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ABSTRACT ,

‘ The"fOCUS of-this~study was the development of an
observatlonal 1nstrument w1th which to describe the
1nd1v1duallzed teach1ng procedures within the Presqhool Play

Programme for Moderately Mentally Retarded Chlldren

conducted at the University of’ Alberta. The Prep Programme,

N

v‘as it 1s more frequently called was begun in 1973 as a

i1
.research project of the Department of Phy81cal Educatior.

It was establlshed because of the recognlzed need for the

¥ .
improve the, gross.motor play skills of presc/

'development of instructional programme materBals designed,to

ool'childrenff
who are querately mentallyvretarded. Crucial_to the
development'of su¢h a curriculum programme is “the abilityl
to monitor the implementation of tne special teaching ’
strategies adopted.'; . |

. To describe the individualized instructional'episodes
it was necessary to observe and consider the events that do
and logically can occurt To 1dent1fy the - s1gn1f1cant
features it was necessar&‘to consider the characterlstics of
moderately mentally retarded’children'and’the theoretical
constructs which have.influenced the development of the

\
teachlng strategles within the programme. : \ e

)

The research began with a pllot study in which v1deo-

tape recordlngs were made of 1nd1v1dua11zed 1nstructlonal
e

,. .
eplsodes. This video-taped material permitted a close
examination of the uﬂ%que events in the teaching/learning
situation. Categories were selected on the basis of these
iv

oD

*
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'events and with reference to pr1n01ples of applied
Ebehav1oural analysis and motor Sklll acqu1s1t10n.
Deflnltlons were formulated and codlng rules established.
. In order to test the instrument video- taped
recordings were made of elghteen instructional episodes.

~

Three teachers partlclpated.v Video ~tapes were mdde of thﬁ/j o

~
!

development of one play skriﬁ by ‘each teacher over “three! .
1nstruct10nal ep1SOdes.} On the completlon~ef this series of
‘three episodes a different skill with a different ohild was
similarly recorded.

The video-taped materzalawas then divided into discrete
BO,Second-segments. Eighteen such Segments were randomly K
selected, lengthened by 15 seconds and edited on to a master

+ tape to be used to assess inter- observer agreement

From the. remaining v1deo taped matgrial s further <
eighteen 30 second 1nstructlonal segments were selected to .
train'observers- . .

- : : ,Lhe instrument was'tested for accuracy and objectivity

by the calculatlon ‘of imter- observer agreement between each

of three trained. observers and a crlterlon observer: the

researcher. )

Agreement was calculated on each of the maJor category
groupings of Antecedents, Behav1ours, Consequences and
.Subscrlpts- ‘With the exceptlon of the Behaviour categories,
the mean agreement between all observer palrs was well above
the 80 percent set down as\a guideline for evaluatlon Inter-
observer agreement was then calculated on each 1nd1v1dual

* |

s . |
-
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category and an analysis-made of the types of

3

observers  experienced.

|
!
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CHAPTER 1

THE PROBLEM AND ITS SETTING

Thiafocus of this study was the development of an
observational instrument with which to describe the teaching
procedures within the Preschool Play Progrsmme:for
Moderately Mentaliy Retarded Children conducted at the
University of Alberta- |

The Prep Programme, .as it is more frequently called,
was begpnbin 1973 as a resesrch project of the Department-
of Physical Education. It was established because of the
recognizéd need for the‘development of instructional ..
programme materials_designed to improve the gross motor
play skills of preschool children who are mpderately
mentally retarded (Watkinson and Walii 1977) .

The importance of free play activiﬁy for the preschool
child-is well recognized. It contributes greatly te his
‘s0cia1, emotional, cegnitive end motor development, and is
the means through which a large part of hls learnlng is
acquired. For the non retarded child, the Skllls necessary
Yor play seem to be acquired relatlvely easily, as a .
natural consequence of hls interactions with the env;ronment.
Typlcally, by the“age of four and five a wide range of
skills have been developed and gre used in free play
activity. é

In contrast, however, the mentally retardedrchild-at
the ®ame age tends to have poor motor ability, few play
skills and spends a~1arge proportion of his time in idleness

o

(Noble, 1975).
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Watkinson (1977 states the preschool mentally
ey
retarded child:: .

demonstrates a lag in hig play behaviour that

is comparable to the lag displayed in motor
develogment (carr, 192) physical fitnegs
(Stein, 1963), and other movement characteriutics
(Francis and Rarick, 1960) . (p. 2) '

During the preschool years the lag in all areas of v
aevelﬁﬁment tends to increase. Thig_hag led to a groWing_
wrecogniﬁion of the importance of early exposure to
structured educational experiences for those chlldren who

.gtfall to make a equate develdépmental "gains in motor.
laﬂ}uage and ot

is thls recognltlon that has led to the establlshment of the

skii%f/within the home environment.. It

Prep and other programmes and the reason for the increasing

"

number of retarded children taking part. : 3

Rationale for an Observational Instrument to Describe

3 O

Individualized Instruction in the Prep Programme:

The goal of the Prep Programme ie to teach moderately
mentally retarded children the skills'heeded:for play
T (WatkinSOn, 1976).“Wi%ﬁin the programme the children are
introdueed to a stimulatzng piay environﬁent and much of the
" time is spehtjin free‘play'acyiyity. However,'at aﬁpropriate
intervals the chiid is given brief periods“of{individual
instruct}pn.in prescribed motor skills. The skills that
have been selected are those considered to be normally used-
by non—ﬂetarded preschool chlldren. Each skill has been

analyseé and a sequence of skill progre581ons deflned

These/éave been written as behavioural objectives

N
N



Y (Watkinson, 1976). D

The moderafely mentally rétarded children participaf!hg
in the programme exhibit wide individual differences in -
b,

their motor ability and play behaviour and, therefore, an

individual instructjon proeedure has been adopted’ Each

individual childfs play‘skiils are assessed acgbrding to
what thé_ChiLQACan~do and What he actually chobses to do .
wifh some freqﬁency. On the basis of this assessment, one
or more play sk;}ls are preséribed for.individual
insfrudtion; .Progresslin the teaching/learning situation
is reborded daily and evaluated regularly.

In Summary,yit may be said thaf the Prép Programme 
- fulfils a_ dual purpose. It not only provides a direct
service to a group of children within the community but it
also provides a 1éboratory for the-development gnd
examination of inéfructional materials and teacging »
strategies (Watk;nson and Wall, 1977) .

Rosenshine and Furst ()1973) indicate that settings 1n
which' special instfuctional programmes aré_being used are‘
_settings for descriptivé, éorrelational'and experimental
research. The same authors speak ;f a research loep-which
wo%ié seem to have significance for the Pfep Programme.
The research loop involves: ﬂ
1. trainin% teachers to use programme matefials,

2. using an observational system to describe the

‘instryctional activitiés with particular réfereﬁce

to behaviours considered important for the effective

/

implementation of the programme,

N



studying the relationship between instructional

activities and student progress,

' modifying teacher training procedures ahd/or materials

‘on the basis of these findings,

'

initiating new studies to determine the effects of

change, and - "
detefmining the new relationship between instructional
activities and student progress.

el

" A.programme specific observational instrument can be

used as a research tool to collect observable data. It can

also be used to provide feedback to teachers as to their

own teaching behaviours and achievements (Simon and Beyer,

-

A197O)', Training in pracess observation is now used in many

teacher education programmes. There is an increasing

awareness of the value pf providing teachers with a tool

with which they can monitor their.own‘teaching behaviours

9

and “thus develop and control those behaviours (Simon and

Boyer, 1970).

~

In summary it may be said that an observational

instrument designed specifically for the Prep Programme

| may be used in three ways.

1.

Itwmay be used to:

Monitor the teaching strategies employed by the

teachers, i}
Study the relationship between instructional
ac(}vities and student progress, and

Provide feedback to participating teachers, thus



helping them to develop their own teaching skil&

Stafement oX thg Problem

(Y

The purposé’of this study was the dévelopment of an
accurate and objective observatiéhai instrumeht to describe
the behav1our exhlblted w1th1n the individualized
instructional 51tuatlon in the Preschool Play Programme
for Moderataly Mentally Retarded Chlldren at the Unlver81ty
of. Alberta. )

The objectivity and accuracy of the instrument was‘
neasured by the calculation of inter-observer agreement

between each qf three observers and a criterion observer.

. A figure of 80 percent was set as a guideline for the s<_

-evaluation of inter-observer agreement for: (?
1. Antecedents ” ~ J/
Behaviours Al
¥
Consequences .
Subscripty -
2.  Individual cz;tegories within the* above category
& groﬁpiﬁgs.
Delimitations
1. The study focussed on the development of an

observational instrument to describe aspects of
teacher and pupil behaviour in the indiﬁidualized
instructional episodes in the Prep Progfamme at the
University of Alberta. ’

2. The instrument was designed to code:

1) selected verbalizations by the teacher and any

o



y - i
| d
" physical éontagt with. the child that acéqmpaniedf,'
these'verbalizétions, and .
2) gelected physical responses by the child.
3; The observational~insfrumént was designed-to be ﬁséd
/ﬁo code video-tape recérdiﬁgs of the individualized
instructional episodes. 1
4, The teachers %&o participated were.thﬁse‘working in :
the. Prep Progfamme. All of the teachers were third
year Physical Education students whowgad undergdhe a
course in the Prep Programme materials andeeaching
: strategies. All had had a similar preparation and _
experiénce in teachipg‘motor sfills to moderatgly
" mentally retaréed preschoﬁl children.
5 The 'piay skills that were taught were selected by the
teaéhers from those prescribed for each individual

child according to administrative procedurés of the

‘programme. The skills taught were jumping down,
kigiing, catching, bouncing and reverse hanging from
. a bar. | o
6. | The inter-observer agreement analysis was calculated
'using the investigator as the criterion observer.
Ihter—oﬁserver agreement between trained observers

‘was not used in this study.

Limitations of . the Study

. 1. The teaching-episodes may not have been entirely
typical of those normally occurring in the programme-

There were several reasons for this.
. « ‘



, -

'

>'a) Teachers Wére aware that they were being video-
taped and therefdre some reactivity may have
occurred. - 7

D) A cordless ﬁiérophong’had to be worn and a trans-

-
s

mitter carried in éqpocket by each teacher.

¢) The removal of‘eéch chilad to.avsqitablé pbsitibn
for video—taﬁingiat‘the time required may have had
some effecf on the bﬁi;d's‘behavioﬁr- This is
contrary to the recommendation in the Prep Manual
that teachers should use disdéretion as to when the
-individualized instructioh'is given S0 as‘hot to
interrupt the child in any,self;initiated ’

constructive play experiences.

2. The one-way glass partition_ through which the ;ideo- ‘
taping was done was ah effective mirror.juThis was
Qbsefved to be distfacting to one of the thildren.
However, the glass par;itioﬁ‘was a permanent féature
of the environment and reflected the activity of a

large ﬁart.of the room.

Terminology

1Y Prep Programme: The Preschool Play Programme.for

3o

Moderately Mentally Rétarded_Children conductéd at
the University of Alberta (Watkinson, &976)-

2. instruét;onal episode: A variable period of time in
whichfthe teacher helps the child to develop a motor
skill. The instructional episodes in tQSs study had

an average length of 5 minutes and 25 sedonds. The

Lo
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instructional episodeyusualiy‘eﬁas‘Qhen the child's

‘attention can no longer be maintained‘or the teacher

deems- 1t suitable to finish
Iﬁdividuaiized teaching situatioﬁ{//This»rebresénts

the teaching 31tuat10n in which one teacher 1nstructs

one\chlld on a Sklll that has been. prescrlbed on the

\

‘ba81s of an assessment of the child's Sklll repert01re.r

Teaching segment: A 30 second segment edited from*an'

instructienal episode.

Moderately retarded (trainable): Chi dren w1th a
measured 1nte111gence quotient betwfen 30 and 50 on

a standardized intelligence test.
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~ "~ CHAPTER 1II

. REVIEW OF THE LITERATURE .

Obsérvéiional,Iﬁstrumenfs:’ - . ! )

There has been an increasing interest in the
éeVelopﬁenﬁ ahd use of obsérvational instruments. “"Until
the 1ast’decgde'few t&ols have been available for the study
ofvdyhamic, ongoing‘interaction‘between peoplé" (Simon and
Boyer, 1970, p. 1)-6\Howevér, obgérVational instrumenfs Now '
exist in ﬁﬁundahce.(gaéenshine and. Furst, 1975);

Observational instruments have been used in many
different settings, includthé educational, commercial,

<

indus;gi?l, hospital and corrective institutions, group

dynamiés courses and workshops. They havé been developed to

p describe many aspects of humaéiz;;;;actionand behaviour

such as the social-emotional climate in the classroom

(AdamsiBiddle, 1970; Flanders, 1970), non-verbal communica-—

. tion (Buehler-Richmond, cited }n Simon and Boyer, Vol. B,

1970);'pupil questioning (Dodl, cited in Simon and Boyer,

Vol. B, 1970) and teacher behaviour (Robbins, 1973).

v

Flanders (1970) states:

An observational system is essentially a process
of encoding and decoding, i.e., categories for
classifying statements are established, a.code
symbol is assigried to each category, and a trained
observer records data By Jjotting down code symbols.
Decoding is the reverse -process: .a trained
analyst interprets the display of coded data in
order- to. make appropriate statements about the
original events which were encoded, even though
he may not have been present when the data was

- collected. Yp. 29) . .

bas '5‘4% g



T
There appear to be three elements that differentiate
. the various ooservational instrumepts: the scope and
specificity of categories, the format used to code B
individual events; and the recording:procedupe.’
o Categories | - v
Simon and Boyer (1970) refer to categories as
descriptors of behaviour" (p 33) - When selecting
categories the developer must .determine the type of o
1nformation that is required (Siedentop, 1976). It is.
‘1mpos31b1e to record all that happens 1n an 1nstructional
situation and therefore’ the key information.must be retained
so that medningful observations may be made (Robbins, .1973).
Important decisions must be made as to the amount of
information that is required. The more categories that are
included in ah observational instrument, the more.
1nformation that is gained: However, as the number of
categories are increased the more difficult the instrument
becomes to both learn and administer (Simon and\Boyer, 1970)
It is clearly necessary to reach a comprom1Se between the
amount of 1nformation Preserved and the fac111ty with which
it can be gained. The Flanders System: (1966) the most
'w1de1y known and used observation system, ﬂSimon'and Boyer;;\
'i9?0) uses ten categories. i& |
_Robbins (1973) states ikt

Systems have been developed using 30 or more
.categories. These systems appear to be too
unwieldy for gener&;/use unless they are based
on a checklist approach’, rely on expert observers,
use audio or video tapes whieh can be replayed
. many times, or use duplicated categories. (p. 20)

9



Coding o
A Variéty of coding methods can be found in the
literature. Flanders (1970) used 1 number coding method
in which each of .his ten categories were identified by
number and recorded on a matrix. Gallagher (cited in Simon
: and Boyér, Vol. A, 1970) used'a thyee qigit'number systém inu
which a number h;t only igentified a Category but its
pogition indicated the diménsion of the threé dimensional
_system ‘in thbh it fell. The_Ascher-Géllagher and Simon-
Aga érian systems (cited in Simon and ﬁoyér, Vol. A, ﬁé?p)
- used emonic abbfeviations, while.Hall (cited in Simon and
Boyer,‘Vol. B, 1970)vmadevuse of aﬁ iconié code. Whichever
code symbols are adopted it is impoftant that they are easy
to learn and use. ‘ ‘

&

Recordithfrocedure
The déveigper of an observatiohai system must also
decide what wili\be‘the unit of arralysis. The majority of
the seventy nine &Eservational instruments citéd in Simon
and Boyer (1970) use a category change to prompt a |
- recording. Many of ese instruments however use the ;
.category'change proced ré_in conjunction with other coding
units such as speaker :ﬁ%nge, topic change, or time units.
The recording of‘c tegory\ghange alone has the disadvartage
of providing‘no cozggpt of elapsed time. Consequently mdhy
of the syétemsiuse ahtime unitf | '

Tﬁis is particularly trueiof the systems in the

Flanders lineage that use a several- seconds time
interval so that the codes recorded carry with

- them not just notations of category changes. but ' .

some sense of elapsed time as well. (Simon and
Boyer, 1970, p. 13) _ ‘

11
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In an attempt to despribe the one-to-one teacﬁing

situation in the.Prep Programme it was necessary to
Qbserve and consider the events that do and logically ,j/'

can occur.
4

In order to identify the significant features it was

also necessary to consider:

1. ~ The characteristics of moderately mentally retarded
children. ‘ '
. ’ ' ' "I/ .

2, The theoretical constrgcts which have influenced the

\-develcpment of the teaching strategies used within

the programme. . *

Some Characteristics of the Motor Performance of Mentally

Retarded Children

"Mental retardation. is almost‘invariably accompanied
by substandard levels oflperformance in both fine and gross
motor skills" (Rarick§\l973; p. 225). However, one cannot
attribute the mentally.retarded ¢hild's-motor deficiencies
solely to his mental deficiencies. In addition to.this

disability menta retarded children often have health'and

developmental prdablems and reduced oppcrtunity for play
(Bruininks, 1974;| Rarick, 1973).

Studies havg suggested that mentally retarded children
have smaller phypical dimensions than non—retarded chiidren
of the same age 'and sex. Down's syndrome children, for
example, are‘significantly retarded in linear growth and
skeletal age (Bruihinks, 1974). The greatest deficits in

‘physicdl growth and development, however, are found amongst

f
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the more severely retarded persons with associated organic
conditions and motor impai@ment (Bruininks,'197b).n | “

In meésures of’streng%h, power and coordination,
mentally retarded childpen tend to score well below their
non-retarded peers_(Rafick, 1973). Reaction timg studies
show similar substandard performances (Berkson, 1560;
Jones and Benton, 1968; Rérick, 1973). Mentally refarged
children often have difficulfy in maintaining balance. ‘
This difficulty is experienced both in the maintenance of
a stationary body position and_dhringomptpr pérformance‘
(Bruininks, 1974; Rarick, 1973;. ! '

The poorer performing méntally retarded child Mkes ~
longer than“his npn—retardé; peer to accustom himself to
a new task. Rarick (1973) has Suggested that this is a
reflection.of the nobelty of the task and the lack of “
relevant motor experiénce of these children.

Wall (1976) explains this initial difficulty as
follows:. | ) ‘

Mentally retarded children by definitidn, are

impaired in their cognitive verbal abilities;

furthermore, recent research has indicated thgﬁ

the mentally retarded have short. term memory

deficits and have considerable difficulty in

identifying and then attending to the salient : ¢

features within a stimulus display (Brown, 1975;

Ellis, 1970; Zeaman and Hogse, 1963). (p. 76§

Wall hypothesizes that due to these 1imitations
mentally retarded children have difficulty in observing
the salient features in a perceptual motér skill. Therefore

they have difficulty-in mddelling the motor behaviour of

others. This tends to‘retafd their motor development.

o
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Thus, because they cannot adequately model the

motor performance of others, from a very young

age retarded children are handicapped in the

opportunities for practice naturally presented .
by the environment. (Wall, 1976, p. 76)

Because they cannot model they do not have the basic skills

“which would allow them to interact effectively within

different play environments.

Motivation is an important factor in the motor learning
of the mentally retarded (Rarick, 1973).‘ Levy (1974) has
suggested that while the intellectuaily normal child may
approach a new tasﬁ with reasonable confidence due to
successful motor and play experiences in the past, the
fétﬁh@ed chiid often approaches a new task with an expectancy.
for failure due to arhistqry of failure in physical activity
sSettings. Levy further suggests that this generalizedf\ -
expectancy for failure helpé\explain why social and taﬁéible
reinforcement has more significance for mentally retarded
children than for the non-retarded. A number of studies . -

have indicated the positive influence of social reinforcement

. such as verbal praise, smiles and urging on motor skill

performances by mentally retarded children (Ellisvand o
Distefano, 19595 Levy, 1974)..
A number ofAQQSearchers have recognized the afore-

mentioned motor performance deficits of.mentally retarded

children. In order to facilitate the motor development of

these children conside as been done on task
analyied instructional sequences. The I CAN programme of -,

MichiZan State Univirsity (Wessel, 1976) has an extensive
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curriculum for elementary school age mentally retarded
children.. The Prep Programme is an extension of the I CAN
programme in that it focuses. on the development of motor
piay skills for younger retarded children (Watkinson, 1977).
It too, has established'Sequenfial learning objectives in

a broad range of basic play skills.

o

Teaéhing Strategies in the Prgp,Prqgrémme.
>h The teaching strategies that have been adopted in
the Prep Progfamme take account of the nature of
moderately mentally retarded children, ba@ic principles
of skill acquisition and applied behavioural analysis.
Geq¢ile (1972) suggests that the basic operations
that a teacher can perform in an effort to facilitate
skill acquisition are;
1.  Verbal instruction

2. Demonstrations

-

3.V\ Direct manipulation or positioning of thellearﬁer.

In view of the characteristics of moderately'méhtally
retarded thildren, thé teaching strategies prescribed in
the Prep Manual (Watkinsan, 1976)1utilize ali of tﬂ% input
modes, auditory, visual and tactile.

The retarded child is usually late to develop language
and may have limited language skills throughout life. The
teacher therefore needs to ensure thgt verbal instructions
are appropriate for each individual child in terms of

sentence length, structure and vocabulary (Watkinson, 1976).



. during periods of gnsui%able behaviour can go far to help

N

When learning motor skills retarded children need
BN
vary ing degrees of physical assistance ranging on
continuum.from complete physical manipulation, through

arylng dcprecn of partial physical prompting to

. demongstration and verbil cue only.

To avoid reliance by, the child on visual.or
tactile input however the teacher must learn to
fade the prompts he uses and pair them with
verbal instruction so that eventually the child
can respond to verbal cues or can initiate skills
without the help of the teacher- (Watkinson,
1976, p. 9)

A fundamental principle of applied behavioural analysis

states that the future strength and direction of a behaviour

‘are influenced by the consequences of .that behaviour

(Becker,’Engelmann and Thomas, 1975). When a consequence
strengthens a gehaviour by increasing its frequency,
duration or intensity, then that consequence is éaid to be
a feinforcer. It is suggested that reinforcing good
behéviour by loving attention and withholding affecﬁion
change behaviour (Neisworth and Smith, 1973). The low
intellectual drive (Bruininks, 1974) and the sensitivity to
motivational factors (Wall, 1976) characteristic of retarded
children give partlcular.81gm1flcance to the con801ous use
of relnforcement in the Prep Prograﬁme.

" Because of: the motor learnlng difficulties character-
istic of mentally retarded children shaping procedures are
used (Watkfhﬁggi\}g76). In shaping behaviour the teacher uses

~
- - 7. ” y
positiye-reinforcement for responses tha%\gome closer and

~ N : ( - : /
\ N
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closer to the actual skill to be learned (Becker, Engelmann

17
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and Thomas, 1975). The cfiterion for reinforcement is
gradually moved in the direction of the Sklll.

Gentile (1972) presents some basic concepts of Sklll
acquisition and~?hen draws some practical applications to

teaching, She suggests ‘that initially the teacher's

: responsigllltles are to create a spe01f1c env1ronmental

problemn, make the goal clear to the ch;ﬂd and establish an

adequate motivational 1eve1

.>‘

However, in order to perform the task the, learner must

_be able to identify and process information about the

env1ronmental conditionssthat control hls movement.
Unless the learner recognizes the events to
which his movement must conform, unless he
* selectively attends to the stable or variable
regulatoxry condltlons, he will not be gble to
consistently organize a movement that matches
the environmental demands. (Gentile, 1972, p. 7)
The work of Zeaman and House (1963) suggests that
retarded children suffer from a low initial probability of
recognizing the significant featyres in a stimulus display.
It would seem therefore that it is barticularly important
that the teacher of retarded children should helplthe‘child
identify and,selectively attend to the environmental stimuli
that will regulate the movement. Furthermore the teacher
can simplify the conditions in which the skill is to be
performed by reducing non-regulatory inputs (Gentile, 1972).
It follows that by manipulating the environment, the

regulatory‘stimuli,.the teacher can vary the difficulty of

the movement to be performed.



.- It is the child who must organize his motor pla; of
éxecution. The teacher can only provide guidance qf a very
general nature. The human motor ?erformance model indicates
that feedback from the performance of a response is
essential for the organizatién of a subsequght response
(Gentile, 1972). The stimﬁlation prodﬁced by the movement
within the individual and the pérceivéd effect of the
moveﬁent,on the environmenf are referred to collectively as
intrinsic feedback. The encoding of intrinsic,feedback is
essential for the,organizati;n of the métor plan for’thg’

. 1 c
next response (Gentile, 1972). The teacher may. augment the

intrinsic feedback by providing the child with knowledge 6f

'performance and knowledge of results. Gentile suggests that

this augmentation may have little value, unless the
performer failed to.attend, encode gr retain input or was
unable to determine the degree of accomplishment. In view
of the nature of moderately mentally retarded childrén,
augmented feedback may have a particular significance for

the teaching of motor skills to these children.

Siedentop- (1976) suggests that the first step in the

" development of an observational instrument is the:

idéntification of the behaviours that one wishes to observe.
In this observational instrument the selection of
categories, the ‘descriptors of behaviour", was made on

the basis of:

1. The motor abilities of mentally retarded children,

™
2. Prep Programme teaching strategies, and

4
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The -theoretical constructs which have influended the

‘adoption of those strategies, némely principles of

applied behavioural analysis and motor skill

“acquisition.

19



CHAPTER I1II ’

THE DEVELOPMENT?OF THE OBSERVATIONAL INSTRUMENT ' ©
The deVelopmeht‘of'the observational instrument began ‘
With a pilot study in which videp—tape recordings were méde
of the individualized teaching episodes conducted ih-the -
Pn@p Programme. For the purposes of the pilot study video-
f;pe recordingsfwere/made of the Six'teachgfs wdrking-in the
.programme, in a éet‘raﬁdom order. Tﬁe‘childrgn with whom
they worﬁed and the skills taught were pre—detefmined 5y7
.Lcurriculum‘procedures prior to this study. No attemﬁt was
made‘%ﬁ interfere with routine proéedures,-except that -
teachers were requeéted to carry out their instructional-
duties in a position convenient for the video-camera. -
A Sony video-camera, model AVC-3200, and a Sony:video—
tape‘recorder,fﬁodelénumber 3600, were used to record the
teaching episodes. Teacher verbalizations were recorded by
a Sony F98~microphone placed néar the instructional
situation. The equipment was dbtrusive and some reactivi%y
on the part of the teachers and children may have oqcufred-
However, the teaching episodesfrecorded‘were considered to
be ty;ical of those nojrmally occurfing in the programme.
The video-taping was completed on two mornings each week
over.a period of three weeks. A total of 85 minutes of N
instruction was recorded.
Thé video recordings of the teaching episodes
permitted a close examinétion of the unigque events in the

individualized teaching situation.

20
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The follow1ng is a summary of proceedlngs in the a

“individual 1nstructlona1 eplsodes. A88001ated with these
o .

events are the observational categories which they suggest.

-

The researcher identified these proceedlngs as‘belng

typlcal and s1gn1flcant 1n the teachlng/learnlng 51tuatlon

[y

The'Teachigg/Learning Situation

In the teaching/learning sitﬁation, the
teacher frequently asks the child for a variety
of speeific skill and generai motof responses.
| Such requests may be madeein a direct,
demandingiﬁay, or they ma& be made in a more
-indirect, informal manner. The fesearcher‘
chose to refer to the former style as o Manding
"manding" and the latter as "seliciting". Soliciting

Similarly tepchers may mand or solicit’
the attention offthe child.

When setting a task the teacher will
frequently »

1) demonstrate the response that is | Demonstration

required.

2) draw attention to parts of the body

and their function in the execution Body Focus
of the task. '
. 3 2
3) ask the child to focus attention %nvlronmental
on significant features of the . ~ Focus
environment.
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‘ Occasionally, the task)may be made more
or less challenging by the ﬁanipulation.of .Environﬁehta;
the environmental conditions under which it Manipulation
is to be performed.

Recogni;ing the varying abilities of
moderately retarded children, tpe teacher
may give the child varying degrees of
physical assistance. A child may need to

.be;

1) fully manipulated through a task. Manipulation
2) given a lesser degree of physical " Physical
prompting or assistancé- . Prompt

3) given no assistance at all.

A

-

A child may or may not respongﬁﬁp
these requests. When the child responds

he may do so:

1) correctly. o . - Correct Response
2). incorrectly. Incorrect Response
3) by doing something contrary. ‘ ‘ Negativism

4) vy trying to eécape from the v : -

teaching situgation.
A lack of response, or an unsuitable
response, may cause the teacher to-use
persuasion or censure in an attempt to Censure/Compliance
regain the cooperation of the child. |
The child's attempted skill or motor

fésponse may cause the teacher to:
- )



Positive Teacher
Injitiated Consequencés
"Negative Teacher

Initiated ConseqQuences
' f

. 1 N . \
' 3) provide information about the. L A

1) express approval 1n some way,

2) express disapproval.

response beyond simple Feedback
evaluative comments.

~-

In some instances, the attempt
" ’ Negative
may have hurtful consequences to the . ° Environmental
. N Consequences
child. - - ‘

Thé'Shaping of the‘Observatiqnal“InStrument

The Child/Tegcher Language,Rate Code (Warren and
Rogers—Warren:“1976) érovided an initial model for thé
" observational instrument. This code was developed

to allow the sequential recording of specific

coded teacher verbalizations to g target child,

the target child's verbalizations, and specific .

kinds of consequent events for the child's:

verbalizations. (p. 1)
This languaé% code'suggésted'the form the observational -
instrument might take. o ’

Under the major headiﬁgs OfoniecedenfS, Behaviours and
Céﬁsequéhces the unique behavioural events of the
individualized instructional situation were categorized and

éoded- bue referencé was given to fhe basic principles of

H motor~Skill acquisition and applied behavioural analysis,
The close examination of the teaéhing episodes made PoOssible
the gradual development of the working definitions for each
cafegory and the ruleé for coding. '

: »
In order to facilitate the recording of procedures the
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researcher chose to differentiate a fourth group of
categoriés called Subscripts. These are behaviours that

\are, or may'be, associated with other categories in each of

A”

the Antecedent; Behaviour or Coﬁ%equence groupings.
The following are the-Categories selected andvfhe code
.~ symbols that represénp them. * The complete description of

the observationallinstrument #y De nd in Appendix A.

Categories

Antecedents ' S ‘

1, Specific Skill Response

1.1 Mand for Skill Reéponse, .5
1.2 Soliciting for Skill Response I ®

2. General btor‘Response E | | o
2.1 Mand for General-Motor Response M

2.2 Soliciting for General Motor Response()

L)

3. Attention
3.1 Mand for Attention : A
3.2 Soliciting for Attention | o
4i Censure/Compliance
Behaviour .

. 1. Specific Skill Responses

'1:1 Correct Skill Responbe

1.2 Incorrect or Incomplete Skill

Response @ -
2. General Motér-ReSponse
2.1 Correct Response B X
2.2 Incorrect or Incompléte Response ()

3. Negativism : ' N
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Cd_seguences

1. ‘Positive Teacher Initiated Consequences

e e

1.1 Positive Verbal Consequences | +Q\
1.2 Positive Physical Consequences >+p \\
2. Augmented Feedback \ . TR
'3. Negative Teacher Initiated Consequences
3.1 Negative Verbal Comsequences .w—v‘
3.2 Négative Physica Consequeﬁces . -é \
L, Negative Environmental Cdnsequﬁnces -e
Subscripté
1. Manipulation - : ‘m
‘ 2,- Physical Prompt
3. Demonstration
L, Focus
k.1 Environmental Focug ‘ ef
R L.2 Body Focus T - bf
5.  Environmental Mani?ulationv | ~ (em)
Time ChecK

1, Time Lapse » >3

The Gathering of the Data

s

Three.teachers participated in this phase of the study-
Random selection of teachers was not possible due to Pfep
Programme administrative restrictions.

Vidéo—record}ngs were made of 18 inétructiopél episodes
over- a period of %hree weeks. Video-taping was done on
Monday,«wédnesday and Fridéy_morniﬁgs- In order té reduce

reactivity on the part of both the teacher and the child, the




video-taping was done from an adjacent observatiog\room
through a oﬁe—Way glass partition. ThlS was made p0351P1e
by the use of a Sony AVC 3200, low llght camera and a.
cordless Sony electric condenser mlcrophone‘model 150 in
association with a Comrex wireless mlcrophone transmltter

and receiver. The small cordless microphone was worn by the
teachers clipped to the clothing. The radio transmitter was
carried in a pocket on their person. |

Video tapes”weré made of the development of one skill
with one child by each teacher over three 1nstructlonal
episodes. On the completion of this series of three eplsodes,
a different skill with a different child was begun by each
teacher. The development of this skill”was recorded during
a further three instructional episodes. Thus 18 tegching
episodes were. recorded. The average length‘of the episodes
"was 5 minutes and 25 seconds.

Thevchiidren had been allocated to the teachers by
administrétive‘procedures ouEside the jurisdiction of this
study. For the pﬁrposes of this study the teachers selected
the children with whom they would work from those in their
care. Similarly the skills to be faught were selected by
the teaehers on the basis of the assessment procedures
- presented in the Prep Manual (Watkinson, 1976). 'Thus there
were as few additional demands made”of the teachers by this
study ag}possible. ' \% a
" Each instructional epiéode was video-taped from

j
beginning to end. ;-

26
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The teachers did not work on the skill with the
partlcular child involved on any, morning priorwto the video-
taping of the episode. -The teachers organized their teaching

station in advance of the video-taping in a position

.
LY

- convenient for the camera.

The video-taped material was then divided into discrete
30 second segments. The complete 30 second segments totalled
177. These 30 second segments were numbered and 1dent1f1ed

by both audic and visual cues. Using a table of random

- humbers, 18 segments were then .randomly selected from the

177 seémenté available. This represented a sample of 10 per
cent with which to test the observationalginstruﬁent for
inter-observer égreement.

The randomly seleeﬁed 30 second segments were then
transferfed to a master tape. For this purpose a one, half
inch editing bench was used. This was comprised of a Sony
V.T.R., model 3650, a Panasonic V.T.R. medel N3130-K, and( two
Electrohome 9 inch monitors. Ih editing the material eac
30 second segment was lengthened by approximately 15 seconds
of recording at the beginning of the.segment. ‘This was
essential to allow the observers to adjust‘to the material
and place the behavioural eveﬁts to be coded in the propep
context. {

An interval of 10 seconds was used to separate each
teaching segment. The randomly selected teaching segments
were then‘identified numerically in the interval between the
segmenfs with the use of audio dubbing procedures. Three

copies were then made of this master tape of the material
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that would be used for assessing inter-observer agreement.

In a similar manner a master training video-tape was
made. From fhe remaining video-taped teaching material
18 additional 30 second segments were selected to be used
to train observers. Care was taken to ensure that there was
no repetition of‘the data to be used for assesgsing inter-
observer agreement. |

'Six segments were selected to show the work of each
teacher. Three of these segments were representative of the "
work with one child and three with the second child. Each
of the tralnlng segments was lengthened by appr0x1mately
15 seconds and transferred to a master training tape. 4
space of 10 seconds was used to Separate each segmentQ The
éelected segments weré then identified numerically in the
interval between the segments with the use of audiofdubbing :
brocedures. Three additional copies were then made of this
master training tépe: one for the use‘of each observer.

The researcher used these training segments’ to further

Shape the observational instrument and refine the definitions.

The Training of Observers

[

A training manual was prepared (Appendix A). Thigd

conSisted of: |

1. A transcript of a typical but fictitious segment of an
individualized instructional eplsode, and a coded
representatlon of that sample.

2, A sqmmary of the instructional situation wdich also

ﬁroy%déd a brief rationale for the choice of Categories.

28



3 A 1list of the Categories, Subéoriptu, Yime check and
the code symbols which fepresent tfem.
ﬁ.‘ Definitions of the categories, subscripts and time
check. ‘
. T
5 Rules e ndIA@™ These included a section emtitled

Problem arcas which gave additional guidance for

observersgs, |
6. Self Testing Exercises, with answers:

1) Identification of code symbols.

é) Lists of words, phrases and sentences typically used

~ within the instructional episodes.

3) Transcripts of typicgl but fictitious samples of the

instructional episodes.

Three observers were ffained over a periodgof‘ghpgo
weeks. The observers met with the experimenter daily, Moﬁﬁay
through Friday. The total time spent each week was
approximately 9 hours. Each training session involved
individual coding by the observers and some group discussion.
The individual coding took place in three private cubicles
each equipped with a Sony video-tape recorder AV 3600 and a
Sqny 12 inch cﬁlour monitor model CVM 1225,

In the introductory training session, an explanation of

L}

the{sfudy was given and the training manual was oresented
and discussed. A pre-view o}dthe video-recordings to be
used for training was also shown. Following the introduction,
observers were'asked to make themselves thoroughly familiar

with the categories, codes and definitions. Subsequent

training sessions involved coding, comparing and discussing
N
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the training sepments. " In this way the observers became
familinr with the obscervational instrument and u\:u)
identified additional problem areas. As problems were
identified (10't'irli,1;ig3r1:; were clarified, and additional ground
rules were (ﬂ;trﬂ31i2ﬂled. On the C(anlifti(nﬂxot' the codtng; and
comparing of 12 of the training segments, the remaining six
segments were coded by the observers without consultgtiﬁn-~
On the completion of the coding of these six segments, the
coded materials were assessed‘énd.discusged- On the basis
of this assessment and in view of time constraints, it was

g o :
decided to proceeg’to the next stage: Phe coding of the

data to assess the objectivity and accuracy of the

observational instrument.’

The Testing of the Instrument

-Bach observer was proVided with:
1, A copy of t%e master tape bearing ‘the eighteen 30 second
teacﬁing segments to be coded.
2. Coding forms.
3. Written mdterial which ideﬁtified each teaching Segwent,
. stated the_ skill and indicated the audio‘cues to beéin ‘
and end coding.
L. Coding procedure and check sheet.
Copies of the writteé‘matérials given to observers are
included in Appendix C.
The séme three‘individually equipped cubicles were again
-used for coding. These were arranged in such a way as to
pfovide*maximum convenience for the observers.
a

" \&}\\\
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Thé coding of ths eighteen 30 second segmehts was
completéd by observers over a period of two weeks. No
attempt was made to hurry‘the observers. Someffleiibility
was permitted as to the time for coding to suit the
convenience.of'the observers. The neéearcher monitored.
~ each qodihg period when more than one observer was wonking.
The instructional segments varied in complexity'énd it is
estimated that each segment“reguired between 30 and s
minutes to code.

The coded dafa was then assessed for inter-observer

.agreement. The formula thatvwés used was percent agreement,

i.e. number of agreements
number of agreements and disagreements

x 100.

The use of this formula reqdiredAthé discrimination betwe@h
both agreements and diéagreements. For this purpose
observers were required to transcribe teacher verbalizations
and assoclate ﬁhese‘witﬁ'the appropriate code symbols. In
. this way it was possible to ensute that each separate event

in the iﬁstructional episode was being accurately compared

for agreement.' (Johnson and Bolstad, 1973; Kazdin, 197:7)
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CHAPTER IV

RESULTS AND DISCUSSION

Introduction

“ . The purpose of this study was the development of an

wlaccurate and objective observational instrument’ to describe

“the behaviour ‘exhibited Within the individualized

‘ instruqtional‘situation in the Preschool Play Programme for

Moderately Mentally Retarded children.

Objeotivityvmay be defined as the degrqupf uniformity
with whiéh various iﬁd;viduals code the same behaviouralb
events. Accuracy may be defined as the eitént to which
observations scored by an obsefver match those of a pre-
determined standard for the’same data. The objectivity and
accuracy of this observational instrument, therefore, was
assessed‘by the'oalculation of inter-observer agreement'
between each of three trained observers and a criterion -
observer: the researcher. The inter—observer agreement
was'calculated on the total nuﬁfer of agreements and
disagreements over all instructional segménts. “

_ As an initial gross assessment of the objgctivity and
accuracy of the observational instfument, the inter-observer
agreement was calculated between each of the three trained i
observers and the critefion observer for all events
classified as: |

1. ‘Antecedents

2. Behaviours
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3. Consequences : ‘ . : QB
L, Subscripts ' ‘
- These. are shown in Table I.

Following this, the'individual;categorigs within the
larger catégory groupings are considered. Table II shows
the percent\?greement'calculated for all categories within
- the Antecedent grouping. The Behaviour, Conseduence énd
Subscript categories are shown in Tables III, IV and V
respectively. Thus aﬁ indication of the frequency of
occﬁrrence and the objectivity and accuracy of recording is

A

shown ‘for each individual category.

Results »
The figures displayed in Table I indicate that inter-

I

observer agreement was ingsgeneral high.% A1l but the
Behaviour category grouping exceeded the 80 percent set down
as a guideline for evaluation. The percent agreement was
highest for the high frequency Antecedent categoriesy' The

mean agreement between the three observer pairs was 91.82

. bercent.

Antecedents E

Table II shows the percent agreement between each
observer pair for individual éategories within the Antecedent
category group. As the agreements for Antecedents as a whole
waé high it was to be ékpected'thaf each of the individual
categories within the group would be higﬁ. This 1s shown tb'

be so except in the case of Motor Solicitations.‘ The results

K
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TABLE I

INTER-OBSERVER AGREEMENT BETWEEN CRITERION OBSERVER
_ AND TRAINED. 0BSERVERS FOR ANTECEDENTS, BEHAVIOURS,

- CONSEQUENCES AND SUBSCRIPTSL WITHIN ALL INSTRUCTIONAL

SEGMENTS o .
Cate oriéé Criterion + Criterion + Criterion + Me
g Observer 1 Observer 2 Observer 3

Ant?ggg?ntﬁ .91.98 92.92 1 90.56 _o9t.82
Behfgégurs 6.7k 76.74 . 82.35 8. 61
c ook . ’ ’

Onffggﬁnce 88. 61 87.09 92.68 89.46
SR E 83.07 8l.29 . ab.61 83. 99

~Note: a) The frequency of events in each categofy grouping,

-as coded by the criterion?observer, is indicated in

parentheses.

b) The agreement i1s expressed as percent agreement.

/'/
]

indicate-exceptionally high agreement in all of the threeh
mgnding categories. The mean agreements were Skill Mands

bention Mands

.

95.48 percent, Motor Mands 97.94 percent and jGd

100 percent. Solicitations provided a littleT>”ae difficulty

for observers. While the agreement® on Skill and Attention

Solicitations were high, the mean agreement on Motor

i

P

Solicitations was low at 59.52 percent.
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TAizE I1
ANTRCEDENTS

INTER-OBSERVER AGREEMENT BETWEEN CRITERION OBSERVER
.- AND_TRAINED, OBSERVERS FOR ANTECEDENT CATEGORIES,

WITHIN.,ALL INSTRUCTIONAL SEGMENTS

I

by the criterion observer, is given in parentheses.

. Criterion + Criterion + Criterion + .
Categories Observer 1  Observer 2 -Observer 3 Mean
SKA Jyands 93.33 95.45 97.67  95.48
Skill ) : -

Solicitations 93.02 88.88 1 93.02 91. 64
qmbt?guﬁa“ds 100.00 98.143 95.38 97. 94
Motor .. = *
Solicitations 71.42 57 .14 . 50.00 59. 52,
(14) '
Attention ' : ‘
12) '
Attention
"~ Solicitations 76.92 96.15 84.60 85.89
(26) |
Censure/
Compliance 87.50. 87.50 100.00 91. 66
(7) )
Note: a) The frequency of events in each category, as coded

b) The agreement is expressed as percent agreement.

35



. -Negativ

] | - 36

Behaviours)
( Table IIIvshows the inter-observer agreement between
each observer pair for individual categories within the
Behayioqr category group. The two highest frequency
_ behaviour categories also showed tne nighest percent agree-
ment. The important category of correct skill responses
showed a mean agreement between all observer pairs of 92. 82
bercent. The percent agreement for correct motor responses
ranged between 73.68 percent and 79.41 percent w1th a mean
agreement for all observer pairs of 76.95 percent.

The percent agreements for the remainingrthree behaviour,
. categ%ries}all showed a considerable range of score. All
had a relatively lowrfrequency and tnis helps to accohnt for
the wide variation in the percent agreenent calculatedy

3.

Consequences

E%Ple IV shows the;interjébserver agreement between
| each‘ server pair for individual categories within_tne
Consequence cateéory group.,'The‘percent agreement calculated
‘was ﬁn"ormly high except in\the,case of the low frequency
3§rVerbal Consequence category. . The high frequency

Positive Verbal and PhySiCal Consequenoe behaviours showed
percent agreement scores of 92.05,and 89.76 percent
respectively.' ,

The 83. 33 percent agreement shown for two observer palrs‘
represents the om1881on of one of six occurrences in the
Augmented Feedback category. As may be expected, no

Vinstances of Negative Physical Consequences were observed.



Only one occurrence of a response having Negative Environ-
“mental, i.e. hurtful, cohsequences, was recorded. Since all

observers coded this occurrence, 100 peréent agreement was

’

o%tained.

TABLE III
- BEHAVIOURS !
INTER-OBSERVER AGREEMENT BETWEEN CRITERION OBSERVER

AND TRAINED OBSERVERS FOR BEHAVIOUR CATEGORIES,

WITHIN ALL INSTRUCTIONAL SEGMENTS

. Criterion + Criterion + Criterion + A
Categories Observer 1, Obsérver 2 Observer 3 Mean
Correct Skill - _ : :

Response . " 92.00 90.47 - 96.00 92.82

(25)
Incomplete ) :

Skill Response 75,00 . 66. 66 66.66 69. 44
- (12) I : . o
Correct Motor : . - '

~ Response 73.68 79.41 N A I 76.95
(31) : : ' .
Incomplete , . '

MO?E? Response 75.00 - 50.00 80.00 68..33

Neg?§§Vism . s7.14 - 62.50  71.42 63. 68

Note: a) The frequency of events in each category, as coded
by the criterion observer, is given in parentheses.
b) The_inter—observer agreement 1s expressed as

) I
percent agreement.|



TABLE IV
CONSEQUENCES S

INTER-OBSERVER AGREEMENT BETWEEN CRITERION OBSERVER .
’ v { *a
AND TRAINED OBSERVERS FQR CONSEQUENCE CATEGORIES,

»

© WITHIN ALL INSTRUCTIONAL SEGMENTS

‘ . Criterion + Criterion + Criterion + ..
Categories Observer 1  Observer 2 Observer 3 Mean

B Positive : | .
'gsiggéuences 9k 87.27 ook.h T 92,05
(54) - ‘
Positéve | ‘
gggzégiénces - 90.74 89.28 89.28 89.76

(54)
Augmeh%%d -

Feedback f 83. 33 ' 83.33 - 100.00 88. 88

(6)

Negative . _
Verbal . -
Conseguences 66.66 : 66,66 f - 100.00 7777

(6)

Negative
Physical
Consequences

(0)

Negative _
Environmental 100.00 100.00 100.00 100.00
Consequences :

(1) :

Note: a) The frequency of events in each category, as coded
by the criterion observer, is given in parentheseé.
b) The inter-observer agreement is expressed as

percent agreement.

o
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Subscrigtg

Table V shows the‘inter—observer agreement between each
observer pair’for‘individual categories witnin the subscript
categories- / . |

The hlghest agreement was recorded for the Body Focus
and Env1ronmental Focus subscripts. These represent aspectsk
of teacher verbalizations. There was a mean agreement
between the observer palrs of 92. 15 percent for the
_Environmental Focus category. Two observer combinations
recorded 100 percent agreement - The higher frequency Body
Focus category showed a mean agreement of 86.37 percent.

The Manipulation and Physical Prompt categorles\ »
represent the teacher's physical contact with the child and
reflect the degree of assistance that 13 glven. - Th ercent
agreement calculated for each obserxer pair in r ion to
the high frequency Physical Prompt category was relatitely
close and showed a mean agreement of 85.62 percent.

Agreement on the low frequency Manipulation_category was
more widely divergent and had a mean of 64.28 percent.

The Demonstration category had a mean agreement betmeen
all observer pairs of 76.03 percent. The criterion observer
cla381f1ed one event as an Environmental Manipulation by the
teacher. Since none of the trained observers recorded that
event, zero percentage is shown.

No instances of the Time Lapse category were recorded.



TABLE V

SUBSCRIPTS

INTER-OBSERVER AGREEMENT BETWEEN CRITERION OBSERVER

AND TRAINED OBSERVERS FOR SUBSCRIPT CATEGORIES,

WITHIN ALL iNSTRUCTIONAL SEGMENTS

|

Criterion +

Criterion + Criterion +

Categories Observer 1  Observer 2 Observer 3 Mean
: %g‘;lation 71,42 50.00 71.42 64,28
hysical
Prompt 85.79 83.73 87.35 85.62
. (161) . .
Dem?gg;“fation 70,37 79.48 78.26 96.03
Body Focus 91.
{34) 82.85 '84.61 91.66 86. 137
Environmental _
Focus 100.00 100.00 76.47 92.15
(12) .
Environmental -
Ma?i§ulation 0.00 0.00 0.00 0.00
1
.. >
Time Lapse - - - -
g

Note: a) The frequency of events in each category: as coded

by the criterion observer, is given in parentheses.

b) The inter-observer agreement is expressed as

percent agreement.

40



\,/ _ | o

Frequencies

Téble_VI\shows the frequency of occurrences of events -
in each individual category as coded bylthe.criterion

observer. The frequency is given for each individual

30 second segment and totalled over all segments.
Considerable variation occurredwgn the number of
events over all categories recorded ih eéch 30 second
segment. The makximum number of events in any segment was
56 and.the minimum 22. The mean recordéd‘over all segménts
was 35.72. | : | !
An iéea of the;Varying complexitj of the individual

30 second segments may be gained by considering both the

number and variety of the categorized events recorded. e
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The results indicate that the inter-observer agreement

' General Discussion

for the observational instrument in general was relatively
high. This section will attempt to identify the types of
errors and'the'general-problems”that the observers
eiperiénced. The identification of these pfoblems Would
seem to be important for both tré?strengthening of the
instrument and the future training of observersf

Every occurrence of a categorized behaviour is recorded

and this involves the breaking down of the verbalizations
into meaningful pieceé of informafion.‘hFor the most part,
a clear lead is given by pauses in the teacher's

‘ verbélizations. ~However, on occasions when the teacher's
Fvefbal behaviour becomes disjoiﬁtéd; some difficulty may
'occur if the observers have had liftle exposure to this
problem. |

Instances of disjointed teacher verbalization in the
data were seen to lead to errors of omission, addition and
misinterpretation. It would seem important, therefore, that
obsefvers should be eiposed to specially selected complex ‘
instructibnal sequences that would provide experience in
dealing with this problem.

The results shqwed high inter-observer agreeggnt in all
Antecedent categories except Motor Solicitations. The
agfeement between the three observer pairs fo; this category
was 71.42, 57.14 and 50.00 pertent, giving a mean agreement

of 59.52 percent. O0f the 14 Motor Solicitations recorded by



>t

" Mands with Manipulation were correctly coded in the

. errors. i N,
\".

A} 1“*

the criterion observer, 5‘occurred in a brief period of one
instructional segment. In this period, the teacher was
attempting to draw “the child backﬂto the teaching/learning
situation withysome subtle requests. The degree of
subtlety in all solicitations is a problem factor to be
considered. | |

Categories in the Behaviour group generally were below
the figure of 80 percent established as a guideline for
evaluation. The important Skill Response category was high
having a mean agreement of 92.82 percent. The other high ‘
frequency -Behaviour category, thgt‘of Correct Motor
Response, wasaunexpectedly lower at 76.95 percent. It is
believea that this may not be a true reflection of the
difficulty of observation. - .

An examination of the raw .scores indicate some simple
omissions. For example, although two inétances of Motor

L4
A

Ahtecedent row, the nhecessary manipulated responses by

the child were not recorded. _These amount to clerical

‘Failure to record motc onses was also seen to o

L3

Y

occur when the teacher mande \solicited a response that

- the chil%fyas already performingGJas for examble i urg}ng.

Litﬁle difficulty howévep wa's expefienced in the )
coding of discrete motor responses following man and
solicitations.

The recording of Incomplete Skill and Motor Responses



e

\ L . o
posed some difficulty. Disagreements in these areas

appeared to be caused by two problems with which the i

‘observers had had Little experience. Judgements had to be-

made as to ‘the p01nt at which a chlld s prellmlnary,.
sometlmes unbalanced, movements constituted an 1ncompleteo
attempt at the Sklll or motor response. In addltlon to thls,
there were a small number of instances in. Wthh the

teacher S reactlons seemed to be 1ncon81stent W1th the

~child's observed performance. Clear guidelines must be

given to observers as to Whether to ‘'be guided by their own

-aSsessment of the skill performance or the teacher

initiated consequences.
- Negativism is another low frequency;categqry in which
considerable judgement is sometimes required. ~While many

behaviours by the child clearly indicate an unwillirzness

A

to participate in the teaching/learning situation,.it‘is
‘sometimes difficult to determine at which point a cr.ild's

behaviour indicates non-cooperation. M

‘The low frequency Negative Verbal Consequences (Tatle
IV) showed the poorest inter-observer agreement in the
Consequences groupg No obvious‘persiStent error could be
found. |

The Subscript categories were in general satisfactory.
£

Mean agreements over 85 percent were recorded for Phy31cal

Prompt, Body Focus and Environmental Focus.

Some difficulty was experlenced by observers in ' -

determlnlng the degree of phy81cal assistance given to the
‘ .

Ls
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child. HoYever, both the manipulation and physical_prompt
categoriesiare influenced by erroré‘ﬁh:the other major
éatégories. For example, the émission of a child's motor
or skill response may automatically create an agﬁitional
disagreemant }n the manipulatioﬁ or physical pfompf,which
should accompany the response. The level of ihter—obaerver '
agreement calculated for the majority of tpe subscript
categories is considerably influenced. by the agreement
gained on the‘other major categories. '
The‘Demopstrafion category had a mean agreement of
76.03 pércent; Demonstrations in which the teécher drew -
attention to the perfgrmance providéd little difficulty‘for
observers. However, mands and solicitations that were made
w1th a’ demonstratlve prompt and without reference to that _\\
prompt tended to go unnoticed. This 1s>bp8bably due to thé
fact that training materials provided few instanceé>Qf
demonstrative prqmpts given without an explicit refefence.
The -analysis of the resultsghas provided an
indication of the strengths and weakqésses of “the
observational instrument. The examination of the types of

errors that were made suggested guidelines for the

efficient and .effective training of observers.
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CHAPTER 47

SUMNMRY CONCLUSEONS AND RECOMMENDAT IONS

- Summggy

The purpose of this study was the development of an

" observational instrument to describe the individﬁélized

instruction in-motor skills of moderately mentally

‘retarded children in the Preschool Pray Programme.

The study arose primarily as a result of a felt need
for a tool to monitor the teaching procedures and child
achievement within the programme., Ih addition té this it~
was recognized thatvan observational instrument could be
used: | ‘

1.  to provide suitable feedback for teachers, thus
enabling them tO’asséss and deveiop their twn teaﬁhing
skills, | ) |

2. ﬂs a research téol to pravide,data in test, treatment,
retest situations. J’ b
The research began with a pilot study in which\video-

tape fébordings were made of individualized instructional

episodes. This video—taped material permitted a cloéel

examination of the unique events in the teachlng/learnlng
situation. d;tegorles were selected on the basis qf these
events and with reference to principles of applied |

behavioural analysis and motor skill acquisitiqn. The
' &

examination of the instructional episodeé also permitted the

‘formulatlon of worklngxdeflnltlons and codLng rules.

An integral part of the study was the testlng of the

» F{’éé“?;» . - Af' 7, st
oty g o2, T
g

¥
S
.



1?strument for accuracy and objectivity. This was done by
"t;e calculatlon of inter-observer agreement between each of
three trained observers and a criterlon observer: the
researcher. As +an initial gross assessment of the 1nstLument,
agreement»was calculated on each of the major category
groupings of Antecedents, Behaviours, ConseQuencesvand"
Subscripts. With the exception of the Benaviour categories,
the mean agreement between all observer pairs was well above
_the 80 percent set down as a guideline for?evaluation. |
Inter observer agreement was then calculated on each
individual category and an analy51s made of the types of .

problehs that the observers experienced.

L3

Conclusions

R "i-"';‘?g& Do
The point by pof‘;, g%ement was considered to be a

K ‘3 J;‘ si;é}s .9‘“3,‘_

stringent tegt of the 1nstrument S obJect1v1ty and accuracy.

The analysis\of the results suggests that the instrument as
tes'ted may be a useful tool within the Prep Programme .
" The purpese for which the instrument is used would

dictate the degree bfeaccuracy of coding demanded. If it was

48

to be used for scientific research, then few errors could be %

E

tolerated. va, however, 1t was to be used to prov1de
feedback for teachers, then perhaps greater latitude may be
permissible. - ’ | '

Inter—observer agreement is influenced by nanyrfactors.
These include the comp¥exity of the instrument, the clarity
of the definitions,'the complexity of the data, the

conditions under which coding is.done and the efficiency of

/
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observer training. Much expe}ience was gained by Fhe
resed¥rcher in this initial training of observers. A number
of considerations were recognized as being important to the
efficient and effec%ive training of the observer team.

1. There was a néed to emphasize the strict application of

cdefinitions and rules.

2. Observers needed }o be encgﬁtaéed to work with video—‘
tapes and definitions ccnstaA£ly. It Ls only through-
this constant reference to deflnltloné that awag
of their full 1mpllcatlons is galned -

3. Observers must be exposed to complex data. This data

may need to be especially selected and edited to. provide i

\\‘ concentrated eXpepience in recoénized problem areas.

This is particularly important.for relatively low |,
'frquency categories. Some of these problem areas'were‘
identified in the general discusé!gn in Chapter'IV;

L. Implicit in the préceding Observaticn is the need to ¥
make obsefvefs‘aware of the }ypes of errors that are
made, e.g. fhe omission of demonstrat®ve prompts made
without verbal reference.

’“5. Observers should be. tralned from the beglnnlng to adopt
a systematic approaeh to coding.

It would seem that the instrument can, with reasonable
accuracy and obJect1v1ty, provide a usefui record of behavaours
in the individualized teaching 81tuat10n4‘ For example, ta;
prOpoktion of mands and solicitations can indicate the.teaching

style adopted.' A hlgh proportion of mands suggests a flrm,

dlrect and explicit style of teachlng A high proportion of



|
|

~solicitations suggests a more informal approach.
Manipulations and physical prompts reflect the amount
of physical contact the teacher has Qith the child. The -
instpument can show whethef, over time, these prompts cre
fﬁded.: The fading of the prompts also indicates progress in
~ the child's skili learning. This may also be indicated by
the numbef of correct responses that are recorded.
- Repeated dnsuccessful attempts at a skill %erformahce
may suggest that the task is to0 difficult. This méy be seen
‘lead to reduced cooperatlon on the part of the Chlld
reflected by 1nstances of negat1v1sm, censure, excessive

Attention manding and a poor response rate.

‘Recommendations

As a result of the information gained in this study

-

the following reoommendations are made.
e —
1. It is recommended that a tralnlng package be developed
to 1nclude |
a. a training manual.
-b. the identification of the typee of errors
associated with each'category.
C. spe01ally selected and edited video- taped
materials that give concentrated exposure to
the problem ereas associated with each category.
This is partlcularly important for problem
areas assoclated with categories of relatively

2. Further study is recommended to determine the effect on

low frequency.

50



- observers.

-

inter-observer agresme: the existing instrument
is teéfed under‘conditions which 1imit the number of

reviews of a video-taped instructional segment.

Further to the previous recommendations, it may be

- valuable to determine the effect on the usefulness of

the observational instrument of speed training for

{

'

Video-tape redordings have the advantage of providing a

lasting and comprehensive record of behaviour which can

be played and réplayed for careful @bservation. Live
obserﬁatioﬁ&ahave‘the disadvantégé of the need for
immediate-boding and no-possibility of replay. Howeﬁer,
they'wod&dfseem to provide a greater fleiibility—being
independenf"of technology. it may be of value therefore
to determine: | | o :

a. the modificatiqns that would be needed to ﬁse

the instrument in the live setting. (' \\
, : S

b. the amount of information that would necéssafi;y'

be lost by these modifications.
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An observational instrument to describe the
individualized instruction %Q motor skills of
~moderately mentally retarded children in the

Preschool Play Programme
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The Teaching/Learning Situation

A Summary .

Tn the teadhing/learning situation, the
teacher frequently asksjthe child for a vafiety
of skill and motor responéqs.

Such requests may be made in a direct,

demanding way, ' they may be made in a more

indirecf, inform&l manner. . In this \

\4';
trument, the former sty;é

RN

obserVatioﬁai
is refe;}ed to és "manding" and the latter
as "spli%iting":

' Similarly teachers may mand or solicit

the attention of the child. b

When setting a task the teacher will

 frequently

1) demonétrate‘thelresponse that is

required. - 2

2)-araw attention to parts of thé body
| . and their function in the execution
of the taék. &)
3) ask the c&iﬁiﬁiggfocus attention
on significant features of the
environment. ‘
Occasionally thg task may be made more

or less challenging by ¢the manipulation of

Manding

Soliciting

Demonstration

Body Focus
4

Environmental -

Focus

o
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'

the environmental conditions under which "Environmental
* L N ' . A
it is %‘be performed. , Manipulation
. ’ -
Recogndzing the varying abilities of g%'

moderately retaxded children, the teacher e

may give the child varying degrees of
physical assistance. A -child may néed
to_Dbe:

1) fully manipulated through a task Manipulation

I
<

2) given a lesser degree of phyki

17

Physiéél Prompt
assistance or prompiing.
3) éiven no ;sSistahée at all.”
A child may or may not respond to
, these requests. When the child responds
he may do>so:
;1) correctly. ' Correct Respons;
2) incorrectly. | Incorrect Response
3) by doing something contrary. Negativism
L) by tfying to escape from the
teaching situation. ' e
A lack of response, or an unsuitable
response, may"éause the teacher to uyse
persuasion or censure in an attempt to " Censure/Compliance
regain the cooperation of fhe child.

The child's attempted skill or motor

response may cause the teacher to:

»

60



1) express approval in

4

2) express dlsapproval.

Positive Teacher
Initiated .Cohsequences

. Negatlve Teachee -
Initiated Consequences

'5) provide information about the&%i( . .

%

response beyond simple /, Feedback
evaluative comments.
el
In some instances the attempt”"
B " Negative
may have hurtful consequences/for the e Environmental
e Consequences
~ child. )
A\ &: .
y

4

61



[, N
m#&,”
"w,,/‘v'v"

L

[l ]

Anfééedents

Major

- Categories

¥

Categories

1--‘

Specific Skill Response

1.1 Mand for Skill ReSponse'

@ »

1,2 Soliciting for Skill Response

General Motor Response ?
2.1 Mand for Geheral Motor Response M
2.2 Séliﬁiting fdr‘General'Motor/ﬁesponse C)
3. Attention
3.1 Mand for Attention - A |
3:2 Soliciting for Aﬁténtion. B | C)l
Minor Category , ' - A,
, L& Censure - ‘ } C
Behaviour |
Major Categories )
1. Specific Skill Besponses
1.1 Correct Skill Respoﬁsew" -V
1.2 Incorrect or hCOmpléte.Sgill Response (¢)
2. Genéra} Moto£ Response |
2;1 Céfrect Response ' | X
é.z Incorrapt\gr Incomplete Response'. 'C)
Minor Category x\\*‘
3.

Negativism ~ - N

¢z



%5 ‘ 1.2! Positive Physical Cbnsequences

Consequences

Major Categories

1. Positive Teacher Ihitiated Consequences

1.1 Positive Verbal Consequences

o 2. Augmented Feedback .

"Minor Categories:':

3+« Negative Teacher Initiated'ansequehces
3.1 Negative Verbal Conseguences
3.2 Negative Physical Consequences

Lk, Negative Environmental Consequences

Subscripits '

1. Manipulation®

z:% )

2. Physical Prompt ’
3. Demonstration
4. Focus ‘ . -

iR

L€ .
gﬁ%1 Environmental FQCuS
. 4.2 Body Focus
5, Environmental Manipulation
Time Check

1. Time Lapse

1{.‘&;
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Definitions
Antecedents
1. | §peci§ic Skill Response
1.1 Mand for Skill Response. . . - S

In this observational instrument a mand is
defined as a direct and explicit demand:by the, -~
teacher for the performance of a particuiar
response by the child.

A mand for skill fespbnse therefore is a
direct and explicit demand by the teacher_for the
performance of the specific skill being taught-
E.g. The teacher may Say:

"Kick the ball, Walter!"

"Ready - throw!"

"Jump'!

The mand, as used in this dbservatidnal instrument, .
is explicit and authoritative; it does not rely on
context for ité{meaning. |
E.g..The teacher may’say “Try again!" The tone‘may
‘ seem to be firm and authoritative, but what is to

be tried must be inferred from that Wthh has gone

before. The demand "Try again" therefore is hot

a "mand". .

Mands must include a verb.

The Skill Mand will frequently, but not always,
- take tﬁé form of a caution, a’ﬁause and an executive

word.

S
L
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E.g. "Orie, two, three - jump!Jw;

‘"Ready ~ throw!"

"Also to be regarded as mands are firm direct T
~s%gtements of future intent.-
E.g. "Wé are going to kick the ball.”

’-Vwe w%ll,play cgfch." &g
1.2 Soliciting for Skill Response - ®

_ The term "solicitihg" is used in this observational
instrument to indicate réquests by ﬁheiteaqher, that -
are é%gﬁ in a less direct, mbre informal wa§ than -
manding. "

,,Séliciting for a skill response therefore is a

" request. for the performance of the specific skill being

taught, that is made in a less direct, more informal
way than manding. |

Solicitations may be in the f&rm of a questio;l
E.g. "Caniyou bdunce the ball and cafch, Carmen?"

"Can you kick the ball int§ the baékét, Leo?”

_ Solicitations may exhort the child to demonstrate
his ability to the teacher or to another child.
E.g. "Show me how well you can bounce the ball;"

"Show Karen how you can kick."

The skill may be specificarly‘stated as in the
examples above,_or thg‘taskvmay need to be inferred,
from prior proceedings. . | ' o | . t‘f
E.g; "0.X., now it's yoﬁr turh." ? 0 | | |
"Shall we have another go?"

” Le.tl S .try again. ll. y llTry again! 1" N \
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General Motor Response N

2.1 Mand for General Motor Response M

-

A mand for motor response is a direct and
explicit demand by the teacher for the performance
of é motor response other th%g the specific skill "~
being taught. |
E.g. "Stand up,’Midhaél!" .
i"}"Bend your knees,*ilter!"

"Pick up the ball, Lyle!"

YCome over here, Edqy!"

"Spring up again when you land."

' 2:2 Soliciting for General Motor Response @

Any requést by the teacher for the performance of
a ﬁotor response other than the specific skill, that is
made in a less difeét, more informal way than manding-v
E.g. fCan you step up on the bench?"

"Show Carmen how &ou can step up.f

"Would itkbe better if youlsit back a bit?"
Attention o

3.1 Mand for Attention | . A

 -Any verbal behaviour by the teacher which directly
deman@s‘the attention of the_child.
E;g. The feacher may .say:
"Watch, Eddy!" . .
"Look this way, Carmen!" . L

3.2 Soliciting for Attention - v , @

o]

‘The teacher may call for attention in a less

direct, more informal way than manding. °
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o
E.g. The teacﬁer may call the child's name to gain
attention.
Or thertéacher may say:
"Are you wafcﬁing me?"
"Where is the bpall, Rober‘t?"

4, Censure/Compliance , : C

Any verbal behaviour by the teacher which attempts to

' gaig df_reééih tﬁe'child's cboperatién in the teaching/
learning situation. Cenéure/éompliance is most likely to
occur after the.child ﬁaSCeXhibited Negativism or repeatedly
failed to respond.

Thispcatégory includes verbal behaviours ranging from
promises of néwards and other persuasive measures, mild
censure, sfrong,criticism~to threats ofzpunishiné_cbnséquences-
~ The teécher may promisé‘ﬁhe child an opportunity to
pafticipate in favourite aétivity if cooperation is .given.

‘E.g. "First we'll play catch and then we will play hockey."

~ "If you jump now then you gan ride the bike later."

The teacher may appeal to the child.

E.g. "You're not a bad boy, are you?"

"I am trying to help you learn to play catch.”
The teacher may sbli;it a response in a negative way.
Elg. "Leo's not looking at de"
"You can't catch the ball with your back to me."
~ The teacher may demand that the child cease an;
unsuitable behéviour-

E.g. "Stop waving that hockey stick about."

"No, ‘I don't4Want'you running away."
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The teacher may be critical of the chil

E.g. "Don't be silly."”
"No, you don't need any help.”
B "0.X., that's enough."

The teacher may threaten the child wit} puniéhing

consequences.,

‘E.g. "You had better behsdve yourself, young man."

N

"Do you want to éit in the corner?”

"This is your last chance now."

Note Verbal behaviours that seemingly solicit a response but

are expressed in a negative manner are to be regarded -as

Censure.

Behaviours

l.v

Specific Skill Responses

1.1 Correct Skill Response : /

Any attempt by the subject to perform the specific

~ skill that conforms with fhe task set.

1.2 Incomplete or Incorrect Skill Response - Q

Any attempted skill response by the child that
does hot conform with the task sét. : : ,
Examples of incomplete or'incorrect responses are:
A step down instead of the requiFed Jjump.
The child attempts to catch but drops the ball.
The child misses the ball in attempting to strike it.
s

The}chilé does not complete a bounce and catch

sequence,
‘ 13



L 2. General Motor Respghses
2.1 Correct General Motor Response : : X

Aggeneral’motOr response by the child.which
follows and conforms with a mand or solicitation for
that response.

E.gt The cﬂild retrieves the ball as requested. .
i The child steps onto the bench when asked.
2.2 Incorrect or Incomplete Motor Response )

Any attempt by the child to fulfil a mand or
solicitation for a general motor response which is
incomplete or incorrect. |
E.g. The chiid-attemptg to climb onto the bench but
fails. |
The child retrieves the ball but throws it in the
general direction of the teacher instead of
returning with it as requested.

3. Negativigm \ ) | N
" Any physical behaviour on the part of the child that
is contrary and unrelated to the {eacher's stimulusvor
mands and clearly shows non-cooperation. 0
E.g.AThe child, when asked to throw the ball, may 1lie
| face down on the floor, or cross his arms and bow
his head. He may it on the flqor, put his hands
over hié ears, or throw the equipment down, or .
run away.

‘The negativism exhibited may clearly show defiance as

for example, when a child turné his back on the teachér,

sitsﬁon the floor and folds his arms.

69



. The negativism h?wever may be of a more.playful nature
as wﬁen the child runs behind é'pillar_and peeks out to see
if ézzfzeacﬁér is following. .

. The negativism may be an attempt by the child to remove
himself permanently fromqthe teaching/learning situation.

Note that negativism is signified by observable

behaviour, it is not to be inferred from a non response.

Consequences

Rz

1. Positive Teacher Initiated Consequences

Major Categories

These are positive outcomes of the response that it is
hoped will reinforce or strengthen the response.

1.1 Positive Verbal Consequences ' +v

Any verbaligzations by the teacher which indicate
approvai or give praise for the “subject's response,
vE:g. "Good jump!"

"Good boy!"

| "You did a gobd job."

These are simple evalﬁative comments which tell
the child nothing about tpe response other than it
pleased the teacher. The comment may praise the:child

" or the responsé in'ggneral.
E.g. "Good boy!" "That was a good jump."

The indications of approval may be closely
.associated with, but are distinct from, verbalizations

" in the PFeedback category, which may tell the child why

the response was pleasing.

-
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ot

Single sounds made by the teache
x"‘ SN

"arrh" are to be 1gnored for the purpo

observational 1nstrument.

Any physical aCtis ff%ﬁ#ﬁﬁggﬁ tqwards %he
approval. SuchﬁggtsgiHVOkﬁg;

g.‘! 5
physicdl contact with the student 1n1t1ated by the‘
- A

P

subject which indi at

,,,!
ML

teaqher, e.g. a pat or ,hug.

e 4l

It should be noted that teacher initiated positive ‘§.
. - - . &

physical and positive Verbal consequences frequently ',ZE% gp%ﬁ
, S TR
occur' in combination. In this instance they axe coded ;éﬁ_
, 3 ) _ﬁ%
together [+v+p | : oo S g

2.  Augmented Feedback F

Any verbal behaviour: by the teacher which gives the
child information about the immediately preceding skill or
motor response. This information is dlstlnct from the simple

evaluative comments such as

"Good, Jennie, that was a good throw!”l +v |tV l{
"Atta boy, that was good."

Feedback must give some information to the child

regarding why the responge was good pr bad, successful or
upsuccessful. Augmented feedback may give the child knowledge
v.of results or knowledge of -performance. «3}
-It may relate to the appropriateness or COmpletenessv
of the performance.
‘E.g. "That wasn't a jump, that was a step!"
"You did not catch the ball at the end.”

"Your back was nicely c¢urled up."
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Knowledge of resu1t§ may indicate the degree of
% , - attainment.
B UE.g..”Yéu hit the target right in the centre.”

L "You are upside down."

'&%, Augmented feedback must speciffcally refer to the past
4“%&@;‘%esponse. Advice for future skill or motor responses shoul.l
i?be categorized as motor mands or. SOllcltatlons and recorded
in the antecedent row. "
E.g. Followingythe child's skill’regponséfthe teacher
. ' may say: .
"Good, Robert!" (+v in consequences Tow)
anﬁp your body curled uprhenbyou roll.”
(Mbf in the antecedent row) - ‘
Although this statement followed closely the child's
sk¥1l responsé, and was prompted by it, there is no reference
to thé last rgsﬁonse and therefore is coded as a motor Mand.

/4
Minhor Catgggrles

3. Negative Teacher Inltlated Conseguences

3.¥r Negative Verbal Conseguences -V
. ¢
Any verballzatlons by the teacher indicating

dlSapprgvaz of the. subJect s attempted skill or motor
responsé. '
“.,VE".g. "Oh, no, Michael.” :
‘ "I didn't like that much.."'/‘
L "That wgsn't very ggod, was 1t.” .
;;n, These are simple evaluative c¢omments whlch tell

" the child nothlng about the response other than it

,4 : displeased the teacher.

<
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'_Qbservatxonal instrument.

The indifations of disapproval may be closely

a53001ated w1th “but are. dlstlnct from, verballzatlons

~1n the Feedback category Wthh may .- tell the.chlld why

’ fthe response was displeasing.

_ Singie-sounds made by %he teachef such as "oh" or
arrh" are to be 1gnored for ﬁhe purposes of thls

\\

\\
(¢

,Negative teacher vefpalizatfhne that follow a non

L a . . \,‘ . :
response or negativi®m are classed as Censur® and coded
' in the antecedent row.

3,2 Negative Physical Conseggences . -p

Any phy81cal act by the teacher towards the subJect
[
which 1ndlcates dlsapproval, Such acts. 1nvolve phys1ca1

contact w1th the student initiated by the teacher,

’

e.g. a poke or a shake.

Negatlve Env1ronmental Consequences ' -e
K . B . f.

®

Any outcome of a~child's atyempted motor or skill

&

response which is shown‘to\be hurtfﬁl by the child's .

subsequent action.

1

E g. The chlld falls from a box and cries.
The Chlld is hit in the face by a ball and then

rubs her nose. o N
_yThe child lands awLWardly from a bench and rubs-

hlS ankle.

It is not sufficient to assume the outcome of a
/ : .

fesponse is hurtful, it must be conflrmed by the Chlld s

‘subsequent behaV1our. \ ' ,

et
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“the child by the teacher.

¥ M o 74

Subscripts \\m - .- -
. R ¢ '
1. Manﬂpulat : . s m

Manipulation is the. complete phy81cal manlpulatlon of

o ¢

Manipulation may be associated with mands or-

i . . .
solicitations.

" Mand with'manipula%ion

Any direct and explicit demand for the performance
5 : S . .
of a skill or motor response that is made by the

teacher while manipulating the chil rough the
response. l

Soliciting with manipulation

Any less direct, more informal request for the LS
performance of a skill or motor response that is .ggadie P
by the teacher while manipulating the Chlldgfn t@g

o

fulfllmenp of that request.

 EJf. Skill Mands 'and Solicitations with Manipulation

~ The teacher may say "Hiﬁ the puok,'RoBertf"_as the

. teacher holds the'ehild;s-hénds'on the hockey‘stick and .
fmanlpulates the Chlld through the hlttlng ac?lon. Sm

The teacher may say”“l wonder if you can catch the

ball" as she holds the chlld s hands and actua&ly makes

K W ‘.4;,
ﬁhe caggh*for hnm.nﬁﬁm i . ¥
X .
General Motor Mands and Solicitations with Manipulation

The teacher may sayv"Sfanq up on the bench” as she
1ifts the chikd to a standing position on the bench. Mm
The teacher-may say "Can yod put your foot on the

pedal"” as she takés the child's foot and places it on
“

- ; :
s
¢ .



$5§~‘

By

the pedal of the tricycte. %@m

Attention Mands and Sollcltatlons w1th Manlpulatlon

The teacher may saj?VImok this’ way. Carmen aS‘the

child's head is turned manually. Am

B

‘The teacher may say "Where is ‘the ballO" as she

!

turns the child's head towards the ball. @

" In mandlng or soliciting w1thw2394pulation it is elearly o

: the teacher who performs- ‘the task ile the child is-

"manlpulated.. However, the subscript "m" is associated with

a child's response.
'E.g. Jhxer Xm
Th&ﬁékill or motor responee with manipulation may be
performea simultaneously with a mand or solicitation.
‘ E.g. The teacher may say "Hit the -ball" at the same‘
moment as she manipulates the child to hit the

ball.

" However, the.teacher'may manipulate the child -in the

performance @f the skill without making a mand or
solicitation. ' R | o
E.g. The teachertmay say "Shall we try again?" and. then -

. R
A manipulate the child in the performance of the

skill without further comment.

2.. 'thsical,Prompt i - ) ' . . P.Q

=

A physical"prompt invelves‘eome'form,of physical

- contact by the teacher towards the child. ,This physical

‘H

contact may provide a measure of assistance in the o
lperfermanee‘of the task, or prompt the child to initiate

the response, o : R . : : |

75
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A physical prompt may be associated with Mands or

R

Solicitations. : R o

Mand with Phys1cal Prompt

Any direct and expllclt demand for the performance
- of 'a skill or motor response that is made by the

teacher whlle glVlng the chlld some phys1cal

!
—

ass1stahce or promptlng

©

N Soliciting with Physical, Prompt

‘Any less dlrect, more informal request for t@p ¢
performance of a skill or metor response that is made,
by the teacher wﬁile_giVinévthe child some physical
assistance or promptlng |

E.G. Sklll Mands and Sollc1tatlons with Physical Prq_pt

The teaoher may say "Jump-down, Carmen", while

tugging;gently on’ the child's hands»tqvprOmpt the

General Motor Mands and 801101tat10ns w1th th81cal

"Prgmpt
(\_)

The teacher may hold the chlld S hand to ass1st

balance while demandlng that ‘he step up onto tng

bench. - Mp ‘
The teacher may say "Can you put your foot on the

J pedal” and at the same time give the child' s foot a

light tap.® | roo R o .

Attentlon Mands and Sollcltatlons with Phys1cal Prompt

*g : The teacher may say "Watch, Eddy™ andm?t the game

r

»

&



tlme give the child a gentle poke-. Ap’

The teacher may say ‘the child's nhame ‘and a# the

same‘%;gy%;zizbhlm on the shoulder. (:Xy - :
A Phys1ca1 Prompt may be a85001ated w1th tﬁg child's

skill or motor rgsponse-. : : b

Skill or Motor Response with Physical Prompt p or Xp
-1 : ‘

: Any attempt/by the gubject to perform the required

skill or_motorcrésponée while being given some physical

" assistance or prompting by the teacher.

~E.g. The child may jump off the bench while haviﬂkgone

or both hands held by the teacher to as§ist
balance. /7

The child may perform a forward roll while the

teacher holds his head to keep it tucked under.

/p

The child may step onto a bench while having one

or both hands held by thdfgleacher to assist

) "balance. Xp LT,

%4
The, pﬁompt may be a gentle tug, or touch\Qf}the hand

to 1n1t1ate the m;%ement The phy51cal prompt 1nvolvqg§somé

physlcal contact by ﬁh? geacher towards the child durlng
: . 5 -
the execution of thg sklll- P ﬁ

3 Demonstratlon : - ;ﬁ ‘@\ %®«
~ . o )
A demonstratlon is a. phy81cal performance by the

teacher of a Sklll or motor task. - oy
A demonstration may b6 associated with Mands and
Sollcltatlons. ‘ '

i Y
Mand W1th Demonstratlon

B ;

Any direct and. flgm demand or statement concernlng |

77
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.performance of that response. ) 2(?

a skill 5r motor response that is accompanled by a ¢

performance of that response. ) - ) ~ﬂ;

E.g. The teacher may:Sayz ‘ o o ;/f'
"Tuck yourself'up‘in a ball 4.like this";_éshshe
demonstrates a crouch posltlon. Md | B %

"I jump!) as She Jumps off the bench. Sd

/ .
"Stretch out ready”, as she stretches her arms out -

'in the required manner. Mdp
-4

Soiiciting;witn Demonstration o , g&

Any less direct, more. informal request concerning
N,

Aa skill or motor response that is accompanled by

%

E.g. The teacher may say 'Can you roll over 1ike.tbis?"'

/
and 1mmed1ately roll over, hersel C)d 3

The teacher*may say "Shall we.;ff?j : theabench"

vana at the same . tlme step up

ey
V

‘w\’ herself Q@d ;,"
. n" “

AN

sollcltatlon and v 'rompt a response by the’ Chlld‘

E. g+ ThJ teacher'and\chlld may establlsh a sequence of
movements in Wthh they repeatedly step onto the
bench and jump tOgether.{ ' o ) »

" The teacheggand_ehildqégygiepeatedfy*hét‘a hockey

puck to each othér. & . L o

Responses with Demons#ative Prompt " /4 or’Xd

Any attempt by the child tqQ 'fulfil the task set by

. "% mand or solicitation given with a demonstration or a



demonstrativé prompt. (U
. o N

4.1 Env1ronmeﬁ%al Focus ‘ f' ”.;" o ef «"
Any statememt by the teacher to the child that
directs- the subject to~ focusjattentlon on partlcular
stimuli 1n the external environment,
”Waﬁch the»target and - throw!" Aef | 'S
"'Wai‘:%h’ me bounce the ball, Virginia”., Aef L
V"Where is the pall, Carmen?” C)ef R .
: ,"Look at the ball, Leo!" Aef -~ ' >ie; § .
4.2 Body Focus ‘L S o bt
.Any statement vy the. teacher to the child in {\
which explicit reference is made to the body - or partsW7\\"‘a E
of the body and their qyle 1nvthe motor task o - At “;é
EfF‘ "Bend your knees and - jump!" |Mbf| S J i
o "You really stretched your knees thatzhlme.' Fbf
"You did not hang on tlghtly enough wit]
i 'hands. F'bf" . *&%% o |
‘{ﬁb "Teek yOur head under;gnd %ﬁroll!ﬁ ﬁ%f §J
"Hold out your hands. and -fg%tch-the ballt” rﬁbf S
"Oh, we'll touch toes, .OnK.?" @@bf o
"Trygpto get your foot higher.". (Mbf % |
2 "Was yoﬁr baek*curled Jp all tﬁe time?" ¥ Fbf
l5, - Envlgpnmental Manlpulatlon R | A,} o (em)
Any modlflcatlon of the Sklll task brought about by |
changing the env1ronmental condiftions. = #%

E.g. Introducing a new target in & throwing or -
~kicking task.

A, ' . ‘
N | - .
N\ e : ¢
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In¢reasing the height of a jump.
 Reducipg the size of a landing area. .

o

Substituting a'large ball ‘for a small ball.
The menipulation of the‘encironmental COﬁﬁitions may

be a.clearly deliberate act bylfhe teacher. ‘
. YE.gm'The teacher may plaoe e'hoop on.the mat in front
&Q‘ of the child and_theh sey-"Can yog juhp info}the
'~ hoop, Carmen”" [—em) ®] 'l |

~

However, the env1ronment£1 manlpulatlon may appear to

be c01nC1denta1. “ > jﬁf,_
E.gZ. The teacher may say “Do yoo\Want mo Jump in this

dlrectlon this time?" thus cau81ng the child to |

jump orito a lower mat. ®) (em)

Time Check '
1. .,Tlme Lapse:’ ‘ : | - ‘ ' >3
5 “:,Qﬁ&é ¢ .

;If‘the time between ‘the completion of the task and the

'teacher initiated consequences exceeds 3 seconds then thls

"ig indicated by the code (:>3) in brackets foiIOW1ng the

consequence and in- the samgbcolumn

Efg.|+v+p(:>3ﬂ ~f - o



—

. & WA
' Self Testing Exercises
Exércise 1 |
Name the category represented by the code symbol.
’ 1. @ B 16.  +v+p
2. C 17. -e
S 18.  -p
b © 19. m
5. 20" Jd
R 20, A
7. ® 22.  ef
" 8..CD 23. (em)
i 9. N 2b.  Xp
10. +p 25. ~v-p
S 26+
12, g A_A_ ! 27, >3 _
130 X 28. p !
e ysdi"l 29.  bf
e 15, ®, 30.  Sdp o
Réf:  to the list of categories fdr the answers.
Exercibe, ' | T
{  ﬁé€§§r the answer column éhd gi&e the abpropriate code
symbol for *he following words, sentences or phrases.
'_ Answers; | L |
M ,‘1. &Up you get."” .
‘ IQ@ ) 2, -5bomeron,'dh the bench.” -
ﬁ!h? C ‘B&HVfYQu‘cadit catch\withfyour‘backﬁz?" |
: C %, "No more foblini, Michael.” -
A gg) o 5; "Let's try to catch - ready." (Skill);___

81



Aef

=
1051

+v |4V

Fbf -

;|+v!+v!29;

30.

.

10.

11.,

12!

13.

14,
15.

164

17.
18.
19.

- 20,
21.

- 22.

24,

25' ;
26.

27.

"Watch me.'

"Let's throw it back and forth to
each other."”

“Bounce it back to me.'

" "Want to play cateh for a little

while?" = (Skill)

"Watch the ball, Jamle

"Do you know how to kick the ball?".
(Skill)

~"We are g01ng to %ick the ball."

(Sklll)

"We are going to swing our leg and
kick the ball." (Skill)

uwa.tch! n

"Michael'"

"Show me how you can get up on the
: bench-

°

“I have had enough of your nonsense."

"Look thi% way. "

"Karen's no?)looking at me;"'
"Hold‘on.to the bar."
"Curl yourself up."

"You had ‘better sit back a bit,
hadn't you?"

"Good, Laurie, that was a good jump.”

"You forgot to tuck your head under.”

"No, that wasn,t a very good one."
N '\7 7”: i

"Don t run away . e

"Ready -. jump." (Sklll)

"Where is the ball, 'Michaél?"

|n ~’;

"Good, that Was good

"You hit the target right in the
s middle."

82
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Exercise 3
Code the following situations and interactions.

3.1 The Skill is swinging on the bar.

"Now we are going to swing on the bar!” ! "Can you

2

hold on to the bar?" "Can you hold onto the bar really

tight with your hands?" 2 (Child takes hold of the bar)
4 "Now swing!" 5 - (The child makes an attempt but
lets go with one hand and drdps_off.)_6 "You have to héh%

‘on really tight with your hands." 7 "Try<again."

(The child swings briefly and satisfgctorily.) ? - "Yes,

, 10 w 117

r———

that was a good one.' "Have another go.

3.2...The Skill is catcling the ball. '
"I bet we could play catch if we try." 1 "Would you
~ 1like to play catch?" 2 ' "0.K., let's play catch.” 3

% " (child puts his hands oufa&

"Put your hands out regdy."

5 " "Now catch!” 6

(Child catches the ball.) /

"Good - that was a goold'one."8 "Throw “the ball back to

e % ‘ SN
me.” 9 (Child throws the ball.) 10 "Good." It

12

"Put your hands oﬁt:"
13 . U _ 14 " . »
(The child puts his hands out.) Catch!

15 (tThe pall hits the -child on the n'drops it and
— - y ¢ )
1 ‘ "1 )

puté his hand over his féce.)
v ;

4y ———

"Néw puf your hands out ready."”

@

v

3.3 - The é;ill'is a forwérd roll.

"Tuck your head under.” 1 "¥ou need to tuck your

2 "Curl yoﬁrgglf up» " 3

nead under when you roll.”
'(Child‘crouches'nean to the mat.) b . "Thatﬂs_better."ﬁ?

Teachetr says "Roll over!” and at the same time &ives the.child

I

Wergy i




/

\

a gentle push to give him a start. 6 "Good, that was a
7 8

—

10

good one." "Sit up at the end of your roll.”

"Do you want to try again?” o "0.K., bob down!"
W 11 '

"Tuck youf head under. "Your head, tuck it under!

12

(Child tucks his head under.) 13, "That's right;f
14 |

"Can you roll over by yourseiﬁ this time?" 15
16 - !

(Child tries but collapses in a heap.) » "Oh, no;" 17

pr————

\

"You didn't push hard enough." 18 "QQi'Ve got to push,

hard to roll.” 19 “Try‘again and see) if you can push
20 '

—— ——

‘hard."”

3.4 The Skill is é series of bounces followed by a catch.

1.

"Now watch me." "I bounce, bounce, bounce and - &

'catch"’(says the teacher as she'performs thé skill task.)

2 "Now you‘try." 3 (ChiIa takes the ball and throws
it away:) 4___; "Go and get that ball." 5____‘ "Go and get
it.» ©___ (child sits on the floor and bows his head.)
7_____ "Stand'up!" 8f | "Stand up!" 9____ "Do you want to‘
sit in the corner?" 10 _ "Stand up!" 11 "You agg_’
being silly." 12 "If you stand up we will be able fo
play at bouncing.” 13___, ‘

(The-child gets up and runs away.)
14 S

e
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Answers

Exercise 3.1 .

1, 85 2.‘@; %@bf. 4, X; 5, S;. 6@: 7, Mbf;
" ~

8, , 9, /i 10, +vtv; 11.,@.

Exerqise 3.2 . o ' ’

L@ 2.0 3@ b Wb 5, Xy 6, S; 7, /;

8, +viv; 9, M; 10, X; 11, +v; * 12, Mbf; 13, Mbf; 14, X;
.145, S 16,@ -e. .
Exercise 3.3 . . T ,
1, Mbf; 2,@@bf; 3, M; 4, Xf‘ 5, +v; 6, Sp; o i ﬁ..Ff
7, +v+y; 8, My 9,(®; 10, M; 11, Mbf; 12, MbE 13, X; |

145 +v; 15,08 16,(D: 17, -v; 18, F; 19, M; 20, @@%‘

J

Exercise 3.4 “';
R

1, Aef; 2, 8d; 3,8 %, N: "5, M; 6, m; 7, N
8, My 9, M; 10, C; 11, M; 12, ¢; 13, @,@; 14, N.
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%gles for Coding
Any.behaviour which does not fit into a, category is to

[
N

be ignored.

All meaningful pieces of information are to.be recorded

providing a) “that they can be catego}ized;

b) they are not excluded by the coding rules.

Code symbols are to be recorded sequentially in rows and

¥

columns. _ ; ;‘g
Antecedents 4 -
e ——
Behaviour
I L : ‘\.
: Conéequehces
3.1 Rows
3.11 Antecedents Row - Teacher Behaviours
Mands and Sollcltatlons .
for
A Skill Respomses
) Motor Responses
Attentionvp\ Ct
Censure/Compliénce y
3.12 Behaviour Row ;- This row is used - exclu31vely
” o ‘ for Chlld behav1ours.
Correct and incorrect
:skill responses
Correct and incorrect
general motor responses
Neéativism
3.13 Conéequences Row - This row is used for the

teacher-initiated conse-
quences, feedback and also
punishing environmental
consequences.
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3.2 Columns
The columns do not represent equal  time- intervals, #

*;tpgweVer, they may be regarded as a moment intfime.

3. 21 Of'ten onl¥ one event will occupy a column_

BE. g. — . : A Y
| Antecedent S : L

. Behaviour o VAR o SN

‘Consequences |* +v. | F I B

<

In this instanee a skill'mahd was followed by a

- ,

correct response by the Chlld and later verbal praise

-

and addltlonal feedback by the' teacher.

3.22 However, two or more events may ‘occypy the same~

{

<
o |

cOlumn.
E. g , ] -Yf‘
A Sklll ‘or motor mand by the teacher may: S M
be made simultaneously with the child's . or
~ response in order to associate a verbal |/ | X U
) cue with the physical experience. ‘ _ £ A
Similarly, the teacher may manlpulate e " St

" the child through a skill response =“‘r }f”/vﬁn
while making a mamdl for that skill. T

' The teacher and child may perferm a " IS4l Tl .
Skl%l task together. This may™, or may :7‘ :Z;-“‘
not be accompanled by a mand. 4 P
" Similarly the teacher and child may Mg - [a

‘perform a gene{al motor regponse Xd Xal
together, with” or without® a mand. 1 : >

An incorrect op incomplete skilll or :

" motor response€ by the child may be- @ @],

*hurtful; | : ' A el 1 BEN

N Py Cand

Mandlng and Sollc;jlng¢ -

6 §5§re made . for a response
ey
that s part of the partlcular sklll be}ng taught then

Pl

L. 1 When mands or solicitat:

these are recorded as. mands or sollcltatlonS*for a



o

LI

~motor response.
If. such a mand is then incorporated into a'skill_

» mgnd then the two mands are recprdéd separately,/

_ E;g: The “teacher may 'say: | k\_
" "Bend your kheesi"1¥ "Bend your knees."i/
‘ "Bend your knees3 and ljump!"l’L /« . .
> 1 2 3 Lo :
A | Mbf | Mbr | Mbf S
B o X a IR
> - - {*‘ ‘ﬂ T . v
c - .

In this‘examplegthé-child's motor ~response coincided .

with the third motor mand, -thus enabling the teacher to'.
. ~ s . s T 1 ’ . . s .. .

-

" make the® skill mand. -

Similarly the teacher. may say:

"Stretch yeur arms out." . a |wmpr Mbf | S
"Stretch your arms out - and X
catch the ball." | C
"TﬁckAyour head under.rﬁéhd A | Mbf S
Lo ) ; B X
) : : C

P @ [

4.2 When theiteacher=demands'a'Mbtor response as part
of the skill performanc®, then this is coded as a mand

for motor response.

.

E.g. "Caxch the ball at the~énd of your bouncing.ﬂ

; .
"Sit up when you finish your:rell."

P

The mand in these examples i5 for a moter response

within a cergaih‘ékill contekta

¢

»
. N '
| //—l7 | ‘
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5. JRecording of Skill and Motor Responses
-5.1  All performances by the child of the spe? flc,
1

skill are to be recorded. The SpelelC gkil. sponses ‘ )7

are to be recorded 1rrespect1ve of whether there was a //
N2

mand , sollc1tatlon, demonstrative promptwor no apparent

—
. B

/f teacher stimulus. |
\ﬂj? However, only general motor responses that are
specifically manded, solicited or prompted by
démonstration.are to be recorded. T
5 2 The sklll or motor response is recorded at the end
ofuthe attempted performance. The attempt is then shown
as correct, 1ncorrect, or 1ncomplete. f'
5.3 . The observer should, ask whether or not tMe Ohlld
l:fulflls\Or is ?ulfllllng_the task set. If the answer
is yes, then a response is recorded. - - }
6. Neéativiemt | |
Negativism is*recjrded every time the child exhibitsva
different'type of negative behaviour. This is -
illuetzated by the following eplsode.
The teacher and child are fa01ng each other approx1mate1y

“two meires apart.

1. Teacher: "Put your hands out ready to catch.”

2. Child: Sits down on the floor.
3. Teacher: "Stand up, Tommy." v
L. Child: =~ Catéhes hold of a hockey stick carried by
Toa pass1gg child.
5.'Teacher: "Let go that hockey stlck'”
. Childﬁ Takes no notice and conkinues to hold the

stick held by the other child. (no code)



6. Teacher: "Do you want to play hockey, Tommy”"

7:-Child; "Hav1ng gained possess1on .of the -Stick, he
waves it about whlle still sitting on the
floor. »

N
—

8. Teacher: ™0.K., first we play catch end’then we

play hockey."

9. Child: The child drops the stick and lles face:
. downward on the floor. -
. g 4 .
1 2 3‘ b5 6 7 8

Antecedent Mbf M c | W c

N -
Behaviour . \ l\\ "N ’ N

'2.~The teacher may first change the

\

Conséquences ~

Subscripts' | &K .

Subsorlpts are assoc1ated ~with other. magor and minor

AN

?_ categories. Two subscrlpts, namely demonstratlons and

env1ronmenta1 manlpulatlons may stand alone. ' -
B ) _ .
1. The teacher may use only a demonstration [ 4 o}

" to prompt the child to respond. Teacher i 1/§ﬁ
and child may perform the task toge‘ther1 ‘

(em){ s
vcondltlons under which the task is to be
performed and then demand a skill -
response by the child. _ T
Interruptlon

Any 1nterrupt10n or break an the continuity of the
one-to- one te chlng/learnlng situation is recorded by a
diagonal llngfdrawn through the length of the next
column. : _ o e

“Such interruptions may, for exdmple,rbe due to the

' or one after the other.2 - T

90
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&
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I

: . ‘ v .
intrusion of another child, or the lack of equipment.

When teaching. resumes coding should be continued in

the next column. | - " S : ’
E.g. - - | | ' >
A | S | . S IR R
¢ /. :

E.g. The teacher may demand that the child throw the
ball at a target. However, another child may =
r¥move the target, thus interrupti;k the one—to;
one instructional episode,*ugtil ﬁ e target can

be replaced and the ‘mand repeated.
. L : i v
Problem Areas . ~

9.1 Mandigg and Soliciting

\f;The teacher's tone’ of voice 1s not a faqtor_ini
this 5bsérvationgl instrumégi;v Some verbalizations"
which are made’ very aufhoritatigefy are classed as’
solicitations. ' o | -
E.g; The teacher may'éay firmly“to the éhild:
. "Up!" or "Under fhe;barlﬂ‘

These instructions however do not include a verb and

" therefore are classed as solicitations.

*

A request by the teacher in which the specific-

skill is used as_a noun is classified as a solicitation.
re ~ g . . , : :
_E.g. "Have a big jump!" ™
v : , o :
‘9.2 The use of the child's name
o . ' ' R
Teachers may use the child's name when manding or

-
soliciting a response from the child. In these
yéstances the name is clehrly regarded as part of the

\ -

A



—.

‘constitute.

mand or.solicitation. o

E.g. "Throw the ball, Michael;" S
B . ) > R
"Look at the ball, Leo.". Aef $

Teachers, however, may call the child's'name alone

to gain attention. This has been defined as a

L4

solicitation fop‘attent; n. The name méifﬁg\called in

i B
- .

such a-way as to suggest dissatisfactibn and)cehsure;

-

However, sincq this is a very Subjective judgement, the'

calling of* the child's name alone will not be considered

-7 .
in terms of the censure category.

- L}
9.3 Readiness .

The c;utionary WOrd\"readf” is frequently uged by

teachers prior to & mand.,

. E.g. "Ready, are you ready - jump!”

"Ready - throw!’
This along with other cautionary words are dqfined'as
part of the mand.

E.g. "One, . twop three - catch!" - .

For the purposgs of .this observational system.a‘*

reference-to /'readiness” does not necessarily
call for attention.

9.4 Context

Some choice of  codes willvdepend)on the context in

‘ which the event occurs. For example, whether the

solicitation, "have another try" refers to a general -
- o

;:moﬁor or specific skill response 1is indicated by"

-

preceding events.

-
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'5‘5 Confoundlng Words and Express1oq§
The expre331on come on" cah be an - 1nd1rect way

asking for a general motor, sk111 response, o

2

attention, What it is that ¥s being solicited is
\ -

klndloated by the context in Wthh the phrase is used.
Sometlmes the context(makes the meaning very clear.

E.g.

1. - ﬁReady - throw!" "Throw the ballg“ "Come oh, Tooy."

"Throw the ball to me."
| s s [ ® S

2. "Step up-on the bench.” ‘”Qéﬁgzaﬁ) Toby."
: ) "S’Gep ,"Up- n "Up- ” L. . ot

G

}? iuwaféh'me!" "Are you waktehi g'meb" "Come on, Toby."

fWatch me>bounce the balls”

[Aef |<®ef C) | Aer- S

In the above exampleikthe same type of teacher '

of

-~ .

.{,J

1/

verballzatlons both pkecede and follow the, expre831on.

However, when the express1on "come on" does not have the

‘The following rulesgiherefore are indicated:
1, The expression "Come on" will-always be classed

as a sollcltatlon.

. Same type of verballzatlon before and after ere can be
N :
coa81derable amblgulty as to the meanings

2, The type of Solicitation will be 1ndlcated by the

. type of verbalizations that follow the expression. ©

E.g.v "Bend y0urAﬁneesf" "Come on." "Jamie!" Lbe C)

Al

3. - If the‘behaV1our that follows is g child response

then the type of solloltatlon must be indicated by

a
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o~ the preceéing teacher verbalization.

s

. If the above rules cannot be applled then the

expre581on will be 1gnored

¢

- Another confoun@ing word‘is "0.K." For the
o { . :
purposes of this observational- Instrument the expression

will be ignored at all times.
- {
9.6 1In this observatlonal system Positive and Negatlve

Teacher (Initiated Consequences are consequences éf a

~

skill or requested motor .resppnse and indicate the

te%cher's satisfaction or dissatisfaction with that

response. ‘ .
P o .

Positive verb%l-consequences may follow skill or

r

motor, responses, which are coded. They may aldo follow
M . - -
‘attention responses by the child which are recognized
S '
by the teacher but not coded in this syst¥m.

Negatlve teacher initiated consequences~13_:““ b

the teacher's dissatisfaction w1th a skill or fé*f'
motor response by the child.

Negatlve verbal communlcatlons follow1ng a no
’response or negativism are clasPed as Censure and -
recorded in the antecedent row.

Note: 1)+It is possible to have a combination of

!

positive and negatiye teaeher initiated consequences
E.g. The teaeher may’say "That wasn't a very good
jump; and at the same time cuddle the\chiia. E}EEﬂ
2)" The continued holding of the child by the
teacher after a physical prompt or manipulation

when associated with positive or negative verbal -



L

consequences is .coded as +P.

.'; 9,7 "The spe01flc skill being taught must be defined'
for each teaching Segment, Such a definition is
necessary for the guidance of observers .in

- distinguishing between,skill,and_motor mands and

| oorrect.or incorrect skill»respohses.
© 9.8 Meaningful pieces.of information.

Rdle'2 s%ates

"A11 meaningful pieces. of 1nﬂormation are to be

recorded providing , _

a) dhat they can be categorized- i
b) they are not excluded by the coding rules.”

AWOrds or phrases that are meaningful and can and do
stand alone are +to be coded. ’
’ . Some ‘examples have already been given. .
Eg "Bend your knees, and Jump'" .be K
. "Stand up and do it. In this instance the child
| .1s being asked to stand up and perform the skill.
The phrase is therefore coded:
"Take my hand and we w1ll go for a run.' [E:[:E]
"Yeg!" "Tha&uwas good!" Thesb two comments are
separaﬁed by a noticeable pause and clearly stand
alohé.- They are coded [+v[+v] However, such a pause is
not always evident and therefore observers must*be/
nguided by whether the words can stand alone.
E.g. "Yes, that was good!" The comma suggests a slight

pause following the word "yes". The sentence is

ik

coded [+v[+vy’ S : .

MWhen there is no pause, e.g. "yes that was good", there



“are still two confirming comments and therefore the
sentence is still coded[+v[+v]
It should be noted however that:

A promise of reward (If you do this, then you can do
that) or a threat of punishment (Unless you do this you
will have to do that) is recorded as a 81ngle Censure/ -
Compliance. ' ‘
9.9 Recordlng of responses.

- When the observer finds it extremely difficult to
‘determine whether the response c01n01ded with or
followed‘the mand or solicitation for that response,“

then the response should be recorded as coinciding.

~
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APPENDIX B \\

DETAILS OF TEACHERS

CHIILDREN
OBSERVERS
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The Teachers

The threé tedchers who pafticipgtéd‘in thé major part
of the study wére_students in the third yedr‘of the
Bachelor of Physical Education degree programme at the
University of Alberta. All had_undéfgone*courses in the
Prep Programme materials and teaching strategies. Thg
teacherg worked in the’Prep programme three mornings each

week during the sé&qg}'year.

The age of eash teacher and the experience in the

programme is as followdw

3

4

.Agef/ in Years Experience in months

Teacher 1

21 6
Teacher 2 21 ' 10'
‘Teacher 3 20 9
-
#



The Children

gtudents from the Dr, Winnifred Stewagt School for

94

N

The uix childrer who participated In the s®dy were

. *

. . 4
Retarded Children. All had been auagsestied an moderntely

mentally retarded.

féllows:
[
Child. -Age Sex
Years-Months - -
1,(;\\ . 2 -9 Male
e 2. . XJ—'O o Female
3 7 -8 Male
oo 721 Mate
5 ., 4 -4 . Male -
6 s5-10 Male

\ .

7

The age, sex and disability of the children is as

~

-

P
Disability

Brain damage

Brain damage

-

Down's syndrome

Socially depri?éd and- .
disturbed

L 3

" Down's syndrome

. Down's syndrome
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Tﬁe Observers

The three observers who participated in the study had

varying p%gygrounds and experience. -
/“‘ .

Observerul.
Q -
Age: 37 _ , -
Qual;fication:‘,Master of Education

Teachlng Experlence Twelve years of teaching
N experlence in elementary schools.

This observer had had no previous experience of
the Prep Programme materials or teaching strategies
and only limited experience with retarded children.
Observer 2.
Age: 32
Qualifications: B.P.E.
’ " M.A. in Physical Education

Teaching Experienge: Three years in the Prep Programme.

Observer 3.
Age: 21

Qualification: Student in the fourth year of the
I : B.P.E. programmé

\
%

Teaching Experience: One year in the Prep Programme.

I
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APPENDIX C

WRITTEN MATERIALS PROVIDED FOR OBSERVERS

¢
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v ' CODING PROCEDURE

AND CHECK SHEET

JLranscribe teacher verbal behaviours on work pad.

i
‘Code verbal behavidurs. Remember %ody Focus v
' o Environmental Focus

Enter child behaviours

all s%;%l responses

~ those tor responses that\are
' specif;cally manded or solicited
= negativism
» S .
. Enter subscripts . - p, m, d.. N

]

Check coding to see if there are any discgepancies.

-~
4

Check time factor - time lapse.
, ,

*

Was the tasEﬂA;Iered by manipulating the environment?
Were any responses hurtful? '

AN
-

Transcrlbe the code symbols and significant teacher
verballzatlons onto the coding sheet prov1ded.




