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Developments in the Edue.ltion the Handicapped*

by

Herman liouin Saettler

Division of Personnel Preparation

Bureau of Edwation for the Handicapped

U. S. Office of Education
Washington, D. C. 20202

Some of the recent developments I am going to discuss today have come as a

direct r''.sult of sone of the goals of the Bureau of Education for the Handicapped.

Therefore, : would like to review these goals for you.

The Bureau of Education for the handicapped is the principal agency within

the U.S. Offt,:e of Education for developing, administering, and carrying out pro-

grams and pro Teets relating to the education and training of the handicapped in-

rludtni: (1) the preparation of professional and paraprofessional personnel; (2)

research into needs and processes of learning to the handicapped; and (3) the

development of educational technology for this population.

The primary goal of the Bureau of Education for the Handicapped is to encourage

the provision of quality instruction for all handicapped children. The Bureau has

outlined a statement of six goals for which its efforts are being directed. These

six goals are:
1. National Commitment - to assure that every handicapped child is receiving

an appropriately-designed education by 1980.

Increased Services - to assist States in providing the appropriate educa-

tLonal services to 75% of the handicapped by 1977.

3. Farlv Childhood Education - to secure the enrollment of 750,000 (75%) pre-

qchool aged handicapped children in Federal, State and local educational

and day care programs.

4. Career Eduoation - to assure that by the 1977, every handicapped child who

leave.; school has had career and vocational education training that is

relevant to the job market, meaningful to his career aspirations, and real-

istIc to his fullest potential.

severely - to provide quality educational services for even the

most severely handicapped child.

6. Vorsonnel ainralamIt - to assure that all handicapped children served in

the schools (by 1980) have a trained teacher competent in the skills re-

quired to aid the child is reaching his full potential.

(1) National Commitment

All of t.s must reaffirm a commitment to provide full and adequate educational

services to all handicapped children and youth. This past year, the U.S. Commissioner

of Education made the education of handicapped children one of the major stated objec-

tives nf his office. The Commissioner has already begun to act on this objective by

calling for the development of a national goal of full educational opportunity for all

handicapped children by 1980.

If that goal is to be achieved then all of the professions and lay groups, all

of us, must pool our knowledges, ideas, skills, practices, and efforts so as to

maximaze the benefits for all handicapped children and youth.

...11
"Some of the concepts presented here were presented at the 2nd Congress of Internation-

al Rehabilitation Medicine, October, 1974, by Dr. Edwin W. Martin and Dr. Herman

Saettltr.



Fducators of handicapped children have the responsibility to help develop and
install in school', highly ditferentiated instructional systems to provide quality
instruction in those systems, and to see that necessary plans and decisions .bout
children are made effectively. These various instructional systems should focus on
such are as cognitive development and affective learning.

Thorp are eight recent developments in the education for the handicapped in the
United States which I shall discuss. They area

1. Right to Education
Prolek-t "Closer hook"

3. Early Childhood EfAucation
4. Teacher Competencies

"Mainstreaming'
h. Career and Vocational Education
7. Vnions
R. Sorvire Agency Training

(1) Right to Education

Under the Constitution of the United States, the responsibility for providing
education rests with the individual states. Historically, the states and education
community have been lax in initiating a variety of educational services for children.
Parents, out of frustration, worked with their legislators to pass state laws
requit!ng education agencies to provide services for their children. Even though
many states have had these laws on the books for some time, they have not been ade-
quately enforced.

ubsequently, we now find parents and parent groups - along with some procession-
al groups - filing suit against the state governments for failing to provide to
handicapped children the education which is guaranteed by law. Parents have won these
uses and the courts are now directing state and local education agencies to provide
a wide range of educational services which will meet the needs of both handicapped and
non-handicapped children. We are also seeing a current wave of right-to-treatment
suits in the United States. Individuals who have been placed in residential institu-
tions are becoming aware of and exercising their right to file suit against such
agencins for failure to provide adequate treatment, whether for educational, medical
or emotional problems.

Mother development in this area concerns teachers and their responsibility for
identifying children with special needs. Previously, teachers were open to suit by
A parent for suggesting that a child might need special services. There are now laws
In some states which make a teacher libel for suit for failing to identify children
needing special services.

The zero -- reject concept which pervades educational thinking today has its basis
in the belief of right-to-education for all children. Under this construct, no child
should be excluded from educational services; it is the duty of the servicing agency
to develop programs and provide ancillary services.

Another aspect which has implications for those of us working with the handicapped
is the developing legislative move in the area of "right to dignity in death." As

some legislators begin to propose legislation in this area - primarily in response to
concerns of the elderly and accident victims, the same right would also apply to the
severely handicapped. However, in terms of some handicapped persons their legal rights
may be entrusted to the natural parents or possibly a court-appointed guardian who
then may have (hut not necessarily would have) the right of determining the "dignity
of death" question for a handicapped child, youth, or adult.

Next year the President's Committee on Mental Retardation and the National Center
on Law for the Handicapped will have a major conference to debate and try to resolve
some of the issues in this area.

2



(.1) Increaaed SerViees

In order to tearh the twat of properly servicing all handicapped children and

reith tw 11404 eAr-li tit.ttv Will need to make a formal compliment to eMucate every

ehild In ita ate)0, tate laws or long-tange plans of the state governor and educa-

tion agen,-:iel will have to refleet that eonunitment. To reach that goal , the plan

uhoula I:neer-pot ate seel ft teet 1 ve7i en a year by year bast SI

A maier part of that plIn le t)le aeeumpt ion that an inereasing number of handi-

tiApp011 ,shilaren ehould he elacate,i effective ly within regular ieetruetional programs,

Wry will eora to eetal/lish liaanoeti and teaching resource centers, staffed by trained
epeelei edueation and rolatee personnel who will identify the unique learning beha-
vior., of lian,h,.appet c.hilAree, work with classroom teachers to develop strategies for

teaching i liven hill, assist in providing tutorial and supplemental assistance,
epproiria.0 iestre.-tiorlal mAterialn. While this program would not repla7c: the need

11,r pecial .1.1.0ee for -ertain typos of handicapped children, retarded, emotionally
diet leareing aieabled, or physically handicapped children, handicapped

obi halo ee each rNIre effeetively integrated into the regular school program than

14 true at Irnnont,

(I) Career and Vocational Education

A very .e '-elmponent of all of our programs must be a commitment to develop
votat (anal or career ediv-.at itn for all hanaicapped children. We estimate in the United
::tatee that over the next four years, 2 1/2 million handicapped children will be school

leavet.; either 111 graduation or the dropout route. Of that number, less than one in
four will le fully emrleved rr mint on to college.

Another 40 percent, that is, one million handicapped young people, will be under
employed. Another percent of this population will probably require welfare
annintanre. We believe that with the appropriate career education, coupled with
appropriate placement program, virtually all these young adults can and must be more
fully employe.i and making productive contributions to society.

(4) Early Childhood

There r111.;f to a major rommitment on the part of all of us to provide preschool
opportunity for every handicapped child. This can be accomplished by including handi-
eappe,1 ehildren in lay care and pre-school programs for non-handicapped children, with
the supplemental assistane available to the staff of those programs. This special

assistance may rome from nperial education personnel, mental health clinics, community
speech and hearing renters, etc. Universal pre-school education for handicapped
ehildree will result in reduc ed expenditures in special education, reduced need foi
institutionalization an,' increased language, cognitive, emotional, and motivational

growth in handirapped children.

(5) Severely Handicapped

There valet be a major commitment on the part of all of us to provide educational
opportunities even for the most severely handicapped individual. The Bureau is work-
ing cloeely with the State and local educational agencies, and public and private
facilities to extend educational opportunities to such groups as deaf/blind children,
severely retarded children, and schizophrenic and autistic children.

(6) Personnel Develooment

There it=' a qrcat many elements necessary to the realization of our Bureau goals,
but none more important than personnel in sufficient numbers and with appropriate rom-
petenciee to fulfill the goals.

sI
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Toachere, then, begin with a eoncern ter human re it WI-, A veriety of learnine

behavior etyles which fall alone a continuum cf eneqeeness. n^_e notion that haneleal.ped

children are very different pereons in very different aei Ferarate categories is

relected.
Second, we must reeognizo that helping teaeh wie. the unieueneseee ef

children is basically an attieedenal problem. It le a prerlee which touches the belief

syetome and the self ,..%)ncepts of the teachern. Tia'lltienally, in education we have

virtually ignored the barriers to effective teaehine eaese:i ey our basic fear of dif-

ferenees and change. At mGst, we have referred to it in an aeademie context, hut we

have not developed rich, experiential educational approaches to cope with these feelings

and beliefs. As 4 result, we frequently see differences denied for they are trouble-

some; or, if they are too great to be deined, the ehi:dree teemeelves may be rejected

or exeluded.
Third, we must eme.hasize the common denomineters, the recessee e learnine and

teaehieg. This will lead :le to emphasize the stedy ef the rsreeessee of normal devel-

opment., ef landuaee acquieitien, of observatecn and eereeetien, of chanoino er modify-

inq behaveor, and of develeping values, beliefs and attitudes. Another way of talking

about the5 concern ie to say we meet give teachers a thecretical foundation with know-

ledge of enderlying processes of learning and behavior as their basic tools. They can

Apply these hypotheses and tools to the myriad of unique situations that they will face.

Fourth, we must increase our emphasis on experiential, participatory learning.

Thu e, the work we do this week can serve as an incentive tc the interdiseiplinary

evolution of txaininq. I would :ay that such training does seem to be logically, if

net empirically, related to the objectives for truly carine about the handecaeeeed.

think the real bart:.ere to interdisciplinary efforts are net administrative or legis-

tteet as is so frequently assumed, but again, are conceetual. Education, medicine,

speech pathology, psychology, each deals with a realm of data usirie many relatively

unique constructs.
To have truly successful interdisciplinary training, I believe we will have to

attack the problems caused by the way we have crganezed knewle4.ee. This will involve

developing eommon oblect;ves an ceint adopticn of common constructs and assumptions.

There must also be heavy experiential involvement between diseeplines. Semply reading

One anothers words or listening to lectures will not suffice -- a reconeeptualization

is neceesary.
The reeults of reeenntructing the teacher educateen preeess well be a more ade-

quate education for handicapped children and non-handecapeed children. The goal of

integrating handicapped children more successfully into "reeelar- ee:ucaticnal settings

and programs will he possible only when every teacher has expanded skills in dealing

with a fuller range of behaviors, and when teachers' conceptions of thesleves and of

their skills allow them to approach this wider range of children's behavior with

cenfidence.
Special education as a discipline will not be eliminated by such reform, althoegh

roles will change in many instances. The role of special educators in evclveng new

teaehing strategies, in creating new learning relationships, and in uei'teing these

tools on an intensive basis where children nee-: such intensity, will zentinee.



Some Reflections on Training in Emotional Disturbance

by

Edward W. Schultz

Education Program Specialist

U. S. Office of Education

Bureau of Education for the Handicapped

Division of Personnel Preparation

Wzohington, D.C.

It is a great pleasure for me to be with you today. It is an especially meaningful

experience because this particular group of professionals is one with whom I have had a

long standing personal and professional relationship.

I first began attending these annual meetings as a doctoral student. Then, those

in attendance would have just barely filled a small seminar room. Over the years,

have tried to attend meetings of this group whenever possible because I have continued

to value it as a meaningful activity. I must confess, however, that the membership of

the Teacher Educators for Children with Behavior Disorders has grown to the extent that

I no longer know each of you personally as I once did. The fact that this change has

occurred is both a sad and exciting fact of life for me. I am sad because as I look

around me I note that many of the professionals that were responsible for the original

conception and early development of this organization are not present at this time.

I personally miss their presence. On the other hand, I am excited because I now have

the opportunity to see some old friends, meet new colleagues, as well as, have the

opportunity to plan with you in coping with the harsh realities we are currently con-

fronted with as a professional group of trainers and related personnel.

For many years, I sat among you at these meetings, listening to, and participating

in, the dialogue between the membership and Bureau of Education for the Handicapped

representatives. Let me simply say that as one of your advocates in Washington, I will

do my best to accurately reflect your concerns as constructively as possible. I can

not do this alone, however, and thus call upon each of you to share with me over time

your ideas on haw training of personnel in this area should proceed. I see us as

partners in the venture of consolidating our current ideas and procedures in training,

as well as setting now goals and directions for preparation of personnel for work with

troubled children.
The Teacher Educators for Children with Behavior Disorders organization has had

a long and meritorius history of innovation, and trend setting. Advocacy, especially

for the social and emotional well being of children, has always been a prime concern

of this group. It would be nice if we could rest awhile from all of the long and

arduous battles we have fought on behalf of children. Unfortunately, now more than

ever, special education in general, and the subsection related to behavior disorders,

in particular, are in need of the leadership of this organization. Our past experiences

have prepared us more than adequately for this challenge. We must now accept the burden

of this responsibility and begin the long sojourn toward constructive change and inte-

gration.
Now, I would like to briefly share with you some thoughts I have about the Bureau

of Education for the Handicapped priorities, as well as general comments on training,

research an3 evaluation. These come from my own perspective as a trainer and are

intended only to communicate first hand with you in order to begin our future dialogue

on training of professional personnel.

It is significant that the area of preparing teachers for work with troubled children

continues to be a high priority area for the Bureau of Education for the Handicapped.

It is significant in at least two ways. It demonstrates the fact that apparently more

children are being recognized as needing appropriate educational services. It also
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Taints out that there remains a need to prepare skilled and sensitive teachersifor

work in this area. The additional priority areas of pieschool handicanped and
career/vocational educational training currently broaden the spectrum of preparation

possibilities for us as trainers in emotional disturbance from birth through high

school. Hopefully, in the future, this range will become extended throughout the

human lifespan. This combined with the need for paraprofessionals, supervisors, and

administrators provides a broad latitude for us to consider as we contemplate new

directions for our programs.
I would like to suggest, that our future plans reflect closely coordinated efforts

with state departments of education, and the various consumer groups for whom we are

preparing personnel. I say this for we are at a time in our development where such

efforts become necessary for fiscal reasons as well as matching training program

priorities with field related needs.
Let inc now turn to some ?ersonal issues and concerns that I feel need to be con-

sidered by us in the present and near future.
In research and evaluation, I have felt the need to see more cooperative projects

involving local school districts or state departments of education with colleges and

universities. In particular, the following research areas seem to need coordination:

a) screening, identification and diagnosis; b) efficacy of services rendered; c) success
of specific programmatic interventions; and d) follow -up on the success of interventions

subsequent to receipt of service. In addition, it appears to me that what we lack most

in our research efforts are: a) a longitudinal perspective; and b) a continued focus

on selected program areas. Focused and/or longitudinal research on field problems as

well as training issues should assist us in developing a frame of reference for our

work with teachers and children. It might also help us clarify ourselves historically,
while developing a sense of purpose and a long range perspective as we continue to

evolve.
In evaluation, I simply call upon us to become more accountable in this area. We

have indeed progressed in evaluating the process and products of our training efforts,

but need to go beyond where we are at present, The Bureau of Education64the Handi-
capped Special Project on Program Evaluation underway at the University of Virginia,

and which all trainers may have an opportunity to participate in, should over time be

of help to us in this area.
In training and service, I feel the need for us to take a much more ecological

perspective. It is becoming clearer to me that we must help teachers understand

families, child development, and community resources more thoroughly, as well as other

aspeets of the environment that affect the lives of children. Some of us are already

involved in helping our trainees prepare for attending to these areas. I am suggesting,

however, that we need to rethink the roles that we are asking our teachers to adopt.

Skills in parent effectiveness training, the human development process, and the ability

to search out, coordinate, and make more functional, available community resources,

appear to be essential trainee behaviors needing intense development.
Another area of concern I have relates to our role as advocate in the area of

social and emotional development. I believe it is important for us to analyze our

commitment to the process we use as trainers to develop and maintain healthy psycho-

logical behaviors in our trainees. I have been interested in this problem for some

time. The research data we have collected on teachers and trainers in this area suggests

that many of them may have a poorly developed sense of self esteem in general, which

apparently affects their perception of "self" as a teacher, as well as, their feelings

about being able to provide a constructive interpersonal relationship to children in

school. The message seems clear. If one of our concerns is to help teachers become

more socially and emotionally constructive then it behooves us to serve as models of

the very behaviors we desire them to demonstrate. We will also need to provide an

environment that helps them develop personally, as well as academically.

Along these lines, it may be important to consider elaborating our training

curriculum to include a life skills emphasis which would attempt to broaden the func-

tional life skills of teachers so that as people they would be more socially aware,
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and more internally self-assured in knowing they were able to do many more things in

life unassisted o4 cooperatively with others. The goal would be to help people become

more self - sufficient in a personal sense, and this in turn, should have a positive

effect on their feelings of self esteem.
Another idea would Le to establish living and learning centers where teachers in

training, field personae', and ourselves could go periodically for social and emotional

sustenance, as well as personal and interpersonal skill development. These are but two

suggestions.
In general, it seems important that we become involved on a personal basis with our

teachers in training. By this I mean sincerely, creatively, and openly caring about them

as people, i.e, helping them to cope with their problems and concerns, and pointing the

direction for them to incorporate the standards of developmental technical assistance

skills in social and emotional living they will need to engage in their subsequent

encounters with children, families, and colleagues. It seems to make sense to me that

if we are serious about developing constructive social and emotional behaviors in children,

and families that we can adopt many of the same behavioral goals for our teachers in

training and ourselves, I believe, the oft quoted comment, form follows function, applies

quite well to this area.
These ideas are not antithetical to the current educational trend in performance

based teacher education (PBTE). The performance based teacher education approach is

more doing oriented, and certainly may provide us with a more viable framework for

ascertaining our training goals, necessary program experiences, and evaluation of out-

comes in the human skills area - something we have been lacking to date.

This brings me to my final point. For some time in our field there have been a

variety of viewpoints concerning the most preferred conceptual orientation for analyzing

and coping with human behavior. There is no question in my mind that each orientation

to human behavior is necessary and supportive to the other. There is much to be gained

by joining together to generate the most humane and positive environment possible for

each of us to grow, and in turn provide growth experiences for those we are most re-

sponsible for; our teachers in training, and our children.
In closing, I would like to share with .ou a lovely present given to me by a former

etudent. It is a simple message, and one I wish for each of you;

"Thank you for sharing yourself with me -
for that is the most that I will carry into
tomorrow - with love. . ."

Thank you for the opportunity to express some personal comments on training. I look for-

ward to working with each of you in the future.
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Educational Rights of Children: Legal Aspects

by

Tom Dixon
Attorney at Law

Milwaukee, Wisconsin

I'm Tom Dixon and I've been practicing law in this area and in the related areas
of commitment of the mentally ill and mentally retarded and the various rights of

those groups for about four years. I was invited to speak, basically, I guess,
about the educational rights of children since that is the thrust of the conference.
The educational rights of children seem to have meaning only in the context of all

the rights of children and especially those children who have mental disabilities,

learning disabilities, and other handicapping conditions. Please let me just say
before I go on, that if anyone has any questions or thinks I've overstepped or
generalized too much, let me know.

Before I specifically pinpoint some of what I consider to be the important
rights of juveniles revolving around special education issues, what I'd like to do
is give you some of my general perceptions on (a) children with special needs; and
(b) parents, and the state as parent - as it's called in the law, parens patriae -
and by that, I include school districts, superintendents, state and local govern-
ments and in many instances you yourselves who are developing programs for use in

those school districts and those who are actually implementing them now. Paren-

thetically, let me add, I don't know where I might have ended up had the social
workers and special educators gotten hold of me somewhere along the line. When I

was in grade school I understand I. was a bit of a problem.
"If any parent shall willfully and unreasonably deny a child timely or con-

venient marriage or shall exercise any unnatural severity towards them such children
shall have free liberty to complain to authority for redress." That's a quote from

the Massachusetts Body of Liberties in the year 1641. It's not difficult to tell,

I think, the intent of that centuries old declaration of liberties. The history

that followed it gives us a pretty good indication. The Doctrine of Parens Patriae
subsequently developed and became entrenched in our legal history and legal theory.
Thus, if the parent is doing excessively unto you, the state will protect you in
its surrogate role as a parent. This was true until recently when we began to take

a closer look at the state as parent. The Supreme Court stated in Kent vs. United
States in 1966 that there is evidence that there may be grounds for concern that
the child receives the worst of both worlds; that he gets neither the protection
afforded to adults nor the solicitous care and regenerative treatment postulated
for children. The courts are now beginning to recognize that despite the cumbersome
result in some cases, the full panoply of due process rights may be necessary to
insure that our children receive what we have for years declared that they are due.
My perspective as an advocate for the mentally ill and alleged mentally ill and
mentally retarded youth and youth with behavioral disorders and learning disabilities
has taught me that there are many dimensions to this whole problem and many dimensions
to the questions about which rights are the child's. Sometimes it is clear that a
child simply cannot express what his desires or needs are then someone has to do it
for him, whether it be as a result of the particular disability or perhaps because
of age. Other times, a child can express these desires but not one person in 500
would agree that the child's expressed desires are really those that are consistent

with his or her needs. 1 think we all know that the child's expressed desires can

be clearly inappropriate at times. On the other hand, often the child can and does
express his desires and what he perceives as his needs and we, in our parental roles,
are not listening but rather categorically decide what is right for the child by

-
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determining what is in his "best interests." We say, "we know, we've got it all
figured out," and this is something that the people here have to seriously wrestle
with. Bow intently are we attempting to perceive what truly is in the child's best
interests- -when what he is saying is In his best interests, or when he says it in
number of ditfetent ways or wnen he can't say anything at all, rather than pre-

suming that we can, in some kind of a vacuum, categorize and develop programs that
will satisfy needs for this incredibly infinite range of young people who need
help?

It is important, to recognize that we, in the interest of doing things for
children, often end up doing things to them. I emphasize that here because I'm
goeng to move into what kinds of things I think educators and attorneys can do in
eeeking services and in trying to prevent the state from e')ing things that are
clearly inappropriate. Yet, it's important, that those who are educators and those
who are going to be educators and those who are training educators understand what
they're doing and develop a unique perception, at the outset, as to how they're
traveling and how far they may be intruding. I would be just as happy, for example,
suing an educator who has developed his own "Clockwork Orange" as I would a Bureau-
crat who is failing to implement the special education law. This leads me to a
group of my favorite defendents, the bureaucrats. I understand that, at least
yesterday, there were a number of people who could be considered bureaucrats in the
audience and you'll have to bear with me, if perhaps I generalize a bit, since I
know that there are numerous persons in every bureaucracy who are doing their
humanly best rather than their paper best. On the other hand, I believe there are
a large nsimber of people in these systems who consider their activities more as if
they were working on a punch press than they do as if they were working with human
problems. There is absolutely nothing wrong with working on a punch press but human
problems are significantly more complicated and are not susceptible to simplistic
solutions nor are they susceptable to a 9 to 5 approach. Nevertheless, that is the
way most of our system operates.

To digress Just a bit, I really think that's a serious problem. We are looking
now at the implementation of special education laws, for example. It seems to me,
at least in theory, one ought to look at the systems we've allowed to develop to
supposedly implement these laws. I've got a theory that those very systems are so
deliberating that it may not be possible without constant adversary pressure to do
what we had hoped to do by designing those systems. There is no second shift in

the hureaueraey. The door is closed. The pay is good, the benefits are good, and,
if you hang around there long enough, they're excellent and you can retire after 20
years. It's all but impossible to fire anyone, because protective civil systems
have grown up around these bureaucracies. Let me contrast that with a situation
that's fairly close to home and has not been bureaucratized despite being funded
by the government; the 0E0 Legal Services system. I think it's because we're such
a pain that no one wants to protect our jobs very much but the legal services system
is funded on a shoestring, is understaffed, has no pension or retirement funds, and
they pay schedule is atrocious. I have between 3-4 years experience and I make
$13,200 a year. There are bureaucrats without even a degree that make more than
that after 4 years. We expect of ourselves and everyone we hire to work as many
houxs AS are necessary, consistent with your own mental health, of course, to
satisfactorily serve as large a portion of our client population as we can. If a
person can't put out, they have to leave and that can be extremely painful because
we develop very close friendships, obviously, working in programs like this. But
we seldom fire anyone, it's not necessary, they unerstand what they have to do
when they come into the system. We make that plain to them from the start. I must
admit that the national turnover rate is fairly high in legal services. I think the
people oust burn out under those kinds of stresses and that kind of income after a
number of years. I seems to me that that may be a lot better than presuposing that
someone who stays around for 20 years has 111 sorts of expertise. We can get lots
of bright young attorneys who will come in and work and learn fast and do very good
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them because we have determined that under no circumstances can your institution
provide treatment; under no circumstances can you hold these young people in the
institutions when you .simply can't provide the education or treatment necessary
in that setting. I . don't know if the courts can or will settle this problem but
A major attempt is being made by the Mental Health Law Project in Washington, D.C.
VIA A laweeit celled eobinson vs. Weinberger. They are seeking a decision which
baeically says: Traditional institutions, no matter how you improve them, cannot
erevi,de aiTropriate education and treatment for most of the children they hold,
therefore, if there is a constetutional right to treatment, there is also a
onetitetional mandate to create the settings that will be able to treat. Should
tell legal theory be successful, it would have a resounding impact on the institu-
tienelization of our ehildren.

Outside of the right to treatment there are, an you know, Right to Education
etatetes throughout the country. It no longer appears that getting the bills passed
le eemajor problem. But just you try to get them satisfactorily implemented. In
wisnsin three major law suits have already been brought under the Special Educa-
rien Act and most certainly more will be forthcoming if I read the present direction
et the bureaucracy and the Superintendent of schools correctly. One gentlemen
eeterlay was Auesti,ming Dr. Andereck about the availability of materials but
:$11 guarantee that where costs are involved many local and state districts will
e. ell In their power to short-cut what is needed even if and when it is available.
eet me jive you an example. A county near Milwaukee has answered their special

needs by re-opening a school that was found unsuitable for "normal" kids
ind ea; closed down. One of the problems, for example, is that the bathrooms are
leeeeed in the basement. Hell, half the kids are physically handicapped. The
reat.ne system doesn't work worth a damn. It's just a mess. Racine County says,
".we:: were working on the special education building." Now this kind of stuff is
;eine to go on all over the country and its going to have to be the people outside
rose ,iystairs who are going to say, "I'm not going to consider money when I try to
:et implementation of this law. Obviously, and I hate to use the word, practicality
will ultimately come into the formula. But as attorneys and as special educators,
teet isn't going to be my problem or in my opinion, your problem. Don't worry about
eeeene raising the money issue and making sure that part of the story is being told
reeaee semebody else will be telling it. What you ought to worry about is memorizing
yeer state right to education statute, knowing what the hell's going on in your district
Ind *::.lon finding some friendly attorneys who also have an interest and utilize their
J,2r7;L'o., where necessary. At the very minimum at least be able to deal with the

euporintendent or principal or whoever is trying to tell you what your chapter
teen :. You've got to have that knowledge, if you really are going to effectively

what you're trying to train people to do, and what you're trying to do within
that achoel system yourself.

tee other hand, at least as far as litigation goes, pick your issues care-
elly se that ya don't, every time you have a problem, create a confrontation either

wIte Seer echool system or your state system or get an attorney because you'll merely
weer Yourself out on things that you're not going to succeed on in the long run any-
way. eiek a good issue. These laws are going to take a long time to implement. I

mean as said, I don't like to hear people in control of the system talking prac-
tieality ill the time. Yet, it's going to be talked and its going to be true to
Ailne extent that the implementation of these laws is going to take a long time and
i whole lot of money and you're going to have to anticipate that. It's not going
to be done right away and as you well know its not going to be done on the level of
having appropriate teachers and teachers with the knowledge that's required to per -
form the tasks in school districts. So steel yourself for a long time of the law
n working in your various communities, and. on the other hand, look for those
ireas where it should and could be working and someone is keeping it from working
because it's lust too expensive for them and they don't want to do it.

Another issue that is related, and again you're all going to be involved in, is
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the right to fair classification of chillren. I think this gets away from the

bureaucrats lust a little bit and strikes a little closer to the psychologists and

special educators. The child has a right to the most careful determination of his
neede because oven minor mistakes, in my opinicn, can create serious problems.

Testing, therefore, becomes a very critical thing. People should keep a very

e,mstant watch on what testing procedsres are being used and what kind of tests

Aro beinq used for what kind of people. It's not entirely clear to me and many

psychologists and many special educators that, for example, certain tests that are

very effective on white middle class children are not effeetive on poor White,

Slack, Indian, Spanish, and other minority children. These things should be con-

sidered when those tests are given and when you're trying to classify a child.

Maybe what he needs is more Spanish teachers in the school system, somebody bi-

lieeual rather than some special education program that presumes that he is either

emotionally disturbed or has a severe learning disability. Those kinds of things

sire highly tyortant as you know. You know you have got to take a risk, you've

g,lt to go ahead and perform, but you can set for yourself a very high Standard when

Ynla tic go about considering those kinds of things.
Another maJor issue is already on the horizon, and I expect it to get more

wissesiread attention (In fact, I hope to sue the State of Wisconsin next week).
we've been working on the case a Little bit and I think we have some appropriate
clients so all week I was at the office, getting ready for my favorite defendant,
the State nirector the Department of Health and Socail Services, Anyway, that's

not important. The ussue is a difficult one, but in some respects a very clear due

proeess one. That is, the "voluntary" commitment of juveniles by their parents.

No uestion is ever asked in Wisconsin of any child, irrespective of his age or

ability to answer, whether he wants to be committed. The parent's signature along
with the physician's certificate, is all that's required to voluntarily sign this
child into a state or county mental institution or institution for the retarded.
This is not true Just in Wisconsin. I would guess that there's a statute like that

in Florida. 1 know that there are statutes like that all over the oountry. The

saeille vs. Treadway rase, that I mentioned in the right to treatment discussion,

dealt with this issue, but only for Mk children. It declared the Tennessee statute

to be enconstitutional. The importance of this is tied into all these other things- -

the whole question of institutionalization and how debilitating that might be; the
wScle question or least restrictive alternatives; the whole question of whether the

kiS should be anywhere. There's no one answer to these questions yet the child

never even, gets to Leis° them. It goes a step further than that. Some kids are

together enough to say, "Oh no, I don't want to be there." Okay, well they're not

listened to anyway but under certain circumstances you can create a climate where

they would be listened to, where they'd have a right to a hearing, etc. But, what

about all those kids who, as a result of the common deference to authority, the

psychologists, doctors, everybody does not react? Wht's he going to do? He goes

alone. There may he a very small third category of kids who say, "Well, even if I
knew that I could so somewhere else, or even if I knew that they couldn't do this

to me, 1 Just don't seem to be able to get my stuff together. Maybe they can help

me," but, I bet that that's a very small percentage. What I put to you is that all
children should have the opportunity, prior to being placed, to discuss with an
independent party, in my recommendation an attorney, who's appointed immediately,

whether or not the placement is voluntary. Presently, the applications don't have
to be filed or anythIng, they Just get filled out and the kid is voluntarily signed

in with the certificate of the physician. It doesn't have to be a psychologist or
psychiatrist either, so what I'm saying is that what ought to happen is that that

should be an anplisation form for the court, the court should assign an attorney
for every child, every single child. Presuming that there's a possibility that

what the parents have decided is in the child's best interest, might not be, or
at least he might not perceive it to be, which is an important question all by it-

self, the child has explained to him that if he does not want to volunteer to this,

a
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then he's got a right to counsel and he's got a right to a full hearing on it,
he'n got a right to the least restrictive alternatives, even if it's determined
that he should be placed, and then he has the right to decide whether or not to
volunteer. Now, my idea and the idea of Jim Ellis who works for the Mental Health
Law Project and has recently written a law review article on it, is what you do is
you have your attorney just perform that function. Not the attorney saying, "In
the best interest of the child, I think we ought to place him," but the attorney
explaining everything to the child and saying to the child, "what's your story?
How do you react to all this?" If the kid says, "I don't want to go," he has a
right to a hearing, full hearing. If the kid says he does want to go, after the
attorney explained it all to him, the attorney says, "I believe he understood, I
believe he was competent to make that decision," and he sends that affidavit off
to the court and he's voluntarily admitted. Any kid who is too young to have that
determination made, cannot be presumed to be having the right thing done for him any
more than anybody else. This is a difficult question, because parents say, "you
know, it's my kid, I ought to be able to put my kid where the hell I want." And
I say, "Oh no, you shouldn't be able to, not when it's an institution." We're not
talking about a public school system; we're not talking about summer camp; we're
talking about an institution. So, if the kid is too young to say, "I don't want
to go," or "1 do want to go," there has to be a hearing auto atically. I don't see
all how that harms anything, because all of this can be done in a maximum of 14 days
and the whole issue of delay I think is somewhat arguable. In fact, you can develop
the same kind of Lessard type procedures that we sued on in Wisconsin and say if
probable cause is found that he's emotionally disturbed, has mental illness or
whatever it is that would categorize him and he probably needs treatment and it
0ould probably be provided within the institution, then he could be placed pending
the hearing which could occur 10 days later. Where the child agreed to the applica-
tion and understood his rights all of this would be unnecessary.
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Learning Resource .ttrs

by

Paul Ander* )1>

Bureau of Education for the Handicapped
Division of Media. Se. ces

1 am honored to be here and truest thet the tA:t. ent.tled trts frcm sasinotchm
presented by two of my colleagues in the Bureau cf Ltuzatirn ftr «-4 zendirappec did
not encroach upon the territory of the words I've breurt rteu: eh!. sope my wcros are
not repetitious of theirs or any other of my col,leagses : see v= coeference Frogram.

It is my objective to be as specific as possitle in htestriZing tse Learning' Rescurce
Centers program of USOE/BEH so that you may share in tte Erre:vpatent :f tnat program and

assist the federal government in implementing it trirossnost the osszntry. :t is neitner
a simple program nor a simple program structure. The LTel" srtcram will attempt articula-
tion of local, state, and federal government egencies s: that there is ae organized
national effort to provide identification, diagnosis, ;roe:ramming. and media-support
services to each handicapped child.

The pedagogical basis of the program goes list this
1. Identification. . as a teacher, parent, pedittricias. itlasmate tr

whoever sees sufficient deviation in the 1sehaeicr isst learning onaracteristics
of a child to be concerned about the normals.) or emnormslss tf tnat =tilt, we
find the target of our services. The La: rocram, tne Recienal
Resource Centers, intend assisting the states 4.=.M tneir relics :a tc develtF
a system for methodically and scientifitally findihc the target-c": ld fcr
special educational services. Reliance on napsanart icert>ficatice ty teeiant
behavior displays hardly ens ares that each wnc is =served tr snderserveo
is identified.

2. Educational Appraisal. . .having once idetsfied a milt nese :earning oenavior
seems to require special handling, we need tc a'tti tr_e zeas.r_nc,

tools and techniques which give us a desrr4tioh :f tse -anciter

of the learner in educational terms. Though, rltsels akin to medscal eval.uation,
our purpose is to find the physical oheracteristits Lod meetal ca:asisies
which affect the learning of social and vocational wills end information.
Again, Regional Resource Centers in the :AC program are the program se to to
help states develop a capacity to evaluate the ed=atiteal capacities and
incapacities of the child. Regional centers sill airs ssme direct ser-sices
ir evaluation of children as well as assist states in deseslcping said capacity.

3. Educational Programming. .the identified if.nt eva:..ated snc.;1ld have

customized sequence, timing, and type of educatiossal everiences asseilaole
to him he/she is to maximize the growth potential. = astral Resource :enters
will assist states in developing an Intrastate ca.7.ac:.ty tz 7--ve ,7%,:rrI7LL*.ar

prescriptions of the long-range, short-range. and immediate nature. within
the limits of certain criteria, the regicesal center etl: give direct service
to children (largely, those with no other ad-votee fcr ser-r.;ces tc te:p

the child).
Now that the target child is identified, appraised. ant ess reeve 71ve- :13-4- see

short range educational prescriptions, the parent or local ed-sramsr wsll me se tn1 ;lace-
talent decisions necessary to bring the child within the inf:sente :f tr-sanIled

education. This placement decision may be with RTC vt-:,znse: s.cr. des;..red.

but, is primarily in the hands of the child's legal *C.-et-tete. in sr e= -scat scnal

program, the Regional Resource Center program continues t- t-e tnilt.
4. Periodic re-examination. . .the Regional Res -urea :ester will assist iserents,

teachers, and other concerned persons Lr. the tay-to-da: rrteess tf educatitnal
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Children with Behavioral Problems in
Regular Classroom Setting
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Lynda' M. Bullock
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M. Kay Dykes
Assistant Professor

Department of Special Education
University of Florida
Gainesville, Florida

A variety of procedures have been utilized in attempting to more accurately
determine the incidence of behavioral disorders in school-aged children and youth.
Reported incidence figures range from 2 to 69.3 percent of the populations under
consideration (Glidewell and Swallow, 1968). Probably the most frequently cited
estimate of the incidence of behavioral disorders is that of Eli Bower (1960).
According to Bower, approximately 10 percent of the school-aged population need pro-
fessional assistance of some type during their school years. However, less than one
percent of school-aged children have severe emotional problems which require inten-
sive intervention programs.

Researchers have sought the assistance of classroom teachers, parents and mental
health professionals, including psychologists, counselors, social workers and psy-
chiatrists to make determinations about the mental health of children and youth. A
variety of behavior rating scales, standardized test instruments, physical examina-
tions and direct observation systems have been employed. The results of studies have
been reported in terms of mild, moderate and severe behavioral disorder, as well as
in terms of traditional psychiatric labels such as schizophrenia, auti,v1 and depres-
sion. In general, the use of numerous methods and associated variables has contributed
to the confusion about the nature and the scope of the incidence of behavioral dis-
orders in school-aged children and youth.

The purpose of the present investigation was to sample an extensive number of
regular classroom teachers and determine their individual perceptions of the beha-
vioral status of their students. The regular classroom teachers' perceptions of
behavior were particularly important to the investigators since these same teachers
spend a considerable amount of time with their children and in many cases are the
major available change agents for the child. An additional impetus for undertaking
the present investigation was the study by Ullman (1952) in which he concluded that
teachers are frequently in agreement with other mental health professionals regarding
the mental health of children and youth.

Method

A specially designed research checklist was submitted to a total of 2664 regular
classroom teachers in grades K-12 in thirteen Florida school districts. Each teacher
was asked to categorize the behavior of their students in terms of no perceived
behavioral disorder or a mild, moderate or severe behavioral disorder. Specific
behavioral dimensions and psychiatric terminology were not provided to the teachers
as they responded to the checklist. The teachers were also instructed to avoid re-
porting children who had been previously diagnosed as having certain other primary
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handicapping conditions such as mental retardation and hearing impairment. Rather
than attempting to relate the terms mild, moderate and severe behavioral disorders
to specific behavioral dimensions, a continuum of services or special programs were
matched with the terms as a guide to the participating teachers. Each of the major
special programs or services was selected and defined on the basis of general ac-
ceptance by special educators as educational alternatives for children and youth
with mild, moderate or severe behavioral disorders.

Definitions

1. Mild behavioral disorders - Children or youth with behavioral disorders who
can be helped adequately by the regular classroom teacher and/or other school resource
personnel through periodic counseling and/or short term individual attention and
instruction.

2. Moderate behavioral disorders - Children or youth with behavioral disorders
who can remain at their assigned school but require intensive help Zrom one or more
educational specialists (i.e. counselors, special educators) and/or specialists from
community agencies (i.e. mental health clinics, diagnostic renters, etc.).

3. Severe behavioral disorders - Children or youth with behavioral disorders
who require assignment to a special class or special school.

Results and Discussion

A considerable amount of data relative to regular classroom teachers' perceptions
of behavioral disorders in children and youth was compiled. The researchers focused
attention on several teacher characteristics including their race, sex, experience
level and formal educational preparation. The race, sex, achievement level'and the
grade level of the children and youth were also considered. Selected research findings
are presented for consideration.

1. The total mean percent of children and youth perceived by their teachers
as exhibiting behavioral disorders was 20.4 with 12.6 percent placed in the
mild category, 5.6 percent considered as having moderate disorders and 2.2
percent with severe behavioral disorders.

2. A gradual increase in the perceptions of behavioral disorders was noted
between kindergarten (19.4%) and grade 5 (25.5%). A downward trend was
evident between grade 6 (22.0%) and grade 12 (8.8%), with the exception
of grade 9 (26.0%).

3. Approximately two male students for every female student were perceived as
exhibiting behavioral disorders. The female teachers generally perceived
higher percents of both male (26.6%) and female (15.0%) students as exhibi-
ting behavioral disorders than did male teachers (21.1% males and 11.8%
females).

4. Approximately two black students for every white student were perceived as
exhibiting behavioral disorders in kindergarten through grade 7. Differences
between blacks and whites were minimal between grades 8 and 12. In general,
white teachers perceived more black students as exhibiting behavioral dis-
orders when contrasted with the perceptions of black teachers.

5. When the teachers' educational backgrounds and years of teaching experience
were considered as factors in teacher perception, virtually no association
was noted.

Conclusion

When classroom teachers were given the opportunity to freely report their
perceptions of the behavior of their students, a number of serious problem areas
were highlighted. The mean percent of 20.4 that was perceived by the participating
teachers as exhibiting behavioral disorders is obviously cause for concern. Although
12.2 percent of the children were assigned to the mild category, another 7.8 percent
were perceived as exhibiting moderate or severe behavioral disorders. In view of the

t
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service related definitions used in the present investigation, the need for specialized
services as determined by the participating teachers is substantial.

An awareness of how teachers perceive the behavior of their students is essential
in determing the needs of both students and their teachers. Data of this nature is
particularly relevant since teachers' ability to make accurate judgements regarding
the behavior of their students has received some support in the research literature
(Ullmann, 1452, Nelson, 1971). However, the task of judging the appropriateness of
human behavior is complicated by many factors. In the present investigation, the
sex and race factors exerted an influence on how the teachers perceived their students.

The need for more specially trained personnel in the area of behavioral disorders
is evident. However, an equally important priority is the upgrading of the training
of both inservice and preservice regular classroom teachers. Through additional
training and experiences in behavioral disorders, regular classroom teachers should be
better prepared and more confident in their ability to assist that large number of
children and youth who are perceived as having mild behavioral disorders. Additional
training- may also make it possible for teachers to more accurately judge the behavior
of their students and make more appropriate referrals of children in need of special-
ized services.
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Modularized and Traditional Teaching
Methods Used In Preservice Teacher Training

by

Gary M. Blackburn
Purdue University

West Lafayette, Indiana

On of the recent advents in teacher education is the development of competency

based training programs. Rarely, if ever, has any movement swept through teacher
education so rapidly or captured the attention of so many in such a short period of
time (Houston & Howsam, 1972). Rosner and Kay (1973) have suggested that this rapid
implementation of competency based teacher education programs is at variance with
estimates which have been made concerning how much program development time and research
need to be invested in order to implement a major test of the power of competency based

teacher education.
Competency based instruction rarely is considered without reference to some kind

of unit packaging (Aowsam & Houston, 1972). These units of learning are frequently

referred to as modules. The instructional module is regarded by some authors (Cooper &
Weber, 1973; Howsam & Houston, 1972) as the very best heart of the competency based

teacher education program.
Thn present study investigated the -question as to whether a modularized form of

instruction is as effective, in terms of student achievement, as more conventional
instructional methods. An ancillary purpose of the investigation was to examine
the differential effects of modularized and traditional instructional methods on students'
rating of a course.

Specifically the following null hypotheses were tested:

Hypothesis 1: There is no significant difference between the achievement, as measured
by a posttest, of students who receive traditional instruction and students who receive

modularized self-pacing instruction.
alothesis 2: There is no significant difference between the achievement of students
who receive traditional instruction and students who receive modularized self-pacing
instruction when the students receiving modularized self-pacing instruction are allowed

to recycle through the learning activities and posttest.
Hrlothesis 3: There is no significant differences in the course ratings performed by
students in a traditional class and the course ratings performed by students in a

modularized class.
Corollary 3a: There is no significant difference in the proportion of students
in a traditional class and the proportion of students in a modularized class who
indicate that they learned more in the course than in most of the other courses

they have taken.
corollary 3b: There is no significant difference in the proportion of students
in a traditional class and the proportion of students in a modularized class who
indicate that the course was better tailored to their individual needs than most
of the other courses they have taken.
Corollary 3c: There is no significant difference in the proportion of students in
a traditional class and the proportion of students in a modularized class
indicate that the information they learned in the class will assist them in being
more effective teachers.
Corollary 3d: There is no significant difference in the proportion of students
in d traditional class and the proportion of students in a modularized class who
indicate that they would recommend that other students they know take the course.

Corollary 3e: There is no significant difference in the proportion of students in

a traditional class and the proportion of students in a modularized class who in-
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dicate they would recommend that the course continue to be taught in essentially

the same manner.

Procedures

The study was conducted at the University of Florida during the 1974 spring quarter.

The sample consisted of 32 undergraduate students who enrolled in the course, Educational

Aspects of Behavioral Problems in Children. The subjects were randomly assigned to the

two sections of this course. Three students, one in the control group and two in the
experimental group, withdrew during the drop-add period. Statistical analysis was per-
formed utilizing the remaining 15 students in the control group and 14 students in the

experimental group. Subjects in both groups were given a pretest prior to the initiation

of instruction.
Students in the traditional instruction group used two books of readings, volumes

om, and two of Educational Aspects of Behavioral Problems in Children and Youth (Bullock,

Dykes, 16 Kelly, 1974a, 1974b). The structure of this class approximated that used in

conventional university classes. This group met one night weekly for approximately four
hours during the 11-week quarter. The primary instructional methods utilized were

lectures, group discussions, and films. As in other conventional classes, the course
timelines were established in advance by the instructor, and all students were expected
to complete the assignments at the time specified. Regular reading assignments were

made from the two assigned textbooks. Lectures and class discussions dealt primarily,
but not exclusively with the material included in the textbooks.

Students in the modularized instruction group did not attend conventional classes.
A ssif-pacing instructional module (Bullock & Blackburn, 1974) rather than traditional
lectures provided the vehicle for transmission of relevant information and knowledge.

The instructor held short individual conferences weekly with each individual assigned

to this group. Students in the experimental group used the same textbooks (Bullock,
Dykes, s Kelly, 1974a, 1974b) as those used by students in the traditional class, with
the exception of an instructional module which was used only by students in the modular-

ized class. The instructional module consisted of 12 units of study each of which
contained a competency goal statement, the unit criterion, instructions for completing
the unit, a list of readings to be consulted in the textbooks, a list of optional en-
richment activities, and a self-administered unit postassessment. The students in this

group were allowed to proceed at their own pace; the only requirement being that they
take the postassessment on or before the final examination date scheduled by the university

Students in the control group were administered the postassessment during the
regularly scheduled final examination period. Students in the experimental group could
take the postassessment at any time after they had completed the required units included

in the module. Students in the experimental group who desired to improve their grades
were allowed to recycle through the learning activities and the postassessment.

Students in both groups completed a course rating survey. The survey consisted of

five pair comparison, forced-choice items. A value of one was assigned to each of the
responses which were indicative of a positive attitude toward the course. Positive

responses for the five items on the Course Rating Survey included:

1. I have learned more in this course than in most of the other courses
that I have taken.

2. This course was better tailored to my individual needs than most of
the other courses that I have taken.

3. The information learned in this course will assist me in being a more
effective teacher.

4. I would recommend that students I know take this course.
S. I would recommend that it be taught in essentially the same manner in

subsequent quarters.
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Results

The statistical test ,)f significance used to evaluate Hypothesis T and Hypothesis

2 W4S a t between experimental and control groups on pretest-posttest and pretest-

recycle gain scores, respectively. The t test for independent observations was utilized

AS a statistical test of the significance of the difference between mean course rating

scores for the control and experimental groups. The Fisher exact probability test was
employed to evaluate the five corollary hypotheses associated with Hypothesis 3.

Table 1

Mean Pretest, Posttest, Recycle, and Gain Scores
Reported for Experimental and Control Groups

Pretest Posttest Gain Recycle* Gain*

Experimental Group
(14) 81.93 123.43 41.50 125.43 43.50

Control Group (n=15) 78.53 106.80 28.27 106.80 28.27

Difference 3.40 16.63c 13.23a 18.63b 15.23c

o,4(:.001

*Posttest scores were used for those subjects in the experimental group
who did not recycle and for subjects in the control group.

The experimental and control groups did not differ significantly on pretest scores.
The difference between the two groups on posttest scores, unadjusted for pretest differ-
ences, was significant at the 0.1% level. When the posttest scores were adjusted for
pretest differences by calculation of pretest-posttest gain scores, the difference
between the two groups was significant at the 2% level; therefore, Null Hypothesis 1 was

rejected.
The difference between the experimental group's mean recycle posttest score and the

control group's mean posttest score was significant at the 0.1% level. When the posttest
and recycle posttest scores for the two groups were adjusted for pretest differences by
calculation of gain scores, the difference between the two groups was significant at the
1% level; therefore, Mull Hypothesis 2 was rejected.

The course rating scores for the control group ranged from zero to five, with a

mean of 2.40. The course rating scores for the experimental group ranged from one to
five, with a mean of 3.64. The difference between the means for the two groups was

significant at the 5% level. Null hypothesis 3 was rejected.
Corollary 3a, Corollary 3c, and Corollary 3d could not be rejected. Corollary 3b

was rejected (p4-.001), and Corollary 3e was rejected (p.05).
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The te-4ults 1,resent study tnat Treservice teacners wnc are t3u-7rt

modalarized nstruct-..onal tnods acheve at a higher level tn.'s: ::e-

merv1:2e -rs iinc are taught the same subl;e-t tv traditIonal

tne fit that stucent modular.zed courses may not be prcvided wit. tr".*.onal

le,..tares ,onventl...nal class meetings.
the oxpoc.rImental Iroap not only scored s_gnif.cantiv better on rosttest socres,

erete,.t-iesttest 4ain so -res, recycle scores, and pretest-recycle gain score-T.. tut a-so

-0Nleted the cc-rse 1.n. a shorter per-od of tine. Sab,ects in the contr:1 crou
the te..-7. luring tne eleventh week of tne term, whereas thA mean nar-er of .eccr reu,Ire"

for ct,milett..,n fr experlmental grc-up- was i.2E wees.
7he experimental gr;.-up's rating of the course was significantly more pcs.t.-,e tan

the course rating ler:or:le-a by the control ;no. A sgnificant:y greater proportion of
the sab)ects in the exTerimental group ;.ndicated that they felt the was bettr

to the.r lnd.vidaal needs than most of the courses they had taxen.
Furthermore, a significantly gr eater proportion of the sub)ects in the experimental
qrou1= Indicated that they would recommend that the course continue be taxgnt in
ossontlally tne same nanner.

The , resent Investgation has contributed data necessary for an initial evaluation
oe -rio fern of nodalarized tnstructloh. The results of this invest:cation s..=est hz.t
Innovativ.- instru.-ti:.,nal methods can be developed which are superior in certain respects

to tra.litIonal instructIonal procedures. The results of this study :f sustantiate' cv
additIona: researon would suggest that preservice education oourses snculd Pe exar.ned

to det(srnin., feasIti:Ity of supplementing or oarti.11v sunplantino trz"i-ior-"
InstructInal methods with some form of modulirized self-pacinc instrucon.
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Table 1

Joint Methods Course Objectives

.;eneral Special education teachers should be able to organize, operate, and evaluate

speclal programs for children exhibiting mild, moderate, or severe behavioral

and/or learning disabilities.

4 :denti.fy and use the services of agencies that provide resources and other

instructional support services.
Analyze complex learning tasks into component parts, arrange sequentially

to maximize errorless learning.
3. Write instructional objectives that specify learning outcomes in terms of

observable behaviors.
4. Read and interpret psychological and educational test reports on children.

3. Conduct informal educational assessment of children.

(). Use appropriate behavior modification techniques to strengthen academic

behaviors and to weaken disruptive or competing behaviors.
organize the classroom environment and write educational programs for

individuals and groups of children, specifying the educational structure,

tasks, and rewards.
Dosign, implement, and evaluate individualized remedial and/or developmental

instructional programs in the basic tool subjects of reading, writing, and

arithmetic.

alternative information dissemination formats are available to facilitate

i,r-eres;ion through each training module. Students can either receive the information

by viewing videotapes of the lectures, OR attending the lectures and participating in

the discussion, OR reading a prepared narrative and selected readings provided by the

module leader, OR a combination of all three of the above options as the student

believes best fits his needs. As a rule, students cannot proceed into the next module

entil criterion is met on the content portion of the preceding module. This rule was

aii,Iltd because each new module depenbs on prerequisite skills from the previous module.

The length of each module ranges from one day to two weeks. Module format varies

from Joint locture/discussion sessions to completely independent work in the case of

the resources, Behavior Objectives, and Behavior Modification modules. Where joint

lect:ires are offered these are videotaped for later viewing. In addition, eight of

t. ::e modules provide written narratives or readings as an option or supplement to

I,ztures. Eight modules also incorporate a project or practicum activity. Student

performance in each module is evaluated on a "no-fail" basis. Students have the

op:sortunity to re-do tasks and examinations w!thin each module until the established

criterion is met. Students are allowed as much time as they need, within the semester,

to :omplete module tasks,
1-)1.hts toward students' final grade are assigned to each module on the basis of

the amount of material and the tasks included in each. More demanding or time-con-

s=in modules are allotted proportionately more points.

Six modules offer objective pre- and posttests over module content. Students may

tesit ..,ut of each of these modules by meeting criterion (90 percent) on the pretest.

students who do not elect to take the pretest, or take it and fail to meet criterion,

must atterpt to pass the posttest. Two equivalent posttests are available, giving

students more than one opportunity to e7n the module points. If a student is unable
to meet criterion on the second posttest, he is given tutoring by the module instructor
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and tested on those module areas with which he had difficulty. In this latter case,

no module content points are awarded to the student, but he is credited with having

completed the module. All modules must be completed to earn credit for the course.

Even though he may fail to earn any content points, the student still can earn project

points for that partii1-ular module.

Table 2

Description of the Modules

Module Topic Class Session Narrative
Criterion
Tests (Pre-
and Post)

Orientation One individual session N/A N/A

1 Resources Independent (no planned session) No No

2 Task Analysis One joint session Yes No

3 nehavioral **:.dependent (no planned session) Yes Yes

Objectives

4 Assessment Six joint sessions (one individual
session)

Yes Yes

Behavior
Modification

One joint pretest session. Two

weeks to complete module in-
dependently. Daily unit test

session.

Yes Yes

Learning
Environment

Three joint sessions.
dual session.

One indivi- Yes Yes

7 Mathematics Three joint sessions.
dual session.

One indivi- Yes Yes

Language Three joint sessions. Yes No

1) Reading Seven joint sessions.
dual session.

One indivi- Yes Yes

Total 4 schedule joint class meetings 24

Total 0 open dates for independent class
meetings

Total of class days

12
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There are two forms of classroom instructional sessions used in the JMC. These

ReRS1OnA arc (a) Individual meetings for each traditional certification area and (b)

Joint meetings of all four certification areas. Individual sessions are used to dis-

cuss issues that are believed to be of interest or significance for particular
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certification areas. joint Se5q10n5 involve all students from all four courses or
vurtification arean meeting under the leadership of an individual who has demonstrated
professional competenee in tho module's topical area.

In its where a elven module does not apply to an individual course section
io.q., reading and math for teachers of the Trainable Mentally Retarded), that section
pursue:4 independent work in lieu of participation in the joint module. In addition,
time and credit are allotted during the semester for independent modules covering
content unique to each course section (e.g., use of prosthetic devices for the orthopedi-
cally and neurologically handicapped course section). Opportunity for additional
student contact with individual instructors is provided through Individual course
section meetings, which follow most Joint modules.

In addition to the four course instructors, three other faculty members from the
Department have taken responsibility for leading modules. One faculty member serves
as JMC coordinator. Six graduate students from the field of Special Education are
available as proctors to answer questions and give additional help when needed. The

proctors help strengthen the communication between the professor and students, and
are also responsible for grading module pre- and post-examinations and giving immediate
feedback to students regarding their progress. The student/proctor ratio is 17 students
to one proctor.

Thu first class session of the semester is an orientation meeting, where students
meet with individual section instructors. The rationale, structure and operation of
the course are explained, and materials describing the JMC, as well as materials for
the first module, are distributed.

Several days before the beginning of a new module, materials pertinent to that
module are disseminated. These include a Student Performance Sheet, in which specific
modulo objectives, learning activities, methods of evaluation, and point credits are
described, and a module narrative or list of reading assignments. Students wishing to
take the module pretest review these materials and take the pretest on the day scheduled
(Pro- and posttest sessions are conducted several evenings a week). If the pretest is
passed, the student receives credit for the content portion of the module, and is re-
quired only to complete the assigned project or task; he is excused from all Joint or
Individual sessions.

should a student fail the pretest or elect not to take it, he may acquire the
module content by either attending the joint lecture/discussion sessions, or by
rodslee the module narrative or by doing both. At the same time, he very likely
v; completIng the' assigned project or task for that module. Following the joint
sessions, ho meets with his section instructor to ask questions and clarify points.
The student then takes the first posttest at the scheduled time. If he passes, he
receives full credit for the content portion of the module. Should he fail, he gets
an immediate rePort from the proctors regarding the specific items he missed. Further-
more, the module instructor is present at the posttest session to answer his questions.

Sev,ral days later, the student takes the second posttest, following the same
procedure as for the first posttest. If he meets criterion on this posttest he re-
ceives partial point credit. If he fails, he receives no content points, but must
attend a tutorial session with the module instructor before he is credited with con-
pletine that module.

Whether he passes or fails any of the tests, the student also must satisfactorily
c-omplete the module task before receiving credit for the module. The content and
practieum components of all modules must be completed before a student is eligible
to receive credit for the course.

Evaluation

At the end of each module, students are required to complete a 34-item rating
scale before receiving credit for that module. Similarly, a course evaluation form
must be completed before a student can receive his final grade. Neither of these
instruments requests information that would identify the student in any way. The

wording of specific questions and the type of responses required are varied to reduce
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A furtner redeetien in the number of :oint modules has been proposed, which
reeeld result in a proportionate increase in individual sessions. This revision would
have to deal effect of redueinsj the overall work load and increasing the amount of
etedent:inetruetor eeetat. Which Joint modules would. be eliminated has yet to be
determined, but it le likely that the selection will be from among those not applicable
to all cortitieation eres (e.g., Mathematics). Narratives and other materials for
tnene modules still could be used by individual professors.

Third, students have expressed moderate dissatisfaction with Joint lecture/dis-
eusmien eessiens. Further refinement of module narratives should obviate the need for
lecturee entirely. As an alternative strategy, module leaders can lead discussion
grouse, or develop simulations, demonstrations, etc. which illustrate the application
if module eenteet and ceneeits. A fundamental characteristic of CBI is the provision
of alternete leerniel eetivities (Nagel is Richman, 1972). Tice provision of well-
developed module narretives and clearly specified ob)ectives would permat instructors
to explore varieus losrniel alternatives in greater depth.

Fourth, although students are reasonably free to schedule their efforts throughout
tho eemeter, still they have been expected to complete the course in four months, and
must, teke tests over module content at scheduled times. This is in opposition to
Another chiraeteristic s)f CBI: the criterion level for achievement is held constant,
but students may complete modules at their own pace, (Nagel & Richman, 1972). It is
anticipated that ultimately, all Joint modules will be completely independent and self-
eontained. In this event, "methods" content could be distributed throughout a student's
trainine eresrem rather than lumped into a single semester. During the Spring, 1974
eeme;ter, an experimental, self-contained version of the Behavior Modification module
war; teeted (Moyer, 1974). This module was severely criticized by students; however, it
waa not entirely self-peeed, in that students had only two weeks to complete the module,
and it wee sehedeled at the same time as mid-term exacts, which added to student's
roeseres. Nevertheless, the content of this module was perceived as useful by the

me]ority of students.
Finally, the determination of competencies included en the JMC has been made by the

iw;tructr,;. While t.rlIA metnod offers advantages, it is less valid than more empirical
1pirt)ache: ksheres, ceselka, & Nelson, 1973) . The Department has recruited a Field
Advieere :emmittee, ene ef the functions of which might be to generate and/or review
eemiee.en:e etatemeete. Periodic review and revision of training program competencies
Is a vill eom,erient SB:, lest the program lose it's accountability to the educational
eyetem that ie .ne c..nsunor of it's products.

Anti, if eny einele feature has characterized the JMC over the past four years, it
ii manse. The most :ertain ie-ediction that can be made regarding its future is that
it will continue to evolve. Hopefully, with this evolution will come increasing
eophietiseslen relevanc.e, and, most important of all, more competent special education

teacher:.
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Multi- Media utilization in Teacher Training in Special Education

by

M. Kay Dykes
Department of Special Education

University of Florida
Gainesville, Florida

Th0 initial survey or introductory course in special education presents numerous
ehallenges to the instructor. In addition to basic facts and trends for each type of
handicapped population, the instructor must work to effect the development of, or change
in, students' attitudes so that an optimal professional motivation and personal comfort

level with handicapped persons is nurtured. Using traditional methods, it is difficult
to Accomplish those complex cognitive and affective goals within a quarter or semi er;

however, multi-media presentations have been found to be efficient and effective t.ols
in facilitating the gain of such goals.

Preeanition
The multi-media presentations demonstrated at TECBD were designed to meet the goals

as stated above. Initially, slides were collected from various programs for handicapped

chiI4ren. When possible, slides were used from classrooms, institutions, etc. where
picture release forms had been signed by the child's parent or guardian. An effort was
made to exclude pictures of any child, facility, or program who/which might have objections
or policies against being included. Due to the large number of slides required, the
diverse sources, and date of some slides, it was impossible to be certain that there
was clearere7e for inclusion of each slide; therefore, no child, facility, or program is

identified in the presentations. An effort was made to represent all children, facilities
and pronrams as potential samples of populations and not to single them out as positive
or negative examples. Since four brief presentations were desired, slides were sorted
by :.ontent into intellectually handicapping conditions, physically handicapping conditions,

sensory handicas, and learning/behavior problems. After representative slides were

complete for an area they were story-boarded and a dialogue was written. In these
prentations the narrative and the slides are not pegged, rather the pictures are used

to carry out the feeling-tones of the narrative. In order to use a tri-screen format,
the slides were ordered, interspersed with color plates for relief, and placed in ap-
propriate carrousels -- left, mid-left, mid-right, or right. A central dissolve unit

was used; therefore, four projectors were required even though only three images were

desired.
Preparation of th0 tape was the next step. An 8-track unit was used since 3 tracks

were required-- voice, music, and impulse. A dig-a-cue was used to record an impulse
trick, thereby removing required manual control of the projectors. The second tape

track Via:4 used to record the narrative. It was recorded so as to syncronize with the

impulses. Lastly, previously selected background music was recorded on another channel

of the tape.

Uses
The four multi-media presentations are available for use in all classes in special

education and have been used as special presentations in various classes in related
areas of education, health and recreation, allied health, psychology, and architecture.
When a presentation is made as an overview the material is used in its entirety.
usually a question and answer session follows, and when time permits, the presentation

is repeated.
When uacd in the introduction to special education class, the procedure described

above is used initially. Since a large volume of information is presented, some groups
05.'4

. ,10
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have requested that they see the entire ':resentation three times. When the instructor
feals tha ,;t14donts have a grasp of the miterials, the volume is turned off and the details

are diseus4e,l. As the eroup watches the slides again, the instructor is free to stop
the :+re3ant4tion, when ze.ilirod, to call attention to specific components. In this way

the presentation be used to meet specific goas of the instructor in addition to
the more glol,a1 you -s previously discussed.

Ma,or Problem,:
The use of multi-media presentations has been successful in helping to develop and/

or :.11,anee attitudes and impart information to various students and community groups;
h.mnvor, the followinq problems have lessened the effectiveness of the presentation:

1. Stn,:o eight pieces of electrov.ic equipment are required, it is a frequent
prefelem that one piece is broken or has been borrowed, etc. thus rendering
the entire presentation inoperable.

2. The equipment is bulky and the presentations require certain conditions for
evesontation te.e., large screen, proper distance and angle, etc.) which
almot orohibit wing them with community groups, etc. who cannot meet in
an area dosilnod for multi-media presentations.

3. The eotit and need for professional services is high. In order to get high
quality visual and audio components many specialists are involved.

4. som students have complained of stimulus overload. They have difficulty
with sole,:tively attending even after being instructed to look and listen
for qt'!norai ry and information the first and possibly the second time
the presentation is made.
totaee !;pa:.-t is of essence. If the carrousels are left out there is a

high :-hance that environmental and/or human interference will impede the
potential ieality of the presentation.

. Many Hours were required to identify appropriate background music. The

must: mu :;t be appealing and appropriate in conveyed mood and beat, yet
not eiistractinq from (e.g., popular melody) or competitive with the
narrative.
;44criinci by the following artists have been used successfully with special
odu.:ation multi _dia programs developed at the University of Florida:

1. herbie Mann
2. Ian Anderson
3. Paul Maurlat
4. Burt Bacarach
5. Henry Mancini
6. Ferrante and Teicher

!otind tracks frin the various James Bond films have been useful also.
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Divorced Mothers and Their Children: Basic Concerns

by

Patricia Prewitt
Department of Special Education

University of Texas
Austin, Texas

The purpose of this research was to determine the basic concerns of divorced

mothers and their children. Approximately 14,500,000 American children under 18 are

living in one-parent homes; the great majority of these children are being reared by

divorced mothers. There is a total absence of research on this type of family unit.

Research on divorce itself has traditionally been directed toward (a) discovering the

causes of divorce, (b) discovering effective means of prevention of divorcee (c) dis-

covering effects of absence of the father upon the socialization of children, or (d)

crisis intervention at the time of the divorce. There is no body of research which

deals with the one-parent family as a natural group and which seeks to understand which

of the variables pertinent to smooth and healthy functioning of intact families also

apply to one-parent families.
A sample of 20 mothers with one or more children between the ages of 6 and 18 was

drawn from the files of the Travis County, Texas, Domestic Relations Office, and randomly,

from a list of members and former members of the Travis County, Texas, Chapter of Parents

without Partners. Five separate structured interview schedules were prepared, field

tested, and revised by the author for use in interviewing the 55 subjects (20 mothers,

35 children). Six major categories of interest were defined for mothers and six for

children. Four categories were identical for both groups: School, Church and Community,

Peers, and Self. For mothers only, Home Management and Children were areas of interest.

Children only were asked about Attitude Toward Father and Attitude Toward Mother.

Category I - School. Both mothers and children saw the schools in a predominately

positive light; 55% of mothers saw a change in attitude of school staff which they

described as supportive, while 86% of the children said that they were treated "the same

as children whose parents were married."
Category II - Church and Community. Exactly half of the mothers said that they felt

accepted at church; 90% of the sample were active members of a church. Ninety-one percent

of children said they were "treated no differently" at Sunday School.

Most frequently suggested targets for legislation (by mothers only) were greater

cane in obtaining credit, improvement in tax laws, enforcement of child support payments.

one hundred percent of mothers recommended that mental health services be made available

to divorcing or divorced families. In 70% of the families, one or more members had had

counseling. Of these, 79% of mothers were satisfied with services; 21% were critical.

Categorx III - Peers. For mothers, the study examined "Neighborhood" and "Social

Life." Eighty percent of mothers felt accepted in the neighborhood. Fifty percent stated

that their so- life included only other single parents; 15% saw more of married couples;

15% saw an equal amount of both groups. Children responded to questions about their peers'

attitude in terms of whether or not the parents' divorce was discussed. Sixty-six per-

cent said "no" and 34% "yes."
Results are reported separately for mothers and children for Categories IV, V, and

VI. For mothers only, they were as follows;
Category IV - Self. Work, Social Life, Attitude Toward Divorce, and Attitude Toward

Extra Responsibilities were the aspects of self chosen for investigation. Results were

complex and can only be touched upon here. Work--though satisfied with jobs, 70% favored

vocational counseling. f=oe'll Life--the trend was to mix with other singles only; 20%

has no social life in a sense. Eighty-five percent said their Attitude Toward

Divorce shifted from negat. - to positive after their own divorce. Eighty percent said

they date; 45% said their children favored their re-marriage. Seventy-five percent said

they felt some resentment of Extra Re5onsibilities.

i4
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Category V Home Management. Sixty percent reported little change in household

routine or division of labor; 40% said children did more. Forty percent had trouble with

credit; 40% said they were "good managers;" 34% favored financial counseling for

recently divorced mothers.
Catelpry VI - Children. Eighty-five percent saw advantages for their children in

terra of understanding of life and people as a result of the divorce; 75% would have
predicted unsatisfactory emotional development for their children had they remained

married. Sixty-four percent of mothers of daughters and 70% of mothers of sons saw

no problem with the child's sex-role identification.
Results for children for the first three categories did not show age differences.

The only clear-cut age difference which emerged for the latter three categories was for

Group B (6, 7, 9, 9). This group expressed a great sense of loss and was clearly more

affected than the older children.
A model for normal functioning of single parent families headed by divorced mothers

was presented to be used as a diagnostic tool and as a teaching device.
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Specific Learning Disability?

by

Loyd S. Wright
Associate Professor

Southwest Texas State University
San Marcos, Texas

John Elkins
Associate Professor

University of Queenland
St. Lucia, Australia

Mary Meredith
Director of Adaptive Education

Tucson Public Schools
Tucson, Arizona

Numerous states have or will soon have mandatory legislation requiring that

school districts provide special educational services to children with specific

learning disabilities. Unfortunately, most school personnel are uncertain as to how

a child with a specific learning disability differs from one with other learning

problems. If this confusion is to be reduced, the issue of differentiating these

two populations must receive considerable attention.

The purpose of this study was to compare the behavioral characteristics of

children from these two populations as perceived by their regular classroom teacher.

Specifically, this study attempted to (a) compare mean teacher's ratings on each

behavioral characteristic for children in these target populations; (b) determine

the factorial structure of teacher ratings of problem behavior of these children;

and (c) compare the mean factor scores for children with different types of learning

disabilities and learning problems.

Method

Subjects
Subjects were 534 children, 383 boys and 151 girls enrolled in a remediation

program involving regular class placement plus individual or small group treatment

by learning disability (L.D.) resource room teachers. Chronological ages ranged from

6-4 to 14-0 with a mean of 9.34 (SD= 1.99).

Procedure
Twenty-seven L.D. resource room teachers serving 28 schools in an urban school

district in Arizona were asked to identify (a) those children they worked with who

had been diagnosed as having learning disabilities due to "specific central inform-

ation processing dysfunction," and (b) those children they worked with who had

learning problems, but did not, in their opinion, have learning disabilities. If the

child was diagnosed as a learning disability, the L.D. teachers were asked to indicate

the types of specific deficits the child manifested, i.e., visual-motor deficits

(N=116), auditory-vocal deficits (N=107), or a combination of both (Ne121). If the

child was referred as a learning problem, the resource teachers were asked to indicate

the primary cause of the problem as they perceived it, i.e., intellectual retardation

(N=86), emotional disturbance (N=59), environmental disadvantage (N=16), or motiva-

tion (Ne29).
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that children tee learning eretlee weep were rated to have
problems than the L.:. erceip related to deslike
and truancy from school, and were perceived tc oe sienificantly more desrurtive,

creee revei.'e-=

significane.: area :.fir
!

* r tan rems

boisterous, 3ealoes over attention te zehers, hyeersensitive, lazy in sch,tet:

tasks, irresi.onsible, disebelient. depressed,
distractible, destructive -f
on which tee learnine
learning iroblem groep was
(I) .15) .

Factor I, which accoented

encoeperative in

ereperty, negative an nervces
e.--e was

;r7p siteati:ns.
. .

to be sienifieantly
"e:emsiness, awkwardness, pocr neseular

for 34% of the cemmen variaece,

:1) bizarre benavier, :2' restlessness.

isreietiveness, (1.1) beisteroesness, :ealoesy over

Rhild, (2fA fighteeg. (2") temper tantrums,

in ereup eiteations, i44 ) hyperactive, ;46)

tivism, (48) impertinence, (51) profane langeage, and
aroused to anger.

Factor' 2, which aecoented for

attent
disebedieece,

-- .
.... -nee

OIL

was zeempeset

eee'ein; Sena'. _.air,

:on pa'A to .11.4

:4:) eneocperaeive
destrectiveeess of property,

i531 het-tempered,

4-' nca-
eesily

14* of the con variance, was mempesed of
seven items: :131 preoeceied, in a world of
(22) inattenteve to what others say, 3:) laziness in

(34) excessive daydreaming, ;45) destractitility.

own,

Factor 3, which aczoented for ten nereen- ef tne

-' short ateentien span,
scnoel, irresenseee,

eemnce varianee, was eenpcsed

of six items: (6) self-ccriscleusness, ;9) feelings -' .eferiority, '14' seynese,

(21) lack of self-confidence, A23; easily flestered ae ecefese'', :3:: eyeer,-.eee-

tivity.
Factor 4, wnicn aceoanted for .4 eercent of etie ceelnon variance,

of eight items: (5' doesn 't know hew to have fen, '') fixed exeresseor, '= =::-

withdrawal, (25) secretiveness, :39' ehreri- catness, 41' aleefeece,

mass, and ;5:',) drowsiness.
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factor: Factor II had four items in common with their irladequacv-immaturity dimen-

*win; Factors III and IV in combination had ten items in common with their Pcrsonality

Problem (Neurotic-Dititurbed) Factor.
The ccmparison of the three types of L.D. children and the four types of learn-

ins :-r,blem children revealed that most of the differences found between L.D. and
L.P. children could be attributed to the L.P. - emotionally disturbed children. This

group of children differed most markedly from the other groups on Factor I; however,
they also differed significantly from the L.D. visual-motor deficit group and the L.D.
ctmbined deficit group on Factor II. Factors III and IV, which correspond consider-
ably with Nay and Peterson's Personality Problem (Neurotic Disturbed) dimension, did
m,t differentiate among the groups as they might be expected. One way analyses of
varlance indicated that the only items from Factors III and IV which significantly
differentiated between L.D. and L.P. children were depression and hypersensitivity.

The conception that learning disability children would be more hyperactive,
have a shorter attention span, or be more distractible than non-learning disability

children with learning problems was not confirmed. This may reflect confusion on
the part of learning disability teachers as to what constitutes a learning dis-
ability, or it may be that learning disability children simply do not differ from
non-L.D. children with learning problems on these characteristics.

It should be noted that the Behavior Problem Checklist was constructed from a
list of symptoms obtained from case histories of children with emotional problems.
This may account for why the Behavior Problem Checklist appears to identify the
childree with emotional-behavioral problems more efficiently than it identifies
children witn learning disabilities. It may be appropriate to construct a checklist
from a list of symptoms obtained from case histories of children with learning dis-
abilities and use it in turn to determine if observable classroom behaviors other
than "ellmsinessu can be identified as being characteristic of L.D. children.

Nevertheless, this investigation provides evidence to suggest that L.P. children
are 1,er-ceived by the regular classroom teacher to differ significantly from L.D.

chLldren on at least two dimensions.
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The Effects of Delaying Consert..ences on the Learning

of Emotionally Disturbed Children

by

M. Winston Egan
Department of Special Education

University of Utah
Salt Lake City, Utah

The major purpose of this investigation was to assess the impact of three con-

ditions of delayed consequence as they interacted with two types of feedback on the

learning ref emotionally disturbed children. The three conditions of delay studied

were (a) delays of 10u-45", (b) 15', and (c) 3-hours. The three delay conditions

were examined under two types of feedback consequence. The six conditions were

applied during a two week period of time.
The two types of feedback consequence studied were (a) discriminative cue

sheets attendant at consequation, and (b) discriminative cue sheets absent at

consequation. The discriminative learning task consisted of 48 unique geometric
figures which were randomly grouped into 24 pairs. Six sets of four pairs each

were randomly assigned to each child participating in the investigation for each

of the six conditions. Each discriminative cue sheet contained two geometric
figures, the positions of which were randomly assigned. The child's task consisted

of learning which of the two geometric figures was correct on each discriminative

cue sheet.
The influence of the six conditions of the learning of emotionally disturbed

children was studied as it effected the (a) log rates of correct responding, (b)

the number of correct responses, (c) response times, and (d) celeration ratios.

Statistical analysis of the aforementioned dependent variables demonstrated that

the presentation of the discriminative cue sheets at consequation did appear to
enhance the number of correct responses, and conceivably the log rates of correct

responding. Delaying the presentation of the consequence feedback 15' or 3-hours

did not eftect the learning of the emotionally disturbed children participating in

this study. However, some of the significant second order interactions containing

the delay term of the statistical model indicated that there may be some subtle

distinguishing effects exerted by various combinations of delay and feedback con-

sequence. These combinations may accelerate the log rates of responding or heighten

the number of correct responses realized. With respect to response times, neither

the feedback consequence nor the delay conditions effected the time required to

respond to the sets of discriminative cue sheets.
The effects as measured by the celeration ratios indicated that neither feed-

back consequence nor the three conditions of delay had any perceptible influence

on the rates of learning. Furthermore, no single combinations of feedback con-

sequence and delays emerged which influenced the rates of correct responding.
Several implications emanate from this research which deal with response

measurement and reward systems. Related studies (Brown, 1973; Sluyter & Hawkins,

19711 Schwartz & Hawkins, 1970) have provided evidence suggesting that the presence
of certain learner produced cues, after extended periods of delay, rivaled or

equaled the gains of learning produced under conditions of immediate reward and

feedback. This investigation affirms the concept that regardless of the delay
involved between task completion and task feedback with reward, learning is en-
hanced when the product of the learner is returned for personal examination at the

time of consequation.
In ,srder to encourage initial responding to a prescribed task, it is often

desirable to arrange a contingency system which is designed to provide continuous

and immediate consequences. Although immediate reinforcement is sometimes necessary,

teachers should be alert for behavioral incl..;itors which suggest that a learner is

44 50



ready for a reward system which is not only less demanding of the teacher, but one
which more nearly approximates the contingency schedules existing in most educational

settinqs.
Furthermore, the results of this investigation connote that the learning of the

emotionally disturbed children was not significantly effected by any of the delay

conditions. It appears then that some emotionally disturbed children learn as
efficiently under delayed conditions of reward and feedback as under immediate feed-

back reward conditions. In conclusion, the results of the present investigation
reaffirm the notion that each child is unique and will respond differently to the
demands of any response measurement and reward system.
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The Effects of Teachers* Sty :es on Benavier

H. Lyndall %tee
Memphis State Universiee

Memphis, Tennessee

The title of this paper es somewhat resleadene in at .t ere-s a mere:
relationship between teaching style and child behavier *tire is ete tee :414.

Therefore, a title with moxe specificity is: 'The effeete :f dere= eret in4ereee

teaching styles on selected cognitive and affective eineesi:es ef seeeel

aged children functioning on high and low levels of seeie:-emti:eet: teee:eemene."
Before reporting this current research, ie es aeereeriete t: see a see: oao< ie

time And selectively summarize a previous research effere. :n leie, a ecceteral des-

sertation (Rich, 1969) was approved which was a process type eevese'ieeeete. teaIine site

the social-emotional climate in a class of disturbed etiltree. Tte eremary decus ef eee

investigation was on interaction patterns, their freeeente en t eealiee. teteeen and

among the children and their teachers. The reseeret eed a eiez en fever tf enelereee ez

nondirective teaching styles and a great percentage cf tee eepeeetele ere-eeeted se fee

cant differences in favor of such teaching styles, as eeipesed t: ene zees tereee cr

controlling teaching styles. In the final analysis there were releeeeele fee sieeefeeae-

differences between the two teaching styles.
A poet hoc analysis of the data was completed t: deeerrene enae eeeeeres, of aee,

existed in the data. The post hoc eealysis was revealene: nere was a eateere enat tat

not been predicted nor accounted for ,n the hypotheses cr in tne reseae:e iesien. :r

essence the pattern revealed behavioral differences beteee seeeeeeleece :f eeseeeted

children and teaching style. Half of the children :n tee teea: Ti.WIT:t etre ::ass:tiee

as active, aggressive, conduct problems; the reneinter were :elessif.et es easseee, elen-

drawn, and immature.
A comparison of the performance of these twe eecreeeis te :eree. and ;,eeeeere

teaching styles revealed significant differences. ':'he areiee seereee temeneteated

more nurturance and task orientation, and less dorener:e e-ee ..eseeeeeet ee iedirece

teachers; the passive subgroup demonstrated a senela letters see vete deeeee

Therefore, the post hoc analysis supported the pos;,te.en teaw ee_leeen eeee tiffereneeal

behavioral patterns responded to direct and enderect teeeners eeee teeseseeee. tet t;.s-

similar results.
The literature available to provide either a thecry, .._ ef

thin conclusion was limited. There is a wealth of lietreeere eereneneine s:,neee:ar,

unilateral teaching approaches or styles, as well as teart:,!n :: stratec-es,

such as, behavior modification and the inquiry method.
Theoretical constructs utilizing a time or :r te7e:::.mental

sequence wore more difficult to secure. There was literati-re reeereiee efftres ee erene

consistency between teacher style and child develepmeet, Oet tee emeeeses *a4 ret a:ter

the teaching style and not use the more characteresti:. neeeerel-..se: sey ef see

individual teacher.
The theoreticians and researchers most heavy relied epee f:r eeeetriee de-.,eloc-

ment of this research were Erikson (1968); Flanders 7ieeee : eet, ncre

specifically, Hunt (1966). In sum, these writers indieete teat were le eee-eraeet,

or developmental pattern that correlates with goal attainait en-virr-smen-.4:

meters. In short, that the younger, less developed rtildren 77,1c:e

effectively, in terms of social-educational expectations, 4;!::. mere

controlled or directed learning environments; weele elder. mere eiee::

chilcen tend to be more effective within open or indire7t
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Teacher- Pupil Behavior In Classes For The Emotionally Disturbed:

An Observational Analysis and Intervention

by

Ronnie Neil Alexander
Department of Special Education

Georgia State University
Atlanta, Georgia

Public schools have been required to provide educational programs for emotionally

handicapped youth. Special class and resource programs have met the needs of many of

these children, Morse, Cutler, and Fink (1964) studied many of these classes and

found a variety of teaching strategies. While commonalities of behavior and methodology

were found to exist, wide disparity was also noted (Morse, et al.). A common problem

it comparative educational strategies for emotionally disturbed children has been the

lack of data in regard to how (and how much) time is utilized by students and teachers

in various activities and behaviors while in the classroom. Fink (1970) developed an

interaction analysis system for observation of teacher-pupil behavior in classrooms

for the emotionally disturbed. This system based on the psychoeducational model

provides for continuous recording of interaction (verbal and non-verbal) between both

student and teacher. Such an observation system provides a tool for research regarding

the specific management practices of the specialist in behavioral disorders. Comparisons

of teacher -pupil interactions in B.D. classrooms may help to identify critical variables

of teacher behavior that contribute to effective educational strategies for the behavior-

ally disordered child. The purpose of this study was to observe teacher and pupil

behavior in six classroom settings for the emotionally disturbed and to record the

typical behavior presented there. In addition, attempts were made to effect positive

change in those classrooms.

Procedures
Six students in a graduate class for behavioral disorders conducted observational

studios in classes for the emotionally disturbed. These studies were in public elementary

schools in either self-contained classes or resource programs. The task of the investi-

gators was to observe and record behavior exhibited, the teacher and pupils. After

this information was obtained, the investigators attempted to effect a positive change

in the classroom behaviors of the children or teacher.

Data was collected by interval recording procedures. Experimenters alternated

between observing the teachers' behavior and the behavior of the children. Twenty

minutes of teacher observation was followed by twenty minutes of student observation

until a total of eighty minutes of observation was recorded on both teacher and students.

The experimenter would observe 10 seconds and record observed behavior for 5 seconds.

This amounted to approximately 320 intervals of observation each for the teacher and

students during baseline. Interobserver reliability tests were conducted and computed

by dividing the number of agreements by the total number of agreements and disagree-

ments, and multiplying by 100. Reliability coefficients greater than .35 were obtained.

The scale used to measure the teacher's behavior contained the following nine items

and was coded as shown in Table 1.
Positive academic instruction includes positive and praising comments from the

teacher concerning academic instruction such as, "I like the way you are doing your

work." Negative academic instruction refers to critical comments such as, "You must

hurry 41) and do your work or you'll be sorry." Neutral academic instruction means

straight-forward instructions such as, "Let's all get out our books."

Administrative duties include taking up lunch money, getting out materials and

other actions not directly related to the children.
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Table 1

Teacher Behavior Rating Scale Experimenter's Code

I. Academic Instruction
a. positive
b. negative
c. neutral

II. Administrative Duties

III. Management Techniques
a. verbal

1. approve
2. disapprove
3. ignore

b. physical contact
1. positive
2. negative

A+
A-

Ao

AD

V+

V-
VO

P+

P-

Management techniques are divided into two categories, verbal and physical. Verbal
management techniques which were approving include comments such as, "I li1-1 the way you

are working quietly." Disapproving verbal management techniques referred to comments
such as, "You better get quiet:" The category labeled ignore means the teacher did not
attend to inappropriate behavior.

The category of physical contact refers to the teacher touching the child. Positive
physical contact includes pating the child on the back, or touching him in some approving
way. Negative physical contact implies pushing a child or hitting him. There was a

minimum of physical management of either typo.
The behavioral dimensions of student behavior contained eight items and was coded

as shown in Table 2.

Table 2

Children's Behavior Rating Scale Experimenter's Code

I. Appropriate
a. task

1. verbal
2. motoric

b. non-task
1. verbal
2. motoric

II. Inappropriate
a. teacher-directed

1. verbal
2. motoric

b. other-directed
1. verbal
2. motoric

ATV
ATM

ANV
ANM

ITV
ITM

IOV
IOM
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Appropriate behavior while working on a task could be responding to a question

(verbal) , working on a written assignment, or working manually on an assignment.
Appropriate non-task behavior that is verbal could include asking permission or

talking with others during free time. Appropriate non-task motoric behavior includes

such activities as play and walking to the water fountain or bathroom.
Inappropriate teacher-directed verbal behavior Includes verbally abusing the

teacher. Inappropriate teacher-directed motoric behavior includes hitting the teacher

Or running from her.
Inappropriate other-directed verbal behavior refers to talking, singing, crying,

or yelling out loud. Inappropriate other-directed motoric behavior includes hitting,

running out of the room, and banging objects.

Table 3

Mean Percent of Cccerronce

Teacher Behavior

Si S2
53 54 S6 Grand Mean Range

Academie Instruction
Positive 3 11.49 15.33 37 19.5 10 16 3-37

Negative .5 2.29 1.33 6 0 5 2.5 .5-5

Neutral 85 17.19 31.00 15 34 45 38 15-85

Verbal Management
Approval 14 1.29 2.33 5 15.3 11 8 1.3-15.3

Disapproval 22.5 4.50 2.67 13 9.4 18 11.8 2.6-18

Ignoring

rhysieal Contact

1.5 22.70 .83 3 2.8 1 5.5 .83-22.7

Positive 14.5 0 0 1 4.7 0 3. 5 0-14.5

Negative 1 .09 0 1 5.9 0 1.01 0-5.9

AdmInIntr tive Duties 39.5 40.44 27.33 19 9.4 10 24.1 9.4-40.4

Requlta
Tables 3 and 4 indicate the mean percent of occurence of teacher and student be-

havior categories both within individual classrooms and mean percent of occurence for
the six classrooms. As can be noted from the table, teacher behaviors showed considerable
variability between classrooms.

The greater percentage (38%) of teacher behavior during the baseline phase was
neutral academic instruction. Administrative duties was scored in 24% of the intervals,
while positive academic instruction was the third most frequently occuring behavior.
Verbal disapproval was the fourth most frequent teacher behavior.

student behaviors were also characterized by considerable variability, with ap-
prOpriate motoric behavior comprising the most frequently scored behavior (39.1%).

Task appropriate verbal behavior was the second most frequent behavior. Note that
approximately twice as much inappropriate behavior occurred between students as compared
to inappropriate teacher directed behavior. Student appropriate task behaviors corres-
pond cloaely with Fink's (1972) observation results of student task and verbal interaction

categoriog,
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Table 4

Mean Percent of Occurrence

Student Behavior

1 $2
S
3 $ 4

S
S5

s
6 Grand Mean Range

Appropriate Task Behavior
Verbal 42.5 9.28 25.5 13 39.6 19 25.6 9-43

Motoric 85.0 53.80 58.6 14 7.9, 15 39.1 14-85

Avprovriate Non-Task
Behavior

Verbal 7.5 4.14 1.75 2 7.1 3 4.3 1.7-7.5

Motoric 30 16.89 4.03 13 0.0 5 11.5 0-30

Lajelireasher-
Directed Behavior

Verbal 1.5 .34 .83 12 27.5 2 7.5 .34-27.5

Motoric 00 0.0 3.0 17 11.7 1 5.5 0-11.7

Inapprolgiate Other-
Directed Behavior

Verbal 11.5 7.94 0 15 5.8 30 11.8 0-30

Motoric 21 7.60 4.6 14 .4 25 12.1 .4-21

While direct comparison of teacher behaviors with Fink's results is difficult,
approximately 54.4% of teacher behavior could be considered academic instruction by
combining his categories of Feedback, Giving, and Asking. In the present study, ap-
prnximately 56.5% of the teachers behavior was comprised of academic instruction.

Discussion
The results of this study support earlier findings of considerable variability

of teacher and student behavior in classrooms for the emotionally disturbed. Results

obtained as to how teachers and students spend their time closely resemble findings
by Fink and tend to lend support to the validity of his observation system.

Further research is needed to determine if these results are representative
gener-ally of teacher and pupil behavior in classes for the emotionally disturbed.

Post Observation Intervention

Two students (S1 and S6 on Table 3 and 4) in cooperation with the teachers, in-
stituted response cost systema to attempt to alter student behaviors.

Data is represented for S1 as Inappropriate Verbal and Motor Behavior after com-
bining categories of Teacher and Other-directed Behavior. Observation was confined to
these two categories of behavior for the remainder of the investigation during the time
when students had seatwork assigned.

Procedures
Each student had fifteen tokens placed on his desk beside his work at the beginning

of the class period. Fifteen tokens was the maximum allowed per class period. Inap-

propriate responses resulted in the loss of .okens. The number of tokens-remaining at
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the end of each period could at that time, and at that time only, be "spent" on the

reinforcers.

Reinforcer!1
The back-up reinforc ers for the token system were individually wrapped hard candies

and M N M's. The exchanee value used was three chips per two pieces of hard candy and

one token per two M & M's.

Instructions to Teacher
The teacher was inntructed to sot up the students' work and tokens prior to their

Arrival. Upon arrival they were to take their seats and begin work. The teacher was

igiven a copy of the two behavior categories with examples. The target behaviors were

dp3clismed with the teacher until it was clear that she understood them. The teacher

WAS instructe to fine each student one token per inappropriate response observed by

her. She was told to simply walk over to the student's desk, pick up one token, and

walk awy. No discussion or arguement concerning her action was allowed. Any appro-

priate reponse from a student at the time a fine was levied resulted only in an

additional fine.

Instructions to students
The students had the token system, response cost procedure, reinforcers, and ex-

change values explained to them prior to the first session of Experimental Condition

One. The rules given them follow;
1. Come in, take your seat, and begin work.

2. Work quietly, don't talk out or make noise.
3. Raise your hand and wait quietly if you have a question.
4. No more than one person may be out of his seat at a time for such

things as sharpening pencils, getting materials, etc.

5. Attend to your work at all times unless waiting for assistance,
sharpening your pencil, etc.

Design
An ABAB design was used. Baseline One consisted of six twenty minute sessions.

Experimental One consisted of six twenty minute sessions. Baseline Two was four sessions,

and Experimental Two was four sessions. An inter-observer reliability was done during

sessions thirteen and fourteen in the Baseline Two phase. More frequent reliability
chocks would have been desirable; however, they were not possible due to the lack of

observers already experienced with the procedure used. The time available made it

difficult to adequately train observers, and there were few, if any, personnel available

who were both suitable and had the time. The reliability taken during Baseline Two was
done using another student experimenter who was using the same observational procedure

and categories in a different school. Reliability was competed by dividing the number

of agreements by the number of agreements plus disagreements. A reliability of 77% was

obtained during session thirteen and 82% during session fourteen. The reliability might

have been better if there had been sufficient time to acquaint the observer with the

class and its procedures. For example, the observer in the initial portion of session
thirteen was recording a student's verbalizations while using the Language Master as "P."

This experimenter had not thought to discuss this aspect of classroom procedure with the

observer due to the assumption that a graduate student in special education would be

familiar with the Language Master and its use. It is possible that other similar but
unrecognized sources of error could have been eliminated had time permitted.

Results
Category "P" Baseline One yielded a mean response level of 8.00, Experimental One

a mean response level of .166. Baseline Two yielded a mean response level of 7.00,

Experimental Two a mean response level of 2.50.
Category "Q" Baseline One yielded a mean response level of 19.50, Experimental One

54

60



30

Figure 1
Frequency of intervals Scored

Inappropriate Verbal Behavior ---
Inappropriate Motor Behavior
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twenty minute sessions

a mean response level of 2.63. Baseline Two yielded a mean response level
Ex;),PrImental Two a mean response level of 6.00

In sum, category "P" produced a mean baseline tone and Two) response level of

MN. A. .11.1C

a mean experlmental ()ne and Two) response level of 1.33, and a mean difference o: t.-,.
Category "-;!" produced a mean baseline (One and Two) response level of 23,-125, a mean
experlmental tOne and Two) tesponse level 3f 4.415, anZ a mean lifferenee :f 1E.61.

Discussion
The effectiveness of a token system managed through response oost as a means -4.

modifying inappropriate verbal and motor behavior in the classroom has been demonstrated-
The. data reflected in the graph covering Baseline One and Experimental One is the

most clear-cut. These two phases were the two longest, and the exist consistent
what was going on in the classroom over and above normal routine. In Baseline Two

there was an extra and unfamaliar observer in the room during sessions thirteen and
fourteen. During session fifteen, only three of the six students were present. Dorms
session sixteen a group of visitors from Georgia Southern were in the class for abc-ut
ten minutes. During Experimental Two the procedures were somewhat less effective ran
in Experimental One. Only two possible explanations for this occur to this ex7erme-ter.
First, the second experimental phase followed a baseline period which was marked by
various events previously noted which were not typical of the setting, and this ex-
perimental phase wae shorter than the previous experimental phase. Second, -.e r .3. -

effectiveness of the concluding experimental phase may have been due to the rater
shifting from E1 to B2 to E2. Of corse, the reduction nay be due to a cor'-in.-i-n of
both factors discussed, or some factor(s) which hasn't been considered.

The response cost system in the second classroom (S6) was essentiallv the same, with
the exception of number of tokens allowable per day, (seven instead cf fifteenl. The
data in summary form is presented in Table 5 as categories of appropriate and in

behavior. Observation was conducted in -wenty sessions when students were engag'
in seatwork and for a minimum of four days per c-ndition.
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Figure 3

Percentages of Intervals in Which Appropriate and Inappropriate
Behavior Occurred in all Four Phases of the Study,

For all Five Children

132

A A

A = Appropriate Behavior

I A I A I

I = Inappropriate Behavior

In the other class (S5), the student and teacher attempted to maximize the effects
of the exi4ttn-4 token system by providing a token chart for the class on the bulletin
heart at the front of the room, and awarding a gold star which the child placed on the
elas'; ch.trt after earning ten checks in a row.

The eb1;ervation and recording procedure was changed to a time sampling procedure
wnereby th student observed the children in rotational order for occurrence or non-
:c-_%irrence-f apprcpr..ate task behavior at the end of fifteen second intervals.

The results (Figure 3) indicate a significant alteration in behavior with the
introductirm of the experimental procedures, although a functional relationship could
not bc, 0-..iblished, as the levels of behavior during reversal did not approximate

Baseline one levels.
lno -;tudent elected to attempt to effect a change in teacher behavior through the

i-,roce;s of information feedback similar to procedures used by Cox (1972) and Short

(1%91.
After baseline data was collected, the teacher was given a copy of baseline data

fnr ixIth teacher and student behavior and asked to target dimensions of his behavior

he w,41d alter during experimental study. No directions, praise, or critique was ex-

cahniged to influence the teacher's target behaviors. He indicated that he would like

to increase academic praise for correct math achievement. (A+) and decrease neutral

verbal mariagement and extraneous discussions (V0). During the experimental phase the
tea..:her was given a second copy of the definitions for teacher dimensions and a fre-
uency count on the first day, a frequency count of his performance on the second day,

a summary -f the frequency count of his weekly performance on the third day, and the
frtnugncv count of his .7erformance on the summary sheet (given on the third (ley) on the

fourth and fifth days.
The experimenter and teacher did not discuss the data reports, but the reseonsibility

of a..essing progress and of designing a method to achieve the teacher determined goals
(increase A+ and decrease VO) was for the teacher and student berrs.
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Figur4 4

A+ Instructions Target
4 0

BASELINE

20

1 2 3 4 5

Sessions

Results

6 7 8

FEEDBACK REVERSAL

9 10 11 12 13 14 15 16 17 18

on IngpectiOn of the bar graphs indicating teacher targeted behaviors (A+ and VO)

(Figure 4 and 5) it ;:an be observed that no significant changeoccurred in the predicted

directions. The praiso dimension was mean score of 15.6 in baseline, 12.2 during feed-
back, end 14.8 in reversal, indicating no significant change relative to targeted goals.
The moan scores 30.9 for baseline, 48.8 for feedback, and 52.2 for reversal showed an
increase on the neutral management (VO) dimension which was targeted as a decrease
goal. Instructions for math skills indicated an increase from mean score of 23.4 in
baseline to 29.0 in feedback and slight decline to 28.8 during reversal. The adminis-
trative teacher behaviors were down to 48.4 in reversal stage from 53.0 in feedback

and 55.0 in baseline. Categorical behavior., of academic instruction was rather stable
in all phases while the management teacher behaviors increased as the time progressed
from baseline 38.8 to feedback 55.8 to reversal 64.0 (Table 6).

Table 6

Behavior Categories
Mean Data

Baseline Feedback

../m1.

Reversal

Teacher Behaviors
Academie
Management
Administrative

Student Behaviors
Tank

Nontask
inaoprepriate

42.2
33.8

70.5

23.5

17.8

44.2
55.8
53.0

80.6
42.6
10.6

46,8
(A.0
43.4

94.0
51.2
1.4
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mean ,7ategori-al student behaviors revealed significant changes in task-oriented
from b,?.seline 70.') to feedback 80.6 and reversal 94.0, in nontask-oriented
from 11:1::011no :3. to feedback 42.1 and reversal 51.2, and in inappropriate
fr,Im bagolino 1-i.a to feedback 10.6 and reversal 1.4. Inappropriate behaviors

,nlv infre'luent in baseline but also on a definite decline during the study.
the one remaining classroom (S4) (a resource class) the teacher, in consulta-
h the investigator, decided to institute a group consequence contingent on the
Of A Riegle subject. The procedures were similar to those of Bushnell,
and Miehaelis (19(8) and Evans and Oswalt (1972).

After baseline was obtained, the teacher explained to the class that if Tommy
"behaved" during the forty minutes of elass each day, all the students would receive
a randy bar at the end of the period. The criterion for reinforcement was improvement
ever the previous days score. '19.,!SO were the only instructions given to the boys and
no directions were given to the teacher concerning her behavior during this phase.
Beeeuse of the' fluctuation of numbers of ocis in the room during the week of Experimental
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Figure 6

Percentage of Appropriate Ber.avic:

Students ------- Tommy .

0% 1 3 4 5 6

Ono, the teacher or students would tell an uninformei ata6e-t ;r:tted-res 4nd

reward. Consequently someone reminded or told someone else t: bcter 7==y--
help him bis 900d" once 3 Jay. Although the tea -her was :vv-.

dap; '0)0 ';.11,1, "Look at Tommy, class--he's really behavin7 today' as -* *erk,-.nc

nh a taPk. The observer had no interaction with the grt.iil exce;t t-:.$17A7-S.e t.no;

reward at the end of the period.; however, Tommy would asr. eac-°. a. ..,4ow ti:-.ings

did I do wrong?". The observer would tell Tomuy the f-rtner.
explain why "they were wrong."

Following the experimental period, the boys were t:.- n: mcre tars .o.4lt

he given ih class. Tommy said, "good" and the other c,cys sait tme: tne ti

ate-"
could go on because they could study better and they liked tLf. oant. the
reversal period the classroom activities and behavters appearet similar tc riot of
Baseline One. Tommy did not ask the observer for feedbacr tis

Docassion,illy the teacher would say to him "You can be 9,9x4d .f 0.at tit oe--yok; were

the best student in the class last week;" however, Tommy a'',Lt the other stdents seemed
to ignore these statements. Also during the reversal phase class" attendance fl-..'c-

tuated as it had during the experimental phase.
During the five days of baseline appropriate behavicrs f:r the were
70%, and 64% respectively. As attendance was fairly statle tnis

these percentages would represent typical behaviors of the boys :lass. 7onmycs
baseline was begun on Day 3 with appropriate classroom beaviors SIA, 14%. ar.d

30% respectively.
Th the five days of Fxperimental Ono, classroom atte!.,f,a,-.7*

appropriate classroom behaviors were 84%, 59%, 7i%. A::-

propri4tn classroom behaviors for Tom ry were 85%. '74E,L ant ';,4:-1Pi

The reversal phase also had an attendance fluctuation witn
for the boys varying 80%, 65%, 73%, and 65% respectivel.y 2'c:ring* this
phase. Tommy's appropriate behavior consistently derline.i--73A. 4:%.

As indicated in Figure 6, experimental gai:.s made ncdifioati:n
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The Effect of Ecological Strategies on the Ability of Adolescents to

Maintain Their Behavior After Being Discharged from a State Hospital

by

Robert Harth
Department of Special Education
University of Missouri-Columbia

Steve Lloyd
St. Joseph State Hospital

A continuing special education problem relates to the post-treatment adjustment

of chi;lren and youth. The literature is quite clear that within a treatment program

behavioral change can be brought about (Vacc, 1968; Nolen, Kunzelmann & Haring, 1967).

The problem, though, is not one of bringing about change in a closed-treatment setting.

Rather, the problem is one of maintaining those changes once the youth has returned

to his home community (Vacc, 1972; Nolen, Kunzelmann 4 Haring, 1967).

This paper is a report of the evaluation of a program designed to respond to this

issue. The particular program is Project ACE. The word "ACE" is an acronym standing

for "Adjustment via Community Ecology." The program was sponsored by the Youth Center

at St. Joseph State Hospital (Missouri Division of Mental Health). Its main purpose

wan to facilitate the community adjustment of adolescents being released from the

Youth Center.
As implied in the name, the program is ecological in nature. 'Ecology is a fairly

recent tine of mental health thinking. Essentially, ecology says that emotional dis-

turbance is social system oriented. The disturbance is not located in the individual.

Rather, it is located in the interaction of an individual and his social system. It

is a lack of goodness-of-fit between an individual and environment. An ecosystem for

A youth usually includes parents, teachers, neighbors, community agencies, and, of

cutivie, tho youth himself. This ecosystem usually plays a large role in maintaining

the deviant behavior.
Ecology dictates that when we decide to intervene in a youth's disturbance, we

must also intervene in his total ecosystem. If we fail to do this, we are ignoring

those things that maintain his deviant behavior. Unfortunately, too many treatment

programs fail to take the ecosystem into account. They accept a youth for treatment,

work with him for a period of time and then return him to the very same condition

that initially led to his acceptance for treatment. Within a short time too many

of these children return to the program or are referred to other programs.

A total treatment program may be conceived of as having two essential parts.

The first part is treatment. This can include such things as psychotherapy, special

education, mental hospitalization, etc. This is usually what is considered to be

the traditional mental health approach. The second and most often ignored part is

maintenance. This involves the task of insuring that gains made in treatment are

carried over into the community. It is this second part to which Project ACE addressed

itself.
In an ecologically oriented treatment program Lewis (1970) identifies two sources

of gain. The first source is change in the child's behavior, usually accomplished in

a treatment setting. The second source of gain is change in ecosystem attitudes and

behavior towards the disturbed child.
The problem presented to this project was one in which the adolescents received

treatment (group and individual) psychotherapy, and special education) at the hospital,

but relatively little was being done with their ecosystems. Under these conditions

35 percent of the adolescents returned to the hospital or some other treatment or

detention center during their first year of discharge.

Project ACE made the assumption that one of the reasons for this high early rate
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of return was that the community was not prepared to accept and manage the youth.
As a result, the project undertook as its purpose to reduce the recidivism rate by
providing extensive work in preparing and assisting the community.

Project ACE

As mentioned earlier, the intent of the project was to facilitate the community
adjustment of adolescents being discharged from the state hospital. The backbone of
the project was the Ecological Resource Investigator (ERI). The ERI role was developed
with two role models in mind. The first of these role models is the Liaison Teacher
developed in Project Re-ED (Hobbs, 1966). Essentially, the Liaison Teacher function
is one of facilitating concordance between a child and his ecological system. In
Project Re-ED the Liaison Teacher works with parents, teachers, and community agencies
to mobilize community resources for a child while he is in residential treatment and
after he leaves residential treatment.

The second model is that of child advocate described by Lewis (1970). The Child
Advo.:atnis task is to reshape communities and community agencies so that they more
closely meet the needs of the child.

The ERI was responsible for developing community resources for a client and then
serving as a liaison between the client, the family, and the community agency. As a
part of this function, the ERI met with each client on a weekly basis in the community.
As a part of these visits, he would similarly visit and talk to families and agency
people. The idea here was two-fold. First, the attempt was to mobilize community
resources for a problem child. Second, once the resources had begun to be mobilized,
they task was to build a communication pattern within the system. The intent here was
thi%* As soon as some resources were mobilized and communication built up, the ERI
could stop out and have the system manage itself.

The VIII served as a counselor to the clients and their families. He served as a
person who was available to listen to problems and be a sounding board. Another function
performed by the ERI was that of crisis intervention. When a major problem occurred,
the ERI would intervene to help the community manage the crisis.

Research Procedures

Subjects

Subjects for the project were 36 randomly selected adolescents who were discharged
from St. Joseph State Hospital Youth Center between April. and August. These 36 subjects
were then randomly assigned to either a treatment or a control group. This yielded two
groups of eighteen clients each. Summary data describing the experimental and control
subjects is presented in Table 1. I.Q. scores represent the test results of the sub-
jects when they entered the hospital. Diagnosis and prognosis represent psychiatric
ratings done on the clients when they were admitted to the hospital. Place of residence
represents the type of town to which a subject returned. All are self explanatory
except, perhaps, "other urban." This category refers to suburban areas and all other
areas with over 50,000 population exclusive of the inner city.

The subjects were adolescent and represented a full range of behavior and emotional
problems. The problems they presented were severe. This is emphasized by the fact that
the subjects spent an average of one year and five months in the hospital. The range
was from a minimum of two months to a maximum of six years, six months.

Procedure
Once the groups were constituted and the subjects discharged the study began. The

treatment groups benefited from all resources available through Project ACE and the ERI
as described above. The control group received the traditional discharge services of
St. Joseph State Hospital Youth Center. This includes a reinstatement conference at
the public school and weekly group therapy for those living in the Kansas City area.
In a few cases, the ERI was asked to help with a control client. Although this, to
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some extent, confounded the research, it was done primarily because it was felt to

be unethical to deny services.
This study used, as its criterion measure, the rate of return to either St. Joseph

State Hospital or some other treatment or correctional facility. Prior to the study

the return rate at the Youth Center was 35 percent. It was felt that this criterion

was a measure of minimal adjustment to the community.

Table 1
Summary Data on the Control and the Experimental Groups

Control Experimental

Mean I.O.

Moan Ago

Diagnosis (frequency)
Group Delinquent Reaction
Personality Disorder
Behavior Disorder of Adolescence
Schizophrenia (general)

85.16

16.5

1

7

5

4

100.00

16.8

0

5

5

6

Neurosis (general) 1 2

Prognosis (frequency)
Good 3

Fair 1 5

Poor 5 5

Guarded 8 5

Unknown 1

Renidence (frequency)
Under 2,500 population 2 1

2,500-50,000 population 3 2

Inner City 6 4

Other Urban 7 11

Sex (frequency)
Male 14 12

Female 4 6

Racial/Ethnic Group (frequency)
White 14 15

Black 4 2

Mex. /Am. 0 1

......=palr MIIMMINP1111111=11,.

Results

Rate of recidivism was used as a measure of success for the project. Tables 2

and 3 summarize the present status for all subjects in both groups. It will be noted

that for the experimental group, three subjects are classified as recidivists. This

represents a recidivism rate of 16.67 percent, approximately one half of what it has

been.
The picture for the control group is quite different. One of the subjects, a
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female, could not be located. Information was sought from the hospital social workers

and from the local county court. These sources similarly could not locate the subject

or her family. Of the remaining 17 subjects, it can be seen that six are considered

recidivists. This represents a recidivism rate of 35.29 percent. The rate is double

that of the experimental group and is consistent with rates previous to the start of

the project.
The conclusion, then, 1$ that Project ACE was successful in reducing the rate

of recidivism of students in the Youth Center at St. Joseph State Hospital.

Table 2

Outcomes for Experimenta3 Groups

SUbj0CtS Sex I.Q. Residence Status

Recidivists
1 M 125 Other Urban Court Correctional Inst.

u M 87 Other Urban County Jail

18 F 110 Under 2,500 St. Joseph State Hosp.

Non-Recidivists
..2 M 70 Inner City Home

3 M 125 Inner City Home, Voc. School, Job

4 F 72 Inner City Foster Home, Voc. Rehab.

) F 115 Other Urban Home

7 M 110 Other Urban Home

6 M 85 Other Urban Home

9 M 90 Inner City Home, Court Jurisdiction

10 M 95 Other Urban Living with Grandmother

11 M 82 Other Urban Home, School

12 F 115 Other Urban Foster Home

13 M 105 Other Urban Army

14 M 104 Other Urban Foster Home, School

15 F 112 Other Urban Job Corps

16 M 96 2,500-50,000 Home, School

17 F 102 2,500-50,000 Home, School

Discussion

Several issues require discussion at this point. First is the criterion used to

jud9e the success of the program. Implied in the project is the notion that success

means adjusting to the community. The problem becomes one of defining adjustment.
It became clear as we began the project that adjustment would have to be defined

in minimal terms. That is, we would accept as adjusted, a subject wao was living at

home and not getting into trouble. It didn't matter whether or not the subject was
doing anything positive (e.g., going to school, getting a job, etc.). As long as he

was keeping out of trouble we would, for the moment, say that he was adjusting.
The notion of minimal adjustment became important when we realized the situation

to which many of our subjects returned. In most instances, families were chaotic.
larents were not able to provide support or control of the clients. Also, the subjects

were not making use of positive community resources. The ERI's job, then, was to begin

to develop a pattern of services and control of the child. As these were being developed,

we were quite willing to accept this notion of minimal adjustment.
Minimal adjustment is not the terminal 9.3,11 for the child. As the ERI begins to
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build a pattern of resources and control for the client, it is expected that the

clients level of adjustment will rise. However, this process takes time.

Table 3

Outcomes for Control Group

Subject Sex 1.2. Residence Status

Recidivists
1 M 8]. Inner City County Jail

4 M 86 Inner City Residential Treatment
Program

11 M 65 Inner City St. Joseph State Hosp.

12 M 77 Inner City St. Joseph State Hosp.

17 M 81 Inner City St. Joseph State Hosp.

18 M 94 Other Urban State Correctional
Inst. for Children

Non-Recidivists
2 76 Other Urban Home, School

3 70 Under 2,500 Home, School

5 98 Other Urban Home, Job

6 89 2,500-50,000 Home

7 97 2,500-50,000 Home, School

8 82 Other Urban Home, Court Jurisdiction

9 63 Inner City Home, Job

13 85 Under 2,500 Home, School

14 105 Other Urban Job Corps

15 93 2,500-50,000 Home

16 96 Other Urban Home, School

Unknown
10 F 95 Other Urban Unknown

An interesting finding from the study suggested that the ERI was most effective

in working with clients in the inner city. It will be noticed from Tables 2 and 3

that none of the four experimental clients living in the inner city were recidivists.

This is compared to five out of six recidivists from the inner city for the control

group. It is difficult to speculate on the reasons for these results since the number

of subjects is small. However, the results are intriguing and suggest that perhaps,

the level of adjustment required in the inner city may be lower. It may be that

suburban and small town areas require a much higher level of adjustment to maintain

a client. It also suggests that we can be most effective in inner city.

The role of the ERI turned out to be a quite difficult job. In terms of physical

characteristics, the ERI potentially served a 23 county area in Northwest Missouri.

The geographic distribution of youth resulted in the ERI traveling more than 15,000

miles during the year. In this time period he made over 550 client contacts. Six

hundred agencies were contacted and 45 of these eventually played a role in the

treatment program.
The major positive yield produced by the ERI was that of opening direct lines

of communication between St. Joseph State Hospital, the subjects, and community resource

agencies. The ability to communicate resulted in a greater awareness of the existing
mental health problem, facilitated cooperation, placement, and degree of services

extended to the client and hiE family. In this instance, the ERI served as a catalyst.
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The major negative aspects of the project had to do with rejection. Most of

the subjects, their families, and community agencies were accepting of the program.
However, some parents were overtly hostile to the ERI and some agencies denied

services completely, without justification for denial.
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Research on Development of Social Interactions
in a Preschool for Handicapped Children

by

Richard F. Shores
George Peabody College

The purpose of this paper is to present the results of several studies on the
development of social interaction in a preschool program.. for handicapped childreo_
The primary goal of this continuing line of research is to develop viable programs
to teach young children social interaction skills.

Setting of Research

The setting for these, studies. was the Regional Intervention Program (RIP) in
Nashville, Tennessee, PIP is financed by the State of Tennessee through Central
State Hospital and is one of several children related services operated by the Children
and Youth division of Central State Hospital. RIP is housed in a renovated crippled

chi ldrens hospital and contains five classrooms, individual training centers, and
generalization training centers in addition to staff offices and conference rooms.

PIP is unique in that it was one of the first parent operated facilities. All

the teachers are parents of the children. The parents have been trained by other

parents. These parents are aided by five resource personnel. Each whom hcId m.A.

degrees in special education with emphasis in early education.

Subjects
Generally the children at RIP range from about 18 months to six years wi the

average age of about four years. They are not given typical diagnostic labels such
as autism, schizophrenia, or mental retardation. Rather they are described as
children who have behavioral excesses and deficits, These behavioral excesses and
deficits are: oppositional behavior, severe temper tantru , hyperagressiveaess,
stereotypic behaviors, social isolation, language delays, and/or lack of self-help Skills.

The children who served as subjects for these studies ranged in age from three to
five years and were in the language development classroom. The primary function of

the language classroom is to develop language repertories. In addition to the language
deficits, the children typically display inappropriate and/or lack of social inter

action with their peers.
The teacher-parents. at RIP are well trained in applied behavioral analysis parti-

cularly in applying social reinforcement to appropriate behaviors and ignoring inap-
propriate behaviors. The goals of the language classroom include concentration on the
development of language as well as pre-social behaviors particularly peer-peer inter-
actions.

Study 1. (Shores, Hester and Strain, 1974)

The purpose of the first study was to investigate social interactions. among the
children as a function of the availability of adults for interaction. This study was
based on previous research which demonstrated (a) the powerful effects of teacher dis-
pensed social reinforcement on the social interactions of children (e.g., Buell,
Stodard, Harris s Baer, 1968; Hart, Reynolds, Baer, 3rauley fi Harris, l%6; Allen,
Hart, Duel, Harris WOlf, 1964; Whitman, Mercurio & Caponigie, 1970); and Cb) the
notion of Bronson (1973) who suggested that young children prefer interaction with
adults rather than peers. The questions posed for this study then were:

1. Will children seek interaction with adults over their peers?
2. When the adults are no longer available will the children interact among

themselves?
)

Direct observation data was collected during the free play period. The tactics
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occupied their time by holding meetings to discuss coming events and to plan
for the next day's activities. Phase II of Condition II continued for nine
days with the replication phase (Phase III) lasting five days. This yielded
a total of 14 days under Condition II,
Condition III

Teacher structured plan: During this condition the teachers were instructed
to structure the free-plan period by providing activities that encouraged the
children to assume roles. FOr example, the teacher would say, "Let's play in
the boat," and assign a child the role of captain and let other children assume
other roles. Some of the activities weret store, house, cowboy, fireman,
restaurant, trampoline, etc. In all cases, prompts (or items with which to
pretend) were used such as adults' clothes, special hats, rocking horses, etc.
It should be noted that most of the play items were available throughout all
conditions of the experiment. After the activities began, the teachers would
provide reinforcement for interacting and gradually fade themselves out of the
situation and only became involved in emergencies (as in ConditioII).
Condition IT continued for 20 days.

Results

Table I presents the percentage of total interactions by each condition, indica-
ting that the proportion of interactions were replicated within the first two condi-
tions, with the third condition producing proportionately identical results to the
second conditions.

Teacher-Child

Child-Child

Table 1

Percentage of Interaction by Each Condition

Teacher Teacher Teacher Teacher Structural
Involved Uninvolved Involved Uninvolved Play

741 6% 64% 6% 6%

26% 94% 36% 94% 94%
,

Table 2 presents the mean number of child-child interactions and the teacher-child
interactions across experimental conditions. It should be noted that in Table 1 the
total means by conditions as well as the means for each phase within Conditions I
and II are presented. The data from Phases I and III, and Phases II and IV were
collapsed for the purpose of the analysis.

Condition

Table 2

Mean Interaction by Each Condition

Mean Child-Child Interaction Mean Teacher-Child Interaction

Condition I Total Mean 1.83
Phase I = 1.25
Phase III = 2.4

Total Mean 3.88
Phase I = 3.51
Phase III = 4.3

Condition. II Total Mean 11.51 Total Mean .74

Phase II = 9.26 Phase II = .572

Phase III = 15.5 Phase IV = 1.03

Condition III 17.78 1.05

Teacher Struc-
ture Play
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The data were analyzed by the Mann-Whitney V Test (Siegle, 1965) to assess
changes across experimental conditions. Table 3 presents the results of Mann-
Whitney U values obtained on the child-child interactions. Inspection of Table
2 shows highly significant results in comparing Condition I with II (U = 18,

p4<.001). This indicated that teacher uninvolved free play (Condition II) pro-
duced significantly higher levels of child-child interactions than did teacher
involved free play (Condition I). The structured play (Condition III) provided
significantly higher levels of interaction than did teacher involved free play.
In addition, lower, but still significant differences, were obtained in comparing
teacher uninvolved free play with structured play (U = 82.5, pd.05) in'icating
that structured play produced the highest level of child-child social interactions.

Table 3

Mann-Whitney U Values of the Child-Child Interaction

Condition II Condition III
Teacher Uninvolved Free-Play Structured Play

Condition I
Teacher Involved U = 18 U = 13.5
Free Play p 4( .001 p < .001

'Condition II
Teacher Uninvolved U - 82.5

ip < .05

Table 4 presents the results of teacher-child interactions as to be expected
from the conditions, teacher involved free play produced a significantly higher
level of teacher-child interactions than either the teacher uninvolved free play
(Ti e 5, ptcC.001) or the structured play (U = 17, pic*001). A very interesting result
wan the nonsignificant difference obtained between the teacher uninvolved free play
and structured play conditions (U - 120, N.S.). This result tended to indicate
that setting conditions for the children had no more teacher involvement than
removing the teacher all together, but produced the highest level of child-child
social interactions. The proximity measurement is not presented because the measure-
ment was uneffected by the experimental conditions.

Table 4

Mann-Whitney U Values of Teacher-Child Interaction

Condition II
Teacher Uninvolved Free-Plan

Condition III
Structured Play

Condition I
Teacher In-
volved Free-
Play

U = 5
p < .001

U = 17

P..001

Condition II
Teacher Un-
involved

U e 120
N.S.

The results of the first study demonstrated that some children would interact
with each other at a higher rate with the teachers removed and at the highest rate
when the activity was structured to promote child-child interaction. However, this



was not completely true. Some of the children did not seek peers as a source for

interaction. It appeared that these children (a) did not find other children
reinforcing, (b) other children did not find these children reinforcing, or (c)

these children did not have sufficient behavioral repretories to either initiate

or respond to another child. These hypothesis were investigated in studies two

and three.

Study 2. (Strain and Timm, 1974)

A continuous interaction measurement system was designed by two advanced gra-

duate students, Matt Timm and Phil Strainf (Matt is currently the diroctor of a

special project to develop the RIP model throughout Tennessee and Phil is now

Assistant Professor at American University). This continuous observation system
recorded sequences of social interaction in tetwa of initiator-responder units

(scored an P+ initii,tor and +5 as responder and as to type of interaction (motor-

gestural or vocal verbal) and quality of the interaction (appropriate + or inappro-

priate -).
To Leggin the study of children's interactions along these lines Strain and

'Timm (1974) drew on the numerous studies which demonstrated the successful appli-

cation of teacher praise to increase the interactive behaviors of withdrawn child-

ren. If these withdrawn children would increase their interactions under reinforce-

ment conditions it would be assumed they had sufficient repretories for interaction.

Unlike the other studies these researches begin by directing the praise statements

to peers for interacting with a withdrawn subject, rather than directing the praise

statements to the target subject.
The experimental design consisted of two experimental conditions, with a rever-

sal period between the two conditions. The two experimental intervention conditions

consisted of (a) manipulating the teacher dispensed reinforcement of verbal praise

and physical contact by directing these to the target subject's peers for appro-

priate interaction with the target subject where as in Condition II, and (b) verbal

praise and physical contact was directed specifically to the target subject for

engaging in appropriate interaction with peers.

Results

Eight reliability checks on the data collection procedures were conducted

across experimental conditions. Percentage of agreement ranged from 75 to 100,

with a mean of 89%.

Total Positive Motor-Gestural Behaviors
Total (i.e., initiated and responded) positive motor-gestural behaviors

emitted by the target subject and the peers with whom she interacted are plotted

in Figure 1. The rate of positive motor-gestural behaviors was extremely low

for both Martha (the subject) and her peers during the eight day Baseline I

period. A steady and rapid increase in behavior rates for both the subject and

her peers accompanied implementation of contingent adult attention procedures

director' to the peers. Removal of contingent adult attention procedures during
Baseline II was followed by an immediate decrease in positive motor-gestural
behavior for both subject and peers, approaching the levels observed during

Baseline 2. Implementation of contingent adult attention procedures directed speci-
fically to the subject was accompanied by an abrupt increase in behavior rates for

both her and her peers. Removal of contingent adult attention procedures during
Baseline III was again followed by an immediate decrease in the number of positive

motor-gestural behaviors emitted by the subject and by her peers.

73



SO 0$ Morn*

00 Pc ors Toward Martha
45

40

35

30

23

20

13

10
I

rigure 1

I

5 10 13

BASELINE 1 INTERVENTION I

20 23 30 1 35 4C

BASELINE It

OATS

INTERVENTKA # I eASZLIhf

Initiated Positive Motor-Gestural Behaviors
Initiated positive motor-gestural behaviors emitted by the It/Z:5MM s7.-b.,ect and

by her peers are plotted in Figure 2. The initial positive notcr-sest=a4 beta-nor
rates for Martha and for her peers were extremely 1 durin7 the Baseline : per .14.d,

and returned to similar levels during Dasvliue 12 znd. Baseline 1= cmrei'itions.
Introduction of contingent adult attention procedures during tte two Lntervention
conditions was followed by increases in both subject and peer rates cf initiated

behavior. However, differential effects mere observed a =- c oinmditions. During

Intervention I, in which contingent attention was directed to peers, the mean daily
frequency of initiated positive motor-gestural behaviors exitted by the peers was
13.2. The subject's mean daily rate was 9.7. During 1n ion ::, in wnicn con-

tingent attention was directed to the subject, her man at;: rate- of initiated be:la-

viors was 25.6, and the peer's daily rate was 5.6.

Discussion

Although a number of interesting aspects :f the res-Its d.,:scr.ssed the

one that was of interest to me was the differential t7e CIS on initlated interactions.
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.t ts tttention produced Changes in both the peers as we:: as
tctn Tr.T.trIttlons. However, significant differences were awparum -T

.f contingencies were on the peers - they initiated more of o.#-
ar3 ,VVT:4!T-I:7 if tne contingency was on the target subDect she imitiatr.e. ITC.TE "Zt =M
:=&.T44=1.=5-. :a addition, the target subject and the peers tended to traor e
tIrmriTgr reinftrrements by increasing their initiations when the other was
TWIc 7einftrcemen.

aad Timm (1S74) believed this tracking phenomenon was it fact
mcci-r19'71. That Is for interactims to increase tpronanly tr

iT:-.ittcr and responder must be reinforced (in this case by the teacner mzt
vol-t-ia..l! rust reinforce each other in a reciprocia: manner. Therefore -ne pfteZT
voi:t terl,t 4. .0, track the subject's initiations of interactions by alsc increarinr
l at*.t:crs possibly due to the subiect becoming a reinforcing interact:r

tIe4- were mat tirectly being reinforced by the adult.

Study 3

41.1

lm t=rtn3sr test this reciprocity hypothesis Study 3 was designed and canductet
Stran (l974). Soecifically Strain investigated the following questions

" as increase in the emission of positive social behavior by
,:arcet sublects result in an increase in the emissions of positive

behavior by peers during int.raction with the subjects?
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will ae increese in the emission ef pesitive seeiel beaveer tee

target aeblects result in a decrease in the eviselon cf negee-ev
metcrelesteral and vocal venal behavicr bv these cniIdrer.

*ill an increase in the emission of poste social benavier be :'mac
peers reselt in an increase in the emireien
by the target seblect7

ineesti;ate these questions,
was used 4,11 the preveces study. However, he selected three

* ra-ee ef pcsitive social interactions and measured each

Strain used -

of posse It socee: eeTat reer

save dirtet onservetiee rrttee
ee-,evee timr07

of theie ietererteet
befteviers -tering baseline and intervention. eondetions. Again ee a fret
y. .(*. iftterventeen procedures consisted of the teacher deliverene both rte-omet

"" **n.e t. +. Study 1), and sociel reinforcement tor peeet-ee
eeeial interaeten to the target subjects. The desgn wee a oombenetebe :f re s_;.

v' mietification of a multipa baseline by staggering the baselenes aereem sieeerea.

7f ",^47_4d72 3.

14,177e 1 shows thee the increase in Subject l's positive irteree-'tme 1101.

-ne' intereenticn brought an increase in Subject 2's poseteve enteeeeeenee
The: 'tree reversal period was successful in re-estableshinc the base:eine ee
"" :et-ee I are! :. The second intervention was on Beth Sur7leee
trenehe 1 repid increase in positive social interactions fer both sur:lerts.
40-reese In neeative Interactions. The next intervention period involvet! .Sueeeets

with =.7ebect I not being directly reinforced or prompted ieterart.
Nnaln / 7le ir demonstration of controlling the positive social zenterartete WV, bOir

Vre, .1114.1.1*

ta.1";Flt sur:eeti and note Subject l's rates seemed to track Sureect - ant lee ie eerie
I-. S. eiTnificant increase in positive and decrease in negative entereeiene.
3cw le- move to the peers interaction with the target sur:iecte set

2ememzer the peers were neither directly reinforced nor directly
4er ie-eractine.

ne trackinc phenerenon is very obvious durino the phases of erterveneeeee
Ant-% nn ;s during the phases when only one sub:lect was beene reentertnee.

when two subects were under the controlling procedures. ''.'n re es eezcl,

meny eepropriate peer entereetions. In addition the amount of eeleeeeee
!,,zrease! .7..,7;ncrrently.

4.1".

eameare

3.3

t e".." IS 1.Cr .

:tee' -e refer leack to the question posed by this study.
I. will an increase in the emission of positive social behavior be tee

teeltt sebleets result in an increase in the eviseiee of poeiteve seeee:
tehavier .e peers during interaction with the sur?eceee:

The answer seems to be mss. This is evident in the peer data
will an increase in positive social interaction result deeretee
f eegative social interaction within the target sur:ectr as web. as

rimers'

Ana,1.7: this was found to be true within and across all sur7tects ie ee

leb-eet 3 who never displayed negative interactions.
1. Will an increase in the emossion of positive social behavior be.

tr

nee=
rese14 In an Increase in the emission o.f positive social
target subjects?

The tata again support a tenative zts_ to this question ie that cwt of
ieblecte data evidanced this trend. $ ub3ect 3 displayed suen extreme
rates of interactions prior to him being reinforced that the traekeer
phenomenon did not occurr. Therefore thas stibttect seemed ensuseept.:_r:e te
reeepreeity.
These studies support the notion that ,e.-en yoeng pre sehoc: handieappeo

enel4ren*s social interactions are a function of the stimulees an4 reeeetvreeneee
vatee cf enemaelves and of their peers in a receprozal rela,ensee VPaeeeeere
geed. lq") . in addition the results indicate thatihieriproce social eeee_ee-areeer
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krequency of positive and negative behavior for Subjects 1, 2 and 3, across all
experimental conditions.

can be developed, maintained, terminate% ,,rd ,einstated among children who initially
have extremely low rates of positive soc-TI .)ehavior, through appropriate teacher
utilization of reinforcement and prompting procedures.

Likt me summarize these studies in the following.
The first study reported would indicate that most of these pre school handicapped

T7
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Frequency of positive and negative peer behavior invoirng target subjects across all
experimental condition changes.
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children seem to Dreier adults for interaction. However, the teachers were able
to engineer the play situation to increase child-child interactions by organizing
activities which required the children to assume imaginary roles. It would appear
that these children, for whom this procedure worked (a) had sufficient social be-
havioral repretories, (h) under the prescribed conditions interacted in a recepro-
cial manner and therefore, (c) needed little external reinforcement from the adult
to maintain the social interactions.

The second and third studies focussed on children for whom the first proce-
dure did not seem to work. These studies indicated that reciprocial interaction
could be increased and maintaned through the use of contingent teacher attention.

A number of studies are being planned which will further investigate issues
left unresolved by the above studies and related studies in the literature.

we believe that this line of research may lead to viable education programs
in teaching appropriate social interaction among young severely handicapped children
in the natural environment which will we hope, decrease the probability that these
children will be viewed as grossly deviant and facilitate these youngsters acceptance
in the mainstream of society.
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Community Based Treatment for Emotionally Disturbed and
Delinquent Youth in Texas An Alternative to Institutionalization

by

Jeffrey A. Mintz
Director, Human Resources

Hope Center for Youth
Houston, Texas

Kent C. Skipper
Director, Urban Programs

Hope Center for Youth
Houston, Texas

In 1973, 17,012 children were arrested for delinquency and referred to the Harris
County (Houston) Juvenile Probation Department. During this same period, 193 Harris
County children were committed to Texas Youth Council institutions. In Houston, as
throughout the State of Texas, there are insufficient numbers and types of community-
based alternatives for youth. As a result, an overwhelming number of adjudicated
delinquents are incarcerated, not because they are dangerous to the community, but
because no well conceived community based non-institutional program exists.

An increasing need for community based programs occurred in August, 1974, when
a court order forced closing of state institutions serving delinquent youth in Texas.
The placement of hundreds of youth now in state institutions becomes an enormous task
for the Texas Youth Council.

Historical Perspective
A group of professional and lay persons interested in the fields of juvenile

delinquency, education, psychology and psychiatry were experiencing mounting concern
over the lack of residential care for disturbed children in the Houston area. As a
result of their concern, Hope Center for Youth was chartered in May, 1972. The
oreani'l.ation was incorporated as a non-profit, tax-exempt corporation with the ex-
pressed purpose of designing and implementing a residential treatment program for
disturbed youths whose families were unal-le to pay for total services. The program
is designed for youth, ages U to 17, who are experiencing emotional problems mani-
fested by aggressive, acting-out behavior or chronic withdrawal behavior, learning
difficulties, as well as those with problems of juvenile delinquency complicated by
emotionality. The concept of a continuum of residential and in-home services was
established for working with these youths and their families on an intensive,
therapeutic basis. In early 1973, the Lanier Foundation, committed to children's
services in Harris County, joined forces with Hope Center for Youth.

Funding
The Texas Legislature earmarked funds from tax dollars for Hope Center for

Youth as a pilot prograM for the state. These funds, for operative expenditures,
were allocated to four state agencies that refer youth to Hope Center for Youth.
The agencies involved are the Texas Department of Mental Health and Mental Retarda-
tion, the Texas Department of Public Welfare, the Texas Youth Council and the Texas
Rehabilitation Commission. Matching local monies have beee provided by Harris County

Commissioner's Court.

General Goals
Hope Center for Youth's major goal is constantly striving for quality treatment

which enables the child to return to home or live independently in the community.
When a child enters any of Hope Center's programs an unspoken commitment is made to
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the child. If the child's behavior merits change in program, a staffing of various

program managers is called to evaluate initial goals and plan a new strategy in

assiatinq thn child in a more appropriate Hope Center program.

Although a variety of behavioral and affective techniques are used in helping

the child change behavior, Reality Therapy (Glasser, 1965) serves as a "thread"

common to all programs. The child is held responsible for his behavior and must

continuously plan alternatives and strategies for acnieving goals he has set.

Serving as a catalytic agency is another area in which Hope Center strives.

This includes:
1. Acting as a community resource for program information.

2. Assisting various community agencies in starting programs.

3. Developing programs which can be "spun off" to existing community agencies.

4. Involving various community child treatment workers directly in the program

so techniques can be learned and brought back to existing community agencies.

Target Population
Hope Center serves emotionally disturbed and delinquent youth between the ages

of 9 to 17 and can be defined in terms of one or more of the following definitional

categories:
1. Emotional 1y disturbed. Youth who exhibit excessive and chronic behaviors

that are asynchronous to the expectations of the dominate society whether

in school or within other phases of the child's life (Mintz, 1974).

2. Pre-delinquent. Youth whose be.,avior is such that a court appearance would

result in (a) adjudication of delinquency under Texas law, (b) placement in

the State Training School or institutional facility as consequence of the

adjudication.

3. Tye I delinquent. Youth who have been adjudicated delinquent under Texas

law and by virtue of such are highly probable candidates for incar:eration

in the State Training School.

4. Type II delinquent. Youth who have been adjudicated delinquent and incar-

cerated in a State Training School and who ma" be in need of transitional

services prior to total re-entry into the community.

Alternative Programs
Hope Center for Youth provides five interrelated programs including Wilderness

Camp, Town House, Satellite Family, TL.4n-House-On-Wheels, and Adventure Trails.

The Wilderness Camp, designed for the dangerous delinquent between the ages of

10 to 17, is based on the assumption that treatment may be more effective when the

child is placed in a naturalistic therapeutic setting rather than the artificial and

constraining setup of a total institution.

The concept of wilderness camping was developed under the auspices of the Sales-

manship Club Boys Camp of Dallas. A study of the Dallas program was published in the

Journal of Diseases of the Nervous System (1971). They listed seven attributes of

the Wilderness Camp. All of these, Hope Center will utilize in Wilderness Camp and

other alternative programs. They are:

1. Activation of the reality principle and subordination of the pleasure

principle through the necessity of living together in a natural setting

where survival is contingent upon the recognition of reality.

2. Continuous group therapy through a process of self and peer examination

and understanding of feelings.

3. Appropriate expression of aggres-iion and development of the ability to

verbalize feelings rather than acting on them. A corollary to this is

the undemtanding of the difference between feelings and actions, i.e.,

learning to accept feelings and control actions.
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Hope Center will never attempt to be all things to all youth. Our exposure to

arqe numbers. of disturbed and delinquent youth indicate that some youth do need a

secured institutional facility. However, a larger majority of youth who would nor-
mally have been institutionalized would prosper more in a community -based program

which provides (a) parental counseling, (b) structure, (c) reality, (d) educational,

vocational and/or employment planning, (e) preparation to return home, and/or (f)

preparation for independent living.
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Alternate Care in Indiana

by

Dr. Michael Tracy
University of Indiana
Bloomington, Indiana

The delivery of services system in the State of Indiana is split across two
major divisions, one for mental retardation and the other for mental illness. The

Indiana University Developmental Training Center (DTC) has received funding to
instituti, a major deinstitutionalization or alternative care project within each

of these major systems. With the permission of the granting agencies, these two
major grants have been woven into one generic project within which two distinct
models are being considered. One of these models, based on the Case Conference
methodology, is a decision-making model designed to conduct intensive study toward
programming efforts for the client in question. The second model was developed to
systematically reintroduce a client who has been residing in an institution into
increasingly numerous and complex settings. Through the use of an ecological
framework, the range of settings in which the previously institutionalized indivi-
dual can function is widened and made responsive to that individual. Each of these
grants is funded for a three year period of time, one by the Social and Rehabilita-
tive Services Division of Health, Education and Welfare, and the other by the Bureau

for the Education of the Handicapped. Figure 1 provides a list of some major objec-

tives to be attained with each year of the three year time line. In practice, as

was stated, the grants are designed to take advantage of the data generated by each.

In a form of narrative description, is necessary within this format, we will
consider the multiple setting model first and then superimpose the decision making
model on top of it.

Figure 1

General Program Calendar Objectives

Year 1 Year 2

...

Year 3

Model Tevelopment by Transfer of model to Follow-up.
variance source,
external.vrrification

state institutions:
A. Training

Revise as required.
Dissemination of

composite model personnel tested model.
devrlopment, test, and 1. information
evaluation. 2. in situ par-
Materials development. ticipation

3. feedback to
trainees

B. Consultant Role
,

_

These grants, as all projects at the DTC, contain aspects of research, training
and direct service. The service aspects through which these grants operate involve
the movement of a selected small number (about 50) of severely and profoundly handi-
capped individuals from a state hospital into a series of communities across the
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southern third of the State of Indiana. Insofar ae resesrch is concerned, the

task Involves the documentation for later evaluation of the dual processes, both

decision-making and multiple setting models, and the deseription of the settings

through which the individuals move. Thus, the second major aspect after the

delivery of services is that of research by documentation; the entire demonstra-

tion pro)oct 'eeing subject to very thorough documentation procedures. The final,

and perhaps the most important aspect of the alternative care project at the DTC

is the aspect of replication. This is accomplished through the vehicle of student

and staff training, and the evaluation of specific aspects of this endeavor. For

each of the models, documentation provides the subject matter for the later train-

ing or retraining of a large percentage of the professional and service personnel
-

of the State Department of Mental Health for all the major state facilities. The

ultimate test of both the decision-making and the multiple setting models will be

their efficacy when used by this staff.

In order to assure positive results, and Advisory Board representing the

consumers to be trained and parents or parent surrogates of the handicapped popula-

tion with which we are working has been established. As in any Alternative Care

situation, the second major group to be trained consists of those professionals

in the community who will he delivering the services which had been previously

delivered through the State Department of Mental Health itself in its institutional

facilities. These people largely comprise two populations. One is the special

education personnel throughout the state who, via recent Indiana State regulations,

must accept responsibility for the educational treatment of the individual during

the day within the broad definitions of education. This, of course, involves the

current major generic treatment available to the majority of clients. The second

group of people will be those who manage day care homes and sheltered workshops.

while the former has generally received much training, the latter has not, and these

populations will be the subject of a special training program. Collectively, the

people representing the day care homes and sheltered workshops, the public school,

and the present personnel from the State Department of Mental Health are responsible

for the delivery of services to the handicapped, and each constitutes various

aspects of our Advisory/Evaluation Board. Thus the Alternative Care Projects have

asiu'ct5 of vesearch, training, and service and a system of accountability by which

we are immediately responsible to a consumer board of trainees and their representa-

tives.
The multiple setting model is a product of a growing body of literature con-

cerned with environmental and ecological psychology. Utilizing the work of Lewin

and the later work of Roger Barker at the University of Kansas, the project has

conceptualized a multiple setting model. This has resulted in the core concept

of measurement, replication and dissemination within the notion of the behavioral

setting as it has evolved from ecologic 1. psychology. Quite simplified, ecological

psychology proposes the notion that a behavioral setting is a measurable unit capable

of altering behavior and being defined across a set of specific characteristics

(see figure 2). Three simple characteristics or dimensions of the behavioral setting

Figure 2

Behavioral Settings
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inolude personnel, or the huran t,t.l'icas an antera

ulfp material of the setting (knife and fcrk. cr a fart:r.

Fei the puipo!,os of this paper, lecut,,n can be Z1: 7

r of the setting, the I 3 :':ng room. .17 ::Si*.. 7-""

more abAtiract o)tvonimts t!'ont rabutv to the specif;c :"",e t-rst :f

eharacteristies would be cyclical time, that is t!le tire ot MIry, time

the time of the month, including the various cycles that ev-c:vv, L.s.

rhythms and functions. The second characteristic of the sbetaviora: ai

have operationally defined it includes elapsed time or amoll=t of tics tc

the' veeific activity as opposed to particular time wiv-,in v%on tne tait.eis

plaee. A third characteristic of the behavioral settih: is tt4t,

diro,:tion which refers to purposes, ob7ectives. :r er7.e:teit :t

speeifii' behavior.
The episodes in which the individual fun.tions. an _nctins an ata7_.t:

manner, are studied across the various characteristics of tne benaT:-ral s4ttinl-s

which they comprise. The assumption is made that the mere af.a:.7tive tr-F.

van be to various settings, the greater he/she can be S412 .t-7. :ienerai state

of adaptation. The specific task of adaptation then, is aoctirmc.l:sy.ert tnt

dual responding to more and more behavioral settings isee fide 2 ar.,..d

feedback acquiring setting adaptive behavior. The gleralioatioc ar.-rc,ss tne settirts

is done in the half-way house model created at the *..)TC wherei.n tnere is a s-,-stec-tio

liantle in one of the dimensions or characteristics of the !,-,ena-i-:,:r1.1

the others are held constant, e.g. the authoritarian ?ersonne: are sf.ifte:-i tt

the amount of time spent in meal preparation is in;:reaseC. :r the anc,zzt and ty-pe of

food is decreased, etc. across all the major behavioral settincs *:tizr.

dual engages. It is assumed that through this process of ?er*ra.:.-zatioc. tne indivi-

dual is preparing himself in a systematic manner to enter intn tne .7.-rttat,cr

This model is in counter distinction to a skill building model unere tne f:cus is :n

the individual's acquisition of a set of shills:: in tne

are more concerned with the person's adaptation to a growl . 7. :f zenavi:ral

settings. Thus, the behavioral setting methodolocTy differs and is. .e feel, :.uc_~

more responsive to the individual client as opposed to t±le me e'

a otori delineation of a set of objective or charaoterc.- w'i-- _aye zee:-

found to be present in the community and thus assumed t: t.c,se f::

adaptation.
within this framework, methodologically, the task nal te-en t--e=

major focus areas wherein the behavioral settings are exarLinet. :t is felt t.. ,t

when looking at adaptation, these three major areas are :f 7tese are

a clinical area, that is, the variables which exist witnin 71.1mse:f;

a second area having to do with the significant other--infiivida: interaction variance--
usually within our society referring to parents or parent s-irro=ates; ath a t-i_

area having to do with the community or the professiona: respors.e t: tne n.andica..oed

individual (see figure 4). Thus, we have in our metno :lo.7y set u- tr_ele tniree arenas

for intensive study and consequently view them as the clusters

adaptive behavioral settings should be organized. We :oelieve on.at

trapped by these factors accounts in most cases for tnc processes tnat lead

to institutionalization. To study these sources cf varianoe tne

coming to the half-way house setting at the DTC for three ttays a ,&fir_ a set. of

5-6 peers who will be involved in the same deinstitutionalimatir7,. a"..ter-ativ-e care

process. Generally, individuals range in age from 8 to 45 years an± are

heterogeneously grouped in a cottage setting across var,iat:es _ex

During the week, the staff from the Center introduces these .indiv:.t.;a:_s t:

aspects of community and group life using the behavioral setti.n7

methodology. Behavioral examples include movement ttrougn snelp;iimq oe:nters. i.=:nase

of desired goods, preparation of food, health care, an wcr41 expf...rLencei.

Concommitantly, u, second area in whion we feel a great deal :f tt* -.7-arza:Lca _am

be accounted for, is the relationship which de7elops between the siTnificant =hers
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the elioni itereeete. lee wee iedieated before, in the preeent tate
ese

eeelety, meet et these individuile will he a parent or osarent-like figure. As

the weeke ere eerefuily elanee,i te introduce behayiere' eeteings Atia explore responses

foe adaptive vorNeenente, eeekeed seeeions previde in-dopth enalysie of the disruptive

elemeete et inrporonal eontaet with sioneficaet °there. Thus far we have worked

with eatere: oarente, although we eneuine the model to have rore generic ir-
==-7- Ry expleriug disruptive behavior in home-like eettings, immediate
eeee, a I t it On; In prtwv.iitare hi ch t sul t i Mit i1,1 I ly Fiat 1:;factory re-

cepeoeeil relationships with the pemen previously defined as deviant. Generall*

thte.eaek levelvee three separate aspects, each having 4 wend devoted to it
qui'(-476R9 t Ui A-11141,1ot lOn Thu tiret ie the objeetificatien aed clarification of the
veluee enl qeale toward and or the handicapped member of tee family; -he second

involvee the rolationenio between these values as stated anl the behaviors engaged

in; lnIrd a.zrect or cycle involves the modification of the individeal's or
the family'e behaviore to conform with their shared value system. Thus, a re-

ciprecal reletienehiv establiehed within the family which includes the handicapped

individual. The three Aeparate contacts are carried through. with the entire family
eoneteliation into which the handicapped individual will return. This may inclue.e

a mother, father, sinters and brothers, and any aunts, unclues or grandparents who

mielit be part of the family setting.
eroeedurally, this moan e that these individuals come to the t)TC for two week-

elide. The first weekend is directed at getting a family system accustomed to having
their behavior monitored- and fed back to them using electronic data systems, ard
weektng threugh all the concerns that they may or should have around invasion of
privaey and getting their fully informed consent and expressed values down in a
roolieable and useful manner. This involves an especially intense weekend because
this behavior must be studied across several behavioral settings including health
cajo, foimi intake, recreation, and vocational concerns, as well as the religious

aeoeete of their family lives. The second weekend Involves the equation of the
eeleee they have been stated with the behaviors as they present themselves. This

involvee e ereet Joel of intense concentration by all members of the family as they
eddreee the feet that there is a discrepancy beyween their existing stated value
lip! their oenavier. Reeolution involves a considerable working through and feed-

beek ae te their valee-eriented behavioral orientation. Usually this second weekend

tlkr.!; plwo aut sax weeks after the first weekend has been processed. The third

contact involves a trial or transition wherein the individeaI and the family lives

at the OTC for a period of time and then are given feedback as they change in the

direeet ion that they have established. As the reciprocal relationship (moss, a
trannition is made aerose the behavioral settings from the half-way house setting
haek into the original community with continuous feedback by the projeet staff as
fe the diserellancy between their stated behaviors and the desered behaviors. In this

manner the stated behaviors and the demonstrable behaviore growing out from their

value system change, and as the reciprocity and the relationship grows the staff
from the DTC accompany the family in the transition to the community. Only then is

the amount and degree of feedback reduced systematically as the individual and family
beetle to function together in the community.

eO The eecond necessary prerequisite is a community placement of the individual and
thie is negotiated in the third major area of study within the proect. Community
study involves much more training and much more liaison between the state hospital

pernenhel and the community personnel. At present the mejor placements for handl-
eeee ,ecap:ed persons are in sheltered workshop settings. One of the goals of the project

_ to enlarge and normalize the number and scope of placement within which the

7 individual handicapped person can participate in the community and then to direct

:777 the professional activities in the community away from tas's of maintenance of the
individual towards one of support. In working with other aspects of local leesiness,

*7,-----recreational and governmental agencies, communities begin making and suppeoeing
niaes for handicapped individuals within tleir mainstream, not as traditionally,

eTe
eeeee_ at some peripheral level. This task is acceeO'oshed by rur staff in cooperation
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