ED 245 510
! PITLE
INSTITUTION

SPONS AGENCY

DOCUMENT RESUME -
‘ EC 162 900
Evaluation and Training of Community Living Skills
for Severely Retarded_Adolescents. Final .Report.
Oregon Univ., Eugene. Rehabilitation Research and

Training Center in Mental Retardation.
Office of Special Education and Rehabilitative

w Services (ED), Washington, DC. Div. of. Innovation and

Development. - \

PUB DATE 1 Dec 82

GRANT G007803187 .

NOTE 45p.

PUB TYPE Reports - Descriptive (141) -- Reports -

: Evaluative/Feasibility (142)" :

EDRS PRICE MF01/PC02 Plus Postage. o _

DESCRIPTORS *pdaptive Behavior (of Disabled); *Curriculum
Development; *Daily Living Skills; Lesson Plans;
Secondary Education; *Self Care Skills; *Severe .
Disabilities; *Student Evaluation

IDENTIF IERS *Community Living Assessment System

ABSTRACT

: The report describes goals.and accomplishments of a
project designed to develop an assessment and training system for
secondary level severely handicapped students. The project focused on,
developing program-related assessment in functional self-care and
community living skills. Ten project objectives and their sub
objectives are listed in the introductory section, along with
information on the theoretical basis of the Community Living
Assessment System (CLAS) and its accompanying curriculum materials.
‘Development of CLAS content through task analysis of core skills and
clusters and organization of content into levels of complexity ‘is
described. Standardization and validity factors are noted. In the
final section, five contributing philosophical orientations are :
identified (emphasis on normalization, direct instruction, functional
skills, interactive processes, aad,task analysis) and an overview of
the curriculum is presented. sults of a field test of the .
curriculum with 60 teachers and\240 severely/profoundly retarded
students were largely positive and were used to revise lesson plans.

L Y
&
*******************,*****;*********'***“*A***********************m*******
* Reproductions supplied by EDRS are the-best that can be made * -
* ' from *the original document. ’ *

*****k******g******************************************kk**************
~ . » Y

ERIC

IToxt Provided by ERI



\ =y
Final Rebért

Evaluation and Training of Community
1 - Living Skills for Severely
) Retarded Adolescents

3 December ], 1982

Grant Number: 6007803187
CFDA:  84.023C




N0

' Introduction

Alnew era in.the educat?on of handicapoed chi]drén commenced with the -
signing of the "Education for A1l Handicapped. Children Act” (P.L. 94-142),
This 1egis1ation requires éach state to dssure th%t every handicapped
cHild be provided h1th an appropriate educat1on Comp]idncelwith this -

r's

Act will be especially- challenging with respect to educational programs-
h

efor severe]y handicapped students.

This comp]eted’project is aimed at development of a:uniquely inte-

1

grated assessment and training model for secondary level sterer retarded

A

students. Specifica]]y, the focus of this project is the deve]opment of

‘ap//ssessment and training system which 1ncorporates 1nstruct1ona1 var1ab1es

into the assessment format in order to accurate]y diagnose training needs.

"The content areas se]ected for the instrument ere functional self- care and

community-]iving skills. These areas have been selected because of their
great 1mportance for: the commun1ty adgustment of severely. hand1capp°d

people and the tremendously low sk iy Nevel typically exhibited 1n these

areas by severely handicapped peop]e. A set of curr1cu1um mater1als were

\

also developed to guide use of the scale for d1agnos1s, program p]ann1ng,
and subsequent assessment-based training. i
The decision to focus this project in the area of program-related

ssessmth is derived from the tremendous d1spar1ty that current]y ex1sts

~ between diagnostic and training technology. Durimg recent years, we hive .

’ b A
made_great strides.in the’deve]opment of instructional techniques for -

severely retarded peop]e Ana]ogous progress, however, has not yet been .

made in the realm of d1agnos1s As McDaniels (1977) has stated \n a recen+

(WA TN ’ 4 . v . L DA
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memorandum on research prioricies from the Division of Innovation and
Development of thie Bureau of Education for the Handicapped,""Méfhods of
assessing the needs and proygress of handicapped chi1dren are often

inadequate, and methods of evaluating programs for handﬂcapped ch11d§en

are often 1acking“ 0p. 1).
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Project Narrative

. The following narrative is divided into thnee_seefionsg project ©  ~
'object%ves, nverview of test development and standardizgtion act?vitie;,
‘overview of curriculum development and field-test procedures. The fir;t

section specifies the objectives which guided the projeft over the entire
length of time for which fundwng was provided by the 0ff1ce of Special
‘Education. The second sect1on describes % he conceptua] foundat1on of

test development actjvities and all qccomp11shments that have been achieved
i:~the.areas of assegsment in§trumenf development, test standardization,
and instrument vai{dation. The final section provides philoscphical basis
for 1nstruction nf seyerely and profoundﬁs»vntarded parsons, describes the

ompgnents of the curriculum, and document: a field-test ot the curriculum

with a sample of severely and neefoundly retarded persons and their special

.

. education teachers. #
Project Objectives
Qbiective 1: To Determine the' Content of the Preliminary Form of the
Tommuni.y Living Assessnenu System (completed 11/78).
Sub-0Objective 1a. ‘Review content in a]] relevant dbma1ns

Sub-Objective-1b: List all content to be ?epresented in the
assessment system. . '

ObJECt1V€ 2: To Task Analyze the Content Ident1f1ed in the Eating,
Dressing, Personal Hygiene, Househotd Chures, and Food Preparation
Domains (completed 6/79).

Sub-Objective 2a: Write detailed task analyses in all domains.

- Sub-0bjective 2b: Organize content into varying item 1:sngths.

' ' . v » . #
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Objective 3: To Determine "Level of Complexity" of Core Skills and, Other
Behaviors in the Task Analyzed Skil]l Statements (completed-8/79),

Sub-Objective 3a: Perform staff and consultant ratings.

Sub-Objective 3b: .Analyze data.

.Objective 4: Develop an Item Sampling Strategy (completed &/79).

Objective 5: Develop and Evaluate a Preliminary Form of the Assessment
System in the Eating, Dressing, Personal Hygiene, Household .Chores, and
Food Preparation Domains (completed 11/79). \

.Shb 0b3éét1ve 5a: Develop pre|1m1na¥y form of instrument in each
of the f1ve "domains. .

Sub-Objective 5b: Field test instrument with approximately 80
severely retarded adolescents and adults in Oregon.

Sub-Objective 5c: Analyze data from field test.

Objective 6: Develop and Evaluate the Revised Form of the Assessment
System (completed 6/80).

Sub-Objective 6a: Develop revised form of instrument in five
domains.

Sub-Objective 6b: Standardize instrument with 150 severely
retarded adol"™scents and adulus in Oregon, Washington, and
California.

Sub—ﬁbjective 6c: 'Ana1yze data from field test/standardization.

pbj%ctive'7: Validation of Community Living Assessment System
(completed 5/81).

Sub-Objective 7a: Select validity tasks.

’

Sub-Objective 7b: Develop skill training prbgrams on tasks selected.
— : = _ -

Sub-Objective 7c: Train 50.severely retarded adolescents and adults
on validity tasks. ' )

. 4
Sub-Objective 7d: Ana]yze validity. ftqu data.

Sub-Objective 7e: Rev1se 1nstruments as required by empjr1 al
findings. :

Sub-0Objective 7f:° Standardize'revised instrumeﬁts with new sample
of 75-100 severely and profoundly retarded adolescents.

o

.
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Objective 8: Develop an Examiner's Manual to Accompany the Community
Living Assessment System (completed 8/81),

Stb-0Objective Ba: MWrite introductory section to manual.

Sub-Objective Bb: Write instructions on test procedures for
the assessment instruments,

Sub-Objective 8c: MWrite section on interpretation of test results.
[

.Objective 9: Develop a Curriculum Gujde to ACC6ﬁpany the Community
Living Assessment System (completed 1/82). - N

d

Sub-ObjectiVe 9a: ‘Describe the theoretical structure of the
Curriculum, -

Sub-Objective 9b: Write two Pevels ‘of the Curr1cu1um within the
Self-Care and Domestic Skills domains.

Objective 10: Evaluate the Impact and Utility of the Community Liviqg
" Assessment System, The Exam1ner s Manual, and the Curriculum Guide
(completed- 8/82). R ;s

Sub-Objective 10a: Select field Studxfparticﬁpants.

" Sub-Objective 10b: Implement field study, including in-service
trainingi fb]]ow up and evaluation of participants.

/

Sub-Objettive 10c: "Dewelop mafer1als to evaluate the Community
Living Assessment System, the Examiner's Manual of the Assessment
System, the Curriculum Guide and specific lessons within the
Curr1cu1um Guide. / _\

/
s

A\

Sub- 0b3ect1ve 10d: Eva]uaue field study using format1ve and \\

summative 1nformat1on

Sub-0Objective 10e: Prepare prototypes of the final forms of all
components of the Assessment and Training System for production
and ultimate disseminatjon and utiljzation. N . \_

I3
/
o

Purpose of Instrument o , \

The Cdmmuniiy Living Assessment Systems(tLAS) was designed to measure
. - ~ L
the training resources required for severely retarded adolescents and adults

to live ‘n community settings. The gda1 of this individua]]y'admihistered ,

-
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instrument is to provide information about the process of skill acquisition
and learning style of severely retarded persons,

The instrument is specifically des1gned for mentally retarded individ-

uals who lack most-of all of the skills that are measured by current assessment

instruments. The scale Fequires no reading, writing, or ;:;Fggsive verbal

.

“abilities by the examinee. The instrument does require the examinee to inter- -

act with objects and perform skills that are commonly found in a community
’ v

residénce. The scale i§ appropriate for adolescents and adults, for completely

-

najve, unskilled learners, and competent severely retarded persons. It is
apprdpriate for use in classrooms, group homeg, foster homes, iﬁtermediate
care"faci1ities; and private-residéntia] facilities.

The content of the CLAS includes: eating, dressing., and'persdnai hygiene
in the seif-care domain; and household chbres and food pfébaratipﬁ in the .
domesticvdoma{n. These ski]]s are considered the most functional and éssentia]
for successful adjustment in community residential facilities. Items are
arranged in an easy-to-hard sequence to assess a range of skills from eating

finger fcod to .ashing c]othes'by hand dr preparing‘lunch.

Product vs. Process Assessment )

Recent developments in instructional technology have dramética]]y in-

creased educational/habilitational options for sever

-
~ -

ely handicapﬁed iﬁd%vid-
‘uals. These instructional techniques have allowed hani Eevefe]y handicaéped
individua?s-to!femain in the natural home or to be placed in commﬁnity _
residential faci1ftiés; Upfdrtunat’" R equal progress*has nof*ygt Héen

made in the devé]opment of'asséssmént’gfrateg{eslio guide the delivery of'

“instructional procedures. Current assessment strategies and instruments have

- - - . ) o .‘
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not 1ncorp0rated the innovations found in instructional procedure:. Especially
lacking 1s a methodology for directing teachers in how or what to teach their
:tudents. a

Most available measures of daily living competence employ a “product"
approach to assessment. These measures are limited to static descrfptions
6f skill levels. These "product-oriented" assessmént procedures tend to‘
underestimate skill levels because severé1y handicapped persons have
.typica11y’1acked.systemat}c i;struction on‘the skills tested.

A second approach to assessment is called a(“propess“ approach. Focus
1s'p1aceq on the individua]'sﬁabi]ity to benefit from instruction during a
teéting situation. Thelassessment question is not, "Does Johﬁ tie his
choes?" but rather, "What will it take to teach John to tie his shoes?"
Process méasures attempt to simulate'thé training situation and provide -

assistance to elicit a given response. This "process" method of assessment

has direct implications for instructtonal placement and ‘training.

ReWationshiﬁ Between Test and Curriculum

Assessment information is only truly valuab]evwhen the results can be

v

interpreted to guide the delivery of education/hgbilitation services. If

a strongilink exists between assessment information and curricular strategies,

the test can be used to direct what to teach, where to begin teaching, and

how to teach. Attention to'specific learnipg styles and the level of assis-

fance peeded to achieve skill mastery becomes the ultimate goal of assessment.
The CLAS was developed to’ 1ink asséssment strategies with'insfhuctionél

procedures. The skills assessed in the scale are sampled from the contenf

~
.

of the curricular materials. The examinee is asked to perform a series of



© Summary

e

skills, rather than simply being rated by the examiner as in traditional
criterfon-referepced assessment sca]pa. If the individual does not per-
férm the skill, a serfes of systematic 1nstfuct1ona1 procedures {16 initlated
to determine the leve) of assistance required to perform the skill, The
1n5£ruct1una1 procedures are the same as those usedvteazhing new skills,

The objective of CLAS 15 to determine the examinee's abi]fty to learn and

profit from an optimal instructional experience. The precise level of

assistance needed to perform the skills is determined and can then be used

for 'general placement in the curriculum,

Severely hand&capped individuals will continue to be servéd in public
and private education/habi]icatioﬁ agené?es. It is safe o asgume that great
increases in resources will not be forthcoming to compensate for poor in-
structional programs. Therefore, it is critical that placement and ;raining
decisions be made from a solid background of empirical iqurmétion.ﬁyThe\
CLAS and the accompanying CLATS curriculum meterials will fill the gap '
that currently exists between assessment information and instructional needs.
The ,research foundation of the CLAS suggests that it is possible to predict’

the general level of resources needed to accomplish independent 1iving skill

training for. these individuals.
— Summary of CLAS Development Procedures ' _ - .

) . ,//
——/

Elaboration of ‘Content

I .
was reviewed and 140 skills were selectédd from the self-care and domestic

domains. Each skif@ was task ana1yzed into component parts called core

-]
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A, clusters, and estended Clunters,  Gore skills are the most Danid
it or behaviors wsed toopeyforn dafly Tiyvihg «kills,  Tn the following
exmp ey Meore b e undert fied and vepresent fndividual steps tor

P Ving a buckel with water from the task "Mops Mapr,"

Filts buchet with Watey
1o Grasp rim of hucket
¢v Place under faucet

3. Grasp faucet

' ‘ 4, 1uin on water

5. Turn off water when bucket

s 172 full
6, Grasp rim of bucket

7. Lift out of sink

i!
8., Place on floor

There were a ;otal of 10 "core skills" found in the self-care and

e

domestic 1iving.domains. These include:

Egﬁg/SkTT1s

o
o

1. MoVe - To cause/fﬁg/Body, body parts, or dan object to change location
: in-space. '

e .
//qu/GFaSp - To take hold.of an object and be able to manipulate it; by
o clasping with fingers (pincer grasp) or the entire hand
— . . (full-hand). . . .

3. Place - To cause a body part or an bject to come to réest in a
.specified location. :

-

4, Pull - To exert-a force on a Body part.of an object which moves or
e attempts to°move the body part-or object in thq‘diregtfbn'of
" the source of the force. Y

5. Push - To exert a forée on a body-part or an object to move or attempt
. . to'm7we the object in the direction of the source of the force.

.
-

U ]2 ‘ T
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6. Lift - To move a body part or an object in an upward direction.

At

7. Turn - To move a body part or an object in a c1rcu1ar manner around
some central point of the bodypart or the object. =

|

8. 'Tilt - A pbrtia] turn used to cause'sdmething to slant, tip, or lean.

5. Rub - To move objects (or body parts) with pressure back and forth
over ‘each other; one obJect may be stat1onary and the other(s)
nmv1ng, or all may be moving. : ‘

104 lnrert - To move a body part or an object through someth1ng, or to

have it come to rest within. . .

. [ 4
A11 tasks were also organized into larger, functiopal units of behavior

called c]hsters, bécause much training of severe]ymréEarded persons is -
accomplished with short sequences of skills. A cluster is defined as a
sequence of'2-4 contiguous core skills that: i]) a meaningful fuﬁﬁtiona1f
relationship; (2) constitutes an identifiable and potentially teachable
segment”of‘a whole task; amd~{3) contains one step that is clearly. an
“ "action" step. Th1s "action" step is the key\gghav1or to be performed in
‘Lhe cluster and is preceded by'.one or more set-up stébﬁ.\\ln:the example
vbe]ow, the first cluster includes: "grasp rim of buckef," "4 ft bucket,"
end fp]ace~bﬁcket under faucet." Steps 1 and 2 are clearly preparation'jiﬁ\\,

the action step of placing the bucke£4uqder the faucet.

Task Analysis: Mopping a Floor
) —

Clusters ’ Co;e Skills.

1. Grasp rim of bucket
"Put the bucket under the .

faucet." o 2. Lift bucket
e : '

3. Place under faucet
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: ' 4. Grasp faucet .
"Fill the bucket 1/2 o oo ) ' ‘ .
full.” - 5. Turn on water
6. Turh off water when
‘ bucket is 1/2 full
7. Grasp rim of bucket
bimanually
"Put the bucket on the
* floor.' : 8. Lift out of sink
. : 9. Place on floor -
10. rasg wop near top of
hand]e with dominant hand
"Put the sponge into the N o
- water. 11. Insert sponge end into water
’ - e P

. »
i

After reducing the content of the scale into core skills and clusters,
still Taréer units of behayior called "extended clusters"-were identified.
An extended cluster is a functional group of 2-3 clusters that represents
a 1onger eequence ‘of behavior. In the following examp]e, the task has
been divided into three levels: clusters on the left s1de; core skills
deseribing the elementary steps of the task in the middle; and extended

clusterd on the right side.

Moppin% a Floor

C1us¢efs ' Core Skills Extended Clusters
y
: 1. Grdsp rim of bucket
"Put the bucket
~under the faucet." 2. Place under faucet

\

i 1 3. Grasp faucet
"Fi1l the bucket

172 fulil" 4. Turn on water .

N "Fill the bucket half

5. Jurn off water when . full-and put it on the
bucket s 1/2 full floor."

ERIC o o , 14 .
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o ’ \
6. Grasp rim of buck \
bimanually K

. | - o P
"Put the bucket on “7. Lift out of sink ,
the floor." e

~ . 8. Place on“floor : h
, _ 9. Grasp mop near top of
. . handie with dominant
"Put the sponge into hand "Wet the mop head and .
the water.," . /’ / . squeeze it out."
) 10. Insert{sponge end
. -« into water
‘These longer sub-units or extended clusters were ﬁden;ified in order to
. simulate potential’training strategies and to increase the ceiling of the
///// assessment instrument by discriminating between more competent severely
retarded persons.
Organization of Content into "Levels of Complexity"

Task complexity wés determined by a three-stage process. .First, detailed
operational definitions of task complexity were produced. Second, these
operational definitions were used by knowledgeable raters to evaluate the
comp]exity of task content on a two-point rating scale. Third, the\resu]ts

¢ \ ‘ K -v
were arfalyzed to determine a hierarchy of tasks- based on complexity.

Operational definitions of task complexity include four basic dimensions.
Rellamy, Inman, and Horner (1979) define-these dimensions as: the degree

~of physical differences between stimuliﬁ the degree of specificity of criterion
- sfatement; simultaneity of stimuli and motor requirements; and manipulation

requirements of the tasks. These four dimensions were co]]apséd into two

broad categories: (1) discrimination dimensions; and (2) manipulation require-

ments. Detailed operﬁﬁiona] definitions wére produced- for these dimensions
S Y
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of task complexity and general examples were developed to assist raters in
using the definitions to objectively rate task content.

In the second step of the process, three project staff independently

rated a]]ipotential items in the self-care and domestic ddmains. Each

core skill, cluster, and extended cluster was rated on a two-point scale,

'simple or complex, on both the discrimination and manipu]ation dimensions.

In order to establish the re11ab1]1ty of project staff, three teachers of

the severeély hand1capped also rated a representat1ve samp]e of tasks and

the results were correlated. . *

n

o

In the tﬁird step of content organization, all tasks in the self-care
and domestic demqins Qere ordered according to comp]exit}.‘ This\beirarcby
pfovided'a basis for sampling rebresentative consent and a]]owed the test
to s1muTate the “easy to-hard sequences" cr1t1ca1 for enhancing the 1earn1ng

potential of severe]y and profUUWaT*‘?etaTﬂed~ﬁefsens

- Test Item Sampling

A strategy was identified to convert a representat1ve sample of se]f—care

and domestic skills into actual test items. The samp]ing strategy was designed

to represent: (1) the core skills.in relation to their proportion-in the

domains; (2) different Tengths of items in both domains, e.g., “cpre skill,"

¢

"clusters," and "extended c]usters"; and (3) two levels of complexity, e.qg.,

simple and complex, in both domains.

Content. Test items were selected rrom the population of skills in the

.

sel f-care and demestic'domqfns. The self-care domain'includes the three

sub-domains of eatiné, dressing, and personal hxgiene. The doméstic domaine

‘includes household chores and food preparation. Content was selected based

on the proportion of "core skills" across domains. Thus, a samp]e of the

20 1R
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core skills of grasp, push, ouTi turn insert, etc. is represented in the
test with spec*Fic content taken from the five content areas.

v Length. Three different Tengths of items .- s1ng]e step "core skills,"
“functionaiiy related clusters," and lengthy groups of clusters or ”extended
c]usters” are included in the item format Theseldifferent lengths of items

hwere seiected irn the following proportions:_'core skills - .8 items or 33% .

LY

of.the test, clusters-- 15 items or 50% of tﬂe test, extended ciusters -
5 items or 17% 0% the test. ’ |
Difficulty. Also represented in the test are essy and difficu]t
exampies'of content. Each core"skiii. e.g., gra5p,hpush, turn;‘etc. was
selected to represent the proportion of easy and di fficult examp]es in the
1 . domain. Approximateiy 50% of the items are easy and 50@ are difficu]t
_The resu]t of this item sampiing st;;tegy is two equ1va1ent forms of
the’ asséssment instrument, Form A and Form B. Each form consists of 28

items and systematicaiiy incorporates content, item 1ength, and level of o

diff icu]ty

Iten Format .

Each test item.is:entireiy scripted to~provide detailed instructions
to tha~exaniner. The basic item format is consistent throughout‘both forms
ofvthe test. . There are three_major»sections in each test item. The first
section includes general information about the contentw unit length to be
tested; and the test materials. The second section describes the initial
set-up, and the criterion statement_for.correct performance. The third

section’provides detailed descriptions»about how to deliver the test in-

structions and score the test protocal.

4




Standardization

Sabject sample. ‘Both forms of the'CLATS‘were standard?Zed on a samp]e'
of 131 severe]y and profoundly retarded ado]escents ‘and young adu]ts. Thie.
samp]e was stratified in order to ensure adequate representation across the
full range of.the population. Strat1f1ers 1nc1uded sex, agety functional
level, and type of residentia1 p1acement. < ' y ‘

Age was differentiated as t3-21 and 22-40 years. Functioning 1evet ins
ldai]y 1iving skills wae measured by & criterion-referenced instrument |

. . , .
completed by knowledgeable others in the trainee's'enVironment This 18-item

instrument w1th daily living content organized in an easy -to nard sequence “’
yielded scores from 0-54. irdividuals with scores 0 26 were c'lass1f1ed qn .'
the low functioning_group, wh11e 1nd1v1dua]s w1th scores from 27 54 were
placed in the h1ghmfunct1on1ng group. Type ofr res1dent1a1 p]acement was’

‘ defined as either an institutiona1 or community-based setting. An

’ 1nft1tut1ona1 setting is a res1dent1a1 fac111ty with more. than 20 other
severe]y;hand1capped persons. A commun1ty -based sett1ng includes the fam11y
home, a small group or foster home . .

The graph ent1t1ed Samp11ng Matrix displays the number of severe1j

an profoundly retarded persons selected for the' final SLandard1zat1on

sudy. An:attempt was made to identify eight subjettsvfen each of 16 com-
partmentsafn the matrix'(4 X-4). .Contacts were made* in the statee‘qf pregon,;
Washington, and Ca]ifonniai. It was difficult to locate nigh‘functtbning,
young, females and institutional settings. High functioning young femaTes.

and older males in institutional settings were difficult to locate, as were

. Tow fungtioning, young, females in community settings. -

. , | . ~ 13
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SURJECT SAMPLING MATRIX

.

- HIGH -FUNCTIONING " LOW "FUNCTIONING
. 1 Ihstitut.jon Community Institution Community Total
M 7 "8 6 8 29
3-21 years .

T “F 3 "8 8 5 24
B .M 7 8 8 7 30
'2-40 years . - '
. F 8 8 8 6 30

Total- 25 32 30 26 "3




Training of Examiners. A totzl of fivé examiners, three ma?es and two

fema]es, part1c1pated in the standardji Latlon study. A]] of the ex jners
{

had at least five years exper1ence teach1ng severely. and profoundly retarded )
persons Training of examiners was conducted ut111z1ng a comb1nat1on of

reading, modeling of procedures by the Pr1nc1pa1 Invest1gator, s1mu1ated

- -

practice by the examiners, and pract1ce of exam1ners wath'retarded persons

Each examiner was given onewcopy of a document descr1b1ng all test1ng

— ..

'procedures, and a copy of both forms. of the assessment 1nstruments Exam1ners .
were asked to read and familiarize themse]vés w1th the mater1als Next |
‘_the Principal Investigator demonstrated and d1scussed the bas1c procedures tid

w1th examiners across a wide range of test 1tems | Th1s'mode11ng exercise

- " was followed by examiners pract1c1ng test adm1n1strat1on with each other

-

s The Pr1nc1pa1 Invest1gator prov1ded detailed feedback on examiners per- Lo
formance during this practice session. Once examiners reached a h1gh 1eve1

of proficiency with test.item format and procedures they practiced each

form of the test w1th severely and profound]y retarded persons. Data on
F1de11ty of procedura] 1mp1ementat1on was co]]ected by the” Pr1nc1pa1 Invest1-
gator dur1ng this final practice session. A]] f1ve exam1ners reached at

least .90 agreement of procedural 1mp1ementat1on dur1ng th1s session.  The

examiners were then considered competent to 1mp1ement the standard1zat1on L
study with actua] subjects. '

Testing Schedule. . The schedule for testing each subJect wa organized

to minimize potential sources of bias or error-due to exam1n - or test1ng

| order A counterbalance design was ut111zed to systematic 11y vary- order of
test form, sequence of testers, age, sex and funct1ona1 1eve1 Each SUbJECt

“

received both forms of the test in a pre-specified order. Each examiner a1so

o
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administéied equal numbers of tests to ma]es and females, adolescents
' and-gPung adu]ts, and persons of different levels of funct1on1ng This
A

,schedule of\test1ng controtled for error assoc1ated with the testing

sjtuation. \'

Time-Lim?ts on Testing Bojh forms of the assessment scale include
28 test items, Each test was des1gned to. take approx1mate1y 30-35 minutes -
for adm1n1strat1on A 40 m1nute time limit on test1ng any given subJect
-'was estab11shed to contro] for the effects of fat1gue on performance
Exam1ners were instructed to adm1n1ster an entire test in one sess1on if
possdb1e If a SUbJECt was obv1qas1y not go1ng to f1n1sh in 40 minutes,

complete the test.in a separate test1ng session.

Va]idity Studxf A concurrent va11d1ty study was des1gned to assess'

the relat1onsh1ps between test scores on the CLAS and the results of tra1n1ng
on a range of da1]y Tiving tasks - Training tasks were se]ected for the
validity study using three stratifiers: unit.length, complexity, and daily
Tivfng skills, content Two tasks each were se1ected at the core skill, |
c]uster, and extended c]uster unit lengths. There was one simple task and

"\

oneé complex- task w1th1n each Tevel.

v

H Project staff. 1nd1v1dua11y tra1ned pe: random, sub-samp1e of 50 severe]y
study. Tra1n1ng on the va1’j1ty tasks 1nc1uded 1nstruct1on at three varying
1eve]s of assistance. Each subJect was trained in a prespec1f1ed order
start1ng w1th the easy core sk111s and progress1ng through the d1ff1cu]t
extended clusters. Tra1n1ng on a task cont1nued ufftil two consecutive

correct-responses occurred on each task, or the number of unsuccessful trials
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reached a point where it was safe to assume that further similar training
_would not facilitate criterion acquisition. |
Training utilized three levels of assiétaﬁte: verea1 cues, modeling, -
and clinical instruction. For example, the easyjcore skill rquired the
" subject to simply push the plunger on a standard spray bottle. fhe examiner/
'trainer would sg;, “"Andy, push the plunger If the vefbe1 direction failed
to produce criterion performance, the trainer repeated the verba1 cue two
more times. If the‘three verbal cues failed to proqyce criterion per-
formance, the trdiner pfovided five trials of modeled instruction. If
modeling failed to‘produce criterioﬁJperformance,’c1ieice1 training was
inftiated. In’c]inicai training, the e%aminer/trainers-weee instructed to
provide as much assistance as was necessary:-to teach the skill. The Core-
skill tasks perm1tted 20 c11n1ca1 tr1a1s, \FE cluster tasks 10 tr1als and
thé eﬁtendea cluster five trials of clinical training prior to termination.
This varied exposure to c}inica@wtrials was designed to provide a maximum
opportunity,forlloW‘functioning'eersons to learn. Data was collected on the
number c¢f trials and nuhber of errors to-criterion acquisitfon during the
validity study. |

Summary of Results. In order to determine the psychometric characteris-

tics of the dual forms of the assessment instrument, several correlational

analyses were conducted. The internal consistercy of a scalle is a major

psychometric concern with assessmént instruments. Coefficient\alpha, a

coﬁeervative measure of internal éonsistency, yielded .96 for Formmes and
.94 for Form B of the assessment system, A second analysis was run between

Form A and B of the scale and yie]ded a .82 correlation between the forhs.
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The outcohe of the val¥dity gtudy was also éna]yzed to determine the
relationship between scores on Forms A & B of tﬁe assessment scale and
trials to criterion acquisition on the va]iaity tasks. The Fe]atibnship
between Form A and validity outcome Was .74, while Form B correlated .72 :
witﬁ validity outcome. This strong, positive relationship betweeh assess-
ment and training indicates that the‘CLAS is in fact assessing the subject's
response to instruction. | '
. The final form'of the CLAS will be disseminated through appropriate

publication mechanisms.

The CurricuTﬁm

There are five major phi]osophicai orientations which‘havé guided
the 6eve1opment of the CLATS. These include the principle of normaliza-
t{on; the need to teach functional skills i; a direct manner; the potentiéi"l
for all persons to acqhire new skills; and the concept that learning

is the result .of an interactive process between the individual and the

environment.

-~
Iy
i

lormalization _ : R
An important  influence on the CLATS is the principle of normalization
(ﬁo]f;nsbergér, 1972). This principle states that society shou]dr"uti1ize
means which are as culturally normative as possible, in'grder t& establish
and/o; mgintain personal behaviors and characteristics which are as
culturally normative a§ ﬁdssib]e"‘(p. 28). Accord}hg to fhis principle?
the role of the specia] educator is to develop procédures and create
en#ironmen%s so that each iﬁdividua] can maximize his/her developmental

otential. A :
P _ /
,:’/ “
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As a direct result of %he'norma]ization principle, tﬁts curriculum
emphasizes teaching basic skills whith all membefs of our-society share.
In addition, the principle of normalization has shaped the development of )
teaching procedures which are not only overly obtrusive or restrictive.‘. ~
Finaﬂ_y, it has influenced the &rimary goal o_f the curriculum: active .
participation of all members of society in integrated physical and social

environments.

Direct Teaching - ¢

Another key element of the CLATS is the belief fhat sevefef& and
profound]y retarded persons must.be +aught in a direct, unamb1guous manner.,
-Severe]y handicapped persons have much difficulty 1earn1ng Th1s d1ff1cu1ty

. may be a result of poorly des1gned teaching programs, or tasks w1th 2 lack
of relevance for the learner. when students fail in 1nstruct1on teachers
'often attempt to make the skills eas1er or change the content of1knstruct1on

A1l too dften, teachers present tasks such as"matching blocks, stringing

beads, or playing with toys in an attempt to teach critical-"prerequisite
skills." The be]ief is that these prerequisite'tasks in turn will assist
the learner in acquiring’the needed skills for more functional tasks. This
is otten not the case. (Englemann, S., Becker, W., and Thomas,-i975.)

The CLATS is structured to that functional self-care and domestic
skills are taught directly to the learner. Walking a balance beam or throwing
" a ba}] will not help the ]earnef to brush his or her teeth. In the CLATS,
basic skills such as grasging'the toothbrush, rubbiné the teeth and turning

-

the water faucet, ‘are presented in the context of-an actual, functional
task. Low functioning learners learn content that has direct, functional

A)

relevance for their lives. - . .
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, Functional Skills

¢ -
[ :
A key element of a curriculum model for severely handicapped individuals

is functiona]ity (Guess, et al., 1978), Eating{/persona] h&giene, dressing
household management and food preparation.were chosen as the major content
areas for the CLATS. - These skills aeemtypicélly performed on a-daily basis
across a number of adu]t environments. - ' d

The "criterion of ultimate functiowing" (Brown, Nietupski, & Hamre-
'Nietupski; 1'76) has been the underlying pr1nc1p1e guiding the selection of
this content. This. pr1nc1p]e emphasizes the needs to, teach f1rst those
ski]]e;essential to survival in the community. Present and subsequent home
environments in which severe]y handicapped bersone_may function proviae the
basis for selection of content. The ekii] requiremeetE”for community environ®
ments have been systematically ana]yéed to .allow for an in-depth selection
of content within each domain. 5 | |

Funct1on ity gu1ded not on]y selection of content but a]so the teaching

techn1ques used in the CLATS curriculum. Tasks are taught w1th1n the context

: 1
Interactive Process :

. Another major philosophical basis for the CLATS is that learning is an
“interactive pfocess between the individual and the environment. ‘lisch of the
credit for this positien must.be attributed to Piaget (1954, 1962) and his
~ theory of normal development in ch11dren in this theory, Piaéet notes that

-
cultural. exper1ences are necessary for A@Ve1opment and that certain skills

',

are prerequ1s1tes for future.skills. Piaget argues that attent1on be g1ven .
|

to the effects of environmental var;ab]es upon 1earners, as well as\Bn a

-

general sequefice of development.
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P1aPet s observation of bas1c skills as bu1]d1ng b]ocks for more comp]ex

-’ /-

?ct1ons prOV1des a" logical framework for sequenc1ng da1]y 1iving skills 1n-
¢

struction. The first tasks taught are those like "Turns on Water," which
would be integrated into more difficult activities such as “Bathes," "Showers"
and "Washes Dishes." On the more molecular level, single actions like grasp

and pull are taught across a wide range of funCtional objects, thereby

1ncreas:ng the probab1]1ty that the learner will more qu1ck]y acquire. novel
r

.or more complex skills conta. ing similar actions. \'*j-_~>
Piaget's coptribution n the effects of environmental Variébfés'has
pro found imp]icat\ons for hers of han&icappedjlearners. As iﬁtegraTy
éomponents of the-educational ..vircnment, teachers exert an undeniable
inf]uence.én the co#tinbed development of their learners. This influence
is positive to the extent that we aré—senSitive to tbe interactive nature of
" the téaching/]earner process. Our instructional techniques are.strongly
gfounded fn Fhe belief thaf it {s thelteacher's responsibi]%ty to'cbntian]]y
evaluate tﬂe effects 6f his/her behavior on the learner, and to ;lter ’
ips£ruction accordingly. ' | |

Empirical Basis for the Community Living
Assessment and Teaching System

- | N
The CLATS has been influenced by several teaching te?hnihues developed

-
Y

in the past 15 years; Some of the§e'techn1ques are deceptively simple;

others reqﬁifé‘comp]éx decision-making. . Major instructional techniques used
. ‘ , . . ’_‘_’\
extensively throughout the CLATS incliude: (1) use of task analysis to divide

— a task into small components; (2) use of varying levels of assistance to
teach a-task while minimizing dependence on theﬂtrainer;”(3);massing trials

?

g
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to teach difficult steps; (4) teaching discriminations through correct
and incorrect examples; (5) programming for maintenance through use of
* routines and charts; (6) programming for generalization by varying

teaching materials, settings and other environmental cues.

Task Analysis

One of the basic foundations.of the CLATS is the process of'task
analysis (Gold, 1972%. Task analysis is simply a method of reducing large
skills or tasks into smaller, teachable units. |

In the CLATS each tdsk is“organized as a series ef functianal motor .
units. This allows instruction on small individual steps for naive learners
or on longer skill sequenEes fer more experienced learners. By teaching a
task in sma11.components, iﬁstructidn may be presented at a level commensurate
wite the learner's ability. The amount ef information taught at one time can

—pre

be controlled so fﬁat success is more likely. Also, determine the relative

-

difficulty of each step is easier if the task is broken into small units.Z

Use of Varying Levels of Assistance

Use of yary%ng levels of assistance was first described by Lent (1972).
Using this teaching technique,\the.teacher provideé the least amount of
" assistance necessary.for the learner to perform a skill. These levels inc]Ude 
verbal directions, modeling and physical prometing.'
. There are two purposes for using_this instructional technique'inethe
‘CLATS curriculum. First, the 1earner’a1weys‘has an opportunity to perform.

each unit of a skill and have the satisfaction of sucéEEETu¥\cgmp1etion.

.

Second, the teacher's assistance can be reduced by spegifying succe§§%ve1y

Fn
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less obtrusive means of assistance. It allows the teacher to fade

assistanée while building more independent performance.’

Massed Practice

Another important innovation in teaching functional skills to seQere]y
handicapped persons is the ‘procedure of repeatedly performing critical ‘steps
-~ or méssing practice to facilitate skill acquisifion. Foxx and Azrin "(1873)

.1nitia11y deve}opeduthis massed practice procedure in the cqntext of teaching
toi1efingAs§§1]s to profoundly retarded persons. Be11amy, Peterson and
Close (H97§) further refined these procedures for vogétional tasks.
Hassed practice is a key element of the CLATS because of its utility
in teaching difficu1t's¢eps~fo severely retarded 1ndividué1s. The learner

is required to repeatedly perform the steps of a task within a restricted

time range. This allows teachers to concentrate instruction on a few skills

witkin the context of a whole task. The more opportunities the learner has

to-practice a specific skill, the more quickly the skill will be acquired.

fiscrimination Training
Another innovation included in this curriculum is a consistent method
for teaching difficult discrimination skills. This discrimination training

Ea
.

procedure was 1n§t1a11y developed by Englemann and-Carnine (1978). Using

this procedure, the teacher demonstrates the rule or required skill and
presents a variety of correct and incorrect examples. For example, ”fhis is

a clean window." It is fo]]oweé by examples of "cTean" and "not clean" wiﬁdows

The purpose—of—this—teaching technique is to emphasize the specific character--

istics which the learner must perceive in order to make difficult discrimina-

~tions,
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Maintenance

Skill maintenance,-or the continued performance of an acquirEH‘Skill
over time is essential for successful daiiy'living. In spite p% the fact
that maintenance is identified as a major problem for severely handicapped
persons, few efficient procedures a}e available for use in teaching. The
CLATS lesson plans attempt to fill this void by specifying a variety of
procedures which have beenvused to successfully te. .n skill mgintenan§e7
.to severeiy handicapped'pérsons. These procedures include establishing
daily and weekly routines as a part of traiﬁing and thé_use of individualized

charts as prosthetic cues for performance of acquired skills.

Generalization

Skill generalization, or the performance of a skill under different, -
noh-training conditions is rarely accomplished when teaching'severejy
handicapped‘persons. This is especia]]y'true with respect to daily living
skills, which by definition must be berformed‘in a variety of settings;
with different materials, and pnder different envjronmenta] conditions.'

Tn their now classic study, Stokes and Baer (1977) dffer'a set of pro-
cedures to facilitate skill generalization. The CLATS h$s~incorpovated
many of their recommendations into the format of the‘cUrrichlym. They
include: (1) teachiﬁg daily 1iving skills in the curriculum eﬁvironment;v
(2) varying materials in. instruction; (3) vanyihg cues and teachers; and

(4) varying settings.




Overview
of the

Curriculum
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Theyphi]oSophical and emgirica] framéwork outlined in the Introduct}on
has been directly }ﬁcorpqraéed into the individué] Iesson format in the
curriculum. ‘The curridu]um_cbnfent embgdieg‘the ph%]osophica] orientations
of normalization anq functionality. The interactive process of teaching
is manifest in each lesson as a combination“of the technidues‘of task
aha]ysis, massed practice, and the use of varying levels of assistance.

Strong emphasis is placed on generalization and maintehance. Discrimination

fraining methods are used frequently in Suggestions for Difficult Steps.
- Content

The two major sections in the CLATS curriculum are Self-Care Skills

[N

and Domestic Skills. Self-Care includes three ﬁoméins: éating,:dressingg
‘and personal h&giehe. Domestic includes two domains: household chores ,
and bre]iminary skills for food préparation.
. * The Self-Care section was designed for nqjyé learners, and for those
who ‘have few skills in their repe}toire. Tasks are designed to be taught

at théastep-by-step Tevel. EmphasiS'is placed on acquiring basic motor

operations. like grasping, turning, and pulling within the functional context

of skills necessary for daiy-1iving. These basic operations are later

a

chained into larger segments of the task before the whole task is achieved.

The Domestic section was designed for more.experienced-learners..and
for those who have already mastered man} se]f-caré skills. Tasks are
géheré]]y Tonger and more difficult in this section. Magy of-the‘tasksvare--
designed to be taught inrJérgér segments because it is assumed that 1eérners ‘

- <

who are performing skills on this level have mastered many introductory
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& operations. Finally, emphasis i. placed on independent performance of
newly learned skills ratker than on acquisition. It is assumed that
although more capahlc learners will acquire these skills fairly readily,

continued correct and independent performance of the skill under a variety

of conditions may still be a problem.

.The Lesson Plan Format

Each'lesSon format has foﬁr major parts: a section describing how
‘:o organize the teaéhing session; Phase I, Maétering Individual Units;
Phase II, Chaining Units Toéether; and Phase III, Independent Performance. .
The flow diqgram on page is a schematic representation of Phases I, 11,

and.III.

-

) Q[ganizétion of the_Teachiqgrségsion
The first section of each lesson plan contains infokmatipn necessary
to prepare for actual instruction. .This seotién on objectivés,‘entrj'. |
behaviors, task analysis, materials and set-dps is designed to assist‘teéchers ,
- iﬁ:creating optimum learning conditions for-each'individua1 task. Atténtion N
to the details presented will help guarantee that learners acquire'skills as
quickly as possible with a minimum of errors. T |
- The te}minal objéc;ive ig‘c]ear]y stated and includes criterion for
R ”“W“'EgECEESfUT“CdmpIEtTdn:quéach task: 'Enﬁry skiilg are ‘recommended for
| longer, moreihomplex“taské; “Entry skills are fecommended fnhrlonger, more

complex tasks. General suggestions are provided for optimal teaching times

and relative positioning of teacher and learner.
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i FOLDS TEE-SHIRT

OBJECTIVE

Condition Behavior ’ Criterion
the ]eakner will fold
the shirt into asneat

square or rectangle

Given a tee-shirt,
lying face up and
flat on surface,

on 4 out of 5 trials
in each of two con-
secutive sessions.

TASK hNALYSIs

Clusters
1. . Grasp-sleeve with pincer g
2. Grasp bottom of the same side | 5 "Fold the sides
of shirt with other pincer —  together."
3. Fold to 6pposffe side so
. ' ‘sTeeves and edges match
- 4. Grasp bottom of shirt bi -
_________ : manually R S
n — - "Fold the bottom
5. Fold bottom edge even with up."
top edge
. (Repeat steps 4-5 to fo]d to € "Fold the bottom
desired size) : up again." .
MATERIALS

Stegs t v L . ‘ . ~

Use shirts that be]ong to the 1earner

Beg1n with:

Introduce

shor%—sPeeved~%ee~sh4r%s~oiwso£t_materlal,_Ihat.xary;anﬁcnlor

v

---Tong sleeved shirts of stiffer materia]S,_that'vary'in co]br_
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Task Analyses. Each task has been broken into a series of functional

“gnits" called core skills and clusters. Core skills are the most basic
motor behaviors necessary to perform skills. The tasks. in this curriculum

have been analyzed using 13 core skills: grasp, insert, push, pull, turn,

etc. A list of core skills and their definitions appears in pages 9 und 10,

Clusters are "“unctional units" of behavior which consist of one
to four countiguous conre ski11s.> Fach cluster constitutes a teachable.
'segment of a whole Lask and contains one etep that is c1early 4n action
etep.. For example, grasping a shirt on the sleeve and the bottom corner,
and folding it to tie opposite side\is a cluster. The-two grasps are - ‘o«
preparatory s.eps to the action steg\bf folding.

Sk111s which are longer, more d1fft;21t to perform and intended for

more exper1enced learners are ana1yzed into core sk111s and then d1v1ded

.1nto c1uster§mdnd extended c1usters Extended c1usters are 1onger functional

units of behavior which consist of two or more cont1guous c1usters. lhey.
are used as »r intermediary stage in chaining frdm clusters to the whole
task. Extended clusters are readily observable in 1ong~tasks. For example,
in "Batnes," there are six extended c1ustens:'-turqing on the,water‘and
filling the tub, getting into the tub and sitting down, Waehing and rinsing
the body, getting out of the tub, dry1ng the body and hanging up the towe1

and letting the water out of the tub

The three 1eve1sgof functional unite*haVe*been“dettgnated~to¥$ae444taterr
instruction. Each unit is a teachable segment of the'ski11 which allows

the teacher to 1nd1v1dua11ze the frequency of cues and re1nforcement, and

'

the amQUntrOf behavior requ1red.

Bt TN T



/

Materials, Research has shown that when severely handicapped learners
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acquire a skill using only one set of materia]s, the response often t;nds
to be restr1cted to that specific set of materials. The CLATS attempts to
facilitate generalization to other similar kinds of materials by teaching
with a wide range of exemplars, and presenting them eah]y in the acquisition.
Introducing the learner to a wide variety of materials early in the
teaching process prevents the 1earning of distortions and increases the
.probabi1ity that the skill will generalize to similar materials and tasks.
Using a wide range of materials during training increased the likelihood
that s1m11ar skills with mater1a]s will not need to be retaught For .
example, if the learner has been exposed to a' range of shoes during in-
struction, it will not be necessary to reteach "Puts on Shoes" each time

the learner buys a new pa1r

Phase I ‘ .
~ Phase I contains the "heart" of each eurricular item. First, the
Tearner's ability to perform»eaeh step of the task is assessed. Fo]]owtng
the assessment are techniques for teaching the individual actions that.make
. up a taskh
Learnehs are instructed us{ng a variety of easy and difficu]t materials.
> :

Suggest1ons are provided for those un1ts which the learner has d1ff1cu1ty

~ -

acqu1r1ng At the end of Phase I, the learner is able to perform each unit’

(step or cluster) of the task to criterion with the most d1ff1cu]t mater1a]s
R R

and only verbal cues- from the teacher.
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Phase |: Master Individual Units
Teach eaby malerialy
* ~ Teach dithcult unita
Teach ditficuit malerials

task at
crilerion

{ Teach Task

(Teach Component}

Teach
ditticutt
units

additional
matenals

Y

Phase Il: Chain Units
Fade teacher cues
«Reline performance

task at
criterion to
whole task
cue?

Phase lli: Independence
Fade teacher presence -
Ngw seftings

: * Exit Formal Training . ‘ .
] . , ' (begin. periodic probes)
O

ERIC

Aruitoxt provided by Eic:
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Phase 11

In Phase 11, Chaining Units Together, the student learns to perform
all the steps together in the proper sequenée. Techniques for chaining
separate units into longer segments and fading teacher assistance are
provided in each lesson plan. Refinements are 1is;ed to ensure that Phase
" 11 criterion includes task preparation and clean-up, an acceptable level
of accuracy, and an appropriate rate of response. At the end of Phase 11,
initial aéquisition js complete, and the learner is aé]e to perform the
task, including refinements,‘in response to sing]e verbal cue from the

~.. .

teacher. »
You may well wonder why we specify "initial" acquisition. The ad-
Ject1ve js necessary because skill tra1n1ng is by no means comp1ete when

the 1earner is bound to a teacher-delivered cue. It is of equa] 1mportance

that the learner be able to perform each skilt 1ndependent11,when it is »

demanded by the daily routine.

Phase II1I | x >

Independent Performance, Phase 1II, contains‘ﬁchniques for teaching
generalization and maintenance of¢ach7red skills. Sucfessfu1 genera]ization
- and maiﬁtenance of skills depends 1§rge1y1¥pqn the qué1ity of teafhing in
Phases I and II because it is Huring initiai acquis?tion that fhe stage is

set for the expans1wn of each 1nd1v1dua1 sk111 into a more cdmp1ex reperto1re K

»

P S

of behav1ors Eiphasisin Phase’ III is p1aced on performance of Lhe sk111 ”  2
under a var1ety of conditions and 1ndependent jnitiation of the sk111

Finally, a series of rules are usua11x taught to indicate’ when it is appropriatq

’ iy

to perform the skill. - S o *» ._“. o
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Major Teaching Strategies

* The major teaching strategy used in the CLATS is minimal assistance.
In addition, emphasis is p]acéd'on fading assistance as QU1C41y.as possib]é
and re%nfqrcing appropfiate:behavior. These strategies are discussed in
the Overview to providela framework for the specific techniques discussed

in the following chapters.

"Minimal Assistance

The term "minimal assistance" refers to the judicious use of three
levels of assistance which may be used to teach a new skill. The.thrée‘
levels include vefba]/Lues and gestures, models, and physical prompts.

Verbal cues are short, direct statements to the learner which teT]
what to ao next. Verbal cues may be provided on a whole-task level like

\

* "Brush yaur teeth," a cluster level like "Squeeze the paste on the brush,"
or a core skill Tevel like "Pick up the brush." Gestural cue; may be pro-
vided alone of_in'conjunction with ybrSa] cues. They invo]ve.genéral ﬁand '
movements td direct the lbarner'g atté%tion to the expected rgsponse.. This
;is the least intrusive form of assjétance and is used with learners who
have well-developed Véfﬁa] skills or w%th thosé who are_a]ready faﬁﬁ]iér
with a task. Unfortunately, verbal cues are often not powerful enough to
produce correct responses from severe)y_retarded 1earners,kespeciai1y
duriﬁg the early stége§ of acquisition. - _ ) D i

e~

The ‘next level of assistance is a model. In mod {ing, the ‘teacher
m{z;tes_the teacher's

demonstrates-the_corréct response and the 1€arner i

action. - Models, 1ike verbé1'¢ues, can bezprpvided”on_a whole-task level

-




- 36~
L] N

like putting on a coat, on a cluster level 1like placing arm in a sleeve,
or on a step like demonstrating how to pick up the coat,

Learner who enter training without 1ntact imitation skills can be
taught this valuable learning strategy within the context of functional
task acquisition, In situations where the learner does not perform the
skill after a model or where mode]ing is unreasonabhly awkward, it is
preferable to go d1rect1y from the verbal cue to the next level of
'assistance, a physica] prompt. |

ﬁhysica] prompting is the most restrigtive, but often the most .power-
ful level of assistance. Physical prpmpts range from a simple touch to
move the learner's.arm in the right dipeptjon, to actually placing your
hands over the learner's and totally ﬁuidgpg her/him through a series of
manipu]atAOns. ‘

ﬁroppting is extremely effective in shaping new behaviors if it is +
used correctly. The trick %s_xo understand the\full continuum of ppksible
‘teacher behaviors during promppang; and to giVe'no more assistance, than the
learner requires’to keep his/her peffornance flowinp smobthly Adjusting
the intensity of a° phys1ca1 prompt to accomhodate momentary changes in the

1earner s performance is called graduated manua] gu1dance

itis easy\iq see that the amount and spec1f1c1ty of phys1ca1 prompts

will vary considerably from learner to learner, task to‘task, trial to
trial, and even unit to unit. The trainer must be prepared ‘to constantly
alter the amount of assistance, taking cues from the learner's, immediate

k]

~ performance. o .
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Mintmal assistance means you let the leayner attempt a response befope
you provide additional cues, Verbal and/ov gestural cues are the least
restrictive and also Lhe least disvuptive of task performance, 1f modeling
or physical prompts ave used, 1t is sti11 important to use a4 verbal cue
since the cventual objective is to bring all of the task under control of

verbal stimulid,

fading
Assistance of any type should be faded as soon as the learner begins
to perform a unit correctly. Fading physical assistance involves gradually
reducing'the intensity,?frequency or proximity of the prompt from the
task. Provide less pressure in full physical guidance; prompt the beginning
of the step and let the learner continue alone; position your hands further
away from the Tearner's hands. "Shadow1ng" or c]osely following the learner's .
‘hands or arms with yours to prevent errors is another useful fading techn1que. '
Try various combinations of techniques. The relative success of each will
depend on the individuai task and 1eaéner. |
Fading models invofye primarily modeling larger chunks of behavior,
modeling only the first part of the Eask and requiring the learner to do
it all, being less exaggerated in your movements, and finally re]yihg on
__vérba] Eues As With fading physical. prompts, be Creative, and above all,
. be sens1t1ve to small changes in the learner's: performanpe
The 1nportant po1nt to remember is that fading 1evelf of- ass1stance
is not an a priori dec1s1on s but part of the 1nteract1ve teach1ng/1earn1ngf
brocessi Obserye the learner and make decisions on fad1ng based on per-

- formance. Fading ass1stance too quickly will result in response deter1orat1on-

w : v -
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fading to slowly will encouragé dependence on the trainer. Food trainers
allow neither to happen.
We have only discussed fading modeled and physical cues. Specific

information on fading verba] cues is proVided in Chapter 6, Phase II.

Reinforcement

A reinforcer is anything that increases the probability that‘a given ,
response will occur agaih. Reinforcement is used following correcf per-
formance of a step, a cluster, or a whd]e task. - | .

Praise, pats on the back, handshakes and edibf@%iare reinforcers
typitally used with severely handicapped learners. There are no éuaranteed
‘reinforcers. ‘The learner's continued willingness to work on skill training
tasks is the best indicator that your reinforcements are effective.

The best method for choosing reinforcers is to systematically sample
the environment, and generate a variety of events, objects and conditioﬁs
that are reinforcing for éach learner. Be sure to include things that the
learner reqdests spontaﬁeousﬁy in the course Qf the daily routine, note
activities, people and places to which the learner responds enthusiastically.
Since no reinforcer will be effective all the time, it is advantageous to
have numerous thions available.

Reinforcehents,’like other forms of assistance, must be faded as the
learner begins ;o acduire the skill. Specific information on fadigg~rein-

. forcement is provided in Chapter 6, Phase II.
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o Field Test of.CurriCUIUm

The purpose of the field test nas to evaluate the impact‘and utility
of the curriculum and the teacher's manual. A total of 60 teachers and
240 severely and profoundly retarded students participated in field test
activities. Teachers were se]ected from classrooms for severely handicapped
students in Oregon and California.

To implement the field study it was necessary tohorganize all of the
'informatton gained tn the'project into an dn-service training format.
Materials developed included: slides of teaching examples, overheads to
illustrate teaching concepts and principles, a knowledge test on teaching
.proredures, an observational instrument to describe teaching competence,
and eva]uat1on forms to rate the effect1veness of the in-service experience.
The des1gn of the study 1nf1uded three major phases pre workshop data
:collect1on, a two- day in- serv1ce workshop, and a three-month fo]1ow -up

period.

Pre-workshop Activities

The’purpose of pre-workshop activities were to collect information on
teacher competence, to assess the skill Tevels of students in ‘teacher's
classrooms, and to negotiate 1nformed consent procedures with teachers and
students, Each teacher f111ed oqt-a pre-test on knowledge prior attendance’
in the"workshop; The purpose of this pre-test was to determine the teacher’'s

" knowledge-of skill training concepts and principles. Each teacher alsh
completed a brief 18-item criterion-referenced test on each student in his/
her class. The results . ¥ this instrument were to determine shill deficits
and instructiona] needs of the students, This information waS‘1ater used in

negotiating actual teaching assignments of the teachersvduring the follow-up

period.

42
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In-sérvice Workshop - ' . ,

An intensive two-day in-service workshop was conducted for 60.,
teachers of severely handicapped'students. ‘This workshop presented all
of the teaching techniques and proceddr«:'inciuded in the cufriculum.
'The formacffor the workshop inc]udeee lecfuces by project staff, staff
demonstrations of all teaching procedures, participant role-playing of all
teeching\procedures, and extensive feedeack to participants on ceachiné
'competence. Prior fo the conclusion of the in-service workshop each
participant was observed by at least two project staff persons. THe}pur-
pose of the observations was to co]]ect information'on the participant's
competence to use the curriculum during the fie]dvtest. The Teacher

\_,,"‘

Observat1on Sca]e, wh1ch 1nc1uded 14 key teach1ng behav1ors, was used to

e ‘
observe part1c1pant teachlhg competence. .o

N 0y ~
Follow-up Activities ' - ¢

At the conclusion of the two -day workshop each teacher negotlated a
follow-up schedule with staff members Included in th13 negot1at1on were .:
which lessons. from the curriculum would be used, which severely handicapped
students would be taught with the'lessons, how frequently follow-up
activities would occur. On the averege, each teacher was assigmed 476
lessons from the curriculum. In additien, each teachec used‘the lessons
with 5-7 students, fo]]ow-up activities occurred once per mbnth'formfhree
months with the group. | |

Following the three month follow-up period each teacher aéaim fi]]ed"“

out the Know]edge test, and was observed using the Teacher Observational

=
4

Scale. A criterion of 90% on both scalds indicated the teacher was Sufficiently

43_ . | .
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knowledgeable and competent to evaluate the items assigned during the. &

field test. A1l teachers filled out a copy of Evaluation of Curriculum

Lesson Plans for each lesson assigned. This evaluation, instruhent used a -

by projeci staff to réVise and refine individual lesson plans. Generally

4-point Likért-type scale to rate the effectiveness and.clarity of each
component of the lesson plan. Anecdotal information on the lesson plan
was also co]]ected.fr;m each teacher.

The result of this activity was evaluation information that was used
speaking, the participants were enthusiastic about the curricu]umiin '
that over 90%,of the responses on the Evaluation form were in the positive
category. ‘Areas of dissatisfaction weée later revised by projedt staff.
The product»of tpis activity was a fully fie]d-tested~curr%cu1um which

Wil be, disseminated through appropriate publication mechanisms.

4
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