the proximal jeterminant" (Feuerstein & Rand, 1974, p: 13)
of aifférEﬁtiai‘aognitisé;aéeéiaﬁaéae;

Feuerstein thinks that the human organism interagts with the
environment through two experiential modalities: direct exposure and
mediated. The direct exposure modality is characterized by the immediate,
unaltered, and random interaction between the person and the éﬁii'*nméﬁtéi

cidental. o ,

The manner in which the individual responds to the stimuli changes

qualitatively and quantitatively with ﬁatﬁratibﬁ,: From a Piagetian
perspective; the nature of change is a function of the rééiﬁrGCéi pro-
cesses of assimilation and accommodation. &ggimiia{iaﬁ is "the incorpora-
tion of objects into patterns of behavior" (Piaget, 1960, p. 8). Accommo-

dation 1s the opposite process in which the individual alters thought

patterns or actions to fit environmental demands. Formylistic

representation i§wSJ§§i)2R_6f stimulus—organism-response (Piaget,

xperienced adult who frames, selects, focuses,

v -

atal experiénce in Such & way as to create
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appropriate learning sets" (Feuerstéin, Note 10, p. 6). The basic

!

- ' >
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tion and through.the selection and presentation of stimuli. The
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The first defining characteristic is the intentionality of the mediator
t

and the child. The mediator makes a concérted attempt to emphasize to
the child the importance of the experience and in so doing "to produce
in the child s state of vigilence" (Feuerstein, Note 11).

The second criterion of MLE is the transcending principle. The
action of the mediatbr shouid exceed the demands of the particular
' -

situation in such a way that the needs system of the 1earnéii§s en-

larged (Feuerstein, Note 11). In order to comply with this principle,

the mediator schedules the appearance of stimuli and controls their

intensity and reappearance. In so doing,; the mediator establishes

initiate a foundation for reiational thought and comparative behaviorf
The third requirement of MLE is the mediation of meaning. The

mediator must ascrihe meaning Eo the task. énd emphasﬁgg the value of

upon the child. , Meaning can be estaﬁlished through verbal iﬁterpreta-

0

L4

The final cfiteria of MLE is the mediatibn of éompetence. In

order for this to occur; the child musé*first, succeed and second,

hY - .
e o " =Y
o - " 59 -
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investment in the activity. The ﬁéaiatof then gnides the child in the

aCtivity and in the interpretation of the activity.

¢ Within the framework of this concept; cognition is regardéd as

ineXtricaBiy reiatedgto'othéf.néiéﬁéiééiééi processes such ag motiva-

3

Instrumental Enrichment is based on a theofetical framework that

takes into account the structure of inteiligence of the retarded

performer; the motivational aspects of his functioning; influenced

not only by his cognitive but also by environmentai and cultural

dimensions that determine his needs’ system' and the necessity for

his redevelopment as determined by the conditions of 1life in: the

modern technical society to which he must adapt. (Feuerstein;;
1980, p. 1057 :

o

Educétie'”r I

I n

Although his perception of intellectual development has been
heavily influenced by the schoiars of the 'Genevan;School of Pié'g'ét',ii
Feuerstein (1970) is very concerned with the impact of‘édECEtionél

intervention on cognitive ékiiiéiéﬁa abilities. He épécifieg‘a con-

active-modification.
The passive-acceptant approach éﬁohasizés cnénging the environment

kind of existence and made to be actively interested in living a fuller

life by means of active intervention strategies" (Feuerstein, 1970;

p: 345):

Al
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; In keeping with the psychologicai process orientation, this

o

intervention emphasizes teaching_mentai operations rather ;Zan.,,

content. Tt differs from programs of similar orientation ih the

Kirk, McCarthy, and Kirk - (1968), in focusing on cognition rather
// than perception: Concern is extended past the manner in which in-

formation is received to iﬁciude prﬁtedures which are used to proces$

N , and apply info%mation. Exémpies of specific cognitive skills are
’ 1

¢

. Ko
g associative clustering, rehéarsai, coding, categorization, elaﬁoration, oo

N

and verbal abstracting (Haywood Note 6) The primary objective of

FéuerStein s ork is to teach persons whohexhibit retarded performance

to think more effectively by modifying higher mental operations.: The’

educational_orientation is emphasized by the fact that the'school-ii'g
' ) ) e o C
Seen d5 a basic agency of intervention: R o S

Nature:of the Theory
e

"IE is the applied aspect of the theory of cognitive mod1f1ability

N 1

>

gféaerstein, Note 11). The theory of cognitive modifiability has been
explicitly stated. Cognitive modifiability refers to

structural changes or changes in the state of the organism brought

about by a deliberate program of intervention that will facilitate

° the generation of continuous growth by render1ng the organism

receptive and sensitive to internal and external stimuratibn.

% (Feuerstein; 1980, p. 9)

condition of the human organism, and the individual s manifest

level of performance at any given point in his development can-

not be regarded as fi¥ed or immutable, much less a reliable
indicator of future performance. Tangible expression,of this

viewpoint is evident in the rejection of IQ scores as reflective

o . . .« 61
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is considered a dynamic self-regulating process that is
e responsive to external environmental intervention. (Feuerstein,

1980, p. 2)
The go_’al‘o“%f’structural change, or the modification of ?éognitiiié
structurés, is to "praduce in the child the capacity to initiate and

g

maintain structural processes" (Feuerstein, Note ll) .In other words;r _

the objective is to enable the chiid to become a "“gererator of knowl-

K

i - edge (Feuerstein, 1980) by.the appropriate use’ of basic mental opera—
tion §Uch as discriminating, associating, analyzizjf and\generaiizing '

(Haywood, 1977).
1] /’

'Ehis goal is accomplished by changing the organism (through MEE)”

in two basic ways. The first is increasing the capacity< % the i
ual to integrate experiences into a’ relevant whote. in this way;'the

are integrated in a maﬁnéﬁwqhich wi11 effect the whole. The second

b engage in active rather Ehan static thought: "Changes which occur in
the child will undergo constant transformation and by this be generaiized

over mdny areas of functionglg”/QFeuerstein, Note ll) :;

.

Relatiokship to Theory to Intervention

the development of the intervention pr0gram. Cultural deprivation is

.
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of MLE, thé deficiefit functions can be remediated.

ﬁorking from this assumﬁtion; the‘first step in the deveiopment of

CY
- functions. Globally, focus is directed to "deficiencies in tﬁose

)
;-

for the most part through dynamic clinical assessment

S ident”’

V.

arning Potentiéi Assessment bevice' (Feuerstein, 1980;‘
; : .

|- ' iusing the’
,gf“VI) _The primary value of“the iist of déficient functions is

. v .
heuristic, no claim is made\to the empiricaléyalidation of the exhaus-

;ive nature of the functi?ns or to their orthogonaiity. 7 .

The 1ist of deficient functions is divided into four basic cate

Three of these correspond to the cdnceptual division of the
.J ° '-v { o . B
mental act§iinto the phases of input; elaboration, and output. The'

gofies;'

fourth category, affective and motivationai’factors, is intimateiy
‘;fh,élsrelated to the other three. Specific.deficiencies are listed by catef

. L.

¥ ... " gory in Table 3. : o : ; ' .
. } e S I
Cognitiye map. Once the cognitive defigiencies have been identi-

~ , E . 3

fied;, a theoretical model must be established which can be operation-

alized in the form of materials and ﬁfaeé&a;ég; The-/strucutral feature

which links.the theory of cognitive modifia ability to Instrumental Enrich-

ment is the éagﬁiEiVé map: In essence; "this specifies;the parameters by

-

) 1980, b;‘ibS); FéuersEEin and colleagues (1979 1980) specify seven
. . ? _ o v -
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) - TABLE3 =+ ‘
’ - . . . .
TMPATRMENTS IN.COGNTTIVE FUNCTTONING .
It . Elaboration . Gutput
J - : Y ) e
. s ? : ' '
1. Blurred & sveeping -l Tnadequate perception or 1, Bpocentric comunication
i perception o -V% definition of probiem . | |
i 2. Impulsive exploratory behavior 5& Inadequate differantiation of " 2 inabiiity to project
L //3/ reievant v irreievant roes -, virtual relationships
3. Inpaired féééptinéinéroai Eooia back of spontaneous compara-‘ 3. '‘Blocking -
| o h tive behavior -
_ . \ .3“‘ ) . ) » N
& " Inpaired spatial organization * 4, Narrowness of mentai field -b,*.Trial & error tesponseg
R i@i 7 ' L S
5. Impaired temporal concepts Episodie grasp of raality , 3. [Inabillty to communicate
| ey oy o verbal responses
6 Impaired conservation of 6 Impaired need for porsulng | : "B Lack of precision dn dom-
. ’ constancies--size shape, - logical evidpnca S - municating respopses
| quantity . I S v . R
N { ,,,,,, T RN , S
7. Deficiency o precision in o 1. Impajred interiorization . 7. Deficiencies in visual
‘daja gathering - . S transport | aﬂ
8, Incapacity to consider mu]tipie 8. Impaired inferentiai thinking : 3; Impulaive, actingzo Q\q
sources of data simultaneowsly T iy behavior -
_ - .. 9 Tmpaired strategtes for hypo-
- _ thests tegting L
' 16; Impatred %ianning behavior o X S

. 11,  Bbsence of* verbal concepts on a
receptive level; inability to ex-
Lgpress concepts !

Source! Feuierstedn; R: The dynamic assessme starded performers:
Kgsegsient Device; Baltimore University Park Press, 1979,
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operation is "an internalized; organized, coordinated set of actions

in Léfﬁé 6f which we elaborate upon information derived from internal

:iigﬁéfy in difficulty from simple recognition and identificatién to more
*&gaaﬁiéi abilities such as seriation. o o
~ °  Modality is the form of expression of a méﬁtéi.étt. Primary

modailities are figurative; pictorial, symbolic, and 6er§ai. éhe'phsse

is concerned with "the quantity and quality of units of information
. . . .

necessary to produce a given mental act" (Feuerstein,: 1980, p. 109):.

the mental act focuses. 1In a Piagetian sense, this parameter deals
" with actions én a continuum-from the concrete presence of the S?imﬁii

ymbolic representation:

to s

s o] L SR

The conjunctive nature of the cognitive mapii

£act that it has been used to develop. the instruments which:compri;
- L R L &

‘tHe intervention and is récommended for use in implementing that

intervention.

1n our theoretical framework, the map, iniééﬁiﬁﬁéfiaﬁ,ﬁifﬁ the

inventory of deficient functions, explains cognitive behavior by
analyzing it's components and locating and interpreting any -
weaknesses that may occur. Through’ a process oriented approach,

the cognitive map and the repertoire of deficient functions en-

able a dynamic assessment of a child's functioning: The cognitive

map also assists the examiner and teacher in the selection of

instruments and techniques for their application according to
the specific needs of the child. (Feuerstein, 1980, p. 112)



[

"4al instruments.

Intervention

The program developed to implement the principles of the theory

', of cognitive modifiability is IE. IE can be examined in terms of

S } . K - o .. A
two general and 6né speCific aspect. General issues are the goals and

striucture of the program, specific concern is the nature of the individ-

N~
]

Goals. Feuerstein (1980), and Feuerstein, Rand, ﬁoffnep; and

Miller (1979) emphasize

the major goal of Insttrumental Enrichment .1s to increase the
capacity of the human organism to become modified through
.direct exposure to stimuli and experiences provided by encoun-
ters with 1ife events and with formal and informal learning
opportunities. {(Feuerstein, 1980, p. 115)

ot . ~

Six subgdélé.éré»élsb specifiéd. The first is to correct ''the

tulturally déﬁrived individiual” (Feuerstein, 1980; p- 115); Although

 distal determinants influence both the nature and extent. of deficiencies.

_ . : o : o B . ‘
The objective of intervention 1s to modify all deficient functions with e

particular emphasis on those whieh éif weakest ;

The second suﬁgbéi is "the acqu{sition of basic concepts, . 1abeis“ ﬁif

5.This subgdal "represents the content dimension of the instruments which

themgg@ﬁes are-content—free (Feuerstein, 1980, pp-: 115—116) Since

o S . o . o
the concern of the thebry and its intervéntibn is the modification of

'c0gn1tive functions, content in a curricular sense is iﬁﬁartént only

(

to the extent that it is necessary for the mastery of caénitiﬁe opera-

‘tions. In & 1iterél'sense; this objective is more directly concerned

" With cultire-free than content-free information: 1In this sense; it
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~ 1is reminiscent of Cattell's ¢1963) fluid as opposed to crystallized
A ' : ‘ ,
intelligence.

v - THe third subgoal of IE is the production within the learner

LA

of Habits which produce intrinsic motivation. The:conceptual basis

for this subgoal is that learning will be maintained,,transferred,7 .

and ultimately generalized only if the individual has an intrinsic .

mptivation to empioy what has been learned: '

"™ IE also has an objective% the production of reflection and
insight ful pracéssés within the learner. A behavior which i; quite
common among mentally retarded persons is impulsivity. A personalitj_;
characteristic which is equally common 1is an;extrinéic iaéﬁé_af &55;%61.
or the éeéiiﬁg‘tﬁaé ofie has -little éaﬁtra1 over the svents of one's

life. ' | |

Y perception of’ himself/herself as a generator of knowledge Nﬁ_v3" Y
Strueture ' The 1ntervention program is structured in terms of
units, each of which is called an instrument.: This term was purpose-

fully selected to emphasize that the material itself was developed

in the activities of the instrument deal with a range of deficiencies.

-The instrumental nature of the materials influe es the wayﬁin-which;the
' . . . ,-‘,Z?;‘.: )
iesson is planned and presented the character teacher-student intetr-

L

Y

-
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The shift from material as an obJective to material as a tooi

has as its corollary a shift from project orientation to process
orientation, with a corresponding emphasis on "how" rather than

on 'what." A student S errors are not merely recorded as

evidence of his failures or as indicative of a need for further
review of information, but their source is explored in terms of the
parameters of the. cognitive map to produce insight in the learning
‘process. (Feuerstein, 1980, P 119)

A 4

organiied as 15 inStruments. The instriments provide a supplemental
curricular activity; the material is intended :to be used 3-5 hours a

week over a'i:_or 3-year period. The instruments can be divided into

: ' . =
: three maJor groups: "nonverbal instruments, instruments requiring
ot N
1imited reading skills, and instruments requiring independent

reading and.comprehension abilities. " Instruments are listed in

B *
v

Tabl§§4

The direct relationship between the theory of cognitive modifi-
ability and IE is' mad;&“ g-raphic by ex‘amining the s‘tructurai: principles .
- ¢ '
554 : of . the theory in terms of the intervention. According to the theory

the prox1ma1 determinant of the cause of cultural deprivation is_aniﬁ
absence or insufficiency of mediated learning experience. The syndrome

is manifest in retarded performance which reflects _défiéiéﬁéiéé in

‘

cognitlve processes. o I

The Instrumental Enrichment program is an attempt to cpmpensate

for the 1ack of mediated 1earning expertence by exposing 1ow

the cognit1ve functions in which they are deficient. The pro-
gram is not designEd to teach contenthspecific units of -informa-

\ e

a , tion, but to provide the students with the prerequisites of:.think-
‘ ing that will enable them to derive maximum-benefits from direct

exposure to either formal classroom curriculayQr any other experienge

that jmay facilitate”theiriadaptation ang integration into society.
(Feuerstein, Rand, Hoffman, Hoffman,; &; ﬁfiier,,l979, p. 541)

Each instrument tn;the program can be'an

parameters of the cognitive map and the arggy of=deficient functions.
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TABLE 4

INSTRUMENTAL ENRICHMENT EXERCISES -

Nonverbal  Limited Verbal

Applied Verbal

-

Analytic Perception @2, Family Relations

Cartoons 3. CI@ssificationﬂ
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&; Syllogfems
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5. ‘Stencil Design. 7 A
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Instiuctiéns;
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Organization of Dots 1. Orlentation in Space. ", ' 1. Ténparal relations .

P
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Transitive re}atioéa
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Source:

ﬁeuerstein:vﬁ 'ﬁand Y., Hoffran, M., Hof fman, M., § Miller R. Cognitive

mbdificability in retarded adolescents, Effects of Instrumental Enrichment.

, 1979, 835 539- 550
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When a téachér'nsésAiE;'hEZshé‘is attempting to remediate retarded
petforménce by acting directly upon the process deficienéies which
; underly the inadequate performance. Ardeficiency in cognitive function-
ing may manifest itself.in a variety of school activities: Since the

.4

IE materials are in“essenge content free, the teacher focuses upon the

10
PS4

. cognitive processes uéiﬁg the IE material as vehicles to facilitate
remediation. Through the’process of bridging, the teacher helps the
students relate the processes to school and daily-living activities:
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of thesegalterations can produce multiplicative change in a child's

, learning performance. As ameiibéation_ééliaifiéégfhféugﬁ repetition

| and reinforcemént, the child éféduéii§ assumes more and more fééﬁéééik

bility forAmediating experience: As this occurs; his/her éBiiiEi to

profit from direct éipééﬁfé learning is greatily iﬁﬁ§6§é8; - ii&
2

Theoretical Compdrison: SLC and IE

T
The wo curricular programs, %ociai Learning Curriculum

‘(Goldstein; 1974a; 1975a; in press) and Instrumental Enrichment

L L. . S _
(Feuerstein, 1980) share a concern with amelioration or an educa-

tional perspective toward mental retardation; the extent of influence

upon the educational perspective may vary qualitatively and quantita-
| tively: The perspective adopted by SLC developers has been labeled
, . ‘ peted
socdoeducational because the ultimate objective is to increase. the ”
probability that persons who have been designated fétardéd'dutiﬁg their

¥ Geans for accomplishing this objective are equipping students with.

"

v 71
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~alteration ofy

‘ psychological prqgesse

_of the educational; psychological; éha‘éaéiéiégiééi orientations. The

’

‘ R

. think critically and act iﬁdéﬁéﬁdéhii&; The skills whichgsupport

both .critical thinking and independent aéiién are thé basic psy-

spective:
The theoretical position of the IE program has beéé called

paychoedhgaﬁéga

“because the primary objective of the program is
the improxg of fundamental cognitive pfocesses with the concomitant
. ¢

aff étive correlates (Chapman & Boersma, 1980) of de-

fic1encies in mental'operaﬁfons. These,affective cor;elateé inctude

;mental Enrichment. The very essence of the active—modification approach

to mental retardation is ' adapting the retarded individuai to the ever-"'

»

groéing'and“éﬁif—éhahéihg requirements of & ;echnolog;cai society,'

(Feuerstein, 1970, p. 343)

Both the SEC and IE then; adopt perspectives which are combinations

~ o

primary distinction between the ﬁfééféﬁé can be féﬁha in the conceptual-

' éﬁitﬁ?éli& deprived individuals may léad a marginal, or patrasocial kind

of existence" (Feuerstein, 19?0’, ‘p. 345). If the basig

o

psychological

the individual
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way as to alter hisiher Status in the social system. By remediating
cognitive deficiencies; orie teaches the student to think; the persbh
who can think 18 thén prepared to know.

Goldstein's interpretation of the sociological perspective and

.the intervention which has emerged from this interpretation reflects -

a pefvasive concern with the impact of political and- economic f*es
upon theﬁindividual s ability to alter his/her status in the system.

fhé convergence of a démbcratic governmert aﬁd a capitaiiétic phiibsbphy

-~

: has important implications for intervention with children who have been

classified mentally retarded. Successful participation in the mainStream'_
of a dé@bcratic aﬁé'capitaiiépic gbtiéﬁ?‘“reqﬁiréé that individlals be -

0

socialized in the langﬁagé, values, norms and perspectives of the public ,

—————— ~ -

IE,focuses upon processes o%\abstract intelligence. "the ability

‘to understand an'manage ldeas "pnd: symbols" (Thorndike, 1920, p. 222).

- &nd North America” (Jensem; 1969, p. 7): The instruments»are

W' and within the parameters of Europeah traditions culture-free

ing angsforefore to help the child "learn t% learn.”  Pocus. is up@n

LA
) ’s

These processes are congruent with "the eduycational traditions 5f Europe

"tontentf

Fl

(Cattell, 1963). The QLC contains elements of abstract intelligence ?‘
& S - .

but deaisiaiso with social and mécﬁapical intéiiiééﬁééf i;é;% the abil-

L.’ -

el
r'9~

-
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cognitive processes because they are critical to all types of 1earning,_
The ultimate criterion for the evaluation of IE,,tﬁ%ﬁ, th the extent*

"to which the program succeeds in a1tering<cognitive processes. Although

the implicit assumption of the theory of cognitive mc i fiability and
the 1E program is that modification of abstract ‘intelligence will ltead

+ to improvements in other areas, the basic criterion for the‘éGaiﬁﬁtion

_of. IE must be the extent to which it. éﬁcceeds in altering cognitive

- *
processes. : -

* The goals of the SLC are to teach children to think critically

and act independentli. These obJectives are based upon the assumption

that there are the “twa ﬁéfvasivé characteristics requisite to'socia?/
competence in a society such as ours” (Coiastein; Note 3; 5.\%6. In

,as means to the end of social competence. The ultimate criteria for

.

The theoretical base which supports the Instrumental Enrichﬁent

yed; each instrument in the

'+ program has been carefully articula

intefventio%;is a direct outgrowth pf the theoretical principles.

The theory from which the SLC has beer developed is implicit and the

T R

relatlonship of theory to intervention, has been reciprocal.

<




CHAPTER I1

REVIEW OF LITERATURE : &

The most cursory review of the iiEeraEure of educational L

evaiuation reveals that the issues of curricular assessment have

generated voluminous reSponse; Weiss (1972) stated that the purpose

-

The preVaiiing characteristic of the literature of educational " éir

suﬁmaty of the history of curricular evaluatiop. The second is to

1Y . -
discuss three dominant theoretical perspectives and to identify theﬂ

"épﬁiééé’ﬁ which guid{this spudy. The final purpose is to review the
empirical 1iterature so that research questions may be . p\vposed F

“

- - e . History of Curricular Evaluation

A reviﬁw of the(;mterature in fhe -area of curricular evaluationk\

demonstrating obiectivity:\\ﬁé natire of the judgement “and mostLother

aspects of the evaluation‘procéss frofi the identific%tion of the goals

X 7
to the reporting 6f the re lts are- jects of intense cbntroversy.
A T
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1y

‘of the effectiveness of rote instruction (Merwin, 1969) or "the

futility of the spelling grind" (Rice, 1897) Although Rice s work *

was very controversialj there'were no replication_attempts;
The refinement of ﬁtbCéduréé and techniques in educational
psyéhalbgy, particularly in terfis of assessment (Binet & Simon,’

1905 Terman, 1916 Thorndike, 1903 1913), “had great influence on
the philosophical direction)of éducational research. The topic
selected by the National Society for the Study of ﬁducation as ‘the
focus of its iéié'cbﬁféréﬁcé was "assess lent of ediicational products.

philosophical;adoption of the "’Cientific" procedures. P

Tyler s doctoral dissertation, Statistie”r

Teacher-Training Curﬁicula (1927) became the seminal modeI for the

.

6 oe o _ "

1mplementation of these echniqu His 'ork is parti larly important

theory with curriculum development; Prior to his diesertation;'assess—;
) o : 7"7 s . ) N \ ) : S :
= ment had been considered the proper endeavor of educatibryil psyc‘hoi-

> . < A
ogists and curricular activity in the responsibility of eduééiafé.
A . \ \
N : i Tyler continued to influence, if not dominate, thg f el In
v & « -
| T 71936 he\identified the following topics as crftical to American'
- e . 4 - .
Vo education. .o : s ’
il . . ‘ : . N : «
;f:'; . l) The formulation of objectives "in ter@s ofﬁstudent behavior.
2) - The use of shese objectives as the focus of teaching and of
.. . o testing.r : .
' 3) The adoption of a broader viewJoftheputposes of education. N
- _ %) Concern with techniques for evaluating "higher mentgl processes.”

CH ‘SL Broadening of the purposes, oféégucation and consequ ntly educa-
e tional evaluation to inctude .concery with affective factors

(Merﬂﬁnr 1969, p. 82) N
» Tyler theh attempted to opexationalize his suggestions through

_ .

a major evaluative effont. -the Eight Year Study. This stuﬂy is :

'!’4 .

A
4
|

: - : AL ¢ e :E
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important 1

. 4

Rockefeller Foundations. Its purpose was to evaluate the extent to

which educational institutions espousing a i'progressive model" were

achieving their objectives. over 366-¢biiege§ participatéd and éé
schools )ef(p'eritﬁen't'all)” redesigned their curri¢ula” in accordance with
the objectives of thep' progressive philosophy.

. The study had twq'parts; fhe,first was prlmarily concerned with

deveioping means by which*the achiqpement'of students in schools could

be appralsed" (Smith & Tyler, 1942, p. 5) ﬁ/Zhe second part of the
2
and traditlonal courses offﬂnstruction. ’Jhe performance of'l;475

college students receiving progressive cdurses was'compared with that
S : .

" of a similar number of students being taught in "traditional" programs:

The students receiving'the,experiméntal treatnents'wére judged to be

superfﬂr to the comparison groups: \;J., S .
. o

v

;tlonal interest in program development, thg nnioﬁ of the two fiei

k:- f%eb L

ile Tyl s wor was ongoing; research of a
if g

was hardly sé%}&ifi ed.

more basic nature was g conducted on principles of learning.

. ,..

Thorndike's work parsiﬁ:larly the stateme t of\fhe Law of Effect in

. - ¥
}9&&;3 ;_s_reVision i? l929‘ influenc”dxshe research of American
-
learni g thewrists, ﬂull}and Skinner.'_Both attempted to refine
- s . ; i% f, o 5.

» S : '%ﬂ \ gt j 7’?’ ) .

r’g

.

e

»

S

o

of psychologlcal concerns regarding tests and measuremen&ézfﬁh eddEar . ?gi



| - &
°."  Thorndike's position with Hull's advocating a_ "quantitative deductive"
system (Hilgard & Bower, 1966) and Skinner's calling for a descriptive
- 7”;7l7 - e . ‘ .
empirical approoach. A - .

y -

In addition, another set- of endeavors in the period of 1940-1953

is important to an accurate understandlng of the history of educatibnal

) o B
evaluation. TheSe were a serieggﬁé’publications dealing with the P

‘iﬁ.éducatioﬁ. The primary propoﬁeﬁt of these concerns was Lfndquist

it

with méjbr pubiicatioﬁ% in 1940, 1951, and 1953: P
, T T ST ,
fhe activity assoclated With’curriculum de%eioﬁﬁ%ﬁt and éuBéedueﬁt .
’ L ¢

curricular evaluation increased dramaticaliy with the passage of the . o

o '0 ,

National Deferse Act in 1958 (Hamiliton, 1977). Federal monies were
j.alloCétéd directly to'efforts to improve curricula, particularly in’ -

the apeas ofdgg}enée and math. In Eﬁé mid 1960s; 'the concern over
’ adequacy of curricula was extended to include educational prdgfammiﬁg

for lpw income, minority, and handicéﬁgﬁﬁiéﬁilaf”". Curricular svalua-
‘tion "came of age" inniésé'”dﬁéﬁ'éaﬁfiﬁaéa financial support under :;;‘fg;

Title I '”d ‘Title III of the Elementary and Secondary Act was‘nade

contlngent upoﬁ the submission of evaluation reports (Hamilton, 1977
1

5. 330). . o .

3
lﬁe response to the eﬁﬁﬁaéié upon curricular evaluation waéAexteﬁ—
:t:a ;'glze; éourlgg tﬁié'éfé;gtﬁféé'6556t_tﬁédfétiaﬁlfﬁogltioﬁé toward cur— "
;;ricuiarﬂeoalqatioﬁ emerged. The fitSt; a camﬁréhéﬁgivé lﬁtérpretatioﬁ
o—"f'i—a Tylerian faé&aaaié;;aasi?@fapdséa; by Cronbach and expanded by
s'crivén '(i'9'é‘7i and Stake (1967a, 1967b). The ‘second, "tﬁ‘ejéxperiméﬁféi

position was intppduced by Campbell and Stanley (1966) The final °

'theoretical approach also reflects the work of Tyler, it 15 the
N e B ) i ) ) :
" : - 78 ' ) -
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i

: ' s - .
instructiojal objectives model advocated~by,Popham (1969) The papergi;; ;

[3

of Scriven (1967), Stake (l967b), and Popham (1969 appeared in a -~
monograph series sponsored by the American Education Research Associa-
,tion begun 1967. _ -

the effectiveness of curriculum came in the l960s:' Goldstein; Joss;

and Jordan (1965) focused %g curriculum and teaching method in evaluating

) the efficacy of special education in Illinois, and Dunn (1968) called
' ) - R e

for a comprehensive network of special education Curriculum develop- >

. N
w X o v

mént centers.

3

- ﬂajor events of the ié?éé include the developmenE of other theo- (
retical p051tions regarding curricular evaluation. The first;was intro-
du&kd by Provus (1969) and expanded by Stufflebeam, Foley, Cephasic

Guba; Hammond; Merriman;fand;Provus in l97l; The'focus of ‘this model

5 is upon the evaluatdr‘suroie in facilitating r5ti6n51 _decisfon-making:.

j ) ’ '."‘L )
Y Other theoretical perspectives are the literary approach proposed by

Eisner (1972 Nate 12) and theory-based evaluatiou developed by Fitz—
Gibbon and Morris (1975); i; 1979; €ook and Campbell published an
‘ 1extens1ve discu3510$ of problems peculiar to applied research issues
'including.educational “evaluation. "

Three major theoretical approaches emerged in’ response to the

',demands for curriculum evaluation. They are the_ Comprehensive Tylerian

l

)
Position originally proposed‘by Cronbach (1963) ‘and expanded by Scriven

7(1967) and Stake (1967a, 1967b) the Experimental Aﬁbroach espoused

fi.j@ s | R Lj é?E)~’ . : N

- w e N
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-~ L : _
P g B
- A

7 S
’. three positions can be traced to different historical precedents.
;\ : ‘ \ . ' ’ i ‘4 . K o '\ :/i .
‘" Gomprehensive Tylerian Position -

A

Cronbach (1963) adopted a "modified Tylerian rationale” (Hamilton,

1977) in suggesting that the purpose of’evaluation research’ is to -

~ facilitate decision making "i% the service of course imprOvement i ‘o
' (Cronbach, 1963, p: 675). . ,
3 3 ] ')
SRR - Scrlven 5 (l967) position 1s an,anélytical expansion of that taken

. by Cronbach: He thlnks ‘that the identification of aspects of a program

which need revision 1is-a role rather than a goal of evaluation. ® He
4-“‘ i .

labeled this role formative evaluation. Formative evaluation occurs

of evaluation is the "investigation of causal claim (Scriven, l967,;

» +
f information for decision making, summative'
s N ;: y
- : . N
. 4
The essential activity of'both formative and summative evaluation
P is Judgement. The quality of the evalqation or the confidence that >

ness with which-it'is justified. A meaningful evaluation of a curriculum

o
<

: requires the justification of judgements from the relevance, adequacy,

.

-and theoretical accuracy of the goals of the program to thecinterpreta—
tion 6f thé aata in terms ”fiﬂmpaCt. The evaluator must justify judge-

. _ ‘ | '?..
program reflect its objectives, the program is effective in nééEing its

o

gdaié, the éyaiuatibn procedureS'assess the change}the program 1is seek—

1

ing to effdéct, and the evaluator's translation of quantitative results,
o ‘ . L . c. .

‘ | vo80 o

N o X [
_advocated by Popham (194 ;- 1967; 1969) .and Glaser (1370). Each of the

at an inEéEné&iEEéiéiagé in the development of a:program.. Aﬁbthér raie

v
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“

‘social Structure. The ayﬁ"

NS

- . o r Y S :
into qualitative statements is adequate. Thgjustification of-this

; »
array of judgeﬁehts requires that the évéiﬁéié% concern himself/
herself with construcEvalldity and valoe Judgements:

Scriven (1967) aisoremphasiiéd that educational evaluation
statements address?wﬁat "usually" happens with an interventionfrather

‘than what '"'might" happen under optimal or maximally detrimental cir=

1

. cumstances. In addition; he7§tressed thatvéaﬁééfiaﬁéi evaBuation always

occurs and must always be inferpreted within the context of complex
iic interaction of an iﬁiérvéﬁtion with
[

have to proceed in ‘teyms of rather small differences, that pro-

ducing large differences will usually require a multiple push

approach, one that attacks not;only the currkculum but also the

student- grouping procedures, the- teacher presentation, the class- '

room time allocation, seeking above all to develop positive feed-
77777777777 gry subject

7genera1
increase in-the level of interest and preparedness. is not
too depressing a prDspect: . 3 i We are perhaps. ‘too' used to the
discovery of miracle drugs or technological ‘breakthroughs in the

aerospace field to recognize the atypicality of such (apparently)
instant progress. (pp: 66 67)

in the school curriculum will eventually produce for 7

/

Stake (l967a, l967b) thinks that judgement is only onie of the. basic

evaluation actfvities, the other is description. Staké's concern with
description may be attributed to his ab1d1ng reSpect for the complexity
of. the educational endeavor and the dangers of evaluation which under-

estimates this complexity: The evaluator must judgé, bit he/she must

“also ground his/her judgements in context through deécription; ,

transactional;.and ogtcome; are ne.  .ary to describe -an edicational

intervention:: Antecedent data igﬁ“‘ 11 fartors which precede the
. : . C ) ¢ . \ K . F

s

g

-
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refiect en00unters in e activation and evaluation of a curriculum.

5~'§ ' ] . o R .
Outcomes,; of course, are the changes which are regarded as the results
of an intervention. Too often the sole focus of évaluatiqr is outcome

data where studies ' begin and end with achievement testing" (Stake,
1967b; p: 5): A : ' o "€
c , <5

o

the proponents of the first position for the impact of a variety of'
S
factors upon the process of educational eValuation. .They think,

‘however; that the most adequaté means of dealing with: these factors
is through the careful use of principles of experimental design. The

problems proposed by Cronbach; Scriven,“ and Stake iﬁ“renderin? a. -~

"jaagéaéﬁf" may ‘be more concisély.considéréd as the lack of confidence

mhnifest by educators in their ability to secure iadequate~and proper

data" (McCall 1923 _cited by Campbell & Stanley, 1966, p. 1)

eraliiahlé is that‘jUdgement? From the perspective of Campbeli avé
‘)
Stanley, evaluation is composed of Judging through the stattsticai o

—

analysis of data and describing through the systematic consideration

of factors which may invalidate results: i
TheT1rst concein, the confidence the evaluator places in the
" judgeient, Campbell and Stanley (1966) termed “internal validity."

With regard to internal validity; they proposed "eight classes of

W i_ 82
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‘extraneous variables" which "if aaté&bnfrolled in the experimental
_ i N

17,

design,lmight produce effects confounded with the effec.li ‘the o,

-

experimental stimulus (p. 5) Threats to integnaISEQ idity are

.a?‘r

1isted z:and described in Table 5 The primary mEans of controlling

4 activity may be classified §s fitting into -one of three types of

2

experimental design . preexperimental true experimental, and quasi

The true experimental design is characterized'by the

'experimentaﬁﬁﬁ
f% ability: of the(&esearcher (or evaluator) to manipulate the independenté; :
5: _ variable and to randomly assipn 3ub§ects to treatment groups. - The use"
¥ ’ of a true experimental design effecgively conitrol# “the threats to

internal validity. ' ) 5 N :Q‘f é%

control the manipulation of the indgﬁpndent variable and/or the

randomization.of subjects. The value of the quasi dgsign is the

opportunity it affords the evaluator to specify ﬂﬁ an a priori and

herice more objECtivé; Baéié the factbrs which #ay act“to invakjdate
p o L
;—// * - results. Efforts can then be made to control these fad{prs: .

Internal validity deals onl? wfth the specific natu?é\of a given

judgement ; it provides ng'basis for the application of that judgement

" to any other éituation. The extent to ‘which the results of a given |

experiment can be generaligd- to other situations Campbei:j: and Stanley :
N 7 » -~

(1966) called external vaity. . They proposed thfeats’ to exuerna}
, o oL

/\
validity, th se are. listed and described in Table 6. T 75#

The nature of the constructs of internal«and extéifﬁi;yalid?t
: o s
precludes aksfhﬂy's being both internally-and externally waljd.giAt *ﬁ
) : : R Y U
S R R

o R . LN ¥ ) Lo
- .l“ 5 % - ",. _ ‘17— -
- . * ’—;/ - O
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__ ‘some- p'oint in.. the ckesign of the evaluétii’ﬁ, then,

#‘. make decisions based upon the purposes of the research.
detisions may be, considere’d“" izuﬂSc‘r:tven s (&967) terms, ;;iiaiiie i . }" ‘\
judgements. : o | ‘; : | ,,) \ | ) 1{2 ‘3&§¥1 u

o ‘ | Instructionai Objective Model i';;l; ‘ S 18;“

. ﬁ;e third theoretical positi;n Eoward educational ev'aliia'gion ) ‘ .

may be seen . as an integration of the york of Tyigr with that of C @' ::
;Eigin’n'er. Primary advocates of thi’s posit have been Popham (1964 : «*’ | :
_%A 1967, 1969) and Glaser (;970) Prevaient charaéteristi s of ¢ appg’eh B

} | ar¢e the. specification of progt:am object'i;res in bet{avioral terms, Eihrne'

careful assessment of the u"entry behavlor "init:kal ste te of the

-

] learngg, the data—based-monitoring‘ of instructi:on, and the asﬁssﬁiént, o’fé

g.%, .- i .'. LA Q.g - 4. B ) _ 'ﬁ',/
o 7"\ sprcrgress in meeting goals &rough a- criterion—referenrc ‘d approach. '
P ‘ﬁ;,f es %rouped wit&&’ ¢
£ JR
; : shari a goncern
e
;. ﬁ ol T
_ Ve posﬂion is radically different from Scriven s in a critical way. s
(4] o * . -7; ¢z ‘i’
. {He di‘fferentiates cdrrqlCUlar evaluation from instfuctiondl, X?‘fluation, '
) the f'u'ni:tio'n of the evaluator is to determine the extent to which a;
g’}:p‘ro\gram _suceeeds iln a,ehieving its obé:e\\r 5; tize”evah;ator has no,-——\/j .
" responsibility for.gmaking judgements regarding the theoretical adequagy x
o o ' - i : ? " o -
o> of the objectives. . ; L i
R ’ ® = .
' P L L L L g -
. P Working from he assumption "that the on1y defe ible R:Lnd_ 0,
- i -struct‘J:‘onal model must Be based on an isessment @h@iher or not the v
. 7 §) IR i e
. - 1earner s beh vio\} ctuai;i:y alteréd' ( fiso - f.e 38), Popham2
Al [ \ —’ ¥ N -
.oL ’ 3 e. three types of dat —
e 5
o Vi




2, . . . % ' @ ' ’):, ) ‘ ‘ )
. : . v . ;I

specified by Stake (i:967a) as critical to an evaluation antecederiit i

data, transactional data, and outcome data. . The evaluator focuses . .
e e' . uo,; 7 . v

»

upon observable behaviors which are relevant,, to tgxe achievement of* ) ;
. R
{ the objectives. In terms of"antecedent "b't-a, "detailed diagnosis is

I{Uv I

T

-made of the initiai ‘state of a %ear‘ner'. oming into a’ particular instruc-
_ e : “J\' .

tional situation (Glaser, 3;970, p. 73). eTransac%iona‘l data- include

A
t

the monitoring %f delivery of instruction, again in terms of cleax IR o f

T

' specifi :'ti.and observable behavior. Outcome data typically “take the

* Y - . i

»

TN
C iterion referenced assessment which may or may not be accém— -

panied by normative evaluation. ¢t . - . o8

.

57 B Lt el el [
-’.15': St Adoption of a~'I;heoretical" Perspective

The theoreticai position ,adopted in this study was‘a combinationu -

* compr%ensive Tyleriah approach espdused by Ctonbach (1963), }‘
. - 3 2T
Scri'ven (1937), and Stake (1967a, $967b) and the‘ experimental positio}i e -

% advocated by Campbell and Stanley (1966) e research had twq oa s:
. L ) ._ é - _— 7t : . D
Cyl Xa) to describe as: cle_atly@zd carefully as pg ss‘lble what happened T
,,:4“; : ) wp '$. '\ 77777 r B PN
before,‘ during, and after the ﬁnplementatio-n of° th%SLC and IE an Py
' 'p@gr&. The se'!‘uct?fal frame—' -
e

-

. o o s
. ) po%ting' the- SLC dnd IE.—— ,\th programs are cognltivély oriented. and f\:* s
<~ . . ;’ . )

-3
part of dev&opers With the. ,%ssues of i

- -

: '*'“'In addition, both pro ams

(both reflect conhgern ot \ﬁae
w ﬁ constru& valid'iT i§
v I

. refl
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. @@g amounarof researc tivity in the area of educational evalua-‘
'»\

~ @ . . D -

. 'tion has increased dramaticalyg since 1960 Forethe purposes of this
ca ’Eadg;, the 1:I:terature revieu waf 1%ﬁi1téa to ck{ricular evaluation which
, - :

‘

incorporated the characteristiqéfof the comprehen;Z\E‘Tyﬂqfian apprd¢

?(Gro h;-19 3 ScriVen, ‘967 SEhke 1967a,’1967b) and/or experimentalr
o Fhaghs i

‘.

z%ampbeli & Staﬂley, 1966) approa This restrichion precluded dis— ‘ L

) ~ . v--..\ '\

dren, Tyfer s (1966) Nﬁfinngl éssessmennrof Educat}bnal Progreiﬁ? and =
* el

Neeiey and Lindsléy s (1978) instructional objectivés evaluation of j’ (
‘ ‘ b R \_

i

R - ) A . . '7; \ Z - “\ .
. Fad:rally Funded Projects L V,JQLioici' - 'L;// 7
8 s TR S W o

of the 1iterature of curriéé}}. v, ﬁnsfocuses N

4N £ o
i-foject_s!- This' A

ifl Progect (ETP) - %Eray, Klaus, Millef{ & Forrester, 1966 Gray &

s,‘ : -

ace ‘5@ soc\d.o— .

f\ -

ed three summers of

-

'*Bﬁé "gte 8 second.
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. . . e - - i
_— - the third group served aé~EE§,ibcai eéntrél: A diétal con@&pl group =

'§a§’81§3‘§3éé5ified to provide som@kprotection against the "diffus;ﬂn

s

- . ' -~ “
. - [ . R - - : .
- 1, n,, o (’ i

- v \/ ‘
of effect thin the c0mmunity.

The. prhéram of the ETP differed frq conventinnai pgegdhool <

-f,,;ﬁ_ programs" QKlaus & Graxz 1968, p. 11) in ; ree Ways.‘ First, a -
»cqncerted effqrt waiimade'to use conventioha methods creativeiy to
: # - ¢ .
0
achieve carefuily specified cognitive and affective goals. Seccnd’ »

v

'.\.;

the teacher-pupil ratio was" quite high and third, the activities were
.oy j

selected on the Sasis of their potential contributions to later/school.

‘.

i e v c o X
DN’ N
v

RS . <
[ .

Success\; p 5

v

? . 4n cognitive,areas was evaiuated with normativﬁainteiiigence and;

achievement tests. Tﬁg eXperimentai children (T—l and TP :

: S

B .:/: significantly superior performance i# these_areas until’ th:é

M4 . . i o .‘e"

. »
fe cts appear
A TR .

i

were in theiféﬁrth grade; at which time the ef

pate.

cednt}s were uéed to a sess affective variables - U

% & \\ v - - ».:z:
If=conc > and ahiiity toaﬂelf& gratifipation. >
. . ﬁ . ot

such as reflectivity, se

el &J 4 .
77777777777777777777777 ' t?@'ﬂptg-ﬁ -impacy*upan
- B * Q;")‘ NS o}rr ’ a - N
: tha,—the prggram aétﬁﬁlly had no efw\iz’

tlxﬂgﬁfs ﬁééd to agsﬁ\ﬁ
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5 R R T ;“,,,,,',,,,, o R % é . _/; T
(Weiie;art et al.,‘1974). i children were selecded as candidates for the .=* .-,
‘ ‘ D A ' :
program on the basik of IQ and SES and were randomly assigned to = .

- . \ -

experimerital or cofiparison groups: Experimental children were}/ugﬁt .
i half a day,:five Adays a week from 6ctober to May for two years.- The : \
‘ , , : w . ,

: experimental ch 7i'd'ren' showed supertor gatns I TQ: An contrast tg
| ; the children in the ETP, the sctggai ﬁgﬁéfﬁéﬁééﬁ“a{' the E childrej
N ' ' improved 'o'?er time “'Kt‘ thq%etgbth grade, t&eir Cal;tfornia AchieVemenst. ’ .i
. Test scores‘ﬁ%e sigr}ifgtqanmly“superigr to those ‘.of control children“ . .
) . '
(Weikart et all 1971&)’ e ._’ : ' //') " X 57\ . ¢ "g
;‘3“' *Research and demonstra‘i;ton ‘projects o;{ is type}ere i eﬁtiai _\C\ )
in the development; gf massive interVentton programs é%gh as Head % -
- - giid Foz;low Th‘qrough. Mk 735 ‘ehe \%tterature fgcqsing g ° : s
. s '* evaluation proc?:dures was sttmulatec\vb§ aissatisfzfctio;l w;tr!.';'” te }‘ :-‘.’~’
. : a e .. A
" to evaluate the effecttveﬁs of.these p.rogra;%sf. ‘
5 important evaluat on in te.rms of geaerating re
4 . /

'o'n’;the effec

r)grea, &nd that He! \d Start~ —1dré‘ri remain
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11 uisttcﬁAbfffty fsﬁiym’ seil ‘1970) ;& B\ AN <
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- ¥-tion o.f 4;h.e mogels as bagdic skills, cognitive—conceptuai,ra

' ion of the effecttiven-és’%)l
N - ;

o - .
‘one model w?th another. . 7\; > ¢

T
By 1973 six yeari after the concﬁtion of the program and four

years before the completiork of the eva‘.ftua.tion report, principal 7
-
participants were 1amenti’ng the ambiguity f}%i
e -
5\ ]

(Rivlin Timpane, 975) The ‘final evaluation rep rt (—ﬁinderson,

¥ _,St. Pierre, Proper, & Stebbins, 1978) rendered three primary judge\ents.

1. 'I'he effects of the different models were charaete'ized by

. L ;o. ,Of Pover;% R K ‘
o ) o s ]
T 2. ._Children served by Follow Through c?;id not exhibit supey}
A performance on standardized achievement tests. g

. 3. 'gh'é major{ty
' D fagetioniny

-

f children §erVed by F?l],o/w Through wée Sti

L bstantially below grade. 1eve1 after three or
<% - e y four yeaxg o1 intervention. (p. 162) \ .
This evaluatioh was no more p'o”’” : el 7'ccepted than its Bééa

ATt _ﬁz’redecessor: Indeed House Glh\s,; McLean, and Waiker (1978) *4»

-
»

ag!,j,~"¢effei;’f"'t'oj the @ssessment| as 't%’*un air evaluation" (p;; 132): 'fhtsj;s :

judgenfent 4. f,ijased upon
& [ - h re » D

hat they perceive as probiems in thﬁiassifi‘ca—

tm s

e}f’lthe selgc,t/i:crﬁ)f criterxox%meastires, and the use

k N
s ~aX .
riancs fo/r exgamining the data. >
S g ’

\tJa'sziler Scalew - > : N

Other resgarch has be‘en conducted on a smaller scale.. Buf!’onb
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de'eloped/ to teach English to junior high'school ﬁtnde;\tsii)"i:ifty—four UI' .



" mathematics cutrricula" ﬁﬁbn mathematics performance. Two urban scho

s sixth grade, four tests were administered to 565 pafticipating chfldren.

: -.in favor. of 'bl?t(r experimental and. c'o'n'trolw children deﬁending upon the .

"V brogramss ,c,;‘n Ba/éic Readers, S% ngésggcfaéeafa' "':"*';fj: e 5
cee AN ‘ . 3 . g T B Y5F ,

!Fferent schools gerved as

waséa control ‘ﬁfgoup in each school. At the end of the third year of

i”tervention,\ students were tested with five tests, each of which

i?( :
was dmeloped curticulum center personnel Experimental subjects:
were sﬁpéridr'td controls on all neagﬁres, but there was no difference :

Hurige rman (1967) studied the effectiveness of ' contemporary

systems participated in the stﬁd§ with 10 classes of children using the
School Mathematics Study Qnoup Pro%;?am (SMSI;) in grades Zir'-'thr'tmgh- 6:

Ten comparison classes ﬁsed traditional programming At the en& of the

o

4

. \( - N o
The results are interesting in that thére were significa nt
~
< i? ' )

(=N

if Erences
C

ai\

content: of the es’bt“ Comparison chi]fdren Scorédu htgh*er on® both sq:cti.ons _°'_‘;,
"_ - . \

of the Califox;y(a Arithmetic Te'

. icantly higber on t};e Califpniia ’(,?Ongempr?;y Mat mat;bcs \Test, there
¥ ey |

I . ‘

| - ,;'; p 3§
11 et 11g%htﬁ%reﬂ rformed signif-" R4 |

/
g r S
Sca];—e. No pretes ldata were repott_

“was no dif‘ference}e}qprted oif

the s:'tandajif’ ization of :hé instrupEnts . - S\ é ER L.
*'ié;, and Lashin ’1967) &&%?d the Stanf.%d Achieve—

. *.!\

The §ﬁ'f was a
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L‘eberman aQS Selman (Note 14) evaluated the effectiveness of a

) cognitive developmental curriculum upos: - the moral stage development ;
3 ‘! &
of primary children. Six: cl"asses of children (N=68) participated in o *ii
. - e

. 7 N o 7 o v B
o ( ] the‘study; iggr of the classes used the experimental cur{aju

4
.9 St = . S e
T two se:;;ﬁ as comparisfn;,'In the four &xperimental Clééﬁ

o of -
"~ l
‘bhe teachers were given trainin 'Vcognitive developm’ental theory.

-

- TNy The dependent;variable g

s of moral dilemmas. Experi= { | .

3
“ - mental c‘hildr)ep red‘eivre,d iﬁsgruction based on the currieulum twice ; '. .
) /eek for;a fUll y% tﬁ%'y were teste—d at the beginning\ midfle ahd . :
p . < The e;;'perime‘ntal chiI‘dren exhibfted performance ;.'v : .
| suiierior torthat of' comparison child:en. ) There o v
- 'd_‘ Wafﬁg,no‘“dif_ference in the performance ‘of children 11”:au'ght by teachers ’who
& . v'hawc'éived training and thoefé who had not, ”In .fact, the ‘biggest L
v A i B )
9'3 B ga,ins occurred'; not in an expert -led class but inagshe class of. thrt; lay <
_. o teacher who sxwed ‘the g:;eavt'e‘sﬁ ir\terest in (, ..,q
Nt : d}the underlying theory (Liehermi ‘se ' ]

- catioﬁ followgng a period of idtense actﬁ'!(ty in the field stiﬁ{ula%ted

\I, g ..

s :
Nationai Defense Egucation Tiﬁxcl: of 1958. After carefu’lly exam:tnfng

‘z /

el I , _ . [ _ , o=
N:nétew projects repdrted the 7777777777 L - x %

E?Sht,EFQJeCtS indctcated/”’some
eval atrion. ,;a_"’ ,), ‘

Faur, of the-T9 progP if,fifﬁﬁ;ﬂ trol grpups usel 3 J . k
tApjom progedures Bo - n_subjegts to- treatwgnfenditionsy o !
i’?@iésﬁﬁﬁeﬁli £} ~ -

: :'fhere was _indi«l¥
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_one considers
T w

o . . . I S S L
the extent of cornicern, everd at the lay level; for the efficacy of

Welsh's review is partigularly. distressi g whe

.. e
: S 4

W ' _ o Curricolar Eval'uatioh in Speciatl Eaaéaaaé
In l968 'Dunn called for the establishmen&;o@a nationai network
‘of special education cutriCUlum development cenv\zrs. - It is s_ignif-'
/ icant in reviewing specia]':}ied/ﬂcation curricular evaination stiid'i'es

to consider that speciai educators were calling for curticjum develop-

] A ment centers.dt approxim'ately the same time educators An other areas 2//
: o e ",,
4
: . were de 3{1 ng more rfw-us\apglicaticm of reseatch principles to
TN B K I e mU
summativ_ a aluation.! ' ey ﬁ o :

. -?7, . - .a y ST -
- .-.\ ) : AN LW - L v

,,,,,

o ‘It i also important to realize that the field has generated little [ 3
' N - .
response o ”\tr:mi‘x"s cha?clenge; As late as 1977; Cawley said—,_ roo. e
I I1-do not h lieve we have adequate cirricular alternatives toda ay. N
L ] Nor dojihe eve; that we have ever had adequate curricular : , ! i
= ‘alternatives.\ I hate ‘tq.think that Public Law 94- 162 the s 5
s LN Education f?!,h‘i ‘Handicapped Children's Act . . .'is go#hg to - ' <
& ' i placg;miilignsiof}e-i;lars into- a system og education which has :
T R ,\?yet7toiy@1ﬁateialtemaﬁve curricular miodels and programs to
( . meet the. needs of, e ildren. (p.JZS)‘;5 , x f‘ C -
M . - N D VL FA
: T An accurate perspect
) ;
' special eflucatjon wi{l/
,\j ‘, __ ‘\, o ,-.,”;: ; ” : 3 T
- 3:“%* ,at;_fén; ——'caarri'c'%lum;w M ude eci{}ed ‘?jz
7 L ) ? \ . bn' A &S
g\ N ,ﬁfac’é; 5 O, Caonté t sand })Eoce \ refer—to-
LIRS e o
< ‘»@*ﬁ st 7ies of " a sdmmati Je n 'uk,

L gln 1965 Gol&tem, Moss,
. ' mental"‘ study (Campbell & Stanley, l966)v§9
« T ¢

5
% 3 \ ' _education pf‘gramming using‘the Ill‘i‘nois C\#

) T
siefle; 14 1953) Selection of -subjec

-
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| education programs with the Primary Mental Abilities Test (PHA§.

i ‘ ‘ children who scored at or beiow 85 on the PMA (N=209) were tested f

% v
LR wtth Eﬁé Siéﬁfafa Binq Intelligence Scai:e-Form L (S5B): The 129

:3§ﬁ6 qualtfiea" as educable mentally retarded (1 below 85) were o

ot

The children were monitored for four years in three areas: intellectual -

fﬁﬁéiiéﬁiﬁg; academic achievement; and 5éfgaﬁaiityisaeial adjustment.

9-\!'4

& mental pracedures, Epecifically developed ijg&'ﬁ"

nts, énd mtétv%g

wtfh-parents; Teachers in the special edﬂtﬁ~”

I

H{inois cUrricuium Guide (Gfstein & smﬁ 19
-a‘_. . h )

. )7*7
odology. iéfw

‘an inductive teaching m

i rsonalitx devllqpment.
¢ b " ST
¢ hoc analysfs pf the data ;S;,stimulated by the fact that

v i - ” (.

~

., ,K

e scd?es fro?~the last two admin-

g
‘ £hi{fdren An high (IQ
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Cont

Ability Special clads High ésiiiéy'ﬁéghiaf_ciagag'Lsa Ability
Special €lass; I;owfﬁbility Reguiar ciass. o Q '

Withinﬂthese four groups of children; the original hypotheses

‘&ére'reeiaiined* In terms’ of intellectual development the ﬂigh'

Ability children in eitherq,type of program showed increased IQ

S

scores over the four yearshof intervention. The Low Ability children

. the samg as the entry IQ.;-

fgthe ar'ea_ of academic

achiévement revealed sléﬁlfiééﬁEi§?§ﬁ§éfiar Béfféfﬁéﬁéé by the Low

Abil 1lity Special Class children in re(ading and language, &r’ithmetic, : %

{ ] & A

. a d social informat’ion.~ In addition, with h gh ahility groups,
; ! 5‘ _

there was {—E%end;toward hi:gher achievement in favo‘r of the WK

?g{; ' 7‘,‘7,‘ ) o P o ’ - 't', ‘%):‘" " .

' _-" , class chiidren. - . ? d, - K N
‘ k ) . 3
A - Lo
"’ﬁf’c’sv; Yo g Social and pérsonal adjustment were evaluated im; three ways ‘.——
) = & ’ [y
ﬁéthérs evaluatlons of their children s performance, neighborhood

' :l- . v u —
| The expectation that the special Ttlass. children would em nere -

. \ ) \ ) “

Y “H » ;

AN '

sociogram and- studies of diwergeT_ ‘,_t.hinking, risk takingﬁ and anxiety:

o

jav&able adjuStment wafg‘. supporteé;.

N -l'}

Stanf§1966) "Apart fi‘om :-he spottiness\oﬁ the results, thg mbst

B L TR A
seriou§ shortcom:tn.g of thg Illinois study is foqnd in the fact tha;: =«

—® T«

<

it cannot be generalized 1n thoug Br deed ?) ex‘i\%g speci"al“ cl‘é; 3 ,;
ifically, thg/random E

'programs' ‘{qudstei? et al¥4969

assignment of childr'en to .sSpe ial educati 'lasses created an un}onﬁoniy j

¥F
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h'o'mdg'eﬁe'ous sample, the.teachers liad been trained in a aingie teacher &

of the curriculum and method upon the students, and to investigate %:

. 5- « o

; T

the eijrrii':ijlijni and ih'éth'o’dé. All teachers were given the ILJiti'o’iB
o oL » -

Curriculum Guide; é)’cp’ériiﬁental t'ea'cher§ were tra_ined in W'o'rk;s'hbps and © -

- i . R S
e . i S

inéérviee prografs on the use af the guide and the inductive teaching - - 5
y * z

methbd. The project 1asted for three yaars and employed a vapiety of

”

PLANSN

'quan'titacivge and qu%litatiVe regearch pf’ﬁeedures ‘ The chiidren were
. ‘a . i -~ ,"\ 2
testeda for example, with- standardized tests oﬁ?academic achievement,
\._A N ) '0:- .8 b . N
'intelligence and’ divergent thinking ,In»“ addit_ion; researchers observed

R

.6'

D‘ata are re_porte'_ ri emtair and 7 comparison)_“

~\Qnd  #48 children: Goldstein et al: (i969) found quaiif;%;l aunport ﬁm

the expectation that experir\nental té’acflers wguid sg\tge curricﬁium and .

t

™

method more than comparison, strong. %pport for the;reiati6n§hiﬁ Bet'weén o &

use of the curgiculum and use of the methodi no support for the expected' ‘

.

relation’ship between backgrour\i characteristics- of ,teach?s. and their R ,'-"i‘z-';i

implementati'o'ngf the method and curriculm;i - In Eerimé of Ehe;éﬁilﬂreﬁ;s '
. . R" . - ) M - . )
performant:e on crig "ion measm:es/ the expes mental children were signifs

‘ - [ .

icantly superior tt compariso* chiidﬁetx on” tes'ts~ of divergent t;hit.ijking

Ay . . ) g —

) o
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Other studies have examined methods of teaching. These studies
will be reviewed briefly since both the SLC and IE incorporate rather

specific instructional procedures into the curricular design:. Petry

( (1973) compared the effects of special education placement, regular
) \

class placement and one-to-one tutoring upon the reading and math
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three intervention strategies with mildly handicapped children: The

) 4
three strategies approaches were directive teaching or, the programmed

presentation of math problems, directive teaching with data retrieval;

— < -

. ™ - - - - el L. -l
programmed presentation with emphasis upon orderly recall of critical

g The expectation that children taught with directive teaching plus data
retrieval would exhibit superior performance was mot supported:

DeBoer (1974) compared traditional with "computer-managed” programs
of instruction. In traditional programming; the seledtion and sequencing
of instrictiondl tasks are determined by the teacher; with computer
managed programs, the teacher enters certain information into a computer,
and it generates an inmstructional sequence: Seventy-one learning disabled

children were taught with traditional instruction and 48 received compiuter

mahaged_programs; The children's academic achievement was assessed be-

fore and after intervention with the PIAT. Tﬁéfé'ﬁéé no difference in
performance. 7 3

Fafard (1976) studied the relationship between verbal instructions
and the péfféfﬁéﬁé? of learning disabled children on word problems in

5?

I

v 97




math. Three types of instructions were used: structured instructions,
guided questions, no specific instructions. In addition, two types
of word problems were used. One type had only relevant information;

the other had extraneous information. The dependent variable was the
, %

S S S-S -
student's performante on 20 verbal arithmetic problems; performarnce

was dvaluated along four dimensions:  time tequired to Solve the problems,

number of correct solutions; number of misoperations and number of compu-

tational errors. Main effects were found for problems with extraneous
misoperations. There was also a significant intetraction between type
of instructions [and problems with structured instructions yielding
I N : o S
more effective performance on problems with extraneous information: -

as compared to traditional methods in increasing academic achievement

the study with half being taught with each procedure. There was no

- o ]
regarding how it was measured.

‘ Research has been cotiducted with iﬁéifﬁﬁéﬁiéiiﬁﬁfiéﬁﬁéﬁt in Istael
and North América.f.in the Israeli project (Feuerstein; Rand, Hoffman,

! -~ ! .
Hof fman, & Miller, 1979) 114 subjééi§; haif of whom had IE for. two years
and half of whom were exposed to the traditional curriculum were tested.
Five areas were examined: generadl iﬁféiiééfﬁéi functioning, specific
éagﬁitiVé functioning, basic scholastic skill; classroom interaction -
and é%if;C6ﬁCépt; Using a pretest-posttest battery of IQ tests,

Feuerstein et al. found "substantial support from the findings pertaining

98



85 N

to general and to specific intellectual functions; partial Ssupport from

measures of scholastic skill and classroom interactions and no support

from measures of self-concept' (p: 548):

in a pilot testing of the IE program. Data from the second yéér of inter-
vention indicated certain groups of experimenta] children outperformed

compérigbé children on subtests of PMA and achieved significantly higher
grade equivalent scores on the Key Math ﬁiégﬁéétiéfAfitﬁﬁégic Test. In
\
addition, children classified educable mentally retarded showed signif-
icantly superior increases in performance on the Gen%fal Information

Subtest of the Peabody Individual Achievement Test end the Piers-Harris
Children in the Phoenix sample of the North American Project
showed signd ficantly superior gains in performance on the Standard
Progressive Matrices and the Lorge Thorndike Nonverbal Intelligence
Test. Statisticaily significant differences were also detected between

experimental and control children on the Pictire Motivation Scale:

the significant cognitive remediation is possible" (p. 18) with jﬁﬁéﬁilé
offenders. Forty students bafticipétéd in a 2-week intervention with

on the Lorge-Thorndike Nonverbal iﬁtéiiigeﬁce Test, selected$items from i

the ‘Standard Progressive Matrig and items from the Learning Potential

Y/

Assessment Device.

~N
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Research Expectations

On; the basis of theoretical literature regarding the development
of the SLE (Goldstein; 1957; Géi&étéiﬁ & Cbldéteiﬁ;‘lgéﬁ; Goldstein,
Note 1, Note 2 Note 3; Note 5) and 1IE (Feuerstein, 1979 iéé&—

Note 10; Note 11) presented in Chapter I, theoretical positions

, toward evaluation research (Campbell & Stanleyy 1966; caakﬁs Campbell,
‘ [

1979; Cronbach; 1963; Scriven; 1967; Stake, 1967a, 196\3) and empirical

; -
. : Quantitative Research Expectations

I. Tredtment I (SfC)

A: Students in this group are expected to perform significantly

f?””,”, : , , “g

_measures.
B. Students in this groip are expected to perform significantly -
better than students in Treatment II (1E) on the Test of
Social Inference and Social Knowledge Assessment:
I1% Treatment II (IE)
A. Students in this group-are expected to perform significantly
better than é"’tuaeﬁts;__\;h Treatment IT (Comparison) gn all mea-
¢ . sures. '- ( .
7 . B.. Students in this group are expected to perform significantly
better than students in ;freatment;i (SLE) 'aa the Standard
Progressive Matrices. g

P




II.

IV.

B. Ability to solve word problems

Qualitative Research Expectations
Children who'have been taught with the SLC should be able to "think
critically.” ﬁfperscﬁ who thiﬁkgréfiiiééii§ shouild be able to:
- ' : AN
iéé%gﬁize the existenice of a problem

?‘ .

_ Organize information that relates to the task

x|

(e

Solve problefis ,

1. Produce several alternative solutions 7

[ 7

_. - oY . L ______

2. Identify potential obstacles s :
3. Specify ways to cope with or avoid obstacles.

Children who have been taught #ith the SLC is able to "act inde-

sendently.” This means that the ‘child is able to function in a

variety of settings without disrupting the harmony of the envitron-

ment .

Children who have been taught for a fﬁli year with tké SLC should

be able to use subject matter knowledge and skills té solve

problems: |

Specific skills are: ‘

A. Understanding of why one reads : ‘ . .
T ﬁ,,,”, - S

in mathematics

C. Ability to apply processes and skills to ééiiy living:

Children who have been taught with the SLC will have more positive

attitudes toward school.
.~
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CHAPTER III

QUANTITATIVE 'AND QUALITATIVE METHOD

The purpose of tﬁis'cﬁaptér,is to describe the two methodologies

ﬁséd in’ this study. iTﬁé first section of the chapter discusses each

threats to validity. The second section addres 's'procedures used to

v

the Non-Equivalemnt ébntrd; Group Design (Campbell & Stanley, 1966), a

q&asi—experiﬁfntal design c?ogzn because random assignment of the

) subjects was\hot possible. The design is represented graphically in

Figure 1. Treatment Group 1, the subjects receiving instruction with
the SLC, was composed of 65 chiiaren in six éiasséé; Treatment Group 2,

subjects receiving IE was made up of 36 chiidren in three classes. The

original design included six classes of children receiving IE; a

. variety of factors operated to reduce ‘the number of classes\comparable

to the six SLC groups to three:. Treatment Group 3-~consisted of 62 chil=
dren in six classes receiving traditional special education programs.
The specific nature of these programs is presented in Appendix B.

Selection of Teachers : ' .
: Participating tgachers were selected through a multi-stage process.
All teachers of Noncategorical Comprehensive Development classes (NCD)

88 ‘
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A= Treatments
B= Ability
- Time of measure

o
[}

Posttest IT

Posttest L

Pretest Cy,

High Abitity B

Low Ability ﬁé , | ' /////

s.e . ° IE Comparison ' A

t 3

Se

'te 1. Graphic depiction of experimental design.
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< in the Metropolitan Nashville-Davidson County Public School System-
were Sceeened §0 that teachers Gaiﬁiﬁg with éhildren above the chrono-
;}agiééjiagé’téxj 11 c&uia_be idéﬁ{ifiﬁ%; Feuerstein (ié?éi designates-
this'agé as the youngest for which zsrig éﬁﬁfébiiétéz,'NbﬁCEtégbricai
CaﬁﬁféﬁéﬁéiVé Béveibpmeﬁt ciassééléékfﬁé éiéiéﬁt$f§ 1é§éi operate as ?,Q
3 predoiiinantly self-contained programs for mildly handicapped chiiareﬁ;
Children in these classes may be offictally classified as mentally
A retarded, learning disabled; behavior disordered or exhibiting learning

problems.

From the teachers so identified, a representative of the Research
and Evaluation Department of the school system generated a 1ist of

o I Py

teachers who had demonstrated competence and were receptive to innova-

tion. Teachers were then-invited to participate in training workshops
B 4 .

under the direction of Feverstein and his colleagues from the.Israeli
IE project. Six NCD teachers were among the participants at the work-
shop. :They used IE materials from two instruments, Organization of

- pots, I, and Orientation in Space with support during‘the spring of

- the North American IE Project Staff; and a ﬁiﬁter workshop in January &
‘
1981, led by Feuerstein:
Six other NCD teachers participated in the SLC workshop in
August 1980. The training sessions were conducted by H: Goldstein
and M. Goldstein: The SLC téaché§g began using the materials at the

beginning of the 1980 school year. Six comparison teachers were te= e
cruited from the list generated by the Research and Evaluation personnel.
¢ \

\
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.

‘students (12%) were iost through attrition; the final sample; therefore, _

Selection of Subjects
ct

Subjects in the study were students in NCD classes in the Metro-

politan Nashville School System. All students assigned to the

Students were inctuded in the study upon receipt of parental permission
tetterss A total bf 163 students participated in tH® study. Twenty

a
’

fhciuded. 143 students. . Characteristics of the subjects are presented

in Table 7.

S : TABLE 7

CHARACTERISTICS ‘OF THE CHILDREN

SLC IE - C

High Ability (IQ276) ¢ 28 21 33 i
Low Ability (IQ75) E “27 12 22

. N S . L - ,
Male ‘ “ N 35 25 38 S
Female | .. 2 -8 17

Black SR 31 9 . 2L

White SR 3 23

- . \
o . o B : B B . 07” 7 .
Edugable Mentally Retardeg\" : 18 5 19 .

Learning Disabled 30 . 23 7 30

Learning Problem _ T 7 5 . 6

r's
]
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fnductive Method (LIM); and the overall

independent Variables -

The independent variables in the study were Instrumental Enrichment

(Feiicrstein, 1980) and the Social Learning Curriculum (1974, 1975, iﬁ
press). These programs have been aéééEiésgiiﬁ detail in Chapter I.

During the course of this project, IE teachers taught four instruments:

Organdzatian of Dots, I, Orientation in Space; Analytical Perception,

and Comparisons:

The SLC teachers used matgrials from phases 11-16 of the SLC with
. ) )

one teacher also using prepublication field-test material from the

Problem-Oriented Social-Vocational Adaptation Program (POSWAP). These

teachers selected particular phases in accordance with their perceptions"

of 2:9 students' needs: The amount of fdTkect instructional time devoted

.~

to the materials averaged four hours per week for both interventions,
i.e., tZe teachers' instructional schedules allotted one ﬁétiba.é déy,
o 7 B o e s ””7'17”, - R
five days a week to IE or the SLC. During this period of time, the

teachers worked aifééii§'ffaa the phase books of the SLC or the teachers'

guides of the IE program. .

Most of the SLE tedfhers used the content and procediures of the
SLC: "indirectly" for additional instructional time. The amount of in-
direct usage varied as a function' of the content of the phases which

§chool schedule:

This usage of the SLC did not corresgpnd to developers’ fhtentions

[

o e T S-os et ) o ____
hat it be used as a core curriéulum. Work on most of ‘the comprehensive

Ifadl

curricular programs available in special education, e.g., Project MATH

C - A S
" _ (Cawley, Goodstein,; Fitzmaurice, Lepore, Sedlak, & Althaus, 1976),

-
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Project MORE (Bicberly; Lent; Kellitz; Foster; & McLean, 1974) and the

/

tion was the éblf—ééﬁtaiﬁéa ¢lass (Coodstedn; Note 15). In torms of

‘this study; this usage scrved to equate instructional time with the &wo

interventions; 1.e., children taught with the SLC recclved approximately
. - i

the same amount of direct instruction with SLC materials as children

taught with IE.

Dependent Variables and Instrumentation

Dependent variables of evaluation research muat reflect tﬁéugbﬁié
of the program(s) being evaluated. The goals of both IE and the SLC
have been presented. In order t6 déé1 with the long-range nature of
the goals and the 1iaitéa period ;f‘ihtétVEhtibh; two types of dependent
variables were studied: first-order and second-order. First-order

” dependent variables were directly related to the independent variables.
Theoretically, the first-order dependent variable served as a link

Y

between the independent variable dnd the second-order dependent variable.
N . o : S o T .
The clearest example in.this study 1is the relationship between IE, the

. . L . . o L o
first-order dependent variable of intellectual funcridéihg, and ‘the

First-Ordér Dependent Variables

General Intellectual Functioning

t

Both IE and the SLC emphasize the development of problem-solving
abilities which are grounded in cognitive processes. The modification
of cognitive structures 15 a basic goal of IE and an implicit objective

individual's-ability to think critically..
S
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Ctnvrnl tntetiectoal functiontng was assessed with Qtandard

L.
- ~

‘ ﬁ?&éfosﬁfﬁa:ﬁdifiéen (SPM) (Raven, 1960): Standard Progressive
Mni;icév i;‘5 normative scale which 5é§éé§éé‘éﬁ tondividual's "capacity
for observation and clear. thinking" (quen, Coﬁ?t & Raven; 1976; p: 64):
The SCHiP ts divided into five sets of 12 problems; Each problem con-

sisty of an incomplete geomctric figore or an incompitete set of geometric

~

figures. The subject is asked to studyéthe probiem; identify the theme

L. \

which gOVtrnS the reluttonship of the parts of the figure or the figures

!
and EOIVP ‘the problem by selecting the correct ptece or figure; Stabii-

. ity reliability is .87 for subjects over chronological ape 13:

Social Inference

o - . N 3
*A major goal of the :SLC is the development of the ability to infer
correctly; particularly in social contexts. A specific impairment in
cognitive functioning according to the IE theory :(Feuerstein, 1980) -

ts tmpaired inferential thinking. ;“' ,

of Social Inference (TSI) (Edﬁbﬁédﬁ; Lélahd; déJUhg; S'LééCh; 1975).

; The TSI consists of 30 pictures; the child is asked to examine a pic-
study because inference 1s a basic étéﬁ in iﬁdﬁéti%é pfbbléﬁ éblVihg
and because the tést has been normed for retarded and nontetarded
persons. Coefficient of test-retest féiiabiiity with mentally §e:5raea

subjects is .90. 1Inm aaaiti'on'i the TSI was influential in the develop-







—

2

Problem Solving
The ultimate goal of the SLC is to increase efficiency of problem- -

solving skills. Feuerstein (1979, 1980) addresses the meed to 'solve

ﬁfasiéag in each phase of, the mental act: .iﬁﬁﬁtf éiasaratioﬁ,-aﬁa out-

impuisivity exhibited by students. It is a nonverbal test which was
used as an indicator of cognitive style. The child is presented with
'a test booklet which contains a stimulus picture at the top and six ,
similar pictures below. The tasg,is to match the stimulus exactiy;

MFFT .58-.96 and for error rate .iz:.éé.

in addition, the Test of the Hierarchy of Social Knowledge (THINK)
:(Sﬁifﬁ & Greenbérg; Note 16) was used in 4 pilot fashion with some of
the subjects. The THINK gpécificaiiy evaluates the subject's ability
to apply the steps in inductive problem solving in szcial situations.
_It ébﬁéists of sets of piCturé which share a theme " The test may be

and evaluate p0331b1e solutions and to combine the optimal ftrategies

Y .
-Soc¢ial Khbﬁlédge

The content of the SLC focuses" specifically upon social information.
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variable. A careful examination of available instruments revealed
no normative tests of social knowledge which would be appropriate
for this study. The research proposal had called for criterion-
referenced assessment based upon the "Assessment of Phase Knowledge
éqarts” of the SLC. The proposal also specified social knowledge

N ds a dependent vagiasié for the SLC treatment groups only. .

e
™~

Prior to the initiation of the study, it was detided that data
on this variable shaa%@ be collected for all children, SLC, IE, and
comparison. At ;Bé time of pretesting, an aitémpt ﬁéégﬁédé to assess
in a criterion-referenced fashion, the social knowledge of the chil-

dren receiving the SLC. Lack of satisfaction with the information

The survey consisted of 25 questions drawn from the "Assessment of

in Appendix C.
Second-Order Dependent Variables

Academic Achievement

The vincrease in efficiency and proficiency of cognitive function-
ing is logically correlated with expected improvement in academic

The Peabody Individual Achievement Test (PIAT) (Dunn & Markwardt; 1970)

ity

provides a measiure of individual achievement. The PIAT is composed of
five subtests: reading recognition, reading comprehension; arithmetic;

spelling, and general information. Normatiwe use of the PIAT was

=y
nrd |
lon}




iﬁépprbpriété since there was no exceptional children in the norming
éémpié. Raw scotres can be compared and evaluated, however.

The original iﬁté?tibﬁ was to use all the subtests of the PIAT.
In order to reduce the amount ,of testing time required of the children
and to prevent the duplication of testing efforts, only the General
Information Subtest was used. The school system administered Individual

Corporation, 1978) to all children in the NCD classes. Reliability
N I
coefficient is .80.

‘achievement and self-concept (Rogers; Smith; & Coleman, 1978; Strang,

.
Personality-Motivation Factors
Intuitively, the way a child feels about the schooling experience

would be expected to affect his/her conception of self: If educational

programs are motivating and meaningful, schooling should be a more
pleasant and fulfilling experience.
The personality-motivation factor examined in this study was self-

concept. The instrument used was the Piers-Harris Children's Self
Concept Scale (PH) (Piéfé; 1969): The PH has been used with iildly
handicapped children to examine the effects upon self-concept of partial
reintegration into regular programs and the relationship of academic "-

!
Smith, & Rogers,; 1978). The PH yields a general or composite self-

scale reliability coefficient 1is .77.
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Procedure

Treatment
Five of the six SLC teachers began using the materials at the
beginning of the school year:. Each teacher selected the phase of the
curticulum which he/she believed to be most apprbbfiaté. The sixth

teacher elected ‘to begin formal use of the SLC at the beginning of the

gecbﬁd grading period, the first week inm October: She éhééé to do
this 'ise'cauge she felt she needed the opportunity to "practice" teaching

inductively, and she believed she would be more comfortabie in doing
this with material which she had previously developed.
The three 1E teachers began using the materials after pretesting
had been conducted by the primary IE project: Their initiation coin--
| cided with that of the sixth SLC teacher. Although five of the six

SLC teachers began uging the materials eariier than the IE teachis,

the IE teachers had used the—materials in a supported practicum in

the spring: Comparison of the pretest scores of children who began

the inbervention in Septemberxwith those who began in October revealed

no significant differences.

A concerted effort was made to support the SLC teachers im their
attempts to implement the intervention. The activitiés of the train-

a' gdi&é" (Hall, Note 17) was developed and distributed to teachers.

In the early staées of the project; 1 visited the teachers at least
once a week:; in addition, wéékiy contact by visit or phone continued

throughout the study. Current papers by Goldstein were copied and

distributed as were portions of Curriculum Research and Development €enter

-
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schedules; testihg results; and always appreciation for the efforts

.

of the teachers: Copies of the memoranda were sent to administrative

personnel at the centrat office and school level:
In addition, SLC®teachers met several times during the year on an
informal basis to discuss their experiences in using the program.
Participation in these aéééiagg was voluntary; meeting places and times
were determined by the teachers. Personnel from the Department of
Special Education and Research and Evaluation Department of the school
system were invited to these ﬁééﬁiﬁgs. Consultation to the teachers

Testing Procedures
Six different tests were administered to the children during the 5
1 - - - _ s
Of the six instruments useéd, two more administered three times and four

were siven twice. Table 8 provides a tabular presentation of the tests

All tests were administered indiviaﬁaiiy; All tests except the
' Test of the Hierarchy of Inductive /Knowledge (THINK) were administered
by e or by the research assistant of the SLC/IE project: Twenty-one
students were tested by éreéﬁberg as part of a.piibf retiabitity study X
for the revised form of the THINK (Smith & Greemberg, 1981): The
reguitsibf this assessmen# are’ reported in Chapter V and Aﬁﬁéﬁaii D:
Due to the somewhat subjective format of the Test of Social Inference
g

i
B

(TSI), it was administered only by me: ol
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TABLE 8

TEST ADMINISTRATION SCHEDULE

Dependent Variable

Administration

January 1980

April 1981

General intellectual

Social inference

Problem solving

Social knowledge

iigﬁémic achieverment

Self-concept

Instrument ' September 1980
4
Standard

Progressive Matrices

Test of Social

Inference_

Matching Fimiliar =
Figures Test

' 4

Social Knowledge
Assessment

General, information
subtest, Peabody
Individual: Achievement
Test .. .. 7

-Z-_’":;t [

pPiers-Harris Children's

Setf-concept Scale

.
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Testing was conducted in unoccupied classrooms, or workrooms:
Testing time per occasion did not exceed 1 hour and was usually 35-%40
minutes: No chiid was removed from a favored classtime activity for
later date.
Threats to Validity
In discussing experimental design, particularly as it relates to
educational research, Campbell and Stanley (1966) proposed that re-
- - ’
searchers be especially concerned with two types of validity: internal
TN _ . I R B B B L .
and external. "Internal validity is the basic minimum without which

any experiment in uninterpretable. . . . External validity asks the

questions of generalizability" (p. 6).

In 1969, Campbell expanded discussion of appropriate application

of experimental design in evaluating "social reform" programs and

‘addressed a particularly dangefous threat to the interpretation of

data collected with the quasi-experimental design: instability. Cook

and Campbell (1979) expanded the concept of instability into a major

- EE S I __ e
category of ''threats to valid inference makin " {p: 37) which they
2 e g

call StatiStiCéi\ﬁgﬁciQsidn validity:

Thélféiétibﬁsﬁiﬁ between internai and external validity is one of
exchange, i.5., 4 resestch study cannot have pepfect internal and
extexnal validity. With a iuééi#éiﬁéfiﬁéﬁtél design tbé‘téék becomes
4 cost-bénefit analysis of the bartering of the tﬁféétéf)fgﬁ the fol-
16ﬁiﬁé ségpibﬁ,'threaté to internal; external, §ﬁ§ gtatistical

115 ; \

Y.



e — 4
coniclusion validity, and the procedures adopted to control the threats
are discussed and evaluated.
'\,

4 _

Internal Validity .
History. Performance on the dependent variable may be affected

by events other than the,introduction of the independent .variable.
£ - -

L4

These éktérﬁéiiéVéﬁts constitute ‘the threat to validity known as
.
history. An efficient way to protect against this threat is to assign
< randomly éubjééié to Efééfﬁéﬁt'gféaﬁg. Although. the gusjéétg were the
units of analysis in the study; Toncern had to be focused on the |
assignment of teachers as weil as that of students. '
The resesrch proposal called for the random assignment of the 18

\ .
A}

pérticipating'teachers to one of the three treatment groups. Random
assignient was impossible for several reasons. The first and most dif-
ficult obstacle was temporal; in order to assign randomly the 18 teachers
" to ofie of three treatment conditions; researchers would have hyf to ob-
tain a commitment from the teackers prior to the initial IE workshop.
This was nine months before the project was to begin and six months
Befcre‘ﬁotificatioﬁ of funding. A second major barrier was the fact
that the Metropolitan Nashville-Davidson County School System was in-
~~glyed in litigation regarding the implementation of court-ordered
ﬁesegregatibﬁ; A Géfiét& of plans had been prbpbséd.fbr resolving
the probiems: since each plan specified a different manner of service
delivery, it was impossible for administrators to guarantee that
teachers would be working with similar groups of children at the

beginning of the next school year.
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Given this, a calculated risk was taken that teachers who were

invited to take part in the 1E workshop would wish to participate in
this study and would Ee serving géiidféﬁ iﬁiﬁﬁ_NEBuEié§§5666; Téééﬁééé
who were unable to attend the IE workshop in‘jéﬁdéf§ but who expressed
interest were favited to attend the SLC workshop:

Three IE teachers were lost as a result of leaving the system; school
assignments which prohibited inclusion, or the decision not to use the
material. The six comparison teachers were selected from the list gen~

erated by Research and Evaluation. These teachers were unable for
various reasons-téhétiéﬁ& either workshop but agreed to ﬁéfti@iﬁété o <i<
as ccmparisoﬁ teachers. |

The seiécfiéﬁ.Sf subjects approximated randomization. Prdcéagfés

T

will be discussed in detall under the threat of Selection. Events
which occurred duting the time span of the study seemed to have equal
impact upon all participating teachers and children.

The past histories of individual children were considered only in
relation to the current interventions. Data from one child were elim-
inated because she had received 16 months' intervention with IE prior
to this study. Four other children in the IE tteatfient groups had |

received some exposure to the intervention during the practicum experience

the subjects with the interventions was brief and since comparison of

their scores with those of randomly selected classmates revealed no

; -

)
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significant differences; scores from these children were included
in the analysis:

Maturation. The second threat to internal validity refers to

passage of time per se" (Campbell & Stanley, 1966, p. 5). The age

12 years,; 7 months) mitigates any _

\

of the subjects (Range = 11-17; X
effects from maturation alone: In additfon; the dependent variables

are not subject to great alteration as a result of maturation in a

9-month peridd; : i

most of the subjects, obviousiy related to the interventions; The two

exceptions were SPM and the TSI: Many of the IE children commented
about the similarity BéEGééB some of their iE 1essons and\the tasks of
the Raven's: There seemed to be no consistent relationship between

the Eééégﬁitibh of the relationship and 5ér£arﬁa£%é;;ﬁaw595r. In terms

of the TSI; the teachers saw the similarities between the tasks of the

test ard the activities of the SLC. The dangers to the validity of
Stressing this similarity and in effect, “téacﬁihg to test" were aisg

threat. 0bservat10nal records /nd teacher logs indicate that teachers

understood the dangers and did not teach to the test.
out the school year. As a result, thﬁ presence of the research staff
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reduce the probability of reactivity.

Instrumentation. The threat of instrumentation refers to varia-

tion in the administration and scoying of tests;' All tests reported

-
~]

in this study were conducted by me - or by the researcﬁﬁassistéht The

TSI was administered and soored only by mel . All testing was done ihaivia-
Y]

‘ - - \

ually; procedures for administration specified in the test fianuals were °
) or ad tes]
-7 ,
adopted.
Certain additional procedikes were aegermihea by me to be critical®

to the yalidity of the dat?. The Piers-Harrisf Children's Self-Cohcept /
. R ¢
}

_ [ . . S . o
Scale (PH) (Pters, 1969), for example, preseints 80 statemerits in a
yes-no format. If a child showed signs of failure to attend to the
questions either by contradicting himself/herself repeétédiy or by re-

spbhdihg perseveratively with strings of yeses or no's, examtnere marked
l‘

»queétibhable respornses. and asked at the eqﬂ of the test for verification:
.~ C , ] P . ' o
Verification of conceptual comprehension of the questions was aiso

sought on the PH. Two questions had to be altered for use with childen
of this age: They were; ''I am popular with boys" and "I am popular with™

girls. ™ These were asked as "I have many friends who are, boys or giris:"
In additibn; "I have lots of pep" wis read; "t have lots of enprgy."

With the Social Knowledge Survég, we made a concerted effort to

N TN

communicate with the children: ); determined admtnistration procedures

and these were carefully modeled by the research assistant The same

methods wi?e used with all children: H scored all SK Survey Forms.

All tests were handscored from!the protocols ‘or score sheets after

administratdon.

|
o
L ]

)
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Statistical repression. Regression is a threat to valdd{ty when
L T’ : . . . .

_ . _ o _ oo . T . _ .
students are §éléttéd‘qg\tbe basis of extreme scores.: Reg%essibh can

be controllec

3 By random»?ssfﬁn ment. Although the selection of students

.

am 5 students 'were selec ted as a- function,of being assigned

to a teacher. ither researchers nor participating teachers had any

control over student Assignments. All students had peen individually ..

evaluated and staffed inta the NCD classes.- In tﬁé.éipérimehtai dééigh,

children were séparétéd into low and high ability. If regression were

~a threat, it would be éxpected to occur among the most -extreme children,

those of Yowest ability. fﬁé?é chisddren appear in §ii‘tﬁree treatment

groups constituting 36% of the IE subjects,. 40% of the comparison sub-

“jects, and 489% of the SLC students.

Selection. The sixth threat to internal validity deals with
"biases resulting ih differential selection of respondents for the

i

comparison groups" (Campbell & Stanley, 1966, p. 55; The seiection of

subjects apﬁtbximated randomization. Students became potential subjects -

yﬂ

i_students but the teachers of the comparison groups. Jﬁii teacherq were»

gelected from the list generated by- the Bepartmenf/;f Reseérth and

Evaluation of the school system in an effort to insure comparabtlity
3 ) .
of competence and enthusiasm across the participating tedthers.

Mortality: quiéltty refers to differential”loss of subjects.
Y

Twenty subjects (12%) were lost from the study. Of these 10 were SLC

. students; 3 were IE; and 7 were Comparison. This was an 18% loss for

’
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the comparison children. In terms of abilitv, 6 of the 10 SLC chil-

'd'réh"; 1 of the & IE siubjects, and 5 of the 7 € students had IQs above

. S~

are presented in Appendix E: )

External Validity

versus target population. The extent to

Experimentally

¢
-

which the results of a study can be generalized depend in part upon
the similarity of the sample to the population. The most efficient
eans of dealing with this threat to validity is by randomly selecting

from a large gubjeCt pooi; The praeéaa;é for the selection of gubjéCtg

O

ERIC

Aruitoxt provided by Eic:

s&mpié ccmpiete data séis Wefé,éGEiiéBIé on 143 Chilaféh. The sample

populiations in metropolitan areas. Table 7-bié$éﬁt§ a numerical break-
down of children by characteristics important for gpeneralization (see
page 91): o )

Interaction of treatment effects and subject characteristics:. A

mu]or thredt to externai vaiidity and one which 15 pdrticulnrly gignif-

—;>trbﬁtmbnt effects with édﬁjéﬁt characteristics. The danger 1n tgnorlné
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ERIC

Aruitoxt provided by Eic:

this possibility is the conclusion that a treatment will be equally
effectivé or iﬁéf?ééiivé for all levels of a subject characteristic.
On the basig of prevxous research (Budoff & Gottlieb; 1976; Goldstein

ét_al;; 1965) the experimental design included two 1evels of ability

B

since thls;was considered to be a critical characteristic for children

served in special education programs-.

Multiple treatment interferences. . If two or more treatments are

[N

occurring simultaneousty; it may be difficult to attribute an effect <

to either treatment or ié”tﬁé iﬁié?éctibﬁ of the two. Although IE -

and the SLC were the oniy instructional interventions, it is possible
lhat a second treatment was inadvertantly introduced through my
;CtivitieSZ T

1 COﬁaaéiéa'sé{aéEaiéa interviews with all participating teachers
in ordefvto defé?ﬁiﬁé the nature of éuificﬁlur prbgrammihg; each class,

1E aﬁd C in addition to the SLC was observed at least once. In addi-

_t1on, newsletter type memoréﬁda were sent to all participating teachers

At the rcquest of teachers; mean scores from each class were included
aftct each iégﬁiég'aééééiaﬁ. The classes weére ﬁaéiiaehtifiea-an the:
sheeEsi_EBé'EEéEég of a given teacher's class were specified for him/
ter: The newsletters may have Sfbviaéa an unintended and yet potent
Ereaéhéﬁi effect. My relationship with the teachers became one of
coilegtdlity, through the memoranda, 1 provide:Jdata within and

betheu:clnsses. " Teachers had thc scores - for their)respective

ctludents and the mean scores of 14 other classes. From the newsletters,
they could evaluate progress in a criterion-referenced as well as
MhoFmative" fashion. The memoranda were carefully examTed by most of
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ﬂfﬁé.téétﬁéfé. In several cases; the sheets beécame the focal point
- of discussion among teachers and principals.
Other than the ﬁewsiettef incentive, there were no other treat-
ments. Data froii the Structured interview (see Appendix B) indicate

that the experimental classes were using the same types of materials

5. Historical events

i ' which occur during the implemieritation of an inteYvention might operate
to increase or decrease the effectiveness of this treatment: This
is particularly the case in studies of short-duration or with extremely

performance of the subjects were noted; in addition; the study ran an

entire academic Year.

Interac

- threat to validity is concerned with the possibility that meggurements
caken at a particular time during the implementation might vary con=
siderably as a function of the interaction of time gf treatment and
measurement. The use.of multiple measurement occasions helped to
control this threat: o7

Pretest sensitization: The danger of this threat is that the

administration of the pretest may sensitize the subjects to the impact

<

of the treatment: In this study, several factors combined to reduce

the potential impact of pretest sensitization. First, an entire battery

of tests was gi¥en on three different occasions. Second, the tests
were not extremely reactive nor clearly related to the contents of the
ifterventions: Finally; the nature of the sample, i.e., mildly

increased treatment reaction because of the pretest.

f::liaii-_ | 7_ o
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Hawthorne effect. The Hawthorne effect has been used to describe

‘change in dependent variables simply as a function of participating

in a research project. The characteristics of the sample; the length
@f the study, and the integration of the treatment into the schooling

experience mitigated this threat:. This was particularly 80 gxi\the

SLC; most of the SLC teachers referred_to the time they spent wi%h the
curriculum as "scietice, social studies, or health:."

Novelty and disruption effect. It is possible that the introduc-

tion of an innovation may cause change by virtue of novelty glone:
The length of the study and tne fact that the interventions became an
integral part of the school day helped to control the threat.
'Experimenter bias. Experimenter bias can occur at many points
) -

within a study. The most dangerous and elusive forms of bias are the
unintentional modifications of a subject s performance through verbal
or nonverbal cues (Huck, Cormier, & Bounds, 1974). Every effort was
made i; this study to control any threat of experimenter bias. When-
érer possible; the research assistant and I tested togétﬁér and eacﬁ
sonitored the behavior of the other: Possible ways in which bias could

occur wers discussed with the intention of identifying controls.

Statistical éépéiﬁéiaﬁ Vaiiditi

.oiarly vulnerable to a Type II error; i.e.; accepting the mull hypothe—

sis of no différénce when it should be rejected. Cook and Campbell

(1979) address the pragmatic results of such action.

.u

Whiie we cannot prove the null hypothesis, in many practical

contexts we have to make decisions and act as though the null

hypothesis were true. This is especially the case in a;g}i

research where decisions have to be based on imperfect owledge

.. 124
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which only suggests that a treatment has had no detectable

effect. The issue then becomes: By what standards should
one estimate the confidence that can be placed in "accepting”
the null hypothesis, particularly if a decision has to be

based on ‘the results 6? a single experiment? (p: 45)

Low statistical power. The power of a statistical analysis is -«

a function of variance and sample size. The validity of conclusions
from the data depend in large measure upon "how much power one has to

detect an effect" (Cook & %éﬁﬁBéii; 1979, p. 39):

A power analysis provides an indication of the amount of confidence

one can place in the validity of any statistical conclusion. The more
power an analysis has; the more confident the researcher can be of

in Table 9.

Violated assumptions of statistical tests. Data analysis can -

'be meaningless if the assumptions underlying the analysis are -violated.
This is particularly so with critical assumptions.
Aégaaﬁfiaﬁg for the analysis of covariance (ANCOVA) are those of
the analysis of variance, normality of distribution and homogeneity
of variance, plus linearity and common slope. Homogeneity of variance
" was tested with Hartley's F-Max test; common-slope was tested by = o
analysis of the homogeneity of within-class regression. The assumption
of linearity was met by using the pretest as the covariate. All re-
sults are provided in tabular form in Appendix A. ;

Fishing and error rate probled. The more analyses one conducks;

‘by conceptually justifying each analysis. 'In addition the level of sig-

nificance can be adjusted to take into consideration multiple analyses: -

L
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TABLE 9
POWER ANALYSIS

e

e Power Power

;‘?{ - ‘ o - - .
.99 .25 2.17 .70
1.64 .50 2.32 .75
1.90 , .60 2.49 .80

2.08 .67 2.68 .85

Instrument

Standard Progressive Matrices 1,29 , .33

Test of Social Inference. 1.62 .41

Social Knowledge Assessment . . 1,32 -~ .3

Matching Familiar Figures Test — .51 .

| General Information, PIAT - 2.49 . <80 {

Piers-Harris Children's Self- o o

Concept Scale 1.34

statistics for the behavioral sciences . New York: }
Academic Press, 1976. .

Source: Welkowitz, J., Ewen, R. B.; & Coheq;;j;ﬁﬁiﬁf?é&iiéi@

Reliability of measures. Confidence in the validity of change in

a aépéﬁééﬁt variable ig due in part to the stability (test-retest)

féiiéﬁiiity of the instrument which is used.to assess it: Salvia

and Ysseldyke (1978) recommend a reltability coefficient of ??o for

individual tests used to make placement decisions; for administrative

purposes, they suggest a minimum of :60. The reliability coefficiencts
P 4

126

rl




113

‘ . ¢

coefficients are lower than one might desire, more reliable tests
- ) - . ‘, - - o . R . R ,,C,,,,,,,,
which met the conceptiidl needs of the study were not available:

ion. Lack of standardization

Reliability of treatmeiit

of tréétméﬁt\égiie@Eﬁtétibﬁ "will inflate error variance and decrease
the chance of obtaihing true differences' (Cook & Campbell, 1979;

\ p. 43). This is a particular problem for special education researchers:

The experimental design was nested, i.e:; students receiving instruction

1 3
monitoring of teacher training and use of the materials would hage
allowed éuﬁétéﬁtiéi control over the threat: Is6T®r to conduct an
analysis of Variance within a nested design, the fwo factors, treatment
‘and ability had to be fully crossed. The asstgment of students to

'tiééééé préciuded such an analysis. Some of the 15 classes had approx-

The data were analyzed by collapsing them across classes and abil-
ity levels within treatments: Every effort was made to monitor the
implementation of the experimental treatments. The nature of the pro-
grams, particularly the SLC; requires teachers to use a flexible and

dynamic approach. In addition, each program requires preparation by

o o s - R . . :
the teachers: The variation among both SLC and IE teachers in planning

_aa _T%

“3. tthe was, by their admission, great.

127 B IR




At

The variation was betwéen rather tham within teachers. ﬁEny difFere
- e .2

techniques were tried in an effort to establish reliability bf impleq
mentation. Some techniquesmawere more successful'than others;thoughu
none eliminated the prabiéﬁ. The iﬁbaét\hf tﬁig«thréét ﬁiiithe?diée

»

'Random irrelevancies in the experimental ééttfﬁg. Factors other '

than the independent variable may affect ﬁétfdtﬁéﬁce on thé dependent
variables. This threat is very difficult to control; soge redﬁétibﬁ ;‘l';i“ o

ar as possible.

schools. Students are assigned to particular. schools on the basis of
a zoning procedure. Most schools have agNCD class so that mildly

handicapped childrén can attend the same school as theif ﬁaﬁﬁéﬁ&iééﬁééaA
héighhdfhbbd peers. As a result, the population of a particuiar school )
' reflects that of a given residential area. Residentiai areas mgy be

characterized in terms of socioeconomic status (SES) Tﬁé‘ﬁfaééég by

4l

which teachers were selected did not control for the SES character-

istics of the children served. Specific characteristics Qf the dis-
tribution of school settings are presented in Table 10:  With regard

to SES, only two of the six SLC classes and two of the three 1E classes

served middle class children~as opposed to four of theysix comparison : 'Htﬂ
i ‘ A .
~ groups.
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TABLE 10

‘ DISTRIBUTION OF TREATMENT CLASSES BY
RACE AND SOCIOECONOMIC STATUS

Racial Distributian Low Middle Mixed

Socideconomic Status

el
[

[ay
'

_» ¢ ‘Predgeinantly Black _ sLc-1

' 5 1E-1
S S ' c=-2

E N

" Predominantly White - e SL.C-1

Mixed . ) P “5\‘ SLC-2 S

+© pistribution of Treatment €lasses by Type of “School

.

n Elementary (K=6) - =~ Fifth=Sixth  Middle(5-8) Junior High(7-9)

N o sic-2  c-2
"4 SLC-1 , , - B .

\ifiil S : -

) S o . SLC-2

A

and Caipbell (1979) refer. to these factors as "suppressor variables”
LA aybéﬁg'iﬁj. One of the most difficult suppressor variables to overéoiie
s 15w SES. Ta aaaiéion to the differences in SES which have been dis-
}é'ué:,éé'cir, 'tﬁhéréeﬁ'er'e differences in the distribution of the éBiiity._

L

Had the data been analyzed with ability as a blocking factor,

b differences; particularly in the low ability children; would have been

:{‘ | _  . _ ' 51;2{;

Q o S : . ’ . T - o K '
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totally obscured: Of the SEE low ability (19%75), 292 (7) had IQs

>

between 50-59 compared to 14% (2) of the € 1ow-ability children and

10% (l‘bf the IE low ability. = Distributions of IQ are graphically

Qualitative data collection procedpres; These consisted of observa-
tion and structured and informal interview: I visited the class a‘
total of 29 times-ddfiﬁé~fﬁé school year with the intention af estabr

L 3

' wcrk of the classroom: Time 1imitations preciuded more than a mpdi—,

fied participant observation analysis.

the ciassroom. This included observation of classroom behavior,
) -
éE’r’aéEaEéa éﬁa unstructured; changing classes, of activities around
s intramurals. In -

s possible. This

activity varied from eating with the children in the cafeteria, to
eating with the teachers in the teachers' lounge or with the special
education teacher and certain students 4n the ‘classroom. Field notes

were kept on all observations.

>

o ~
Interviews with the teacher occurred at least once a week. Many
times topics which originated during in-school interviews were con-

tinued via telephone. Informal interviews with the students were held

130
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\\\élthOugh the selected class was the focus of the qualitative
~ methodology, each of the 15 classes in the study was visited for observa-

Effort was concentrdted upon the SLE classes

tign and teacher interview:

g

used in this study: The quantitative portion &E the study used a
quasi-experinental design (Campbell & Stanley, 1966) with.two inde-
pendent variables (SLC and IE}; four first-prdgr a’e’iiéii’déii:t: variables
(seneral intellectual function, social inferences, problem solving,
and social Eﬁéﬁié‘agé); and fi.ié é.éédﬁa76faéf aéﬁéﬁaéﬁt variables

(academic achievement and ééif—cozpepts, The discussion includes
aspects. of research procedures g [ ihe '
statistical conclusion valiaﬁ;
Qualitative procedures are also described. They included modi-
fied participant observation techniques, observation; and structured
interviews: o
W

L



it was assumed that the

S ~4 ' , ;&
N . o ' !

Fa

CHAPTER IV

... QUANTITATIVE RESULTS

v ,\J
) e

The proposed analysis procedure was a Lindquist:Type III repeated
measures analysis of variance (Lindquist,:1953). ThiL procedure was

inappropriate for two reasons. First, fhe inclusion of ability as a

would be similar. This assumption was not supported. Indeed, a simple

ANOVA indicated that the differenges in.IQ among the subjects in the
three treatment groups approached significance with the SLC children

having the lowest IQs (see Table 11). Second, 1o 1Q data were available
for 23 of the 143 children (162); of the 23, 15 were comparison subjects:

- ,'1)'"‘
TABLE 11 ‘

ANALYSIS OF VARIANCE--DISTRIBUTION OF IQs

»

Source '+ ss .. d4f M5, _F  Probability

'Withifi groups 17415.70 118~ 147.59 ;

Between Eroups. 't§§;78? 2 . 249.89 :;  1.69  0.1865
L ’ i .

=

Total °17915:50 .- 120 R
: — Standard
Means Deviations

N
.
~J
Pl
O
o « W
[y
N
—
[y

IE -~ 079.80° 12.03 -
; c ~ 78.28 ©1i.83°
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i

The analysis of covariance (ANCOVA) was judged tb be a more

,. adequate analysis procedure: Data from each of the six instruments

" were analyzed separagély with the pretest serving as the covarigte.

For the Standard Progressive Matrices; no significant differences
were detected; F (2; 139) = 9:73; p = :6177 (see Table 12). The SLC
_children had a a raw mean of 25.95 and an adjusted mean of 26.34 with
“a standard deviation of 9.39. IE children had a raw mean of 27.48,

TABLE 12 . .
o __r

ANALYSTS OF COVARIANCE--STANDARD PROGRESSIVE MATRICES

— ——

Source ss df MS F- Probability

Total ' - 3260:67 141
Error 3215.65 139 23.13

Groups 45.02 2 22.51  .973 .6177

9.31; Comparison children had a raw mean of 24.31; adjusted mean of
25.07 with a standard deviation of 8.60.

On the Test of Social Inference, the 55 SLC students had a raw
mean score of 51;66; The étAﬁaééa deviation was 13.69; the adjusted
mean for the SLC children was 43.27. The IE subjects had a rﬁb fean

S U e )
11.22. The 55 comparison children scored 42.62 as a raw mean, and

42.08, adjusted mean. The standard deviation was 12.16. These scores

-y
w
o
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wete not slgnificantly different; F (2; 139) = :855, p = .5809 (sce
Table 13). |
TABLE 13
-

g ANALYSIS OF COVARIANCE--TEST OF SOCIAL INFERENCE

Probability

|
1

Source $S af

- - - .
T

[
=)
i

-

’

" Total 7234 .45
Error 7177.16 139 . .

Groups 57,29 2  28.65 . .555 .5809

Experimental children performed significantly better than C
children on the Matching Familiar Figures Test: The MFFT was used

to measure the first<order dependent, variable; problets solving. Tvo
R _ o g o
scores were analyzed fqr the MFFT: mnumber of figures correctly matched

and length of response time. For the number of figures correctly

matched, SLC children had a raw mean of 6.36 (SD=2.25). and an adjusted

mean of 6,22. The IE students had a raw mean of 6.24 (SD=1.73) and an
adjusted mean of 6.24: The C subjects had'a raw mean of 5.13 (SD=1.68)
and an adjusted mean of 5:28

~

In terms of number of figures correctly matched, §igﬁif§cfaﬁt
differences were fbﬁﬁd; F (2, 139) = 5,004, p <.01 (see Table 14).
A Newnahi-Keuls multiple comparison analysis indicated that while the
| two experimerital groups were not éigﬁifiééﬁtlilaifféféﬁt from éQéﬁ
bthgt, each exhibited significantly better féifdfﬁéhCE than the C

children (see Table 15): The SLC children outperformed i’tiié C children

135
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at the .01 significrce 1eve1 iE chiidren performed significantly
better“with a probability level of :05.

.TABLE 14
KNALYSIS OF COVKRIANCE——I%TGHiNG FAMILIAR
FIGURES TEST ;
Source ss daf MS F . Probability
Total 447,47 141
Ertror 41741 139 3.00
Groups 30.06 . - 2 15.03  5.004 .0081
TABLE 15
NEWMAN-KEULS MULTIPLE COMPARISON TEST
ANALYSIS OF COVARIANCE-MATCHING \
FAMILIAR FIGURES TEST
1=¢C ‘
2 = SLC B ¢ )
3= IE ' 2 o 3
1 L9k : 1.0%
. - 2 .0
*indicates significance at: .05 level: )
il755'7*iii'cii'c&it_;é';s significa’ri’ce at .01 tevel:
;
\

.

- A
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”

- Latency (iéﬁgtﬁ of, response time) on the MFFT approached Sigﬁif;
" icance; F (2; 139) = 2.235, p.= .1087 (see Table 16). ' The raw means,
standard deviations; and adjusted means are as follows: SLC = ii;éé"
> . (SD=747); 11.54; 1E = 11.561 (SD=8.26), and 11.88, C = 9.21 (SD=6.14)
and 9:46. A Pearson-product moment correlational analysis was coti- "

‘ aﬁéiéé between mean number of figures correctly matcHed and latercy.

. TABLE 16

ANALYSIS OF COVARIANCE LATENCY-MATCHING
FAMILIAR FIGURES TEST

T4

Source - 88 df MS - F P

Error " 5178.52 139 37.26 2.235 .1087

Groups 16656 2 83.28

i

R
;.

-

On the Social Knowledge Assessment; no ‘significant differendes

were found, F (2, 139) = 719, p = _550”64 (see Table 17). The SLC
children had g aw mean of 51.56 (SD9.60) and adjusted mean of 52.91.

IE students had a raw mean of 53;69 (SD=7.73) and adjusted mean of 51.58.
The C students had a raw mean of 51.76 (s0%6.61) and adjusted mean of -

51.80.
Data from the instruments assessing the two second-order dependent
variabies were analyzed even though no research expectations were

’

e N
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TABLE 17

ANALYSTS OF COVARIANCE--SOCIAL KNOWLEDGE ASSESSMENT

Source = -S§ as MS F  Probability
Total . 4615. .01 141

Ertor ' 4s67.79 139 . < 32.86 o .
Groups 27.25 2 - 23.62 2719 :5064

proposed. In the area of academic achievement as measured by the

.

General Information Subtest of the Peabody Individual Achievement

w

. Test showed significant differences, F (2, 139) = 3:058, p <:0
(see Table 18). The SLC subjects had a raw mean of 29.53 (§D=13.63)
and adjusted mean of 33.07. The IE children had a raw mean of 40.82
(SD=15.86) and adjusted mean of 36.45¢ The comparison children had
a raw mean of 34.16 (SD=12.55) and aajuézéé mean of 33:.26. A Newman-

. Keuls mﬁitiﬁié comparison aﬁaiyyié (see Table 19) indicated that the.

at the .05 190é1”§f sigﬁificance; There were no significant differences
Eétﬁééﬁ SLC and C children.

Self-concept wéé-%ééééééa with the Piers-Harris Children's Self-
éﬁﬁcept Scale. No significant differences were detected, F (2, 139)
=1.530, p - .2185 (see Tasié 20). The SLC children had a raw mean
”f 59.49 (Sﬁé12:72) and an ééiﬁéiéa mean of 58.11. The IE children
had a raw mean of 57.39 (SB-i6 37) and adjusted mean of 59.02: ﬁSr'

‘f"’ POl

C children, raw and adjusted means were 57. 82 (SD=10 86) and 58. 22
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TABLE 18

ANALYSIS OF COVARIANCE--GENERAL INFORMATION SUBTEST,
PEABODY INDIVIDUAL ACHIEVEMENT TEST

‘Source S8 ’ daf

F  Probability

IS

Total 6158:65 141

. Ertror ¥/ . 589931 139 42.44

Groups ; 259:54 2 129:77 3.058  .0487

TABLE 19 )
ﬁﬁﬁﬁﬁﬁ;kgﬁtsﬁﬁﬁtTiﬁgﬁreéﬂ?ﬁﬁiSON TEST ANALYSIS
OF COVARTANCE--GENERAL INFORMATION SUBTEST,
PEABODY INDIVIDUAL ACHIEVEMENT TEST

1 = Sit ; ' ‘ ;

IE

w.
ni

3

I

1 PR

2 3.2%

*indicates significance at .05 level.
Yo
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TABLE 20
> . e . ol L
ANALYSIS OF COVARIANCE--PIERS-HARRIS CHILDREN'S

SELF CONCEPT SCALE

,,,,, . ss df MS F Probability

Total 9015.63 141
Error 8821.40 139 63.46

Groups 194.23 2 97.12  1.530 . - - 2185

Summary

Data from six instruments, each measuring a first- or second-order

Two significant differences were found. Experimental children out-
performed comparison students on the Matching Familiar Figures Test
and the Gerneral Irnformation Subtest of the Peabody Individual Achieve-

ment Test. These measures reflected the dependent variables problem

solving and academic achievement:

-

140 ,




.CHAPTER V

QUALITATIVE DATA ANALYSTS
Four research expectations were proposed for the quaiitative
portion of the study. The purpose bf;this chaptet s to present |
the information gathered with qualitative data collection procedures.
Analysis bf_qiﬁéiitative data was critical to this study for several
reasons. First, the evaluation perspective adopted specifies that
YA full evaluation tells a story" (SEéEe;‘i967S; p: 5). Quantitative
data support the story; they cannot be. expected to provide a complete
picture of what occurred. Second, the Social Learning Curriculum (SLC)
is a comprehensive ptogféﬁ which has been aevelabﬁeﬁta;ly organized.
The children and young people in this study had never been exposed to
the program. Almost all had lengthy histories 6fvﬁegétive schooling
experiences; and as pre or early adolescents; tﬁey were in the midst

attempt to make any
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lected during their brief exposure to the program.

Py

Quﬁiitative research eXpectations are stated in Chapter IT;:

ner 6f‘ia§ie6eﬁfiﬁg the SLC, r6§ﬁlt§ will be presented for each

expectation:.
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It .nas located in a large suburban junior high sélg_o_ol serving a pre-
dominantly white, lower middle-class popuiation; The class met in &
portable classroom behind the school. Although the two special educa-
tion teachers were not the onlynfaculty assigned to portable classrooms,
the one'they sharedfwas the most removed in proximity;fron;the4nain

building. The intercom systEm was serviceable in the classroom, the
bells signifying class‘ohanges were not,lhowevernf‘The inplications of
the situation uere not lost on the children:  Théy were quite articalate
in addressing the costs and benefits of "being kept back here." The

.‘

primary cost was isolation from nonhandicapped peers; the 8-minate

period allotted for changing classes was an important opportunity to

meet friends, scheduie after-school activities; and simply "Be seen"

with people: For the stndeﬁts in special education; a considerable - |

portion of this time was devoted to traveling to "the ﬁain school build-
{ ’

iﬁf;°‘TEe benefit of the location was the privacy. it afforded, the

territory was supervised by the special education teachers. Although
the school had a very adequate administrative stafrk_théy éélddﬁ
.Genturédfinto_the area. Many of the students used the class change
ﬁeriod to expend ohijlial energy; they ran,_wrestled, practiced football

‘or baseball. C
ihé class was conﬁoséd of 15 students ranging in chronological age
from 13-16 and in 1qQ from 50-96. Each child was officially classi}ied
mentally retarded learning disabled or behavior disordered, each was
integrated with nonhandicapped peers for at least Ewgﬁpf the six instruc-

tional periods of the school day. The most common form of mainstreaming

142
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7 was integration iﬁfé 'regﬁiar' physical education and home ‘economics

Qar(iﬁaﬁéfriai arta.éiaaéeé. The physical education program was set up

so that it aitéfaatéa with Study hall; i.e.; a student attended physical

education 65@;55& and study hall the next. Responsibilityrfor monfroring
R B ,

étﬁ@i hall was shared by the entire faculty. This created the opportunity

for aaét 6f'tﬁe teachers to have some ﬁerébﬁal interaction with the chil=

-~

Sﬁe.affeﬁﬁted to provide qupport to the other teachers who were ﬁbrkihg

- - 7

#with the children and to the children themselyes. The impact of her

* work was displayed in the ¢olleéctive attitude of the faculty towaga the

. it students in special edﬁéation and toward this r6§éarcﬁ ﬁrbjéCt. fﬁey

.,“.'

¢

subJect s behavior in theit claééeé,’and approached the entire situation

- ! FARY

with a reserved 6ﬁtiﬁi§ﬁ. Frequency distributions for age, IQ, handi-

peers - are in Table 21. One student was black the remainder were white,

s

10 were males and 5 were female:

The teacher of this class hoids 4 master's degree in speciala‘guca—
A

‘tion. She has seven years of experience in, teaching exceptional chil-

dren, two in her current school: Her primary concern from the initial

; " contact by the research team to the final test administration was the
B N

welfare of the sEuaeaié;3{SBé aa?ﬁéa very hard gnd held high expecta- -
" . tions for herself; her students; and the research team. She approached
1 2

the project in general and the SLC in particular with a “héaitﬁ?

skepticism."” 1In her initial contacts with me, for example, she Stressed -

o , ; ' > 1]42}
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5 ’

CHARACTERTSTICS OF THE €HIEB$EN IN THE QUALITATIVE CLASS

Handicapping Condition

Male Female . . 0 Male Female
A

ﬁhroﬁoioéircﬁ‘ Agg R
L : 15

I
—.
[ % h
|

- -
G
.

fale  Female . Male Fémaligf/~ Male = Femate

i\
 Male"  Female

- 1

e Periods .,

lcapped Peers ‘

_Four Perfods

(ysical Biwcation, - (Physteal Bucatdon, Tn-

dustrial Arts/Home Economics,
{ome Economics) 7 : - and Social Studies)
fale’  Feale Male  Female

r———  ————

N

53 .‘ 2 b

(Physical Education, In-
dustrial Arts/Hone Eco-
nomics, and Social Studies)

‘Malé  Female
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‘ -
3 s,
Xy
o
N
- Y
"
..

L
foego@n . "
i - IR
. = s -



131

J

assessment of its potential value to her gtudéﬁtg,s She participated
actively in the training g?fksﬁapi asking questions of the curriculum
developers and me:

After studying the material and~attending the workshop, she
committed herself to use the SLC. Her agreement took the form of an
tmpiicit contract; i.e.; she would implement the SLC to the best of
BéfiéﬁiiiE§ in exchange for a certain amount of freedom and support from
me. An example of this contractual situation was her wish to practice

a8 deveioped.  She wanted to maximize the impact of the SLC and thought

. that she could not do so until she felt comfortable with the method:
Her part of the agreement was to keep the research team informed of her
activities and their relationship to the implementation on the SLC;
in return, she é*pééféd Some céﬁSﬁitative support.
The teacher used the SLC in the period designated for 1ﬁstf§§tiaﬁz
@ 1in science. Students in special educatfon (this group of 15 féé,téééﬁtéét
’ ) only one-third of her entire caseload) had class schedules likéxthésé of
- their nonhandicapped peers. Classes were labeled by subject; ohe.of.the
special education teachers was responsible for Eéééﬁiﬁé'ﬁagh and Social
- studies; the btﬁJ; ?or‘ianguégé arts and §Ei§ﬁéé;) A1l of Eﬁé students
in the SLC “science” class saw the teachaf one other period of the aag
for iaﬁguagetla%’ts";-'.' o | ;. : s |

\ The teacher used Phase 12, Recognizing Basic Physical Needs from

~ .

the pﬁSiishéé version of the SLC and Zgﬁéféﬁtiﬁg with Others from the

" field-test version of the ﬁibﬁléﬁidé}éﬁtéd Social-Vocational 'Adaptation
S Program (POSVAP). Material was used four days & week. On Fridays,

. | . . .
O R . PN
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students “earned” the right to supplementary activities associated with
the curriculum. e o S
: # : 5 . ,
Qualitative data were gathered through observation and interview.

4

of these visits were primarily for the purposesof administering criterion

tests; the.remaining time was devated to gathering qualitative data. In
ail 10 hours of formai observation occurred; while an additional 20 hours

were spent in the classroom.

Results
Béﬁéid@@éﬁ; of . the Ability to .
Think Critically
'Tﬁg-iéaéﬁéf BégAﬁ the year with a unit on §ystems affthé body.
‘She had prepared the unit heself and used it for two reasons. First,
it served as an introduction to the content of Phase 12 of the SLC;

S P S J S .
Her movement into the inductive method was gradual. By the time she
began using the SLC; she felt comfortable with the method.

Careful obsetvation of the class, revealed that the agoption of

to the change in different ways. Some seemed to be totally bewildered

by what they perceived to be an abdication of their teacher's role in

#

the normal pedafogical situation. Rather than presenting content and
Jg{n % providing them with worksheets; the teacher spent the éﬁfifé class
period Séiiﬁg questions. N b4
Others ‘seemed persuaded éﬁéi‘fﬁéif opportunity to éﬁéﬁéf a question
y correctly Had'fihaiiy arrived. 'They had no intention of missing the

[y

-

.a'i— é;
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chance” (Hall, Note 19) and hence became so eothusiastic as to be °

almost unmanageable. “The first weeks of implementing the iﬁ;éf%éﬁtiéﬁ;

tﬁéﬁ;-%brdéréd on a state of ghaps; ‘The "traditional group,” those ﬁﬁé
“ﬁéd learned to play school" (Hall, Note 20) withdrew. into bewildered
frustration while their classmates argﬁéd over whose turn it was to
respond.

 The situation became more chaotic when the teacher attempted to

[
_themselves, seemed incapable of sharing materfals; and demonstrated
a distressing level of jrresponsibility. The activities consisted of .
applied tasks such as making posters or collages around a certain theme.

There was nio indication of an organized approach to any aspect 6f;thé
task. 1In the case of the actual products of their work, aaffgetiaég wete
made only at the teacher's direction. Similarly; each element of the
cieanQup activity had to be specified and monitored.

Interviews with the teacher throughout this period of implementation

. ) .

revealed that she was both frustrated and discouraged. On the one hand,
she was pleased by the enthusiasm of some children. On the other, she
was discouraged by the almost total withdrawal of sthers. In. addition,
she was beginning to question her ability to direct the enthusiasm into
constructive channels. . ’
_The SLC teachers held their Eirg; ficeting at the height of this dis-

integration. Since the other teachers had begun teaching the SLC earlier;

they could empathize and offer suggestions. Two of] these were the possi-

bility of a class reward and the addition of questions which required .

‘the children to repeat their peer's responses.

{ 147
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The teacher implemented the suggestions. The ciass could earn the

right to see movies on Fridays by exhibitingjon-task and prosocial be-

fied in behavioral terms for the children ) Intéreétingiy; the movies

to give the process a pogitive valence ‘The teacher served popcorn and

'5116péa the children to ask questions about the films ‘to her and each

The teacher worked with the material in a dedicated fashion; she
studied it, modified it, and delivered it in a consistently-inductive
fashion. In thé éariy stages of implementation, a consistent delivery

requ1red a great deal of preparation. §he worked from the teacher' s
- NS A :

and the transcription of the workshap notes (Hall Note 17): 1In order
to maximize the impact of the prograri, she had to identify for herséif
the relationship between the particular content objective and the stage

of the Logical Indictive Method; no single 1esson’in the program repre-

Pracess (IPSP);' She took the teacher's gnide_with the content objec-
tives, studied the exemplary questions to identify the proces skill
they represented and strategized how éﬁé would préSéﬁt the material to

‘ence, she asked questions in a’ "Jhat might happen’ format; if the

process were generalization, she would agk, "Do you think you can make

a rule?" 3 S v

guide; the monograph on reasoning ski!ﬂs (Goldstein & Goldstein, 1980),‘

LA
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Interviews With the teacher over the fitst three months of the study

indicated that as she practiced teaching in this fashion, she gained

cbnfidence in her abilityato teach inductively and to plan for inductive
teaching. The actual amobnt of ﬁlanning time, and the anxiety associated
with it decreased steadily: .
The characteristics of the children presented in Table 21 indicate

that they represented a very divergent group. The teacher éas skillful
in adapting the LIM to the varying levels of the children. She focused
'on the particular stages of the IPSP (Labellingi Detailing, Inferring,
Predicting, Verifying, and Generalizing) specified in the lesson plans,
but she never restricted herself to the targeted process. If she;ggfe
attemﬁting to work ﬁiEﬁfiﬁf"f” ce, for eXample, she would pull the

least skilled children into the ‘activity by asRing them to supply labels
and/or details. She tried to match her pércéptibﬁs of the child's skiil

to the aspéct of the task. A child who could supply rules or generaiiza—

‘i;tion was seldom asked-to label; the child who could Only label or detail

et

"“4yas frequently asked to repeat an inference ot a prediction made by

anothér chiid. The more highly skilled children were involved in the )
-,1',
P

lessons by elabérating on their responses.
Observation of group {nstriction with the SLC revealed a steady

progression of ability to handle the format of the .program and to use

the 1PSP. The progression was neither unifbrm ngr iinear across the

' chiidren. A féﬁﬁﬁadé rapidvand'regular gains: Some childreBTEihibitéd.

?éﬁd‘éf thé iéar.. Others hnd not. Most of the children (10 out of the

fitntnl 15) exhibited the up nnd—back "wavelike' pattern diacussed by
. \

e

‘;:;jtf . ( . 12151'
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Smith and Greemberg (1979): ©Onm one day; the child would be able to
reach a generalization. In-fhe next problem-solving endeavor, he/she
might be Gnabie Eo‘ﬁrocéé& beyond 1aféféa£é. 6n*thé aholé; tnéfciass
became quite éf%éctiGé at oralty identifying the nature of the problem,

at proposing possibie sofutions; predicting the best; verifying logically

the choice; and arriving at a rule or generalization.

.(; ¢

with a Mass, break it apart through the differentiation process and re-
assemble or iﬁfégféfé it into an entity which was congruentroitn their
meaningful énvironments. Some individual Students were able 'to accoms
plish this; others were ﬁaE; rﬁaiviau51 gtaaéﬁts are discussed in

detail in the sectiom on the administration of the TRINK (Appendix D).
Even more encouraging than the changes in the students performancef
in instructional situation was their improved aﬁiiity to function in '
the less structured supplemental activities. The teacher continued to
use the éuﬁﬁiéﬁéntéfy éctivitiéégiin §§ité of a chaotic start for two
reasons. First; tii’r'o'ugh' t.h'_‘é’s'e’ aCtivitiés éh’é discovered that many of

oda
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partiCUlar space, categorizing; and classifying : e f
L . - ';“»", 1 .

The nature of the subject-area program operating in the ‘schéol

impeded detection of these deficits unless they had been noted on the '

previous staffing repor 3 A&“}hetsame time; these deflciencies had:

the potential of creating serious problems for the stﬂdents in the

mainstreamed: courses: industrial arts and home economics; Second,

the students enjoyed the activities: Several of the children made

=
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"extra" posters during free time, brought magazines or simply a§kéét
" when they could repeat certain activities:
In addition, observation revealed that these activities allowed
the teacher to capitalize on tﬁe-methoaoiogy; Initially, as previously
stated; tﬁé children corrected their work only when the teacher inter-
.Véhé' Her method of intervention was to use the chiid s inadequate
product.aé the focus of the LIM. Rather than saying, "f cannot accept
that because you Eaiié& to Ebiibw instructions;" ' she would ask the child

;,,tb_tgﬁi her what the task had been. If he/she could re

accurately, she woild then ask why he/she had-chosen the incorrect
picture. She woukd continie to work through the method until the éﬁila;

seemed to have some grasp of, the problem and the factors which haa con- i

€ributed to his/her error: If the student could not repeat the task, she ¥
would supply it and guide him/her step by step through an-appropriate

vresponse. f' L . 3‘ . C .

L]

'types of behavior which had been nonexistent at the initiation of the

prbjECt. Gradually, the children began to seek verificatiogkof their

o

work from their peers. This was a movemeﬁt away from the haphazard
selection of pictures which characterized the first few weeks of inter-
vention, and the déﬁéﬁééﬁéé on Eﬁéitéaéhéf which characterized tﬁe next
six weeks. This was Béffiéﬁiéfiy encouraging for two reasons. First,
‘most of the students seemed to have aéVEibpéé an internal need to
verify (at iéaét;ﬁitﬁiﬁ the parameters of the ciaSQrbbmj and second,

\

teacher; at the end of the intervention, was serving as a resouréé

rather than the source of information.

151
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The second type of thange was the gradual assumption of responsi-
bi1ity by the students for the status of materials: Initially; clean-
Up activities had been structured, of necessity, in task-analytic

fashion ﬁhich tequired vigilant monitoring on the part,of the teacher:

o As the sense of order returned to the group, she began to fade the
structure. Her first .step was to call the students' attention to_the
fact that 10 finutes remained in the period and to outline the clean-
ip tasks. Her next fove was to mention only the time: Interview data
vreveaiéd het astonishment when one day she looked up to find the students
putting materials away. In responmse to her ioéﬁ of amazement; one student
replied, "We only have 10 minutes left in the period."

The most elaborate of the class' sﬁpplemenEéfi activities was to
prepare and serve a meal. The fact that the Eeééhéf considered it a
'possibility was an indication of positive movement (Hall, Note 21).

Wheni she attempted to discuss the aétlQlt§ with the prinéipalf he became

tion of her classroom. ‘The students determined the menu, shopped for
the items after school, and: delegated responsibility for preparation,

serving; and Clean-up: They implemented the activity without" 1n dentik

~ "
oy

Theoretically, the ability to act independently has two components.
The first is the possession of an internalized problem-solving strategy.
The second; is the perception of oneself as competent to manage'one s
665_5éﬁ5616§; Iﬁdéﬁéﬁdéﬁt’éétidﬁ combines the cognitiv!'!nd‘affective

152
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the probability of the ind4vidual's being designated retarded. The
development of the ability to act indepeﬁdeﬁtly-is; then; the ultimate
objective of the SLC. |
The observations concerning the behavior of the students during ’
/Lhe snppiénéntéry 5ctivitfé§ reporrea ﬁnaer Réséarch‘ﬁxﬁéétééiéﬁ I are
related to their abiiity, as a group,rto act independently: Clearly,

these activities. Beyond classroom interactions; it was difficult o
‘assess ability to act independently as a function of exposure to the SLC.
Observational and interview data indicated that some of the children
were capable of functioning adaptively and independently. Others were .
dot. The difficulty lay in attempting to establish a relationship
betweeén the functioning 1eve1 and the intervention: In order to demon=

objective on the basis of short-term intervention.

A variety of factors combine to increase the potential danger of

such speculation: The first is the complexity of the ability being

assessed; the second is the tremendous diversity of characteristics

exhibited by the children. Of the 15 ‘children in the groiup, 5 had
serious emotional or behavioral disorders. Quantitative data from 3 of

these students were eliminated because they did not ci plete the academic

year in the class. One was placed in a residential 'eatment center; the-
other two were involved in automobile accidents for which th%y were
directly or indirectly responsible, Data from the other two students -

153
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 were included even though they missed considerable periods of instruc-
tion dué to hospitalization for residential treatment or suspension.
Any attempt to draw conclusions beyond those already ﬁréééﬁiéd
regarding the students' in-class behavior is beyond the scope of the
data. Some students demonstrated changes in behavior which might ' be
iﬁtéfﬁfétéd;éé precursors of iﬁdébéﬁ&éﬁfiaéfiaﬁ; To avold unwarranted

sxtrinsic value of academic skills or attitudes toward school.
Developmernt of Awareness of the Extrinmsic 7
Value of Education /}

-

Data rélating to this expectation were collected with interview

the students in an attempt to éiﬁié?é the extent to which they viewed
their schooling expé}iencéé particularly the SLC, as having extrinsic
value. Formal interviews with the students were conducted in May:
The - format is presented below. | ‘ ;
1. What did you do in science this year? 5

2. Why do you think you did that? .

3.* Do you think 1t was an important Eﬁiﬁg to do? Why or why not?

4, Was science different from your other classes? If so, how?

-~ The studéntsmfégpégge& to the questions in'a variable tashton.

'All students were éBié.Eé'féiétértHé content of instruction; since the
‘teacher had used the phases on ghyéiCEi needs and interacting with

: e T S
sthers, they typically responded that they studied the body and the

- . .

_personalitys
_ One student (CA = 16, TG~ #5652§§§>ﬁﬁ551e to respond.to questions
2, 3, and 4: Two other students stpplied rather rote answers to the

3

A 1.7

14|



'

would that do?" - I /;,//
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effect that they had studied the content because the teal aantéa them

to learn it. .They indicated that they thonéht it was an u-ortant thing
to do; they did not, however, know why: -

Answers from other students to the second and third guestions
indicated a qualitatively stronger compréhénéion of the extrinsic
ain of the inétroction; Some examples are, ‘ A

1. "We focused on ourselves: If we studied animals, what good

o

2. "We studied what to expect. i mean; you can do lots of things

or eat lots of things, dﬁ\you need to know what to expect if you do."

i'

not always easy:" ‘
4. "We studied personality: That was important because if you

v

don't kinow how to act; you may act like a goof. Then you won't have

i i
friends;“ ¢

'5. "We studied about being responsible. That means doing your job

whatever you're doing; ‘like being a friend or working."

M

An interview with the teacher revealed ano her incident which was
considered to be étroﬁé support for the establighment of ﬁiiextrinsic
W

value to the schooling experience. )
One of the 1essEns in the POSVAP phase focused upon personality
' X,

i S B
characteristics or aBilities that a child considered most in need of

change or improvement.- The students were provided with a checklist of _
' = S
35 "Common teenage problems." On. ng blank marked "other," one chiid,

“classified EMR, wrote, “1 can't read." The child ¢ famtly lives in a

rather isolated rural area, and he is the youngest of five children.

The entire family is fﬁnctionally illiterate with all the siblings

¥
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having dropped out oigzchool.' When the teacher talked with him about

N - - . - - .
this; he ééid{jggf I don't learn to read when I'm in school, I won't

be ablé to do anything when I'm out of school.” T

el - '
 pevelopment of Positive Atd{tudes KT
~ " Toward School

Data dealing with this expectation were gathered from teachbr
{nterviews and observation. Quantitative assessment of self-coficept
iﬁdicgtéa that with the exception of two children, both of whom were
among the five children designated emotionally disturbed; the mean
self-concept score was "normal." This finding was congraent with
previous research tiégarg. Smith, ‘& Coleman, 1978; Strang, Smith, &
Rogers, 1978) ., | | |

Given this, the focus of the data relative to this expectation

changes in two groups of children: The first was composed of seven

children who were academically mainst
sisted of three chronic absentees. ;
At tﬁé;ﬁég%;giﬁg of the year, only one of the seven students
indicated any positive feelings toward his/her Béiﬁétfééﬁé&,é@édéﬁié
classes. They complained that the work was too difffcult and insisted
 that they were doomed to faiiure. The Fact that this period ébiﬁcéééd
with the initial implementation of the SLC may have accounted for some
of their "overenthusiastic" responses to questions they felt they could
answer, Several of the students asked me to "certify" that their. per-
. . s
formance on the pretests precluded any opportunity 6;~§ﬁccé§§ in the
' reguiar-ciass: Two of the nonattenders became ﬁhysicéiiy 111 and-

- '
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the school used some ability‘grouping in assigéﬁng students 8o there:

//éas a reasonable eiﬁectétibn 6f success in every case. The teacher,

i

: was very little change in his expressed attitude toward his main-

and in some cases, I, workgd with ‘the children, the regular class ‘~j'-.fi"

. . P I O Iy
n oy Goarest

J

. i . .
"The activities of the POSVAP lepsons 1ent themselves. to 'the open discus—

“ e
sion of the factors which contrfbﬁtéd to their fears,-and to the
P s . ‘u .
teachers’ _actions. - IR ' | . ’

Of the eight children composing the two 'groups, there was strong

L ow

qualitative evidence of €hange in five. Two of the nonattenders began ..

to come to school on a regular basis. One child artiéulated consistently:

his attention to "work his way out of special education."

_He was

to improve his performance in his classes enough to make this a pos=

sibility. Three others gradually accepted their regular class.place-

ments and maintained satisfactory grades;; The fifth child iﬁpf&%ed

his attendance and performance i1 special education classes. There

>

N _ . o . - L L Ll _
stréé%éd classes or in his performance there: The third nonattender

showed .6 improvement ]¥he was actively involved in drug sales: Many of

his absences were due to suspensién;

In édditidn, the manner in which the students dealt with the

criterlon testing reflected the same patterns of change: The initial

testing was, for some of the children, very éniiety -provoking.. This

E
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was reévealed not so mich. in thg iesponses per se but rather in the
speed with Ghich they worked their state of tension,;and the comments

they made regarding the tasks. Alth’ough every effort,i&és‘m@é to con-

vince them that’ the purpose of the study(Was to evaluate the SLC
‘ >

rather than them, they werq persuaded that: they would do very poétly.
EE .

Their behavior during posttesting was much mote relaxed and more

ULt

"'7lachie6emeﬁtioriented. They approached the tests willingly and with
attitudes of confidence. Cautién must be‘exhibitedrin interpreting
these results for two reasons. First, the children had becdme quite .

v,

oo

fapiliar with me,, and their contact was, for the ﬁﬁst part, positive

B

"and nurturant; i.e.; I was‘in the classroom without“responsihilities
. for discipline. In-addition, the children had taken the tests pre-
viously so they were not a totally new experience:

JEe
2 _

.sﬁig;*sxmmafi~ | _' .

The purpose of this chapter was to describe the resilts of

- o

qualitatiVe data. Data were collected in a randomly selected SLC
class, information gbout thq location of the class; the students,
teacher; and portibﬁs of the SLC employed have been presented. Four

t

taught with the SLC will exhibit the ability to think critically,

N

was supported. The secoﬁﬁ expectation, children taught with the SLC

will be able to act independently, was neither supported not refuted

conclusions régarding this expectation.

taught ‘with the SLCﬁwouid be. able to use knowledge and skill acquiredr;'

in school to solve daily livipg problems and would have more positive

3

e |
|
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CHAPTER VI
o | % |
* N GQNG HSIONS, DISCUSSION AND '
: . IMPLICATIONS: SRR
v u G : ,
This chapter has two primaty purpose@ t 48 to present

&Ata'aﬁa to dis-

cuss Eﬁem. The discussion will include\interpretation of the work within :

-.

the parameters of the theoretical and em ir al literatu e reviewed The: ~
P ?

research: ' EREN o ;

.-‘, . l,,,',,,ﬁ i
‘. }' Conclusions.

I. Quantitative Data o - : \
A. Treatment Effects o o
‘A éiéﬁifiéant main effect for treatmenizwas fonnd on the

fifsiiaraér aépéﬁaént variable of:problem sdgying. SLC "

subjects exhibited.superior-performance to tﬁé_ééﬁti&i éﬁii-‘

dren on the Matching Famiiiér Figures Test (kagan'ét-ii:

15555. IE children in turn performed significantly better

than C §ubjéet§ bﬁ.thié measure.

A qualified main effect for treatment Wwas detected .
>
—for the second-order dependent variable, academic achievement;
. ,Q 5

oni the General Information Subtest of the Peabody Tndivfduai

%
Achieveiient Test. The effeat favors the TE chﬁdren' over both
N e A
C and SLC students. It is qualified because the test was used

ey
-

a
. '
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to measure the second-order dependent variable of academic <

- <

achievement upon which no research expectations were proposed.

II: Quaiitative Effects
A. Strong support exists for the research expectation that
children taught with the SLC will develop to think critically:

: B. Qualified support éiists for the other three research expecta-

; ‘ o pendently; will be able to apply academic skills to solve
daily living problems, and will have more positive attitudes
o toward school. - B -

- | | B

.. piscussion.

-’ :
Q? Quantitative Data, ‘ ' L
sgﬁr Initial examination of the quantitative data analyses indicates

only one main effect for treatment. This effect was derived fromz ‘ l.{
'_ the Matching Familiar Figures Test (MFFT) and provides Support for the
asseftion that children receiVing either experimental treatment vere
more skilled in “maﬁchiﬁg familiar figures' than C counterparts.
Although it, is the only significant treatment effect aﬁaﬁg the fifsti*,
Fgrarder dependent variables, its probability of .01 argues against*its
. being explained in terms of an inflated significanpe 1evel due to
‘ multiple analyses; While the time difference between the groups is not
statistic&lly significant; it is substantial. The SLC children exhibited
an average response time of 11.76 seconds, the IE children 11.26, and

the C students 9.63 seconds: A Pearson-product moment correlation-
, ‘ _ 4 I A ‘
. 3 #

. Ny

v
R
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it produoed‘a cotrelation coefficient of .97i (2 <:.01).' One would
expect both programs to increase reflectivity in children. This find-

ing supports the expectation.
: ;-

, oﬁé additional main effect occurred on the second-order dependent

variable of academic achievement as measured with the General Informa-

tio Subtest of the Peabody Individual Achievement Test. This effect

,u‘.!

P

. | (j?? 3.058; p_<:.05) refelcts the superior performance of the IE chil-’
dren over the SLC and C subjects. If one adjusts the alpha level to
control for multiple analyses, this difference might no longer be' sig-
nificant. | ' :

At an elementary analytical level, the data indicate that most of

-

41

_ the quantitative research explanations were not supported. Data must
be examined; however, within thé context of threats to Statistical -
Conclusion Validity (Cook & Campbell 1979). Four of the‘seven thréats

The first is the threat-of 1ow'statistical power. Power anaiysgs

: (1976). They are presented in Table 9 ép 112) Power coe

s . ‘

with the exception of the PIAI are.small. Thiszdecreases the confidence""

¢ .
-,

with which a conclusion of no difference between the grdups can be made.
The second threat ‘which clouds interpretation of the data comes

from psychometric properties of the criterion méasures. The prohlems

are exacérbated by the fact that only one of the tests, the TSI; used:-
handicapped children in the norming. sampie. The'handicapped children in

the TSI sample do not, however, reaiiy rmatch" those in the current sample

ié RSN - | . }/

[
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(Edmonson, Note 22). The extent to which an instrnment'is unreliablg
in combination with the degree ‘to which the research sample compares
-io the norming sample increases the amount of raw score difference

C et

~ necessary for significance. K
- The third and fourth threats to Statistical Conclusion Validity
are related theoretically, and in this study, pragmatically. The
. third threat deals with uniformity 6E’treatmentiimpieméhtatiéni'Ehé |
fourth with variations in subject characteristics; fhe:réaéa;éﬁ design
specified that students would be nesIed under teachers within treat-
‘ments. It was proﬁoséd'on.the assumption that the distribution of
students in terms of ability throughout the ﬁbﬁcategqriéai Comprehen-
give Development (NCD) . clasg’é’s iﬁ'o’iildi be re’as’o’nahi§ eduiiiaient; This
would allow the Ability Factor with the levels of high and low to be
fully crossed under the teachers within the treatments.‘
- Had this occﬁrred;‘researcheré would have had an empirical basis
- for examining the variable impact of the teacher upon both high and

“ iow ability children. In combination with the monitoring oF the-f}

reveals that the differences 1n IQ approached significance with the -
L : , S
childfén receiving the SLC having the lowest IQs.

Aﬂother critical characteristic of thé children which varied

was socioeconomic status. Four of the comparison c1asses served

Néﬁiiaféﬁ of predominantly middle-class background as determined by ° AL

,,,,,,,




area of residence. Only two of the SLC and two of the IE classes
¢ !

served Widdle class chiidren

< Careful efforts were made to monitor the implementation of the

two eiperimental programs: 1 made a total of 239 visits to the 15

classes ‘over the course of the school year and Spoke frequently with .

the teachers hy-teiéphone or in informal meetings. Observation dnd
'interviews indicated chat each of the teachers was mékiﬁg a concerted

effotf‘to implement the program within the parameters of his/her

interpretation of the deveiopers intention and the realities oi

_ his/her particular gtoup of stndents.. Uniformity of intention did

v .

not, however, translate into uniformity of implementation. The clearest"
%

covered. Of the six SLIC teachers, one taught four complete thSes,
tﬁoftaught tﬁo phases and the-other"three presented materiai from only

L}

one. A similar condition ob;ained in the IE groups. A1l three teachers

A +

taught parts of fpoplinstuvmigﬁri one teacher provided in—depth instruc—.
T :

Campbell* 1979); the data regarding the treatment effect are {ricon=

Clusive. The data do not demonstrate that there was a significant

treatment effect; neither, however, do they refute the possibility of

such an effect - ,5'

It should also be remembered that the comparison teachers were
. .o 7‘.-:‘.’ .

chosen %Eéﬁ an initial pool of ‘competent" teacher; my observatign ..
indicated Eﬁét they were actively attempting to meet the needs of

€
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children. Furthermore, the presence of the research staff affirmed
their efforts.

.+ and Goldstein (Note 1, Noté'Z; Note 5, Note 8). Both programs are
.cognitive interventions with long-term objectives. The changes each
G intervention seeks to promote;, i.e.; improvement in iﬁe-aﬁiiit? to

learn or to think and the development of skill in thinking criticaily
. ’

longer period of time than the nine months of this project: In addition,‘

changes in these abilities arevnot easily detectable with the -psycho-
metric %&struments currently available.
. In e-siﬁilar.faehigp;the experience of eonduéiiﬁg the research
ggf‘ and the results it yielded support and elaborate the evaluation per-
'spective adopted; No "large differences" (Scriven, 1967, p: 66) which
. could be attributed to the experimental programs were detected. Neither,
Baaeoef; did this oroject have the "multiple:push 5§ﬁ§65&ﬁ which?Scriveﬁf

(l967) thinks might make such differences pOssible. The threats to

attempts to control them. Stake's éﬁﬁhééié upon the evaluator's descrip-
P

- tive responsibility, became the basis for the qualitative data collection.

[ -

- ' In terms of empirical research the results of this study are
)

v
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. S - 7 b 7’ o
significant differences (Feuerstein et al., 1979; Goldstein et al.; 1965;

Gray & Klaus; 1970; Weikart et al;; i97£);
The results according to particular instruments are congruent
. - - s
with previous work: The fiﬁdiﬁé& of the relatioﬁéﬁiﬁ between reflec=
tivity and performance on the MFFT are similar to th08e found by Kagan;

parailels thatiof the children in €1ark s (ibﬁ?) study. In so doing,
o ’

the results oppose the findings of Edmonﬁon;et ‘al. ~ﬂf§%7) The findings ?Jzﬂ’ =

4 I %
. o o ‘." P Ny M
on the SPM and the General Information gaﬂ,itbof tﬁe PIAT are Similar;i%"
PR Re w,' '

to those found in the previOus research on‘j?E(HayWOod & Smith ﬂgBl

,J--

Rothaizer, 1981). The results on thé self—conceb; measqres confirm ;*%

\n

the work of Rogers et al: (1978) and Strang et_aI. (lé?éj vvx,u._J;ﬁ
o " oo L B

Qualitative Data ;" S R

able to think critically;' Aithough the focus of the qualitative data

collection was upon a single class; sufficient observation and teacher
G ’ ;

interview occurred in the other five classes to allow a generalized w

conclusion 56E6§§ all SLC subjects. A1l 55_of the children who were: -

-
0 7

taught with ‘the 'SLC eéxhibited sofe progress in this area. Progress
ééé neither uniform ﬁaf'iiﬁéaf._ Some children made rapid and consistent

",

Jgains as evaluated by teacher reports, observation, and performance on o
- N : g/l ). >, \
cérbain criterion measures such as the THINK (Smith & Greenberg, Note 16) % .
A
and the TSI (Edmonson et al., l§§5) Soiie students exhibited long periods -{%
o

of latency in which they appeared to make little progress before they

began to exhibit skill in some stages of the IPSP: The majority of

166 o )
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* fication:

e
the children demonstrated the up-and-back pattern which Smith and
Greenberg (1979; 1981) have called a wavelike progression. The
9

vamount of progress a child made appeared to be a function of the

skill of the teacher in- uaing ‘the LIM and the ability of the child:
.k-
High ability children withfstrong teachens made impressive qualitative

Lo

Theoretically, the ability to think critically is a precursor

to the abiiity to act independently (Goldstein, Note 8): i§§ strong

support of the first expectation in combination with:. the observation
- . R N

of steady improvement in the children "to manage themselves' inm sup-
g .

plementary activities within the elaésrooﬁ suggests that with longer .

intervention this expectation could have been fulfilled without quali—

[y

The third and fourth research expectations, namely; children
taught with the SLE will be able to use acadeiiic skills to solve daily-

living problems and will have -more pﬁsitive attitudes toward school

v

b :A e e - o —
have been accepted with qualification. Ihe qualifer to this expecta—

: tion, in” opposition to the. previous qgg, is not so much the length of .

the intervention but rather the difficulty of attributing change to
the program. There were no datd which suggested that the Social -

Learning Curriculum by itself enabled children to apply atademic skills

_or feel more positively about school. There were data which indicated

<

that when it was used effectively by teachers; there was such cﬁaﬁgé.

"boes it work?" The teacher asked for clarification and the observer- )

inquired, "Are the children different .now from what they were in
September?"

167
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oo =g
. they are different. They may be different because of the SLC; they
may bé aifferéﬁt Bécaﬁse they are nine months pider; and they may be
o - T < 7
* : N
Implications ‘

iterature of special education reveals a pervasive

L

theme, the: sfaction with "positions which have been p6sitéd

on a philosoph rather than a- research féﬁﬁaafiaﬁﬁfeickiihg &
Thédbalar 1976 P 326717 Perhaps the clearest impiicat}on of this

[ 4 re

!

research fbundatiqg_ ;rui

Thé4rép6rt of rhis tesearch represents an attempt to. tell the

stafy (Stahé; 1976b) of what happened wheh a group of teachers used
.Ihsrr&ﬁéhtai E%?ichmeht or the Soctal tearniﬁg:Curricuium. The implica;.
. tions for future research were tdentifi ted within the parameters of

post hoc ahalyéisabf rhe.strengthsfand veaknesses of the study. The
. S srrEﬁgths are: ' v

1. A prior recognition of the liﬁired control held by researchers

’/'iﬁﬁii over many aspects of the research setting

o

A
N, tion as possible about the factors which 1imited researchers control

i .

1. Failure to anticipate the impac; of certain faftors which

‘fmiight have been controlled ;
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§tr'en’g'tns.
Tﬁérétréﬁgtﬁg of this study deripe;from the hearty respect for
" the problems of condhcting régear'ch i'i'i”;t::'.he-'ptihlic schools. An ’iﬁ’tiﬁi-’
: s , . .-
agsuﬁptiaﬁ‘wﬁicﬁ was ﬁaintained'throﬁghoot_the study was that the

burden- of—proof was upon me to establish credibility with personnel

at. all leﬁels of the school SysStem. The realities of fulfilling this

an-array of people ingluding central office personnel principals school _.'

restricted‘t@;%he school day. It wasvnot uriconmon, therefore, to speak
. ,A )’,'

wjth people after'school at night, emd 8n week-ends:

Syl . o —
".

O The establishmegt df &redibi}tcy served two primary parposes.

First; it 1nf1uénced ‘persons who had power within the system to use .

\‘thab power for the’ advancement of the research: Upon no aéeasiéﬁﬁaid
- a iﬂlbol System employee violate SChool poiicies for my Benefit. fhéy
simply operated within those poticdes to facilitate the project when-

L

&
ever possible. Probably the most common example was the use of."advance

telephone calls" foMowed by the written”paper work. Rather than‘havingg

._\

[ ¢ . %

personnel and school principalsggpuld establish verbal agreements which

- w’ A

were later confirmed procedurai

Second the estpblishmenm of credibi

: o : ~
[ i / tion of inéﬁfﬁation: Two types of information bfre critical to: che ;é‘

.
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interpretation of data. The first type was institutional. The e

policies of a large public school system may seem €@ BE érifusing _
at best; irration&l at worst. Any judgemeﬁt‘df'aﬁ educaéicnéi inter-

cause’they affect results. The reality is that while practices char-

'aétéfiéfié of thé current system "did got spring up by acc1deﬁ;;_but

rather, emerged in responSe to organizational nééds (Kirp, Buss,'&
- e N - c :
Kuritoff, 1974; p. 122);'access to information regarding-thOSe needs

may be unavailable to those outside the system.

The second type was personalistic.‘ This included the array of

personal and interpersonal variables which affected the implementation !/
of the interventions and the assessment of children's progress a

criterion ﬁeasures.

The proposed design for this study included both quantitative and

qualitative components. Ehe design was - influenced by previous work;

particularly that of Goldstein, Mischio, and Minskoff (1969): They

-We need to re-assess the relevance of research designs for class-

room antl other institutional studies. Obviously, theibiblogical
model confuses more than it clarifies. One should not have to
devote so much time and energy te - qualifying results because of

design insufficiencies and confusions. (p: 112)

The intention of the dual methodologies was : to use the quantitative

data to form the Structure of the conclusions with the a priori qﬁaér:
standing.that'iﬁantitative data are ﬁééﬁiﬁgiéég_ﬁitﬁaﬁt‘iﬁtéfﬁfétatibﬁ._
Accurate iﬁtérpretation anaihénéé meaningful ééﬁéiﬁéiaﬁs are éépéﬁaéﬁt )

N

170 -,

s

el
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_the aséésim nt; {t was postponed"’w variety of strategies were impld\ .

3 g Y . 1s7

i ; ﬁeakne’sses
™o inad'equa'ci'eé of the research provide direction for future
éndéa06rs; each can be viewed-through the perspective of "damn fine
hindsight“ éCrai; Note 25) factors which might have been caﬁtréiied;
The first weakness was. iy failure to examine; on a pilot basis; "random
hétérdgénéity 6£~§usjéct characteristics" (édék & Campbell, 1979; p. 43):

characteristics'bf the children who were likely to be assigned to

.t

_the teaéhérs.‘ Had this Eactor'seén ‘considered, some of the aiffer-

‘ .

collection to the neglect of the qualitativen¢ In order to deé?hwith

the th%eats to validity of testing and instrumentation all criterion

measures were administered by the research assistant or me, Six

criterion measures were employed in ailtl, with four administered on

a pretest, posttest basis and two given éﬁ ‘a 5§éfé§t posttest, post—v
3 o /
te§i scheddle.» Children were never taken from preferred aétivities B J/ '

far testing“\and iﬂ?teachers indicated concerns -about the timing of

simultaneously. These' “'qded teacher logs (example pages are included

!
v

’

last) data defted analys (Goldstein et alx, 19695. 3.

Each quantita
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a

it would be extremely difficult to.specify which quantitative procedures

-

would have been eliminated. The decision of the neture of data to be
collected would seem to rest upon several factors. ‘

1. The putpose of the study. If oiie is apﬁapCtiﬁg resea;gg
. " Which may serve as the basis of iéﬁgitﬁdiﬁai g%ud{, one might wish to

collect a strong ﬁﬁéﬁtitétiVé foundat

T B U i I
- the ‘study has a relatively short "life expectancy,' one might seek a
. . N -~ o

zir(";- [

more even balance of the two types of data.

2. The size of the project staff. Obviously, one can collect N

LE3

more data with moré workers. The task of the researcher, with a larger’
staff, is to makimize the quality of all the data which are'collected.

In this particular study; the research team had worked with:each.sub-
i L '.,,I;;,,)', S - SRR '}. - . g . : .
” ‘ject ;in collecting quaﬁtitative data. The movement ingdgthe classroom -
. ,"' ~ g, 7‘ - v .
‘s for observation' was a natugal one for the researchers,

» ) f -

teachers,

and students; and the quality of information was stronger. -

-
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a baby} t; /w/}% sexualLF ahpsed by parents:or step parents, two

PEE

CHAPTER VII _ - "

EPILOGUE . oo

To conclude the report of this research'ﬁithoﬁtiaddressiné

directly the naivete of the objectives of this and many other ° ; S

projects is to deny an ethical responsibility.,vThe discussion of -
factors which make the objectives of this project simﬁlistic may be
avoided in scientific repprts because even though "honestly'descrip-"

tive of the situation, it amacks of the tabloid" (Gray et al.; Note 13,

s . — -

«

ps 11). E S A S =
After a year s research which inclﬁded 2%//Visits to the 15

te 1

" classes (3 590 miles) and 63 after school telephone Calls to teachers,

the notion of sending the teachers into the crasées.with these experi-

4 ; ) )

mental materials and expecting them to effect change can??ﬂy'be cog— -
N/ e

pared to sending doctors onto battlefields with first aid kits and ex-

LA ~

ﬁecting them to save 1iyé§. The fact'that they took tdé,SLC Rits and : "

1E instrﬁéjits, that théy used them fc'o'n'gt'ei’eﬁti,;}i,-iiy; aﬁd that they not

{n the majority of the children is an- accomplishment of the first orddr é{ }
" The realities of "modified participant observaq;on were to comef .
3 R ¢ )
\ ' 'tf“z\',z - "

.face-to-face withréit_ﬁati'oi“is v?hich indeed "t k of the tabloid" .

& T U -
(Gray et al., Note 13, p. 11). Of the 163 children who began the ‘
year in the study), ib;ﬁer’ 3pended mosf ﬁo;” than once. Nine were
; pus e N = e

arr%k;gq.fbf ?%fenses rangﬁrg from shoplift ng to adto theft. One had




G

to psychiatric therapy programs; three were seriously injured in auto-
it e e
- mobile accidents. The mother of&one of the Subjects was shot and killed

3

By poiicé while she élépt in a motel room; the brother of two of the

comparison students, a high school Special education student, was

[ 4

were in emergency rooms, deliéery rooms, intensive care waiting rooms,

F

for their stﬁdents._

v

;‘ Why.were the teachers willing to give so much time and energy

1T a

such a seEminglyzg;ankﬁess task9 With due consideration to the plausible
" ’ hypothesis of massive masochistic tendencies (extending from curriculum
’ déVéiopézs'to tesearchers to teachers);,the.reasons they gave were
consistent: "I am not ready EB give up om these &idsﬁ and "There is e

nobody else to do it." o T : Do ) T

The data, quantitative and quaiitative, support the teachers faith

in the potential of the children: While they di@'not‘ "become as normal

children once they were properiy taught (SteinbacR 1918 cited By'
. 4

C;Idstein,f;?57; p. -147), they made very signifidant progress. It «
would he’tragicaliy misleading, howeverg to close.this report by . stig-

gesting that anyaaé ﬁﬁo pé?tiéipﬁtéd in the project régards-this progress
: ”

s

s

tions -be regarded as a public issue rather than a "sersonal trouble"
. R 7 - , ; i
e B ) . &

)
. s . .
3 . o . ) -y - ’ .
. Lo . - i -
. ) . .. : . A
« . . v
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) | e | f e "
e (ﬁills, 1959). Haywood (1979) has emphasized the enormity of\the :g?

v > é 7
problem of mitid retardation stressing that ovér 6; OOOéDUO people . : /(

in the United States fall into the IQ range of 50-70. Thisrdoes not . S8

consider persons who were previously considered miidly retarded .ot .

e .

71-85); nor does it inciude people of "normal intei- .

borderline (IQ

.IH

tectual functioning who have specific 1earning disabil ties: ;

iﬁ previous eras 6f American pubiic 11 ife; he emphasis was upon
"chiidren-at risk " We can no longer aiiow ourseives the 1uxury of

reiegating the probiem of mild handicaps to the domain of personal o

trouhles (Mills; 1959)- If~wé;are to adopt 5n_“actiVe-modi£ication

' approach (Feuerstein, "1970) to this problem; we must ground the approach

e

in the public domain and speak of society—at-risk. .

+

fn discussing his notion Qf a multiple push approach " Scriveix

3

(i967) emphasized that we must be satisfied with small gains unless

- 3

_.Jgﬁ

B, é?# grouping procedures, the teacher presentation, the classroom time

n .

aliocation (p: 66) The results-of this project Support the asseri

qgapped~children, Scriven s multiple push approach" ‘is necessary but

- 'notfsufficient, From Feuersteinzs;(Note 11) perspective, teachers -
and support. personnel must be committed to the'idea that the child !
‘e%ists'as.an open system which is gpgcéptiﬁié to-modificat;%n. From -
',colastéin;s iﬁété 1) point. of view,lteachers should Gé'eépéctea ta;/)

L teach it is unreasonable to expect theﬂito write curriculum, evalute

‘ : ¥
. programs;- assess children, completea the . paperwork Ior procedural com-
L 5. : y
i . pliance with regulations, and serve as counselors and social,workers
PR

.
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-

g -

d the effecti

- i .
This.research:prpjééﬁ gxamine

veness O

f two long-term

- .

i Cae I R .o i S o
interventions over a 'single dcddemic ‘'year. ' The quantitative data

ver

reflect ‘Strong and consistent gains jmong the childré& over time. .The
' Qi s - . e

: _ I AR : L Ll L il

data also indicate trends in favor of both groups of experimental chil-

-

on, signif-

dren; it is reasonable to expect that with a longer interventi
) . - 3 o »

differences might be achieved:. .Qualitative data

ese d

nt 1f-

”

ica affirm th
g \(
‘"'Z

ferences. A final question rémaiﬁs;'lWﬁat might these teachers have

' been able to do with more t

L)

ime andéadeﬁuéﬁézsuﬁﬁaff services?
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TABLE 22

ANALYQIQ OF FOVARTANCF—-RAVEN 9 STANDARD PROCREQSIVE MATRICES GROUP MEANS,

STANDARD DEVIATIONS, HOMOGENEITY OF WITHIN-CLASS: REGRESSTON

o S o B o Covariate
Standard Adjusted Covaridte Standard
Grou, | Raw Mean Deviation Mean Mean . Deviation
5 516 25,95 9.3 %.5% 2.5 B.0%
51 9748 9.31 25.55 502 8.9
55 ¢ 2,31 8.60 - 25,07 22,04 9.45
Homogeneity of Within-Class Regression |
= 1,682 with 2 and 137 degrees of freedom.
E = .1879 ) 3y
< i; ]




TABLE 23

~ ANALYSTS QF”CQVﬁEFﬁNGETifES?,GF SOCTAL INFERENCE GROUP MEANS, STANDARD B
DEVIATIONS; HOMOGENETTY OF WITHIN-CEASS REGRESSION

- . (Covariate
. o » Standard Adjusted Covariate Standard
Group Raw Medi Deviation Mean Mean Deviation

55 SLC 4106 13:69 . 43:27 31:95 12:04
33 1R G4:56 1122 41,78 | 37.53 ii;i%

55 C 4262 12,16 4208 35:02 16:66

[ ]
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TABLE 26

© ANALYSIS OF COVARIANCE--SOCTAL KNOWLEDGE ASSESSHENT CROUP MEAN; STANDARD
N DEVIATIONS, HOMOGENEITY OF WITHIN-CLASS REGRESSION

L o = Covariate
L Standard Adjusted Covartate Standard
Group ~ Raw Mean Deviation Mean Mean Deviation

55 SLC 51,56 9,60 52.91 Whoig 8.99

33 1 53.89 7.63 51.58 9.6 8.75

55 ¢ 51.76 6.61 51,50 36,13 §.11

Homogeneity of Within-Class Regression

qQr:

£ = 3:269 with 2 and 137 degrees of freedon.

;0398 -
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© TABLE 25

ANALYSIS OF COVARIANCE-—-MATCHING FAMILIAR FIGURES TEST GROUP MEANS STANDARD
DEVIATIONS; HOMOGENEITY OF WITHIN-CLASS REGRESSION C

R  tovariate
, Standatd  Kdjusted Covariate Standard -
Group Ri Hean Deviation Mean Medn Deviation
. —— _—
55 SLC 5.6 LS 6,22 ERE - 2,55
33 12 SR T B 8 & 6.24 % I B
55¢ B  1.68 5,28 5,95 2.06
" Homogeneity of Within-Class Regression

F = 04678 with 2 and 137 degrees 8f freedom. / N
p = 5137

19¢
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2 ‘ , "TABLE 26
g ANALYSTS G COVARTANCE-=PEABODY INDIVIDUAL ACHILVEMENT TEST GROUP MEANS;
' STANDARD nsvmreNs AOMGGENEITY OF WITHIN-CLASS REGRESSION
T
L o Covarlate

) o Standard ~ Adjusted Covariate Standard
Group Raw Mean, Deviation . Mean Mean . Deviatfon
55 SLC 29,53 - . 13.63 - 13,07 24,09 12,93
BIE §0:82 . 15:86 ‘%42 3070 14,96
55 C ( .16 55 ¢ st . 284 13,27

Hoiiggetieity of WitNtn-Class Regresston. | ;

F'= 188 with 2 and 137 degrees of freédpme

p = .830L

J
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AﬁAL§Si5_65_ééiéﬁiéﬁﬁizziiﬁiézﬁﬁﬁﬁis_SEL?:CONQQ?TMSCéLE_?@? CHILDREN GROUP
NEANS, STANDARD DEVIATIONS, HOMOGENEITY OF WITHIN-CLASS: REGRESSION

e

Group

- - - Covariate
] Standard . Adjusted Covariate Standard
Raw "Mean Deviation . Mean Mean Deviption

55 SEE
33 IF

55 C

Lo

6298 . 1L.33 61.70 5731 ¢ 12.%
8.9 - 16,35 60. 30 S5l 1368

58.65 1.6 . 59.03 55.11 .98

' fomopenelty of Within-Class Repression

F= 2,101 with 2 and 137 degrees of freedon.

p 70,1262

- \ ‘
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" TABLE 28"
NEWMAN-KEULS WULTIPLE COMPARISON TEST
MATCHING FAMILIAR FIGURES TEST :

L - R N ¢ \ * A -

V]
]
wn
!
@]

2 3 -
* 1 J9x% 1.*%
2 0.0

T
**indicates significance at the .01 level.

A -

. TABLE 29
NEWMAN-KEULS MULTIPLE COMPARISON ANALYSIS-PIAT
PIAT GENERAL INFORMATION
ANALYSIS OF COVARTANCE

-1

L X

.05 level.

= IE Vo : . N
¢
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TABLE 30

HARTLEY'S F-MAX FOR HOMOGENEITY OF VARIANCE

ANALYSIS OF VARIANCE--TREATMENT
(stc; IE; C) BY ABILITY
~(HIGH,; LOW)

!

295

= 6.92, 6 groups, 10 df

Standard Progressive Matrices: F__ 2.66

Test of Socilal Inference: Froax %.99

Matching Familiar Figures Test: F___ 3.23

Social Knowledge Asséssmert: F-—— % 2.99

Piers-Harris Children's |
Self-Concept Scale . Fo—

n
N
oo |
N

General Information Subtest, _
Peabody Individual . -t
Acliievement Test: F--—- = 1.86

o

»
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Structured Interview SLC/IE Teachers

< N-15 |
. 1. Do you have ¢ same children all day? |

No = 5; Yes = 10
' 4 .
7. How many do you teach in all?

10-3 14-1 38-1

ii-2 17-1 41-1
12-1 18-1 44-1
13-2 34-1 *
3. For what percentage of the éay are your chiidren;in classes with

§ nonhandicapped children?

¢ 13%-12 50%-1

33%-2 . e

4. What.subjects are taught in group instruction?

Science-7 Art-3 1E-3
* Soctal Studies-5 Music=1
Health-2 ‘ Language-3
7 5. What subjects are taught individually?
/ o (P \
&g;. . * Reading-15°
: Math-10
Spelling-7
Language-1 -

.

.

;6. Texts used to teach reading: (*Indicates special or remedial
. education)
B ' Keytext*
R ‘Websters* N S
' Steck-Vaughn, Mastering Basic Reading Skills*
Bowmar-Nohle; Sports Reading Series*
Grolier, Reading Attainment SysStem*
Reader's Digest; RD 2000%
/ : Point 31%
A * .
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7. What do you sec as. the biggest problem in delivering quality

inetrbction?
Lack of appropriate material--6

condition)——a
L ; tnadequate communication within and between schools--3

Inadequate administrative support At the system level--2

- 8. What do you sec as the "beat" thing about special education in the
L system as a whole?
The children--3 . _ ,




Xerox; Pal Paperbacks*

Scholasttic, Action Kit*

Developmental Learning Material, Supplementary workbooks¥

McGraw-Hi11l, Sullivan Programmed Reading* :
: Sullivan Programmed Reading for Adults*

-

Merrill Linguistic Readers* '

Continental .Press; Supplementary ﬁéﬁéiiél
Ginn Basic Readers-5.

MacMillan Basic Readers

Hatper & Row Basal Readets

Text used to teach mathematics: .(*Indicates special education)

Steck-Vaughn, Succeeding in Math¥* .
: Working with Numbers*

Holt Bastc Math-5

Houghton-Mi fflin-Math for Individualk Achievement
Spectrum Math W65R565ﬁ§’
Text used to teach spelling: (*Indicates special or remedial education)

Deveiopmghtal Learning Materials; Sound Foundations

McGraw-f§ll, Basic Goals in Spelling

SRA Spelldig Series
] SR
silver-Burdette Basic Spelling Text

Texts used to teach science: = (*Indicates special education):

Steck-Vaughn, Know Your World* .
Regions of the World*

Harcourt-Brace; Concepts in Science

Merrill; Social Learning Curriculum*

Texts used to teach social studies: (*Indicates special education)

.~

Steck-Viughn; America's Story*
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APPENDIX C
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ASSESSMENT OF SOCIAL KNOWLEDGE
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(e

N

11.

12.
13.
14.
is.
16:

17

Tell me three ways a family can become larger or smaller.

How old is T
What sex is

What color éiciii; hair; and eyes does have?

What does nourishment mean? .

- - - - . - ,’7 — s
What are the foutr food gtaupé?;k///\y/ﬁ\

What are two things you can do to keep germs from spreading?
What should you do if thetre is an emergency?
What does protection mean?

Tell me two kinds of clothes that protect you from tain, cold,
and bright sunshine?

Name three things about a person.that make him/her a good friend.
Tell me three things we need other people for., .
What's a good way to ask for help.

What are two bad ways to ask for help?

If somebody gives you help you don't need, what is a good way to deal

with it?

- 206



18: Tell me three things that you notice about a person's appearance.

’ 19. What are the things you use to EééB/§6ﬁf hair looking nice?

20. What are two things that can happen to people who don't look nice?
21. Tell me three ways to get a message to another person.
22. What will happen if there is a mistake in the address of a letter?

23. 'If someone calls your house and wants to speak with your mother;

but she is not at home; what do you meed to find out for your motheér?

24. What kinds of things are used to get information to many people?

25. What is used to communicate driving rules?




Administration and Scoring Procedures

Every effort was made to communicate with the children. Questions
were rephrased if there were any indication that the child might iici
the answer if the question were asked differently. The manner of re-
phrasing was uniform across all subjects with both administrators.

The question was asked as it is written. If no scoreable response was
given by the child; the question was restated. Examples are:

Question 1. How do you get more people in a family?
Question 4. Where do you live? o L
Question 9. What do you do if something bad Happens?

Question 18. What do you see when you look at a person? What

. tooks mice or mot nice?

The restatéméﬁfé reveal the simplicity of the tiﬁéétibﬁiﬁg ét?ié.'

With the younger children; such a style was necessary to establish any

ing children with the answer. A large number of the children were at
a loss as to what sex a member of their family was. If asked, "Is

a boy or gir1?" they could answer cortectly. In order to deal
with this, the probe was, "If fills out a regiarraticn card or

appiication form and it asks what sex is, what should ______ put?"

The scoring procedures were liberal. An answer which indicated

conceptual knowledge was scored at full or partial credit. In an effort
to avoid cultural bias, a variety of responses was considered scorable:
Examples include; "Péople leave” in response to question 1, a grand-

) .

any "prosocial" responses on 15 and 17.

A
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APPENDIX D
QUANTITATIVE DATA
TEST OF THE HIERAR@HY OF INDUCTIVE KNOWLEDGE



The Test of the Hierarchy of Inductive Knowledge (THINK) (Smith.&

Yreenberg, in press) is an individual assessment Fequring sub-
ects to respond verbally to sets of 21.8 x 28.2 cm black and white
line drawings: There are three separate sets of pictorial materials

- stitution (theme 1), dressing appropriately (theme 2); and getting help
(theme 3). Each set ccﬁtaiﬁs four line drawings &éﬁiéEiEé-E?BBiéﬁ sit-
wations relating to the speéific social learning concepts as well as
cards representing alternative resolutions fo the problem situations.

;\‘ The verbal interview related to the THINK assessment requires the sub—

problem solving. That is, subjects must label and describe various

\

elemerits in the problem card, produce inferences related to the problem,
suggest alternative solutions and predict their outcomes; and develop a
rule about solving the problem. Fiﬁiiﬁ§; subjects éfé.féﬁﬁiféa to ﬁfSé
duce a genefaiizatiog based on the é;géifié E§Biéﬁs aéﬁiétéa as ﬁéiiv
- as a class of related problems:
Eight stuaéﬁié in the SLC-class upon which qualitative data were
collected were assessed with a fé5i§éa version of Eﬁé THIRK. A review .
~ of their responses to the assessment procedures suggests the following
: )
resu}féi

‘ 1. As a group, the students were well able

the problem situations.
i o 7777”7”: S ”773”777 - e e _t .
2. They produced a high number of inferences|related to the identi-

ficatton of the problem.




e : - -‘—;
o ( 3. They were notably articulate in identifying the emotional
- status of the cHaracters depicted. That is, their vocaliza—

special education students at similar agé levels.

4. In general, the étudénté appeared’ to be comfortable with the
task of é@éiuéiiﬁg wiltiple solutions to a problem; they
éﬁbntanébusi§‘cbn§idéréd alternatives and éeiéctéd a given

S solution as; the best.

-

L7

-

\ requiring developmen; pf generalization produced an adequate
response. That ié;_thééé students were abié to g0 beyund;the
depicted problem situations. aiid develop an abstrhction related

~ e to a wider class bf‘gimiiérfpfbbiens;‘ifﬁ the remaining instances;

students produced specific rules, Cbﬁcreteiy tied to the prgbiems

_ _ L _ . o )
depicted (Greenberg, Note 1).

A
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REASONS FOR LEAVING STUDY
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"

- ‘1
Reason , SLC
Family moved out of school zone 2
Child staffed out of special 7
. edacation 5 8
‘Child removed from placement
and restaffed into more ,
restricted program 4
. . .
Chronic nonattendance due to _ ,
" accident or familial problems ' 3
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Greorge Peabody College for Teachtrs  appendix F . :

VANDERBILT UNIVERSITY

ppRas N A ' $SE ; : . Tiiiewows (613) 322.7341

_@ NASHVILLE. TENNESSEE 57103 :
s ‘ ngr-m of Special Education + Diract pbone 327. le;

Lo . March 2, 1981 7
To: SIC, Participating 1E, 'and Comparison r;.chezs "

- e il il e g *
From: Jane Hall@")/
Re: Reports of 3:568?} Testings & Schedule for Final Testing D)

| 1'd 1ike t5 take & chance onice ™ote to thank you for your continuing contribution

to this project. wWithoit you, there would be no study. Thanks uqainl e

_We have Eiﬁiiiy éémpiéiéd recording and averaging the scores from the January

testing. 1 apglogize for the somewhat extended time; if snow didn‘t get us, flu d4id.

1 _have included the matrices of scores from chiidren in your class and a lizt of the

average scores_for all classes. In this testing, we repeated the PIAT General Information

and the Piers-Harris. We added two tests: Matching Familiar Figures (MFFT) and a

measure of social knowledge (SK) from the pretests of the SLC. The MFFT meagures

impulsiéity/reflectiéity. The child is presented with a booklet. Onh one page, there

is a stimulus picture, On the other, there are six figures which are very simi!ag to

the stimulus. The child is given two trials at matching the figures,_ The time )
reported on your matrices represents average time per item, - Ori¢ CoUld be fairly safe

in saying that most of our children tend to be impuIaJVe.r My faworite was the child

who, upon seeing the stopwatch, announced, *Ready, Gol" 1 tried to persuade_him that

we were not preparing fos the special olympics, but he whipped through the MFPT in

record time. 1 didn“*t even have a prize.

- The social knovledge inventory is composed of gome very basic informatton. The

total possible points a child could get is 72. Por the older kids, this was a

very simple task. For many children, it yxﬁ not. The teacher in me wants to give

you the teqts 80 you can teach those who don' t know the answers, The researcher.

begs _you to refrain from a vigorous attack on Bocial knowledge that is not a part .
of your regular program! ) X

In order to complete testing, we will-begin in mid-March; We will be répéiéiﬁ@

all six tests and will; therefore, plan ﬁnzté§€1ﬁ§ dates, The testing should not take

an _ extensive block ot\tiﬁé bBut we feel six tests in a day are too much-especially for

Uday and me \

- I am enclosing an entire testing !ghgdule. 1t tﬁgi@ dates are not acceptable,

please notify Us and we can alter. 1 expect changes; but this seemed to be as
efficient a way as any.

x s, ) Comparisen
Linda Speir-Gebhardt, Apollo _ Karen_Young-Dupont_
Betty Denney, Cameron t@®Rick Beziat-Ewing Park
Kat Manier, Cameron elvin Bell, Head

Beth Ann Campbell, Park Avenue

Jacddeline Sternliebl,naynel

Ff?f §pygfliggiinfse Park Becky Griffith Pennington

Tate McKee, Ross . Deborah Koonce, Pennington

IE o - T
Barbara McGuire; Donelson Dr, Tom Vandevér, Research & Evaluation
Busie Lahti, Donelson Junior Dr. Ruth _8mith; IE
Edith Joyner, Wharton Drs. Goldstein

BEST CCFY AVSILABLE |

o
ok |
n

Q

RIC

Aruitoxt provided by Eic:
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APPENDIX G
TEACHER'S LOG SHEET
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3 . Teacher's Injtials .- Date _ ° M T W TH F
f Phase . . Lesson- - . _

How long did you work with: the SLC? 15 mins 30 mins ., 45 mins

o 60 mins. 90 mins  ++.120 mins Other _ _ _

What was the approximate time of day?

b N

8 9 10 11 12 1 2 3
How would you rate the over-all lesson?
- o
) . , i ) o . o
™ 1 2 N 4 5 ,
o : : ) S - Very good-
Not . More .Okay . More Close to un-
optimal- bad than Tolerable - good than believible
The pits good . Good/bad bad
: even mix

w

Please indicate what you consider contributing factors- _

A. Teacher factors (physical/mental health, extra &/or unexpected,
responsibilities) i

C. Group problems-Trouble on bés, in hall, cafeteria, etc:
D.” Disruption of schedule-assemblies, pictures, switch.schedules - //
gz E. Substantive problems-"Teacher errar”; problem w/planning; problem
with SLC /o .

F. Other -




