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ABSTRACT

The purpose of this study was 1o design and test the cffectivencss of in-
scrvice  leadership training sessions for intcrpreicrs  offering generic
programs and scrvices 1o children somec of whom have a dcvelopmental
disability (mild mecntal retardation). The question asked in this study was: "Do
the Expcrimental Leadership Training Scssions have an cffect on the
itrerpreters  in their prescntation  of interpretive programmes for children
who have a mild developmental disability”. A rcview of the literature was
undertaken in order to develop a better understanding of: (1) children who
have 2 mild developmental disability with regard to cognitive ability and other
developmental arcas; (2) some of the faceis of interpretation including the
roles interpreters cmploy; (3) interpretative programmes for pcople who have
a disability; and (4) various tcaching mcthods and straicgics that arc most
beneficial to children who have a mild deveclopmental disability.

The design of the study included two populations: (1) a group of adults,
participating in a lcadcrship training programme, who were provided wilh
information on the mechanics of presenting a natural history interpretive
programmec; and (2) children, from the ages of 9 to 12 ycars, who have a mild
developmental disability.  Each participant was match paired with a pecer in his
or her population. The study was designed as a ficld experiment with one half
of ca~h matched pair randomly assigned to the control or the expcrimental
group.

The crperimental group of interpreters were presented  with  in-service
lcadership training scssions which focused on lcarning strategies that help
children (9 to 12 ycars old) who have a developmental disability (mild mental
retardation) acquire information. The control group of interpreter’s in -
service leadership training scssions focused only on how the gencral
population of children (9 to 12 ycars old) lcarn.

The data was collccted using self-administered questionnaires and vidceo
tapes of the natural history programme that the adult interprcters.
cxperimental and control, presented to children who have a mild
developmental disability.  The vidco-tapcs were scripted and then analyzed

with regard to their usage of nine tcaching methods.
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CHAPTER ONE
Problem Formulation
Introduction

Lcisure, recreation, health. Over the last few dccades these terms have
been linked together with wellness, well-being and quality of life.  This
relationship has been documented by authors such as Goodale and Godbey
(1988), Goodale and Witt (1985) and Murphy (1975) who have written about the
historical development of the leisure and recrcation delivery system to its
present day importance. Everywhere we turn we are told of the importancc of
lcisure and recreation to our physical, psychological and spiritual well-being.
This mecssage is bcing sent to everyonc with no distinction of race, crced or
ability.

More and more agencies and governments have been developing and
promoting their leisuie and recreation programmes, scrvices and factlities [or
use by everyone in the community. In some cases this may mcan that the staff
in the agencies and government departments are having to make attitudinal
changes along with the physical structural changes to facilitics. For example
in-service training seminars for staff may include such topics as culturai
awarencss; or information on various modes of communication such as the
Blissymbolics board and Amecrican Sign Language; or information about
children who have mild developmental disabilities. In-service training
seminars which focus on such topics as mentioned above can help 10 make
staff morec knowledgcable about the pcople they are serving, techniques for
communication and subject matter appropriate for the clientele. Along with
in-scrvice training scminars structural changes to buildings, such as,
rcnovating facilities to make them accessible for pcople who usc various typcs
of mobility aids, for e¢xample, wheeichairs or motorized wheelcarts, may be
nceded. Thesc types of changes help to provide a broader range of choices to
people who have a physical and or mental disability.

One service arca in the leisure and recreation delivery sysiem that is
starting to providec morc choices to pcople who have varying disabilities is that
of natural history interpretation (i.c., the interpretation cf objects, sites and

processcs). Some examples of agencies which may providc natural history



interprectative scrvices and programincs within communitics are
cnvironmental centres, sciecnce centres, nature ccntres, parks and muscums.
In the ficld of interpretation it is nccessary for the staff, especially the
intcrpreters, to understand: the subject and/or object they are interpreting,
and the nature and diversity of thecir visitors. This is expounded by Tilden
(1977) who stated "any interprctation that does not somechow relate what is
being displaycd or described to somcthing within the personality or
cxperience of the visitor will be sterile” (p. 9). If the staff arc provided with
prec- and in-scrvice training and updated information through such means as
scminars, courses, workshops, research rcports and practical experience
(in order to acquirc the neccessary knowlcdge and expericnce) then the
services and programmes they offer can be effective and accessible.  Hence,
visitor services will sce an increcase in client numbers, such as the inclusion
of children, who have a physical and/or mental disability.

Studies which have focused on intcrpretation in museums, and
environmental centres for children with varying disabilitiecs have included
some form of in-service training for the staff (Bardt-Pellerin, 1981, Hormnfecldt,
McAvoy & Schlcicn, 1989; McAvoy & Schleien, 1988; Schicien, Ray, Soderman-
Olson & McMahon, 1987), yet there are few published studies, articles or
rcports which describe the process of pre- or in-service training (Schleien &
McAvoy, 1989). Thercfore, therc is a need for the development and publication
of such studics involving childrcn who have mild developmental disabilities
accessing natural history interpretative programmes where staff preparation
and accessibility have been addressed.

Purnose of the Studv

The purposc of this study was to design and t2st lhe effectiveness of in-
service lcadership training sessions for interpreters who offcr programmes
and scrvices to children who have mild developmental disabilities. The
specially designed in-service leadership training session was taken by an
cxperimental group of interpreters.  After its complction an observational
tcchnique was cmployed to assess the interpreters delivery of natural history

intcrpretative programmes to children who have mild developmental
disabilitics.

9



As a part of this study a leadership training manual was dcveloped and
will be madc available to administrators and intcrpreters in order to make
more accessible their agencics programmecs and scrvices to children who have
mild developmental disabilitics.

men f the Problcm

The primary focus of this study was to address the nceds of interpreters
sceking to reclate to children who have mild developmental disabilitics. This
was done by providing the interpreters with information on (1) cffective
teaching tcchniques to use with children who have mild decvelopmental
disabilities, and (2) research that identified lcarning strategics uscd by
children who have mild devclopmental disabilitics (Das,1972, 1973a, 1973b: Das
& Bower, 1971, 1973; Das & Cummins, 1978; Das, Kirby & Jarman, 1979). The
above stated problem was addressed through the answering of the following
question:

Do the Experimental In-Service Lecadership Training Scssions have an

cffect on the interpreters in their presentation of interpretative

programmes for childrcn who have mild developmenta!  disabilitics?
Sienifi { the Study

This study is significant in the arcas of applied and thcorctical
rescarch. In the arca of applied rcsearch this study producced a manual
(In-Service Leadership Training Manual) that focused on the training of
interpreters in order for them to effectively modify and present an
interpretative programme to children who have mild developmental
disabilities. The expected impact of the Experimental In-Scrvice Lcadership
Training Scssions on thc interpretcrs was 1o have lcad to an awarencss of the
differcnt strategics children who have mild devclopmental disabilitics use to
process information. A second cxpected impact on the interpreters was on
their ability to adapt a regular interprctative programme to better suit
children who have mild developmental disabilities.

In the area of thcoretical rescarch the study linked the interpreters,

docents and enviroumental educators with various developmental theorics
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that had becen intcgrated into information processing systems which could

then be applicd 1o the ficld of interpretation.

The information and knowledge gained from this study sought to
accomplish five objectives.

(1) It soughtto asscmble the most rcecent information that was available in
order to give direction to interpreters, docents, and ecnvironmental
cducators on the cognitive process of children who have mild
dcvelopmental  disabilities;

(2) It sought to develop a programme outline, which focused on children who
have mild dcvclopmental disabilities, that can be uscd in the education of
natural history interpreters, docents and ecnvironmental educators

(3) It sought to describe techniques that would allow interpreters, docents, and
cnvironmental cducators to modify rcgular children's programmes for
successful usc with children who have mild developmental disabilities;

(4) It sought to compicment past research that has becn undertaken in the
arca of information processing and intcrpretation. These arcas were
integrated with a focus on children who have mild devclopmental
disabilitics;

(5) It sought to identify pertinent arcas that still need to be studied and/or
arcas that necd morce research for verification for specific applicability.

The results of the first threc objectives, which come out of applied research,

appcar in the In-Service Leadcrship Training Manual. The fourth objective

focuses on the application of theoretical research in the field of interpretation
while the fifth objective cxposes arcas of theoretical rescarch that still need to

be cxplored and applied.

Summary
Chapter One identified the research problem and question along with
five objectives that were to be accomplished in this study. The following

chapter will examine a review of literature that was the basis of this study.
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CHAPTER TWO

Revicw of Litcrature

Introduction

Interpretative scrvices, programmces and facilitics offered by various
agencics differ in their degree of accessibility to persons with disabilities.
While some are fully accessible, many arc not. This includes interpretative
programmes and scrvices for children who have disabilitics.  The main
purposc of this literaturc review will be to focus upon the components that are
necessary to educate interprcters in the rcasoning for and thc techniques
cmpioyed to modify interpretative programmes for children who have mild
deveclopmental disabilitics.

The following review will cxaminc four main arcas that form the basis
for this study. The first scction will focus on children who have
developmental disabilitics with respect to five specific devclopmental  arcas.
The second section will examine “interpretation” and some of its major
clements. As the rescarcher has not been able to locate literaiure focused
primarily on interpretative programming for children who have mild
developmental disabilitics the third section will review a varicty of intcgrated
and segregated interpretative programmes that arc offered to pecople, mainly
children, with a varicty of disabilitics. The fourth section will look at
modifications that arec nceded in order for these children to obtain the most

benefit from an interpretative programme.

Various Developmental Arcas with regard to Children who have

Dcveclopmental Disabilitics

The growth potential of children who have developmental  disabilitics
has been an active arca of rescarch since the late 1960's and carly 1970's
(Das, 1972, 1973a 1973b; Das & Bower, 1971; Ellis, N. R, 1963, 1966, 1970; Holden,
1965, 1970). Such disciplines as rchabilitation mecdicine, cducation,
psychology, physical education and recreation continuc 1o rescarch the
physical, social, emotional and intellectual development of these children.  The

purpose of this scction is to examine developmental arcas in children who



have mild dcvclopmental disabilitics in order to understand the bchaviour of

these children from the point of view of their capacity to learn.

Two cognitive growth theories to be discussed with regard to
devclopmental disability in this scction are (1) Piagcl's development theory
(Grossman, 1983) and (2) the difference or defect thecory (Das. 1972; Das &
Cummins, 1978). The dcveclopmental thcorists belicve that ail children, even
thosc who have devclopmental disabilitics, follow thec same sequence of
cognitive growth.  The difference theorists state that there is a qualitative
difference in the cognitive dcvclopment of individuals who have
dcvclopmensa®  disabilitics.

With regard to the devclopmental theorists, the steps in cognitive
growth  which irdividuals go through from infancy to adulthood are shared by
ail including ikose pecople who have dcvelopmental disabilities (Bliss, 1985;
Carter & Ormod, 1982; Grossman, 1983; Hewett & Fomess, 1984). The cognitive
development of individuals is along a continuum with Piaget's sensorimotor
stage at onc cnd, formal thinking at the opposite end and the other thrce
stages (prcopcrational-transductive, prcoperational-intuitive and concrete
thinking) in betwecen (Grossman, 1983). The only differcnce between those
who have and thosc who do not have devclopmental disabilities is the ratc at
which the individual passes through the stages.

From a devclopmental theorist's perspective children who do not have
adevclopmental disabilities arc, at the age of 9 to 12, in a transition period
whercby they are moving from the stage of concrete thinking into the stage
of formal or abstract thinking when it comes to describing themselves (Silon
& Harter, 1985). Whereas those children who have developmental disabilities
and are of thc samec chronological age are still using words ihat are associated
with the concrete thinking stage (Silon & Harter, 1985) when they are talking
about themsclves. Thus, these children who have developmental disabilities
are still going from Piaget's pre-operational - intuitive to the concrete
thinking stage. Thc children who have devclopmental disabilities have not
developed cognitively in as complex a fashion as those children who do not

have devclopmental disabilities (Bliss, 1985, 1986; Grossman, 1983; Silon &
Haricr, 1985).



Silon & Harter (1985) rcevecaled that the motivational force of children
who have dcvclopmental disabilitics appears to be rclated to the amount of
difficulty versus easc with which the task, such as schoolwork, may be
performed.  Children have dcvclopmental disabilitics appcar to ask "what”
based questions, for cxauipn¢ "What do I want to do?" (Silon & Harter, 1985, p.
228). Children who do not have decvelopmental disabilities, and arc of the same
chronological age, arc morc focused on thc "why" bascd qucstions, for
example. "Why should 1 do that?" (Silon & Harter, 1985, p. 228) . The results of
the studics reviewed above showed that the children who do not have
developmental disabilities had advanced or were in transition from Piaget's
concrete thinking to his formal thinking stage, whilc the children who did
have devclopmental disabilities were a stage bchind.  Pasnak, Campbell, Perry
and McCormick's (1989) study also indicated that children who have mild
devclopmental disabilitics do advance into the concrete thinking stage

Pasnak, et al., (1989) have shown that cxternal rewards, fcedback,
mastery and the use of manipulable objects used in tecaching children, who
have devclopmental disabilitics, classification and secriation (i.c., arranging
objects in order of size), can result in an incrcase in their mental age and 1Q.
Cole and Gardrer (1988) also uscd rcwards and fcedback as motivational tools in
their study with children who have developmental disabilitics.  These children
lecarned to identify correct solutions to visual discrimination tasks. Both
studic: indicate the importance of using motivational tools in a
training/learning approach with these children. The results from Pasnak, ct
al.'s (1989) and Colc and Gardner's (1988) studics show that there is a
proportional incrcase in learning for children who have mild developmental
disabilitics to that of children who do not havce dcvclopmental disabilitics and
that both groups bencfit from cxternal verbal feedback.

Difference thcorists purport that there is more to developmental
disability (mental retardation) than a devciopmental lag. Rescarch has shown
that children who have developmental disabilities have the capacity to use the
same processes (simultancous and successive processes) that arc uscd by
children who do nut have dcvelopmental disabilitics but that the difference is
in the kinds of strategies used by cach group to solve complex tasks (Das, 1972;
Das & Cummins, 1978; Molloy & Das, 1980). Chiidren whe have mild
devclopmental disabilitics may have to remember a picture in its total form

(simultancous mode) if they are to rcproduce it, whecreas children who do not
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have decvclopmental disabilities would more likely remember it in a scquential
form (successive mode) (Das, 1972; Das & Cummins, 1978; Molloy & Das, 1980).
Thus, thosc individuals who have devclopmental disabilities have "dcficits in
planning and coding" (Molloy & Das, 1980).

Another arca in which studies have shown that children who have
developmental disabilitics arc deficient is in transference. Children who have
devclopmental disabilities arc not able to transfer a stratcgy thcy have used in
a general situation to a more specific situation. This inability is referred to as
‘far transfer' (Das, 1985a). For cxample a study of far transfer was
undcrtaken by Das (1985a) which had children who have and do not have mild
developmental disabilitics participate in a training programme that did not
contain any malcrials related to reading or teaching skills related to reading.
The children who do not have mild devclopmental disabilities were able to
transfer the skills that they lecarned from the training programme, that of
coding and planniny, to the task of reading. Whereas the children who have
mild devclopmental disabilitics werc unable 1o do this far transfer.

Das and collcagucs (Das, 1985a, 1985b; Das, Kirby & Jarman, 1979) have
proposed that an 1Q of 70 is the threshold limit to far transfer, and anyone at or
below this threshold "could not take the ‘induction lcap’ ™ (Das, 1985a, p. 676)
that is nceded to transfer a general principle to a specific situation. The study
by Campione, Brown, Fcrrara & Bryant (1984) concurred with the results from
the above studics. Campione et al. found that the children who have
devclopmental disabilities had difficulty in transferring what was learned o
other problems and were inflexible in the way they used the information.
These children had "difficulty in identifying novel examplars of known
problecm types that [werg] not clearly marked by context" (p. 85) even with
adult prompting and support. That is, thc children who have developmental
disabilitics were unable to take thc induction lIcap which is required in order
for far transfer o occur.

An arca in which children who have devclopmental disabilities do not
scem to be deficient in is in attentional processes. From a series of studies Das
and Bower (Bower, 1973; Das & Bower, 1971) have found that in a laboratory
environment children who have dcvelopmental disabilities were able to
"maintain oricntating responses under sclf-instruction as adequately as" (Das
& Bower, 1973, p. 175) children who do not have developmental disabilities. Das
(1973a) concurrcd with the above studies by stating that a learning
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environment that is "noise-free” and "without any distraction” (p. 103) helps
children who have devclopmental disabilities to attend to tasks more
cfficiently than in a rcgular classroom. From the studies rcviewed it can be
said that thc learning cnvironment is an important factor for children who
have decvelopmental disabilities with respect to attending to tasks and
activities.

Das (1985b) proposed an altcrnate way for children to learn and
transfer gencral strategies and that is by providing them with rcal life
experiences which require the use of specific skills which can be "practiced
in a varicty of instances” (p. 89). This "would allow individual variations in
coping with tasks. Each individual may work out his or her own unique
approach to the varicty of tasks presented during structural cxpericnees”

(p. 89). This approach would parallel the way pcople who do not have
developmental disabilities lcarn strategies and then transfer the stratcgics to a
ncw c¢xperience.

Developmental theorists have shown that children who have
developmental disabilities can and do progress, at a slower rate, to thc concrete
thinking stage and that they have problems with concrete thinking. The
diffcrence theorists have shown that these children do process information
differently from children who do not have devclopmental disabiliiics,
especially when complex tasks are to be performed. The differcnce thcorists
have also revealed: (1) that under the correct learning condition children
who have mild developmental disabilities can oricntate and focus on a task and
therefore may not nccessarily have an attention deficit; and (2) that thesc
children are unable to perform the cognitive skill of far transfer. 1In relation
to thcse two possible conflicting theories Das (1973c) states that which cver
theory a researcher works from it is critical that he or she kecep an open mind
to the results of other thcorists’ research in order to better "understand and
explain mental rctardation [developmental disabilities]” (p. 750). The
understanding of the social, emotional and physical development of children
with a mild devclopmental disability are also as important as knowledge about

their cognitive functioning, for each of these variables interact with each
other.
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Sogialization

Once of the crileria in the Amcrican Association of Mental Deficiency’s
(AAMD) dciinition of dcvelopmental disabilities (mental retardation) is the
cxhibiting of inappropriate bchiaviour in social situations (Grossman, 1983).
Children who have dcvclopmental disabilitics often demonstrate more
inappropriatc bechaviour and have a harder time interpreting social messages
(Mahcady, Maitland & Sainato, 1985) and do not progress at ihe same rate in the
arca of moral maturity (Lind & Smith, 1984). These children have been shown
io be deficicnt in being able to provide different ways in solving social
problems, thercfore the children may have a “"smaliler repertoire of known
ways to solve common social problems in dealing with others" (Herman &
Shantz, 1983, p. 225).

In thec arca of interpersonal problem solving skills students who have
developmental disabilities tend to function at levcls similar to their mental age
(MA) matched pecrs who do not have dcvelopmental disabilities. If students
who have developmental disabilities are matched with their chronological age
(CA) peers therc is a significant difference, that is, the CA peers use a broader
repertoire of skills and seem to have a greater degree of social awareness than
do their pcers who have developmental disabilities (Smith, 1986).

Cooperation is another strategy that children who have mild
devclopmental disabilitics have used in social situations. There is some
controversy as to the levels of coopcration exhibited by children who have
developmental disabilities, but Lind and Smith's (1984) study indicated that
these children, even prior to any instruction by the researcher, "evidenced
consistently higher levels of cooperation than their ... counterparts” (p. 214)
who do not have devclopmental disabilities. This finding is in agreement with
Madsen and Connor's (1973) study but in disagreement with Rueda and Smith's
(1983) results. Rueda and Smith compared their results with those of Madsen
and Connor (1973) and stated that the discrepancy may be because each group
of rescarchers placed different demands on the tasks used.

A different arca of discrepancy with regard to the behaviour of
children who have iild devclopmental disabilities is between special
cducation tcachers and regular classroom tcachers. Teachers in special
cducation classrooms were more positive about the behaviour of children who
have devclopmental disabilities than werc teachers in regular classrooms . The

tcachers in the special cducation classrooms percecived the children as being



"more cooperative and less avoidant/withdrawn" (Taylor, Asher & Williams,
1987, p. 1331).

Gottlicb, Semmel & Veldman.'s (1978) study on children who have mild
developmental disabilities in mainstrcam classrooms indicated that the social
status of these students was related 1o how the pecers’ and tcachers' perceived
the children’s behaviour and academic level. The length of time the children
who have mild dcvelopmental disabilities spent in a regular classroom sctting
did not secm to effect how they were perceived (Gottlicb, et al.,, 1978).

In another comparison Taylor ct al.'s (1987) study showed that children
in special cducation clas:vgcoms whce have developmental disabilitics were
observed to be more interactive and pro-social (communicative) then their
pcers who werc mainstrcamed. This obscrvation of Taylor et al''s agreed with a
study undertaken by Myers (1976) which revealed that thosc students "in both
special school and special class groups were significantly better adjusted
socially than pupils [who have dcvclopmental disabilitics] in regular classes”
(Myers, 1976, p. 9). As a reminder o rescarchers and readers Morrison and
collecagues have stated that it is important nct to transfer the social status of
children in one type of school placement into another since each situation has
its own "pattern of indcpendent variables” (MacMillan & Morrison, 1980, p.
441; Morrison & Borthwick, 1983).

In summary childrer who have miid developmental disabilitics have
becen shown to be deficient in a variety of behaviour and social skills when
compared to their CA matched pecrs. Yet, there is no solid agrcement as to
which skills are deficient. This adds wecight to the fact that this is a group of
heterogeneous children and that there are numcrous independent variables
which affect the social deveclopment as wcll as their physical, cognitive and
behavioural development.

Adult Relationshi

The manner in which adulis react and respond to children who have
developmental disabilities.affeccts the way the children behave. Rescarch  has
indicated that the academic opinion of teachers of children who have
dcvelopmental disabilitics has an effect on the sclf-image of the children
which also affects their total scif-concept (Richmond & Dalton, 1973). This
same study reported that teachers usually have no awareness of the social and

emotional nceds of students who have dcvclopmental disabilitics which in turn
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would affcct the students’ academic achievement and sclf-concept. One way 1o
help these students, who have devclopmental disabilitics, develop a better
pcrsonal and acadcmic sclif-concept would be for teachers to reward or
reinforce them for their abilities and for the schools to retain and promote the
"affcctive component of cducation™ (Carroll, Frcidrich & Hund., 1984, p. 347).

Another study has revcaled that children who have mild devclopmental
disabilitics arc more dcpendent on adults for dircction and fecdback than thosc
who do not have devclopmental disabilities (Silon & Haner, 1985) The children
who have developmental disabilitics arc more reliant on " external structures
and guidance from others” (Silon & Harter, 1985, p. 228). These children are
slso more conccrned about their relationship with their teacher than with
their pecrs. This is opposite of what has been revealed for children who do not
havc dcvelopmental disabilitics (Silon & Harter, 1985).

Teachers have been shown to use a diversity of strategies when making
judgcments and decisions with regard to students in general and to how the
class is managed (Borko & Cadwell, 1982). Included in the tcachers’ criteria for
assessment arc the students' personality characteristics. If students are active
lcarners teachers may judge the students on how they bechave and rate them
accordingly (Borko & Cadwell, 1982; Kedar-Voivodas, 1983). If the students arc
given a low rating with regard to their behaviour they may develop a poor
sclf-image. 71..s scems to support the above parrgraph, that is, whether the
students have devclopmental disabilities or not their characteristics can affect
thc way tcachers rate them.

Morrison & Borthwick (1983) state that there may be some sex biases
when children are evaluated and warns against misinterpreting the data by
not taking into account its framework. Hoge & Butcher (1984) dispute the
effcct of gender as a bias factor in teacher's judgements and identify the
possibility of the student's IQ score as functioning as a biasing factor.

Rescarch by Herman & Shantz (1983) indicates that mothers also have a
major influence on their children who have developmental disabilities.  Their
study showed that the cognitive development of these children in the area of
social problem-solving skills secemed to be rclated to the controlling force of
the mothers. That is, it is the mothers who may or may not "limit their child's
opportunitics to cngage in contact with pecople and activities outside the
housc" (p. 218). Herman & Shantz (1982) add that this external and internal

social cxpericnce of the mother-child dyad has not becn well researched and

9



that such rescarch nceds to be undertaken in order to better understand this
relationship and its cffect on children who have mild developmental
disabilitiecs.

The area of adult-child relationship does not scem to be exempted from
controversy. The relationship also appears to bc limited by how adults
(tcachers or mothers) perceive the children who hkave dcvelopmental
disabilitics. The conclusion on the studics reviewed indicatc that this
perception can be ncgative, thereby, adding ecxternal constructs to the
children's own internal (emotional) constraints. The negative perceplion o,
adults could causc thec children to reducz their rate of cmotional and

psychological devclopment even morc than when they are not perceived in
this way.

Emotional Degvelopment

The emotional development of children who have mild dcvelopmental
disabilities is an important factor in the total development of these children
and has becn extensively researched with regard to educational placement.
The type of educational placement of children who have devclopmental
disabilities continucs to be a controversial issuc. The literaturec revicwed by
Coleman and Fults (1985) revealed that children who have a mild handicap
(includes children who have developmental disabilities) and were in spccial
classes showed the highest increcase in the level of self-concept compared to
those who were "in regular classrooms or partially segregated in resource
rooms" (p. 7). This statement is in contradiction to the literature cited by
Carroll, ct al., (1984), who conclude "that special education placcment
contributes significantly to pupil's [who have mild dcvelopmental disabilitics]
feelings of inferiority and problems of acccptance” (p. 347). Carroll, ct al. go
on to say that children who are labcled appecar to rate themselves lower in
academic self-concept than those children who do not have handicaps.
Another study showed that there was no significant rclationship between the
personal perception of children in special classrooms with respect to their
"self-concept among peers" (Richmond & Dalion, 1973, p. 182) to that of their
teacher's perception of their academic achievement. As is indicated by the
above studies there is no agreement as to which cducational placement is best.

The correct placement may rcally depend on the abilities of the children and
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in thec type of cducational opportunitics that arc available and most
appropriate for them on an individual basis.

A placc of agrcement in the literature is in the comparison of children
who do not have dcveclopmental disabilitics to children who have
dcvelopmental disabilities and levels of self-concept  The latter group has been
shown to have the lowest level of seif-concept no matter where they are
placed in the school system (Carroll, et al., 1984; Coleman & Fults, 1985;
Polloway, ct al., 1985; Jones, 1985; Morrison & Borthwick, 1983). With regard to
sclf-concept and gender Carroll, et al's, (1984) study indicated that male
students who have mild developmental disabilitics have a higher self-concept
than do fcmale students who have mild developmental disabilities.  Another
rclationship is bctween bchaviour problems and gender. Male students who
have dcvelopmental disabilities were morc likely to have behaviour problems
than femalcs who have developmental disabilitics except in the area of social
withdrawal where the female ratings indicated a more scrious effect, this was
especially truc for the clementary students (Polloway, et al., 1985). The
behavioural problems lessened as their age increased. Both male and female
students who have developmental disabilities were also rated as having
significantly more behavioural and emotional problems than their pecrs who
do not have devclopmental disabilities. This finding is in agreement with
Maheady, ct al''s {1985) results.

The studies reviewed indicate that the perception of others, cspecially
adults (c.g. teacher and mothers) and the educational setting affects the
cmotional devclopment of children who have developmental disabilities.
There is no conscnsus rcgarding which educational setting is best for these
children.  Yet. in whatever setting these children are piaced their self-
concept level is still lower than that of children who do not have
dcvclopmental disabilities. The sclf-concept level of male students with a mild
dcvclopmental disability is grecater than fcmales with a mild devclopmental
disability, and overall these students have more emotional problems than those

without a mild devclopmental disability.

Motor Decvelopment
Individuals who havc developmental disabilities may be fairly close to
their peers who are normal in the arca of motor development especially with

gross motor skills (Francis & Rarick, 1960; Malpass, 1963) and in physical size



(Westling, 1986). There is a delay of two to four ycars in children's (8 to 14
years) performance of complex motor skills. This delay is "dependent on the
agc and IQ group considered and the types of motor performance evaluated”
(p. 608). This discrepancy between the two groups continucs to increasc as
individuals grow older. Some of thc complex motor skills which may decrecase
with the advancement of age are those which make use of power, strength and
agility (Francis & Rarick, 1960). Thus, a well planned out physical activity
programme throughout the life of those individuals who have developmental
disabilities would help them to reduce the distance bcetween themselves and

their peers in the arca of complex motor skills (Francis & Rarick, 1960;
Westling, 1986).

.

Broadhcad and Church (1984) investigatcd the physical dexterity of
children who havce mild developmental disabilities and those who have a
moderate developmental disability. The results revealed that cvery child was
at a diffcrent level of motor performance and varied in his or her physical
dexterity. For example, the range for children who have mild developmental
disabilitics included thosc levels that were: (1) cxpected for children who have
a modcrate developmental disability who were at the lower end; and (2) at the
higher end which had children in the regular kindergarten and Gradec onc
programmes.

In conclusion children who have mild developmental disabilities vary
in their motor skill ability and in their physical dexterity but may still be
behind thecir CA matched peers who do not have developmental disabilities.
Yet if the children who have mild developmental disabilities arc cnrolled in a

physical activity course the gap between the two groups could be decrcased.

Summary of the Various Decvelopmental Arcas with regard o Children who
have Decvelopmental Disabilitics

The studies that have been reviewed with regard to the development

(cognitive, social, adult relations, emotional and motor development) of
children who have mild developmental disabilitics clearly revecal that cven
though there are group similarities there are also individual differcnces.
Even if two children with a developmental disability are the same age and
have the same IQ it doecs not mecan that their cognitive, social, emotional or
motor deveclopment levels are identical. A number of variables can affcct the

overall development of these children. No universal agrcemcnt has been



rcachcd regarding such areas as the cognitive functioning and social skills of
these childre:. who have mild dcvclopmental disabilitics . The research does
show that those who arc labeled developmentally disabled arc not a
homogencous group and becaus: they vary in their intcllectual, social,
ecmotional and physical dcvelopment, interpreters must give due consideration

to their individual abilities as they prepare expcriences for these clients.
rpr ion

Interpretation involves interaction with people of all ages and
backgrounds through somec type of a communication process involving 3
subject which may include objects, sites and/or processes. The item being
interprcted may or may not be physically present, but the information
presented about the item may be new or presented in such a manner that a
new and diffcrent way of viewing the object, site or process is revealed
(Edwards, 1979; Tilden, 1977).

Programmecs for Children

Programmecs for pre-school and school children should be developed
cspecially for them whether they are of an environmental nature or not.
Programmes as staicd by Tilden (1977) "should not be a dilution of the
presentation to adults, but should follow a fundamentally different approach”
(p. 9), cspecially for children who have mild dcvelopmental disabilities. This
same fecling and belief has been expounded in other literature (Butler, 1974;
Cole, 1984:; Icensen; 1982; Machlis & Field, 1974; Rejeski, 1982). The common
belicf held by these authors is that children are not adults and that their
vicws, thoughts and ihc way they process information arc different from
those of adulis.

Children's expericnces are also far more limited than those of most
adults. Onc way of expanding expericnces, espccially for children who are
physically and/or dcvelopmentally disabled is through hands-on experiences
which help to facilitate the use of all or most of their senses (Cole, 1984). This
type of cxperience is instrumental in helping the children build concepts
"around and through objects” (Herbert, 1980, p. 34) and it can prepare them to

cxperience more novel situations.
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Placing children and people of all ages in novel situations with which
they have no prior involvement, or knowledge, can result in them fcaring
that experience. Pcople tend to fear what thcy do not understand and in this
regard children arc no exception (Butler, 1974). Children have thrce basic
fears: (1) fear of the dark, (2) fcar of being alone, and (3) fecar of wild animals.
These fears are not only based on their insccurity about the unfamiliar but on
their "lack of awarcness and understanding of the cnvironment” (p. 3). With
this being so, then steps should be taken to prepare children to have a spccial
and good experience. One way to preparc children is to provide them with a
prc-cxperience, that is with a glimpse of what they arc to expect of the
expcrience, the facility, of themselves; and what the tcacher and interpreter
would expect from them (Margetts, 1982).

Pre-cxpericnces or pre-visitation programmes arc acknowledged as
important by many educators (Tilden, 1977; Butler, 1974; Margetts,1982).
Distinct diffcrences have been noticed between those children who were
precpared prior to their trip and those children who w/cre not preparced
(Margetts, 1982). Those children who lacked this pre-expericnce "generally
showed less interest, little motivation, and were less cnthusiastic about the on-
sitc programme"” (p. 74). For Butler (1974) it is a matter of sctting the stage and
allowing the children to do ihe rest; "an appreciation for the outdoors” (p. 4)
or any other sctting can not be forced.

In setting the stage ecducators and interprcters who plan and implement
programmes nced to consider the fact that the children they will be working
with may be ai different ability and cognitive levels (Machlis & Ficld, 1974).
Thus the children’s interests, and how they lecarn and rclate to pecrs and adults
will vary. Machlis and Field discuss these areas and others with respect to
"'connecting' ... [interprctative] programmes with children” (p. 1). To make
the connection requires that interpreters understand: (1) the different
developmental aspects of children's growth and how these differences can
either limit or provide opportunities for the children; (2) the importance of
social groups and the affcci thcy have on interprctation; and (3) makc usc of
action, fantasy and instruction as the basic approaches in any interpretative
programme. In order for the thrce requircments to work a successiul flow of
communication has to takc place

Communication, as describcd by Edwards (1979), is a process without

which intcrpretation would not happen. This process (Edwards, 1979) or flow



(Machlis & Ficld, 1974) is composcd of various componcnts as illustrated in
Figurc 1. For Edwards (1979), intcrpretation is an art and the intcrprcter is an
artist. The manner in which the interpreter applics his or her crcative
abilitics in communicating the message to visitors or the audicnce can
determine the interpreter's success. The mcthod or medium of communication
and thec sctting or soc :l situation that Machlis and Field (1974) include in their
modec! (sce Figurc 1) are part of the stage that should bc creatively developed
and uscd in thc prescntation of the interpreter's message. This

communication flow or process continues on to the visitors or audience who
then rcact to the message that they are rcceiving. It is then up to the
incrpreler to receive the visitors feedback from the message react to it by
adjusting his or her own message or continuing on as planncd. The
communication flow or process is only successful if all components are
functioning properly. If even one component is faulty the result is a
communication brecakdown. If a breakdown happens, then the interpreter
would need to evaluate the whole process in order to identify the problem and
restorc the flow of communication.

In the communication flow or process Machlis and Field, (1974) and
Edwards (1979) identify the visitor, for example the child, as the receptor of
the intcrpretative message. Machlis and Field (1974) point out that motivation
is an important eclement in connecting children to the interpretative message
that is the focus of the programme that they are participating in. Machlis and
Ficld state that certain motivators are related to specific developmental stages
as wecll as to the type of social context in which the children are situated.
Variables that affcct the social context of a group of children are: (1) their
purpose, which is usually defincd by the agency, intcrpreter or teacher;

(2) the size of thc group; and (3) the composition of the group - children at or
in transition betwecen different developmental phases. Machlis and Field
include information on the physical development, cognitive developmicnt.
socialization, and adult relations with respect to four different age groupings
of children. With the above information interpreters should be able to plan
and devclop programmes that are appealing to and challenging for children
of all ages.

Dcvelopmental aspects, school age and social context are three areas
that need to be considersd by the interpreter when he or she plans and

implecments interpretative programmes for children. Thus, in order for the
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Figure 1. How Communication Flows. Adapted from Machlis and Field. 1974, p.2.
Used with permission (1992).



interpreter to be successful, he or she must unde:stand how children
physically and devclopmentally function and have the ability to apply such an
understanding when sharing the message. Anothcr major component for a
successful interpretative programme is the communication process or flow
which is also the rcsponsibility of the interpreter.  No onc benefits when

communication brcaks down.

Theorctical Framcwork for Interpretation

Various articles have becn writlten in the interprctation field about the
importance of and the neced to link interpretation to a theerctical framework
based upon thc dcvelopmental process of individuals. Rejeski (1982) states that
since environmental education is not only concerned with the environment
but also with human devclopment, interpreters should first gain an
understanding of how children develop.  This knowledge would help
interpreters to better understand the cognitive growth of children and
provide a basc to work from when they plan and implement programmes and
events. Different frameworks, or conceptual bases, that will be introduced in
this section arc Piaget's Devclopmental Theory, cognitive mapping and the
affcctive domain.

Onc devclopmental thcory that has been discussed and supported by
various authors is that of Piaget (Cole, 1984; Jensen, 1982; Machlis & Field, 1974;
Rcjeski, 1982). The basis for this dcvelopmental theory is that all children go
through the samec developmental stages, only somec may be slowcr
(i.e., children who have devclopmental disabilities) or others may be faster
(i.c., children who arc gifted). Children who have deveclopmental disabilities
may ncver complete all the devclopmental stages (Grossman, 1983). Jensen's
(1982) paper, which is a compositc of four short articles written by different
individuals, incorporates the Piagetian Theory into the planning of
intcrpretative programmes for children, teenagers and adults. Each of these
first thrce articles expand and interconnect the theory for the specific age
group that the rescarchers discuss. The fourth article provides an example of
how onc museum used the devclopmental theory as a basis to plan and
implement scparate programmes for cach group around a common theme with
a total of scven programme themes, cach lasting about one month. The
motivation bchind thc articles, which were a recsult of a panel discussion held

in 1981 at thc Amecrican Association of Muscum's (AAM) Annual Meeting, stem



from the nced and concern for understanding the pcople who visit the
museums so that bectter programmes could be devecloped and implemented. In a
scparate article by Cole (1984) the importancc and rclevance of interpreters
having a background in the arca of child devclopment is discussed. With the
"prolifcration of specialized programmes and specialized muscums”™ (p. 11),
such as, children's museums, and the incrcase in the diversity of pecople now
coming to muscums, interpreters will require information in order to provide
rclevant programmecs.

Not all researchers support the Piagetian Thecory as a mcecans towards a
theoretical framcwork. Hammitt (1981) supportis the cognitive map thcory as
the conceptuai basis for planning and impicmenting of intcrpretative
programmes. "Cognitive maps or modcls are the structure of storage and
organization of information a person has about an ecnvironment” (Hammitt,
1981, p. 14; sce Figure 2). Hc combines the cognitive map thcory with Tilden's
principles of interprctation and states that Tilden's principles arc the
interpreters philosophical framework to the "art of interpretation” (p. 13).
The "cognitive map theory [is intended to] provide a basis for understanding
how people perceive and think, with how information is taken in and
processcd, and how familiarity with an cnvironment devclops” (p. 13). Thus,
cognitive mapping depends on past experiences and how these are related to
present and future cxperiences. The rclationship between these cxpericnces
is the "pathway of commonality” (p. 14). A distinction between children and
adults is in the diffcrent amounts of expcrience possesscd by cach group
Children are limited in the variety, quantity, and quality of cxperience they
have had and the way children relate to or associate with various stimuli is
different from that of adults (Hammitt, 1981). This is not to say that pcople
within their own age group have similar cognitive maps, for no two pcople
expericnce and intcrpret similar events or stimuli in the same way. Yet, the
understanding that there are some arcas of common ground or common
experience that can bring togcther strangers in a group makes it possible for
the interpreter to implement a successful interpretative programme.

Another perspective is taken by lozzi (1989) who cxamincs a tcaching-
learning process which is holistic, that is, a process that takes into account the
affcctive domain along with the psychomotor and cognitive domain. The
affective domain of an individual has as part of its "components” the feelings

and emotions of the individual. The affective domain glays as much of a role
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Figure 2. Cognitive Mapping. (C. A. Martynuik, 1992)

Information is received by the sensory receptors and coded into
simple units which are then stored and organized. Information in the

last component is "connected by pathways of commonality”.
Hammitt, 1981, p. 14.



in the experience and life of the individual as the cognitive domain docs, in
rcality the two domains arc inscparable. Therefore, the cognitive processes
cannot and do not work without being affcectcd by the feclings, emotions or
attitudes of the individual. The sensory input has an effect on the
interrclationship and interdependence between the affcctive, cognitive and
psychomotor domains and as a result the individual exhibits a particular overt
behaviour (see Figure 3). lozzi states that Eiss and Harbeck's (1969) modcl
(sec Figure 3) "makes clcar that the ‘gatcway’' to the lcarning process is the
affective domain" (lozzi, 1989, p. 3). If this is so and the interpreters focus
their messages to touch the affective domain of their visitors then the visitors
will take positive action towards the cnvironment (i.e., by not picking
wildflowers in designated parks). Thus the result from that message is greater
than if only the cognitive domain was focuscd upon.

Piaget's Theory, cognitive mapping and a holistic teaching-lcarning
model were reviewed as three possible thcorctical iframcworks for interpreters
to use as a basis in their planning and implecmenting of interpretative
programmes for people of all ages especially children. The significance of
having and using at least one thcoretical framework by interpreters was
stressed by ali the authors. The authors emphasis was on how their particular
framework or concecjtual basis would enable the interpreicrs to dcvelop a

better understanding of the visitors and thereby present more interesting
programmes.

The Visitor

The importance of knowing the visitor is emphasized in Tilden's (1977)
first principle "any intcrpretation that docs not somchow rclatc what is being
displayed or described to somecthing within the pcrsonality or cxperiences of
the visitor will be sterile" (p. 9). If what the interpreter says docs not in some
way connect with the visitor's cognitive and/or "affective domain” then there
arc no "pathways of commonality”, thus the interprcter has not donc his or
her job. Even if the visitor is present physically he or shc may not be present
psychologically which can result in the visitor not paying a return visit. A
similar message is emphasized by other authors (Machlis & Ficld, 1974) who
rciterate the importance of knowing the visitor. The more information an
interpreter has rcgarding the visitor the greater the chance in thc message
being received by the visitor (Machlis & Ficld, 1974).
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Figure 3. The Learning Model showing the relationship among the

cognitive, affective and psychomotor domains, adapted from Eiss, A.

& Harbeck, M. (1969). Behavioral objectives in_the affective domain.

Washington, DC: National Science Teachers Association, p. 4, has been

removed because of copyright restrictions.



Johnson and Field (1984) call the interpreter a "commuyication
specialist” (p. 125). Tiic interpreter's role is more than that of a biologist,
geologist, or cultural historian (Johnson & Ficld, 1984). The interpreter is an
cducator and as such necds to have some background in the undcrstanding of
interpersonal rclationships and psychology if he or shc is to be successful in
communicating the message (Cole, 1984; lozzi, 1989: jlammitt, 1981: Jcnscn,
1982; Johnson & Field, 1984).

Sharpe (1976) discusscs the visitor under "visitor characteristics” and
"visit characteristics”.  Hc states that it is the visitor characicristics, such as,
age, education, cultural background, intercsts, and past cxperiences, which
will guide and inform the interpreter as to "the level and content of the
[interpretative] message" (Sharpe, 1976, p. 10). Two other visitor
charactcristics that are becoming more promincnt are physical and mental
abilities (Bialeschki, 1981). The visit characteristics, as expressed by Sharpe
(1976), hclp the interpreter identify repcat and new visitors, the size of
groups, thc make-up of the groups, the length of stay and place of origin
(home or last place visited) and the visitor's next stop. These and other
characteristics cnable the interpreter to recognize various visitor attitudes.
The information would then be used to plan and implement programmes that
would satisfy, engage and motivatc the visitor to go beyond what hc or she has
cxpericnced, and thus prompt them to take seme form of action (Brown, 1979;
Tilden, 1977).

The litcrature revicwed strongly supports the bcelief that without
knowing who the visitor is the intcrpreter may or may not have his or her
mcssage reccived and understood. If the message is reccived by the
participant in the programme then the interpreter has been successful and as
a result the visitor may recturn. Having some background knowledge of the
visitor who participates in intcrpretative programmes allows the interpreter
to plan and implement programmes that will stimulate to somc form of positive

action on the part of the visitor and hopefully a rcturn visit.

The Interpreter

Mullins (1984) identifics threc different approaches or roles, cach with
its own philoscphy, that the interpreter could use depending on who the
visitor is. The first role is that of a classical naturalist who's concern is with

relating nature, as it is observed, to the visitor. The second rolc is that of an
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interpretative naturalist who is the communication link between the visitor
and the resource bcing interpreted, while the third role is one of
environmental interpreter whose aim is to motivate the visitor to progress one
stcp more and to become involved. Another role mentioned by Mullins is that
of a public relations person for the organization or agency for which the
intcrpreter works.  Thus, the training of an interpreter goes beyond that
which was once acceptable. His or her training should cross-over into other
disciplines and philosophies including the realm of scientific research "if the
ficld is to decvelop to maturity” (p. 5) (Cole, 1984; Johnson & Field, 1984).

Other roles that the interpreter is responsible for have been touched
upon to varying dcgrees throughout this paper. Some of the roles have been
mentioned by Edwards (¢ 79) when he discussed interpretation as a service to
visitors. These scrvices specify that the interpreter is: a person providing
information, a guide, an educator, an entertainer, a persuader and a motivator.
Sharpe (1976) supports these six roles and includes manager as the seventh
rolc. Another rolc that has becen discussed as imporiant but not direcily
identified by any of the authors reviewed so far is that of researcher. As a
rescarcher the interpreter scarches for: (1) material for his or her
programmes; and (2) information about the visitors who frequent the
facilities, utilize the services and/or participate in the programmes. All these
roles, including those identified by Mullins (1984) require the intcrpreter to
bc an cffective communicator.

Summary of Interpretation

It is crucial for the interpreter to develop a programme that is relevant
and suited to the children that make up his or her audience. This includes
understanding the lcarning strategics children use to process information.
The interpreter also takes on the role of communicator, which unites and
gives credence to all the other roles. If the interpreter is not able to
cffcctively communicate then whatever message he or she has to present will

not be rcccived by the children who participate in the programme and/or
utilizc the services



Interpretative  Programmes for Pcople who have Disabilitics

As a new ficld of study the literaturc on interpretation and pcople with
disabilities is sparse and scattered; and that which is published is not always
easily attainable. Those services within the muscum and natural history
interpretative ficld which arec accessible to pcople with disabilitics are cither
segregated or integrated.

Amil the controversy regarding the mecrits of segregated versus
integrated educational programmes (sec Gresham, 1982 for a review) there is
support for the stancc that both types of programmes are important in the
dclivery of services to pcople who have disabilities (Hutchison & Lord, 1982).
The following section will look at studics that have becn undertaken in the

arca of segregated and integrated interpretative programmes.

rege Intcrpr i Programm

Onc scgregated interpretative programme was developed and
implemented by Bronsdon Rowan and Rogow (1978) for children in a muscum
sctting who have some dcgrez of vision loss. Bronsdon Rowan and Rogow made
the following comments and rccommendations about their programme:

(1) children should be divided into small groups in order for them to have
more personalized attention; (2) a thcme should be developed throughout the
programme; (3) the use of multi-sensory experiences should be incorporated
into thc programmec but it was important not tc overload the children with too
many stimuli; (4) "a clear logical sequence” (p. 41) should be decveloped with
rcgard to thc movement of children from one ecxperience to the next; and

(5) that the children have "an uninterrupted flow of cxpericnces” (p. 41).

An cxample of another segregated study was one devcloped and
implemented by Bardt-Pellerin (1981).  Bardt-Pcllerin's study took place in an
art museum with children with severec ccrcbral palsy. These children were ali
in wheelchairs and used a Blissymbolics board to communicate. The four
factors that Bardi-Pellerin stated as being important for the children to "gain
a maximum benefit from cach visit" (p. 28) were: (1) the pre-visit to the
school; (2) the pre-programme preparation by the teacher prior to cach visit;
(3) one common theme throughout the whole programme; and (4) having a
tangible momcnto for each child at the end of cach visit. An additional factor

that should be considered is Bardt-Pellerin's continuous consultation with the
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tcacher prior to and during the visits without which the programme would not
have been as successful

The two papers by Bronsdon Rowan and Rogow (1978) and Bardt-
Pellerin  (1978) were about specific segregated groups of children, yet there
arc gencralities that are common 1o all programmes. For example, both
authors stated that it was important to have somc knowledge of children, to
have interactive and engaging activities and positive reinforcement.  These
samc points arc important for programmes involving children who have mild

devclopmental disabilities.

Intcgrated Intgrprectative Programmes

The integrated intcrpretative programmes that are discussed in this
section cxhibit a lot of similarity with those reviewed in the previous section
entitled Segregated Interpretative Programmes. The differences between the
two types of programmes are more explicit in the last three studies reviewed in
this secction.

Bcechel (1975) and Inglis (1978) have synthesized information on four to
five diffcrent groups of people with disabilitics and directed this knowledge
specifically to interpreters. The commonality in their papers was their
interest in having intcrpretative programmes accessible to pcople with
developmental and/or physical disabilitics. Beechel (1975) focused her

ussion on outdoor natural history interpretative programmes while Inglis
\. /78) addresscd museum educational programmes, yet the information
provided by both authors could be used in either the outdoor or indoor
interpretative programmes. Becchel (1975) discussed the following five
groups of disabilitics: blindness, dcafness, deaf-blindness, mental retardation
and ambulatory limitations. She included in each of these sections facts and
misconceptions about the disability.  Beechel also included hints to help the
interpreter fecel comfortable with those who have a disability and information
about special facts that nced to be considered when planning and
implcmenting programmes. She has also included suggestions as to what
pcersons who have a disability want in an interpretative situation,

Inglis' (1978) article to museum educators is about the planning and
implementation of programmes for children who were in the following four
groups: dcvclopmental disability (mental retardation), physical disability,
blind and dcaf. She discusscd major characteristics of each group and



identified for the educator the best planning and tcaching techniques that
would best suit cach group of chiidren. Inglis also idcntified possible
structural problems that may be found in some muscums. Among her
conclusions Inglis mentioncd and claborated upon the neced for training of
muscum cducators if they were to provide programmes for chiidren who have
disabilities.

In summary Becechel (1975), and Inglis (1978) stated that knowledge
about the visitor, communication with the visitor and having them involved in
the programme wcre nccessary for interpretation to be effective. They also
mentioned that programmes could be offered in a varicty of scttings and
modifications that werc made for people who *.wec some type of disability could
benefit everyone.

Schleicn, Ray, Soderman-Oslon and McMahon's (1987) study was sct in a
children's art gallery within a community muscum. They researched what the
effect of children who have a modcrately to severcly devclopmental disability
would have on an integrated art cducation programme. The rescarchers uscd
an integratcd mcthodology to assist with the social integration of thesc
students into the programme. The methodology or "overall instructional
'package™ (p. 115) included the following: (1) in-service training for all the
muscum staff, tecachers and trainer advocates; (2) a continval support network
provided by the first two authors throughout the project; (3) a pre-integration
visit by the "special friends”, who were children without disabilitics, to
acquaint them with the facilitics and a sensitivity training scssion; and
(4) coopcrative groups which had a ratio of four childrcn who do not have a
disability to onc child who has a disability. Thesc students worked togecther in
their same cooperative group for the whole six months of the study. The
cooperative groups werc uscd as a device to help those children who have
developmental disabilities to acquire appropriate social skills. These skills
were recinforced by the staff, tecachers, and observers using positive social
reinforcement "to help students maintain groupings and when students were
observed interacting appropriatcly” (p. 115).

Schlcien, ct al., stated the points following as rclevant with regard to
interpreting for children who have dcvelopmental disabilities: (1) the repeat
visits using one common theme throughout the programme; (2) the
"scquential units of study" (p. 114) which hclped to build and rcinforce what

had been learncd in each previous visit; and (3) the integration mcthodology
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Schlcien ¢t al. used in the social integration of children who have a modecrate
to secverc developmental disability.

A study by McAvoy and Schlecicn (1988) focused on thc integration of
school children with varying disabilities into natural history interpretative
programincs. Five different projccts were conducted over a period of about a
ycar with variation in location, in prograrames, in programme length and in
format. The students were in tcams of 12, comprising four students who have
disabilitics and cight students who did not have disabilities.

The package of stratcgics that McAvoy and Schleicn used in the
intcgration of the students was similar to those used by Schlcien, et al., (1987)
and included cooperative learning skills, special friends and traincr advocates.
McAvoy and Schlcien (1988) dcveloped and explained a list of five intcgration
stratcgics for interpreters.  They were the following:

(1) The cmphasis of the programmec should be on awarencss,
understanding and appreciation, not the accumulation of facts (p.21).

(2) The interpreiative agency and staff must respeci the dignity of
persons with disabilitics and open lines of communication to the
disabled coramunity.

(3) A cooperative learning structure is an effective educational method in
integrated intcrpretative programmes.

(4) Thc non-disabled pcers in integruted programmes should receive
"special friends" training on how to interact with persons with
disabilitics (p. 22).

(5) Trainer advocate voluntecrs arc nceded to supplement the interpreter
by assisting a person with disabilities in the interpretative activity
and in facilitating intcractions within an intcerpretative setting
(p. 23).

McAvoy and Schleien state that if the above five integrative strategies can be
fulfilled along with physical accessibility (facility and programme
accessibility) then people with disabilitics can be intcgrated successfully into
interprctative programmes.

A third study of a similar focus to the above two found that the children
who were not disabled and integrated with childrer who were severely
dcvclopmentally disabled showed no significant difference in the information
they rctained than the conirol group (who were not disabled), even after two
months (Hernfcldi, McAvoy and Schleien, 1989). The same intcgration



strategics that werc uscd by Schleien, ct al. (1987) and McAvoy and Schleicn
(1988) werec cmployed in this study.

Schlcien, ¢t al., (1987), McAvoy & Schleien (1988) and Homfcldt, et al.
(1989) discusscd integrated interpretative programmes for children. Schicien,
et al.'s (1987) study was situated in a muscum and focuscd on an integrated arn
programme. The studies by McAvoy & Schicien (1988) and Homuifeldt, ct al.
(1989 were implementcd at naturs cenires and uscd natural history
interpretative programmes as a tool for intcgration. All three studics used the
samc strategics, special friecnds, cooperative lcarning, traincr advocates and
positive rcinforcement, as devices to ecstablish social intcgration. The results
of the studies indicatc that thesc strategics work to develop positive attitudes
towards pcers who have a disability; improve social interaction bctween both
groups of children; and reinforce appropriate bchaviour for children with
disabilities. The studics also show that children who do not have a disability
and are intcgrated compare cqually in their cognitive gain with those of their

pecers who do not have a disability and were in scgregated programmes.

Summary of the Interpretative Programmes for Pcople who have Disabilitics

The above studies have indicated that positive attitudes and knowledge
by the agency and staff about children with disabilities is an important factor
in the provision of accessible services. The acquisition of the information can
be through such mecans as formal in-service training programmes for
interpretative staff, onc to one interaction where the interpreter obscrves the
children in the classroom, and by working directly with the tcacher in the
development of a programme.

T hi Meth r

The three major topics that have been examinced to this point are
interwoven in this last section of Chapter Two. These topics have focused on:
the development of children who have mild dcvelopmental disabilitics;
interpretation and its many facets; and interprctative programmes for pcopic
who have a disability. The knowledge and understanding of the above topics
arc important componcnis in the dcvelopment of interpretative programmes
for children who have mild devclopmental disabilitics. But in order to

implemcnt the programmes interpreters neced to have information on the

'ad



kinds of icaching stratcgics that would best assist these children in the task of
lcarning. This ncxt scction will discuss tcaching methods and stratcgics that
arc appropriate for children who have mild developmental disabilitics.

Roberson (1970a, 1970b) uses two types of tcaching mecthods, closcd and
opened, as tools for teachers to use as they appraise their own teaching skills.
Closcd mecthods include lecture, question, demonstration, direction, mastery
and problcm solving.  Open methods include clarification, inquiry and
dialogue (sce Appendix 1 for definitions). These same methods and the various
stratcgics identificd by Roberson (19704, 1970b) with modifications ©an be used
in teaching and instructing children who have mild developmental
disabilitics. The rest of this section will discuss modifications that should be
used when working with these children in a natural history interpretative
sclting.

An important first step for the interpreter to take is to find out whether
or not the information that thcy will be covering is new to the children that
will be participating in the natural history interpretative programme. A
phone call to the teacher of the children will provide this information. If the
concepts are new to the children then this information should be sent to the
classroom teacher who would review it with the children prior to the field trip
as part of the pre-visitation preparation.

The interpretcr's pre-visitation preparation should include an overview
of the rescarch into understanding how best to make their programme
exciting and mecaningful to their specific clientele. The information that the
interpreter acquires should show that children who have mild developmental
disabilitics are in, or are advancing towards, the concrete thinking stage
(Grossman, 1983). As a rcsult any information that the interpreter presents (o
these children would include concrete concepts as opposed to abstract concepts
(Grossman, 1983; Nelson & Cummings, 1981, 1684; Possberg. 1977). Some
cxamples of abstract concepts that child:n who have mild developmental
disabilitics have problems with are: after, always, centre, forward, backward,
and different (Nelson & Cummings, 1981; 1984).

The format that the interpreter would use in presenting concrete
concepts to the children should be repetitive and contain experiences and/or
information that are mecaningful and familiar to the children (Possberg, 1977).
Along with rcpetitions, children with mild developmental disabilities learn

best through the sequential break down of bchaviours that are needed to
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complete a task or activity (Hayes, 1973; Possberg, 1977; Robb, Havens &
Witman, 1983; Wchman, 1978, 1979; Wehman, Schlcien, & Reynolds, 1981). The
progress of the sequence or movement from onc task to another ought 10 move
from the simple and lcss complex bchaviour or sub-task to the next onc that is
more complex (Hayes, 1973). The instructions or directions outlining the task
or activity must be demonstratcd prior to the children attempting the activity.
The next progression can include physical prompts by the icacher and then
progress gradually to verbal prompts as the children develop the skill that is
being learmmcd (Robb, ct. al.,, 1983). Since thesc children have poor short-term
memory, they nced to have the instructions repcated and ovcer-learn the
mechanics of the task in order to retain the dircctions (Das, 1973a; Possberg,
1977). The transition from one skill to another or one activity to another
needs to be smooth or eclse the children will become confused (Hayes, 1973).

Along with task analysis and the nced to over-develop a skill, children
who have mild developmential disabilities require more lcarning time than do
children who do not have mild developmecental disabilities (Hayes, 1973).
Appropriate lengths for a lcarning period has been demonstrated to be
betwecn 15 and 25 minutes with reccrcational breaks in between (Das, 1973b;
Possberg, 1977). The morc difficult the task the shorter the individual
learning period intervals (Das, 1973b) required for mastery.

Anuther aspect of the interpreter's format presentation is that of
thcoretical relationships. The cmphasis of scnsory relationships rather than
cognitive relationships would be better understood by the children who have
mild developmental disabilitics (Robb, ct al., 1983). To help in this
understanding the interpreter should use visible tactiie prompts or props to
accentuate his or her verbal presentation (Pasnak, et. al., 1989) and have these
items acccssible to the children (Cole, 1984). Children who have mild
developmental disabilitics obtain more from an experience that includes
hands-on artifacts and activities (Cole, 1984). The morc tactilc the hands-on
cxperience or approach is for thesc children the better they ' - m.  Therefore
concrete teaching materials need to be part of the tools used by the interpreter
when working with these children. The second most effective approach woula
be visual with no hands-on activities. The least effective learning situation
for these children is that of an auditory presentation by itself (Possberg,

1977), for cxample when the interpreter presents information by using only a



lecture method. The length of the presentation needs to be brief and concise
or clse the atiention of the children will wander (Possberg, 1977).

An imporltant motivational tool, 1o help keep the children's attention to
the task or activity they are deoing, is that of reinforccment (Cole & Gardner,
1988; Hayes, 1973; Pasnak, ct. al., 1989; Possberg, 1977). External rewards and
nasitive verbal fecedback on the successful completion of part or all of a task
helps motivate the children to continuc on with the task and also to move on to
onc that is more complex.

Appropriatc behaviour is onc of the rcinforcements that can be uscd as
a motivational tool by the interpreter.  When the interpreter talks to the
children about what they can and cannot do, this information should be
concisc and simple and presenied a few at a time or clse the children will
become overwhelmed (Hayes, 1973). The appropriate behaviour of these
children should be requircd from the start (Possberg, 1977) and the issuing of
discipiinc only when it is nccessary (Hayes, 1973).

The physical environment that children who have mild developmental
disabilities arc to learn in can be overwhelming if it is unfamiliar. A physical
cnvironment that is as non-descript as possible (Das, 1973b) makes it ecasier to
hold the children's attention, but this is not always possible in a natural
history sctting. These children do have the same aticntion span range as
children who do not have dcvelopmental disabilities when the learning
cnvironment is low key (Das, 1973b) and familiar to them (Possberg, 1977). If
the children come into an unfamiliar environment then time is needed for
them to acquaint themsclves with the setting prior to lecarning a task or
activity (Possberg, 1977).

Summary of Teaching Mecthods and Sirategies
The above studies have shown that children who have mild
developmental disabilitiecs necd to have teaching methods modified to suit their

particular nceds if they are to benefit from the educational experience.
Conclusion
This literaturc review has cxamined four major topics that are

important in the understanding of, and in the planning and development of

interpretative programmes for children who have dcvelopmental disabilities.
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These topics are: (1) five developmental arcas with respect to children who
have decvelopmental disabilities; (2) the various componcents and clements

which intcrweave with cach other to provide the art of intcrpretation;

(3) scgrcgated and integrated intcrpretative programmes: and (4) modificd

tcaching methods and strategies for usc by interpreters. If any of these topics

arec not understood by the interpreters then good interpretation for children

who have devclopmental disabilitics cannot be the end result.
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CHAPTER THREE

Research Plan

The problem of this study, stated in Chapter One, is as follows:

Do the Experimental In-Service Lcadership Training Sessions

have an effect on the interpreters in their presentation of

interpretative programmes for children who have mild

developmental disabilities?
In order to answer the above question this chapter of the thesis will cover the
following eight arcas (1) definitions; (2) delimitations; (3) the popuilation
researched; (4) the programmes involved in the study; (5) the development of
the study; (6) the methods used to collect the data; (7) the methods used to
analyze the data; and (8) a summary of the chapter.

There are a number of terms which will be consistently employed
throughout the study and these arec defined as follows:

1) Interpretation - involves interaction with people of all ages, abilities and
background through one or more methods of communication
(c.g., interpretative nature walks, discussions, films, displays) regarding a
subject (includes objects, sites and processes). Some of interpretation’s
more specific aspects include natural history interpretation,
environmental interpretation, and environmental education.

2) Project WILD - "is an interdisciplinary, supplementary environmental and
conscrvation education programme emphasizing wildlife" (Canadian
Nature Fedcration, 1985, p. v). It is an educational workshop for persons
(i.e., community leader volunteers, teachers, eit.) who have an interest in
working with young people in the areas of conservation and the
cnvironment.

3) Mild developmental disabilities -was used throughout the text as being
synonymous with the term mild mental retardation. The phrase

"dcvelopmental disabilities” has replaced the expression "mental



5)

6)

7

retardation” uscd by agencics who act as spoke-persons and work with and
for people who have developmental disabilitics (G. Arias, personal
communication, August 8, 1990; W. F. Lockhart, personal communication,
September 20, 1990).

Children who have mild mental retardation - are children who have an
intellectual quotient (IQ) betwecen 50 and 75.5; have a grade level in
academic subjccts (i. e., rcading, mathematics) that is below the acceptable
level of achievement and/or have difficulty functioning on a social level
within their classroom. This entrance criteria is a combination of what the
Sturgecon School Division #24 and the Edmonton Catholic Schools use
(O'Neil, 1990; Speccial Education, April, 1987) and thercfore will be the
definition for this study.

Junior Challenge 1 Program - is a program offcred by the Sturgeon School
Division #24 . The program "is designed for students who are functioning
at an EMH [educable mentally handicapped/mildly mentally rctarded] level
and experiencing severe delays in academic functioning accompanicd by
mild to moderate delays in other dcvelopmental arcas" (O'Neil, 1990, p. 20).
Educational Experience Program Level 3 (EE3) - is a program offered by the
Edmonton Catholic Schools. The program is designed "to assist in the
education of youngsters with moderate, broad based lcarning difficultics”
(special Education, April, 1987, p. 1).

Revised Frequency Count - (RFC) - The end result of the following
mathematical procedure: TM/TL X 30 = RFC (the revised frcquency count
of a teaching method that was used by an interpreter).

The numerator - (TM) - the frequency count of each teaching method used
by an interpreter, e.g., Lecture Mcthod - frequency count is 10.

The denominator - (TL) - the length of time, in minutes, that a scripted
video tape was used as part of the study, e.g., 20 minutes as the timec length
of a scripted video.

The above fraction multiplicd by 30 minutes - the projected time length
that each scriptced video tape was to have bcen analyzed for the study; used
as a common unit of analysis to make cach raw data from a scripted vidco
tape equal in time length to all the others that were part of the study.

e.g., 10/20 X 30 = 15 RFC for the Lecturc Method usced by an interpreter

during a 30 minute portion of his or her scripted video tape.
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%) Primary Level - It is a basic or first teaching method in the development of
a topic (themc) or subtopic (subthemec). From the Primary Level teaching
mecthod develops the appropriate use of additional teaching methods
referred to as the Sccondary Level tcaching methods.

9) Sccondary Level - It is another stage in the development and growth of a
topic (theme) or subtopic (subtheme).  The teaching method(s) in this level
is (arc) uscd to draw forth morc of the substance from the topic (theme) or

subtopic {(subthemej.

Delimitations

The delimitations of this study were specific to the population being
studied, the location of the study and the time frame. The following were
considered: (1) the cducation of adults as interpreters; (2) the children with
mild devclopmental disabilitics who participated in the study; (3) the sample
size: (4) the location of the study and (5) the time frame for the study.

(1) The adults who werc the interpreters for this study were participating in a
lcadership training coursc which included a Project WILD Workshop and
in-service lecadcrship training sessions.

{(2) The panicipating children ranged in age from 9 to 12 years cold and came
from cither the Educational Experience Program Level 3 from within the
Edmonton Catholic Schools or the Junior Challenge 1 Program from within
the Sturgcon School Division #24. These children have been classified
according to intelligence and achicvement tests by the school boards as
part of their placement policy.

(3) The sample size of 30 children who participated in the study and who have
mild dcvclopmental disabilitics depended on the number of students
registcred in the Educational Experience Program Level 3 or Junior
Challenge 1 Program and on gaining the permission of the parents or
guardians to pariicipate in the study. There were approximately 6 to 10
children who have mild developmental disabilitics in each of the 4
classrooms within the Edmonton Catholic Schools and the one classroom in
Sturgcon School Division #24. All class members were given the
opportunity to participate in the study.

The sample sizc of intcrpreters was ten.  Each interpreter worked with

[ oL ~ v



(4) This study was conducted along the Capital City Park Trail between William
Hawrelak Park and Emily Murphy Park, Edmonton, Albcria.

(5) The data collection for this study was conducted during ihe month of
March, 1991.

The  Population

The two population groups that are important to this study arc the adult
natural history interpreters and children who have mild developmental

disabilities. This section will discuss thesc two groups.

Interpreters

Fourt~en o !' interpreters, who were registered in a lcadership
training prograrime, paciicipated on a volunteer basis in this study. All
fourteen adult :n.crpzeiers were given Interpreter Questionnaire #1

(see Appendix I1) 1o complete in order for the rescarcher to obtain
information as to their background and experience. The intormation received
from this questionnaire was used to match pair the interpreters prior to their
being randomly assigncd, with the flip of a coin, to cither the cxperimental or
control group. Thus scven interpreters were cligible to take part in cach of
the control and the experimental portions of the programme.

Only five match paired interpreters were assigned 1o participate in the
actual data collection portion of the study. The other two match paired
interpreters were categorized as extras and werc assigned to present

programmes to those children who were incligible to participaic in the study.

Children who have Mild  Decvelopmental Disabiliti

The school children used in this study came from four schools in the
Edmonton Catholic School District and one school in the Sturgcon School
Division #24. These children who have mild devclopmental disabilitics ranged
in age from 9 « 12 and came from Educational Expecrience Program Level 3
(EE3) classrooms (Edmonton Catholic Schools) and a Junior Challenge 1
Program classroom (Sturgeon School Division #24). All five of thesce classes
comprised of the total complement of students registered in the programmes as
part of (ie regular school sctting. There werc approximately 30-50 total

en:oliment spaces in the EE3 classrooms and the Junior Challenge 1 Program
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classrooms. The sample size of children who participated in the study was
governcd by parental or guardian permission.  The actual group sizes in each
of the natural history interpretative programmes varied from two to five
children. Fifteen children were cligible to participate in the control group
and fiftecr were cligible in participate in the experimental group. Sixteen of
the total complcment of children were incligible to participate in the study.

The rescarcher had the teachers match pair the children who were
most similar in their behaviour and academic abilitics. The specific criteria
uscd by cach tcachcr depended upon the degree of similarity since the
children were match paired with the peers in their own classroom. The
researcher did offer minimal criteria: place the behaviour/cognitive ability of
cach of the children on a five point scale; or subdivide the behaviour and
cognitive ability of cach of the children into smaller units (e.g., sccial studies,
mathematics) and placc on a five point scale. The teacher then would match
pair ihosc children who were most similar in behaviour and
academic/cognitive abilities. Once the rescarcher had this information
children were randomly assigned, with the flip of a coin to either the
experimental or the control group.

There were a total of 30 children who represented fifteen maiched
pairs. One half of the matched pair was assigned to the experimental and the
other half to the control portion of the s’ .dy. Those children who were not
cligible to be involved in the study still participated in a natural history
programme with those interpreters who were categorized as extras.

The rcasons for the small ratic of children to each interpreter are three
fold, the first onc bcing that articles on interpretative programmes for
children who have a disability (Bardt-Pellcrin, 1981; Bronsdon Rowan and
Rogow, 1978; and Schlcien, Ray, Soderman-Oslon and McMahon's, 1987) used
and recommended a low ratio of adult to children who have disability. A
second reason which supports this procedurc as stated by Bronsdon Rowan and
Rogow (1978) is that the children should be placed in small groups in order to
get more personalized attention. The third reason is that the class sizes, as
mentioned in the Delimitations, Chapter Three of this study, are small. There
arc 6 to 10 children per classroom, pius not all the children in each of the
classrooms were eligible to participate in the study. With regard to the
Scparate Schoo! System there were approximately 70 students between the ages

of 9 10 12 ycars who have mild developmental disabilities. Out of this total



complement of students approximatcly half of the children camc from the four
schools that participated in the study. As for the Sturgeon School Division #24
only two schools had a Junior Challenge programme with a total of
approximately 20 children. Thus in both school systems approximately half of
the total possible number of students available were invited to participate in

the rescarch for this study.
The Programmes

A general recrcation lcadcrship training programmec was thc umbrclia
course from which volunteers were recruited to participate in the study.  This
gencral course was then supplemented by two spccialized programmes: Project
WILD, and the Experimental and Control in-Service Leadership Training

Sessions. It is thesc two programmes that will be discussed in this scction.

Project WILD

Project WILD is Jdcfined as "an interdisciplinary, supplementary
environmental and conservation cducation programme ecmphasizing wildlifce”
(Canadian Nature Federation, 1985 p. v). It is an cducational workshop for
those, such as community leaders and school teachers, wi. L ..c an interest in
working with young people in the arcas of conserva - -, the environment.

One important rcason that Project WILD was .hos . 1o supplement the
in-service leadership training portion of the study v . > cxtensive usc by
approximately 4,500 educators since its inception in Alsciaa in 1984. This samc
Activity Guide is used across Canada. It can be said to have face validity and to
be a reliable indicator with regard to its repcated usc by educators and thus by
the fact that the material in the Activity Guide is cvaluated, rcvised and
updated regularly.

A second reason that Project WILD was chosen was because it
supplements the existing school curriculum (e.g., social studies, languagc arts,
and science) along with complementing such community programmecs as Boy
Scouts, and outdoor education camps. Another rcason for this choicc was that
the material in the Activity Guide is organized and designed so that cach
activity can be used by itsclf or integrated into an existing school curriculum

or extra-curricula course activity, such as Boy Scouts.
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The activities in the Project WILD Activity Guide have been indexed or
iistcd cight different ways. These cight types of listings arc: table of contents,
grade, subject, skill, topic, setting - indoor, outdoor, aquatic activities and
alphabetical listing. The sections or topics cover such areas as appreciation
and awarcness, ccologica principles and responsible human actions. Users of
this guide find it efficiently sct out and thercforc conserve time when
sclecting activitiecs pertinent to the focus they wish to pursue.

It was from the Activity Guide that the rescarcher chose the three ten
minute activitics that were then modified. All the interpreters were instructed
to usc these activities as part of their 50-60 minute natural history
interpretative programme. The Activity guide was available to the
interpreters as a resource from which to choosc the other activitics that would
complete the additional 20-30 minutes of their programme presentation to the
children who have mild dcvclopmental disabilities.

Since Project WILD's inception the length of the workshop has been
reduced to approximately two hours because the majority of the participants
were cducators who had a background in the area of teaching mecthods and
techniques (George Diduck, personal communication, October 29, 1990).

A Conscrvation Edu-+ion Officer for the Alberta Parks and Wildlife
Dcpartment was the presenter of the Project WILD Workshop for both the
Supervisor of this project and the researcher. They attended a workshop on
January 12,1991.  Another Conscrvation Education Officer, was the presenter
for the interpreters. They participated in their Workshop on February 25.
1991 with the Supervisor and the rescarcher in attendance. The Workshop

that thc interpreters attended ran for approximately on hour and a half.

In-Service Leadership Training  Sgssions

Two in-scrvice leadership training sessions, one experimental and the
other control, werc developed and presented as a supplement to Project WILD
and the gcneral leadership training programme. The programme content of
both in-service lcadcrship training sessions included the following
information to both groups of interprcters: characteristics of children;
various tcaching mecthods and techniques; the development and preparation of
lesson plans for activities that they would present to children; evaluation of

the children (c.g., Arc they intercsicd or bored with the activity?, Are they



cold?); and the disciplining of children (sce Appendix 1l for the In-Scrvice
Leadership Training Secssions Outline).

The Experimental In-Service Lcadership Training Manual was
prescated to a select group of cxperts for cvaluation prior to its
implementation in this study. The comments of the cxperts werce then
incorporated into the Expecrimental In-Scrvice Lcadership Training
Programme beforec it was used with the experimental group of interpreters.
More specifically the sessions in the Experimental In-Service Leadcership
Training Programme focused on the following:

1) the strategies that children who have mild dcvclopmental disabilities usce to
process cognitive information; and

2) the teaching techniques that will allow the interpreters to modify Project
WILD activitiecs to better benefit these children.

The Control In-Scrvice lLeadership Training Sessions focused on the
following:

1) the strategies that childrecn use to process cognitive information: and
2) the teaching techniques that will assist the interpreters in their
prescntation of Project WILD activitics to children.

As part of the programme content all the interpreters were required to
form groups of two or three then develop and writc out a lesson plan,
according to the examples and guidelines (sec Appendix IV for ecxamples of
lesson plans) that they were given, for an indoor or outdoor activity. Each
interpreter was then required to present the activity to pcers while being
video taped. This cxcrcise was undertaken to acquaint the interpreters with
the idea of being vidco taped and to provide them with positive points on their
mcthods of presenting an activity to the kind of children that they had been
given information about. The interpreters were also required to hand in the
lesson plan of the activity they had chosen to present to thce children for
critiquing by either the Supervisor or the rescarcher depending on the group
to which they were assigned.

All fourtecn interpretecrs were also given the lesson plans 1o threc ten
minute activitics that they wecre to present to the children with whom they
would be working. Each interpreter was then required to devclop activitices

(including thc one that was critiqued) to fill the other thirty minutes that they
would have with the children.



As part of the in-service lcadership training programme all the
interpreters were taken down to Emily Murphy Park and were shown the
scction of the trail that cach of them were assigned to for their prescntation of
the natural history interpretative programme to the children. They were
cncouraged to sperd as much time as possible on their individual section of
trail in order to become f{amiliar with it and what it had to offer. They were
also provided with information as to who they could contact with regard to
obtaining artifacts to supplement the environment for their activities. Each
intcrpreter was also required to generate altcrnate sitc lesson plans which
would be used if the weather dictated a change of site.

In order for both in-service lcadership training sessions to be offered
at the same timec and on the same days different presenters presided over each
scssion (sce Appendix V for the rcsearch schedule). The Project Supervisor
was the presenter for the Control In-Service Lcadership Training Sessions and

the researcher was the presenter for the Experimental In-Service Leadership

Training Sessions.
h I r

The procedures for the study will be discussed in this section of the
chapter. The discussion will cover the following time frames: (1) prior to;
(2) during: and (3) after the experimental portion of this study
(scc Appendix V for the Data Collection Schedule).

Prior 1o thc Expcrimental Portion of this Study

Before the actual study began, the following steps were undertaken:
(1) An application was first submitted to the Ethics Review Committee, Faculty
of Physical Education and Recreation for permission to do the study. Once
this permission was obtained an application was then submitted to the
Cooperative Activitics Program, Faculty of Education. This latter
application was undertaken in order to be able to seek entry into the
Edmonton Arca School Systems. Afier this permission was received letters
of information and requests for participation in the study, and consent
forms wecre sent out to the appropriate school authorities, teachers, and
guardians of thc children. Lectiers of information and consent forms were

also given to students who werc involved in a general recreation
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lecadership training programme. The letters of information contained a
description of the study (i.c., purpose, methods of data collection, cthical
considerations, ectc.). (Sce Appendix V1)

2) Alternative indoor arrangements were made by the resecarcher in casc
inclcment weather prevented the interpreters from prescenting  their
programme outdoors. The critcria for moving the programme to an
alternate indoor site was that the outside ambicnt temperature plus the
wind chill would nced to be below minus 15¢ C. The schools criteria for
children being out of doors is minus 200 ¢, which includes the wind chill
factor.

(3) Arrangements for the use of videco equipment on March 11, 13 and 15, 1991
werc made by the researcher.

(4) The Project Supervisor and the rcscarcher participated in the same Project
WILD Workshop on January 12, 1991. This dual participation provided a
basc of uniform infurmation and a consistent outlook that assisted them in
the implementation of the Experimental and Control In- Service Lcadership
Training Secssions.

(5) The Experimenta: In-Scrvice Training Manual was developed by the
rescarcher and evaluated by a select group of experts. These cxperts came
from thc area of Educational Psychology and have undertaken rescarch
with children who have mild developmental disabilities. It was then
modified as per their suggestions.

(6) The Intcerpreter Questionnairc #1 and #2, was rcviecwed by jurists and then
modified accordingly. The jurists camc from the arcas of Sociology, in the
field of population rescarch; and Educational Psychology.

(Sec Appendix 11 and VII, respectively.)

(7) Adults who were currently registered in a recrcation lcadership training
programme were asked 1o freely volunteer for the study. They were
informed as to the general nature of the study, its purposc and that they
would be working with children. At the start of the in-service leadership
training programme (March 4, 1991) only the cxperimental group and not
the control group of interpreters were told that thcy would be working
with children who have mild developmental disabilities.

(8) Adult students who were cnrolled in an audio visual programme, ir the

Radio and Tclevision Arts Dcpartment at the Northern Alberta Institute of
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Technology (N.A.LT.) werc asked to voluntcer their time as vidco
technicians for the study.

All the children in thce study were video taped in their ssrooms {0
familiarize the children with the possible distraction o1 the video camera
and technician while they participated in the actual study. The researcher
was able to visit cach of the four classrooms in the Edmonton Catholic
School System and do the vidco taping of the children using a wide angle
lens. The teacher from the Sturgeon School Division #24 undertook to
vidco tapc her children. All the children, from both school divisions,
viewed themsclves on the video tape after which the tape was erased in
order to maintain the anonymity of the children and the teachers. This

procecss took a total of three days.

(10) A ore-visit package was developed oy the rescarcher and scnt out to the

tcachers. This package contained the following information: (a) the date,
time and location of the interpretative programme (outdoor site map);

(b) the limit to the wcather conditions under which the programme would
be held outside:; (c) an alternatc location if the weather was incilement (site
map); (d) clothing rcquircments; (¢) snack or lunch suggestions; (f) an
outlinc of the interpretative programme and the role of the school teacher
(g) description of criteria for maich pairing the children; (h) the threc
outdoor activitics that were 10 be presented to all the children; and

(i) parental consent forms. (Seec Appendix VIIL)

(11) The tcachers match paired the children with regard to academic ability

(12

and bchaviour. The researcher then assigned the children randomly to the
experimental or the control group by the flip of a coin,
) The interpreters responded to Interpreter Questionnaire #1
(scc Appendix 1) before they had attended the Project WILD Workshop,
Fcbruary 25, 1991. The rescarcher first match paired the interpreters on
the basis of the information in the questionnaire and then randomly
assigned the interpreters to the experimental (I-E) group or control (I-C)
group by the flip of a coin.

A foilow-up session to Project WILD took place on February 27, 1991 for
all the interpreters. This sessions was presented by the Project Supervisor
and focused on modifying and adapting examples of Project WILD activitics

for an indoors programmec should the weathcr make this a necessity.
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(13) The recsearcher walked the trail that was used by the interpreters and
divided it into six sites. Four sitcs were sct aside for use by those
interprcters and children who were participating in the study.  The other
two were used by those children whose parents or guardians gave
permission for the children to go on the ficld trip but not for participating
in the study. The sites were randomly assigned to cach interpreter by
flipping a coin.

(14) Both groups of interpreters were involved in an in-scrvice leadership
training programme. The interpreters in the cxperimental group (l1-E)
took part in the Experimental In-Service Lecadership Training Sessions
which were presented by the rescarcher, and the interpreters in the
control group (I-C) in the Control In-Scrvice Lcadership Training Scssions
which were presented by the Project Supervisor. These scssions were
conducted concurrently on March 4, 6 and 8, 1991. (Sce Appendix V.)

(15) Transportation of the children to and from the sitc where the
interpretative programme was presented was organized by the schools or

the researcher, depending on the preference of cach tcacher.

During the Experimental Portion of this Study

(16) The programme to be presented by the interpreters to the children took
place along the Capital City Park Trails, particularly that part of the trail
system that goes from William Hawrclak Park to Emily Murphy Park,
Edmonton, Alberta. The programmes wcre presented for threce morning on
the following days, March 11, 13, and 15, 1991.

(17) Prior to the actual programme taking place: (a) the videco technicians
arrived and were given the vidco cameras that they were to usc, and to
briefly practice with them; (a) the intcrpreters arrived and were given a
list with the names of their children, and that of their video technician,
site number, and namc of the tcacher or teaching assistant who was to
accompany thc children; and (b) the children arrived and were then
divided into their respective groups and introduced to their interpreter.
Once the group and the videco technicians were rcady cveryone walked to
their allocated sitc arcas. Since the sites were streiched out in a straight
linc going west, not all the interpreters arrived at their site at the same
time. The timce of arrival at a site ranged from a couple of scconds to around

five minutes depending upon the distance and curiosity of the children.



(18) The ratio of interpreters to children varied from 1:2 to 1:5. This ratio was
dependent on the size of the class and on parcntal or guardian permission.
Each class was assigned a spccific time and date for their participation in
the programme. The specific arca of the site allocated to the control aand
cxperimental groups diffcred slightly.

(19) The intcrpretative programme ran for one hour with thrce activities
being common to both the experimental and control groups. The other
thirty minutecs of the programmec was devcloped by each interpreter and

therefore may have varicd from interpretcr (o interpreter.

p E . L Poni { this_Stud

(20) After the children's interpretative programme was completed all the
interpreters  were presented with  Interpreter Questionnaire  #2
(scc Appendix VII).  This questionnairc provided evaluative information to
the researcher about the Experimental and Control In-Service Leadership
Training Sessions. It also hclped to identify any differences there might
have bcen in the presentation of the programme by the I-E and 1-C
intcrpreters to the children who have mild developmental disabilities.

(21) Following the completion of thc sccond questionnaire the I-E and I-C
groups attended a debricfing scssion on March 18, 1991 with regard to their
participation in thc study. Both I-E and I-C groups also received the Control
or Expecrimental in-Scrvice Lcadership Training Sessions that they had not
received prior w6 working with the children (see Appendix V for the
schedule). These sessions were run concurrently on the following days,
March 25 and 27, 1991.

(22) The rescarcher undertook specific training to evaluate the vidco tapes of
the interpreicrs and the children.  This was donc by analyzing fificen
scripts from video tapes of other tcaching situations in order to acquire
cxpericnce and reliability as an observer. As a control the Project
Supervisor analyzed about a third of the practice scripts, comparisons were
made and the marking and analysis of the researcher was adjusted.

(23) A notc of thanks was expended to the parents/guardians in the
information package that was given to them with the request for having
their child participate in the study. Letters of thanks went out io the
principals and tcachers for their participation in the study. A note of

thanks to the video technicians was extended to them via a letter to their
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instructor who was the person responsible for recruiting them for the
study. The interprecters were thanked for their participation in the study at
the end of cach of their programmes and again collectively during the
dcbriefing session on March 18, 1991. (Secc Appendix 1X.)

(24) The rescarcher then scripted out and analyzed the video tapes of the
natural history programmes that the interpreters presented to  the
children.

The Methods of Dat: llection

There are a great number of different methods in collecting data.  The
methods of collection range from such procedurcs as seclf-administered
questionnaires, purc laboratory cxperimentation, intcrviewing, participatory
or nonparticipatory obscrvation, and the usc of cquipment such as tape
recorders or video cquipment. These all are mecasuring processes which can
involve theorctical and empirical forethought (Carmines & Zcller, 1979). With
rcgards to empirical measurcments the research community is concerned with
the reliability and validity of the measuring processes.

Carmines & Zcller (1979) state that reliability and validity arec "matter|s]
of degreefs]" (p. 13) and that ncither have absolutes, that is they do not have
an "all-or-none property" (p. 13). Measurcments can not be a 100 plrcent
reliable/valid or 100 percent unrcliable or invalid. but can have a certain
degree of reliability/validity.

The des<criptive nature of this study lends itself to pre-set teaching
categories. These categories have been shown, by Roberson (1970a, 1970b), 1o
be reliable and valid indicators in idecntifying the tecaching mecthods used by
cducators. These categorics, identified as nine teaching mcthods (sce
Appendix I), were rccorded with the use of a video camecra and then
transcribed onio a chart (sec Appendix X). Along with the video taping and
Roberson's observational recording system scif-administercd questionnaires
were also used in the collection of data for this study. These three mecthods will

be discussed in this scction of Chapter Three.

Interpreter Questionnaires

One of the methods used to collect data for this study was sclf-

aaministered interpreter questionnaires.
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(1) The first questionnaire asked the interpreters to respond to questions
about their past cxpericnces (a) with people in a variety of scitings;

(b) with children ages 9 to 11 ycars old; and (¢) with people who have
disabilities. (Sce Appendix L)

(2) The sccond questionnaire asked the interpreters 1o (a) evaluate the
Experimental or Control In-Service Lcadership Training Sessions; and
(b) rcquested feoedback on their ability to modify regular programmes to
the nceds of children who have mild developmental disabilities.

(Scc Appendix VIL)

Video Taping

Using vidco cquipment as a mcthod of data collection has it's pros and
cons. Onc of the necessities required by the researcher in using this mcthod is
that of having preselccted caicgorics that he or she is going to look at after the
taping is compleicd. Hutt & Hutt (1970) state that without taking such
precautions there may bc a grcat temptation "to make the analysis
incrcasingly dectailed".(p. 97). Two disadvantages arc: (1) that the ficld of
vision of the camcra is limited (Harris, 1986); and (2) the decision of the videco
icchr:cian (Kapls =, 1980) may exclude certain actions and/or bchaviours that

abserver 1 - at at thc moment would otherwise be able to pick up. Other
problecms that may arisc l»#:~ to do with the mechanical opcrations of the
camera, such as battery i ' :ieciuveness and noise and voice pick up by the
camera microphonc (Kaplan, 1980).

Some of the pros to using a vidco camera in recording behaviour are:
the rccording is permanent until ecrased; the recording can be viewed
repeaicdly (Bailey, 1979; Connolly, 1973; Hutt & Hutt, 1970; Kaplan, 1980); and
the recording allows the researcher to view activities that are happening
simultancously which would otherwise be impossible. This latter factor is one
of the main rcasons for the vidco taping of the interpreters. There were two to
four intcrpretative programmes going on simultaneously and the researcher
would not have been able to cvaluate the interpreters in any other way. The
usc of video technicians solved the problem for the researcher.

Video technicians were used to do the actual video taping of the
interpreters as they interacted with the children during the interpretative
programme. The primary focus of their video taping was on the interpreter's

intcractton with the children. The video technicians were instructed to video



tape the full 50-60 minute programme that the interpreters presented to the

children taking part in the rescarch study.

Observational System
Teacher-Self A is

The descriptions and modifications of techniques that are part of the
Teacher-Self Appraisal (TSA) instrument (Roberson, 1970a, 1970b) used by the
researcher for this proposed study, are as follows:

(1) The researcher was the observer and evaluated the videco tapes of all the
interpreters rathcer than the interpreters doing this procedure as a self
evaluation.

(2) The tecaching methods identified by Roberson (1970a, 1970b) which
includes six closed (lccture, question, demonstration, dircction, mastcry and
problem-solving) and three open (clarification, ‘nquiry and dialoguc)
methods used for this study (see Appendix I for definitions).

(3) Each of the teaching mecthods, used by the interpreters during the coursc
of the natural history interpretative programme, was identified and
rccorded for analysis.

(4) Only those ground rules identified by Roberson (1970a, 1970b) that applicd
to the teaching methods was used for this study (see Appendix I).

The following techniques were additions to guidelines identified above:
(1) The coding proccdure and format consisted of scripting caca video taped

natural history programme and then identifying the teaching methods
used by cach interpreter. Only ‘thosez paris that involved the actual natural
history intcrprctalivcv programmec wcere cvaluated and analyzed. Any part
of the script that involved administration, organization, discipline, or
children’s interaction that did not focus specifically on the natural history
interpretative programmec was not c¢valuated or included in the analysis.
The frcquency of each teaching method used by the interpreters was
recorded.

(2) Before the coding procedure was finalized the rescarcher, in consultation
with the project supervisor, clarified the definitions of the Teaching
M-xthods that weie used from the TSA Observation System (Roberson, 1970a,
1970b) because of some potential for ambiguity among these dcfinitions
(see Appendix I).



(3) The coding chant used 1o transcribc the obscrvations was developed by the

rescarcher (sce Appendix  X).

s f Teaching Mcihods

Greater _Usage. The teaching methods that are grouped under the
category for Greater Usage (demonstration, direction, mastery and
clarification) were those that children who have mild developmental
disabilitics would find the most helpful when it came to learning (Hayes. 1973;
Pasnak. et al., 1987; Possberg, 1977; Robb, et al.. 1987) . These were the mcthods
that were stressed as important to the experimental group of interpreters
during thcir Experimental In-Service Lcadership Training Sessions. The
definitions of these tcaching methods arc found in Appendix 1. The strategies
to be uscd by the I-E’s as part of thesc teaching methods include: the
manipulation of concretec objects (demonstration) (Cole, 1984; Pasnak, et al.,
1987); the repeating of instructions and;or directions in concise dcclarative
sentences (direction); the repcating of a subtask or task until the required
skill is acquired (mastery) (Hayes, 1973; Pasnak, ct al.,, 1987, Wehman et al,
1981); and providing opportunitics for the children to speak without
intcrruption  (clarification).

Lesser  Usage. In comparison to the category for Greater Usage, discusscd
above, the teaching mcthods in the category for Lesser Usage are not
nccessarily the best mcthods to use without "support” from the teaching
mcthods listed in the category for Greater Usage. This is because these
children arc just coming into, or are in, the concrete thinking stage
(Grossman, 1983) and they also process information in a different manner
than children who do not have mild developmental disabilities (Das, 1972,
1973a, 1973b, 1973c, 1983, 1985a, 1985b) and thecrefore have difficully
processing abstract concepts, idcas, and/or information that are unfamiliar 1o
them.

The teaching mcthods grouped in this category, Lesser Usage, are
lecture, question and problem-solving (scec Appendix 1 for definitions). These
three tecaching mcthods are quite often used on their own without suppert
from thosc tcaching mcthods in the catecgory for Greater Usage. Using the
Jectur: mcthod by itself, that is a verbal presentation without the use of any
visual aids, would not Ycep the children’s attention for very long (Possberg,

1977). Questions and problem-solving tasks can become very abstract which



childrecn who have mild decveclopmental disabilitics would have a hard time
comprchending.  Therefore, these tcaching mcethods should be usced lcast with
the children involved in the study.

Equal Usage. The teaching mcthods in this category arc inquiry and
dialogue (scc Appendix 1 for definitions). With the inquiry mcthod the
teacher is prompting thc children to think of what they arc saying by
questioning their responses, and 1o also have the children ask the interpreter
questions. As for dialoguc the children arc encouraged to talk amongst
themsclves with regard to the theme of their programme with some fcedback
from the interpreter. These tcaching mcthods were classificd together as it
was expected they would be employed approximatcly the same amount of timc
by both groups of interpreters. Educators in any ficld working with any
group of children would encourage and challenge them at their lcvel of
cognitive ability.

The Analysis of Data

This ficld expcriment was of a descriptive nature and it consisted of
obscrving a small population of natural history interpreters as they presented
a programme to children who have mild devciopmental disabilitics. The
rclationship obscrved was between the I-E and I-C group of interpreters.  The
reference to individuals in this study was done through the use of codc names
to preserve their integrity and anonymity.

In order to answer the stated problem in Chapter Onc, this study was
designed to identify whecther there was a difference in the frequency with
which nine tcaching mcthods wcre used by the I-C and I-E group of
interprcters in  their presentation of activities to children who have mild
developmental disabilitics. The premise was that: (1) the I-E group of
intecrpreters would use the Greater Usage group of tcaching mcthods, namcly
demonstration, dircction, mastery and clarification, morc frequently than the
I-C group; (2) the I-C group of interpreters would usc the Lesser Usage group
of tecaching mecthods, namely lecture, question and problem-solving, morc
oftcn than the I-E group; and (3) that the last two teaching mcthods, inquiry
and dialoguc, would be uscd about the samc amount by both groups of

intcrpreters, thus identified as Equal Usage. [t was expected that this changce

'J‘
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in usage of tcaching mcthods was bccause of the diffcrence in knowledge that
cach group would have about the children they were working with.

Paired onec-tailed -tests were only undertaken for the results from the
vidco tape scripts. It was cxpected that the low numbers of interpreters used
in this study may not allow for statistical analysis of the data. Therefore the
data was also to bec analyzed using writtcn summarics, tables, and scattergrams

with visual assessment.

Intcrpr stionnair

The Interpreter Questionnaire #1  (see Appendix II for a summary of the
results) and the first scction of the Interpreter Questionnaire #2 (sce
Appendix VII for a summary of the results) were not used dirccily as part of
the results of this study since they were uscd for the following: (1) 1o match
pair the interpreters prior to them being randomly assigned to the
cxperimental or control groups; (2) to cvaluate the Control and Expecrimental
In-Scrvice Leadership Training Scssions; and (3) to make modifications to the
Expcrimental In-Service Lcadership Training Session.

All the questions in Section two of the Interpreter Questionnaire #2
were summarized, according to I-C and I-E interpreicr groups, since an open-
cnded format was used.

Vi alysis

With regard to cthical consideration only the researcher would have
access 1o the video tapes in their original form. Thus the identification of each
interpreter and child was held confidential and anonymous by giving ecach
pcrson a code namec.

The rescarcher would script only that part of the recorded programme
that showed the group involved in an activity which may or may not include
the group walking the trail, identifying objects, sites, and/or animals. The
scripting process would also include the coded identification of each person
who spoke.

The next step, once the audio of cach video tapc was scripted, would be to
(1) review it for errors, and (2) identify and divide it into scctions. The first
scction would contain administration or organizatignal factors, such as
discipline, given by the interpreter. tcacher, or the tcaching aid. Included in

this would be interjections by anyonc other than the interpreter, such as the



video tcchnician, teacher, teaching aid or bus driver. The next scction would
include interjections by the children which did not focus upon or was rclated
to an activity or topic that was part of the programme. The last section would
focus only on the presentztion of information and the conversations between
the interpreter and the children, and between the children and their peers.
This information and/or conversations would be centred on

the natural
history interprctative programmc. This latter section would be the onc
analyzed for thesis study by the researcher.

The process of analysis for thc scripted natural history interpretative
programmes would include the identification of ninc tcaching methods at two
diffcrent levels. The Primary Level (sece Chapter Three, Definitions of Terms)
would identify thc essence and introductory tcaching method that cach
intcrpreter would use for a topic or subtopic. The Sccondary Level (sec
Chapter Three, Dcfinitions of Terms) would be morc cxplicit, each subscquent

sentence would be analyzed and identified as to the moriod ecach
uscd.

interpreter

After the identification of the Primary and Sccondary Level tcaching
mcthods, cach tcaching method per levsl would then bec summed and totaled.
The next stecp would be to identify cach scripi with its appropriatc code
number so that experimental and control data could be scparated. Each of the
video tapes would then be timed for their exact length according to the
scripted scctions. Since there is a possibility that cach vidco tape script would
be of a diiferent time length thirty minutes would bec uscd by the rescarcher
as a common unit of analysis. This would allow thc rescarcher to compare the
results of the scripts between the control and expcrimental group of
interpreters.  Thus the following procedurc (scc Chapter Three, Definition of
Terms) would be undcrtaken for each script at both the Primary and
Secondary Level teaching methods (sce Figure 4):

(1) The frequency of cach tcaching mcthod would be the numcrator and
would be identificd as TM.

(2) The timc length of cach scripted video tape would be the denominator and
would be identificd as TL.

(3) This fraction, TM/TL would then be multiplied by the common unit for all
scripts - that of 30 minutcs.

(4) The result of this mathematical procedure would be called the reviscd
frequency count (RFC) per tcaching method.
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™™

X 306 minutes = R F C
TL

Figurc 4. Rcvised Frequency Count Formula (C. A. Martynuik, 1992)

The procedurc uscd to give the data obtained from the scripted vidco tape
results a common unit of analysis.

T M - the frcquency of cach tcaching mcthod used by an interpreter; T L - ihe
length of time for cach scripted vidco tape used in the study: 30 minutes as the
projected length of timc for ali the scripted video tapes; and R F C - the revised

frcquency count for each tcaching mecthod that was used by an interpreter.



The next step in the process of analysis would bc to combine the RFC of
cach tcaching mcthod per interpreter into the following categories: Greater
Usage - dcmonstration, dircction, mastery and clarification: Lesser Usage -
lecture, question problem-solving; and Equal Usage - inquiry and dialogue.
For computcr statistical analysis the revised data would be cntered as real
numbers for using paircd one-tailed t-tests.  Thus:

(1) The t-test is used to find out whether there ts a significant diffcrence
beiween two means (Isaac & Michacl, 1971; Kerlinger, 1979). The two
means to be analyzed in this study would be the comparisons made between
the 1-C's and I-E's rcsults of the RFC for cach of the grouped tcaching
mecthods.

(2) The paired t-test method would be used because the interpretcrs werce
match paircd and a comparison would be wanted to identify if there was
any dificrence in mecans betwcen the 1wo groups.

(3) The one-tailed test would be chosen becausc a premise was stated as to
which tcaching mcthods would be used more frequently, less often or
equally by the control and expcrimecntal groups of inicpreters.

Because of the small sample size the revised frequency counts for cach

of the tcaching methods would be displaycd using scattcrgrams.

mmar

In this chapter the rescarcher discussed the design of the study which
included information about: (1) commonly uscd terms; (2) the cxtcrmal limits
of the study; (3) the population, that is, the interpreters and children who
have mild devclopr:cntal disabilitics; (4) the following programmes - general
rccreation leadership course, Project WILD and the in-service lcadership
training scssions; (5) the procedurcs usca to complete the study; (4) the

instruments uscd to collect the data; and (6) the means by which the data were
to be analyzed.

'
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CHAPTER FOUR

Results and Discussion
Introduceion
In this chapter the following topics wii? be discussed in rclation to the
data results collected for this study. These iwopics arc: (1) the actual populations
that participated in thc study: (2) the intcrpriiative programme prescnied (o
chiidren who have mild deveclopmental disabifi.ies: (3) the results and

discussion of the study's data: and (5) a summary of the chapter.

The Population

The two population groups that are important to this study are adult
natural history interpreters and children who have mild devclopmental

disabilitics. This scction will discuss thesc two groups.

Intcrprelers

The final number of interpreters whe participated in the study were six
or three sects of match pairs. The rcasons for the decrease in number arc:
(1) on day one, March 11, 1991, of the data collection one cxperimental
interprcter (I-E) phoned in sick and therefore, was replaced by an interpreter
from the control group (I-C) who was scheduled as an extra; and (2) the video
tapc rccording of another I-E on March 15, 1991, the last day of the interpreter
programme presentation, was not of adequate duration and thercfore, not
included as part of thc data base. As a result, these two I-E’s not being included
in the study, and because cach intcrpreter was match paired, their
correspondingly maiched interpreter was also cxcluded from the data results.
The three scts of match paired interpreiers used in this study were identified
as follows: 1-C-1 and 1-E-1; I-C-2 and I-E-2; I-C-3 and I-E-3.

Children_who have Mild Developmental Disabilities

As a con -ancnce of the reduction in the number of match paired
interpreters who participated in the study, the number of children and

schools involved was also reduced. Of the 30 children and five schools, four
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from the Edmonton Caiholic School System and onc in the Sturgeon School
Division #24 who took part in thc programme, only 15 children and three

schools actually panicipated in the study. All threc of these schools came from
within the Edmonton Catholic School Systcm.

The Intcrpretative Programmeg

The actuwal recorded lengths of the interpretative programmes ranged
from 25 to 60 minutcs and did not nccessarily contain any or all of the three
tcn minute activitics that cach interpreter was requircd to present to the
children. The rcasons for the reduction in time of rccorded interpretative
programmes was: (1) the incifcctiveness of the videco camera batieries duc 10
cold weather; (2) the carly arrival of some of the school children; and (3) the
unfamiliarity of the video camecras by some of the video iechnicians. To add to
the above rcasons the interpreters, when asked about their presentaiion of the
activitics, mentioned that they did not follow the outline of their lesson plans
and, thercfore, did not neccessarily: (1) do the activitics in the order outlined;
(2) do the activities as designed, that is, they combined and mixed activities
together; and/or (3) did not do onc or more of the activitics requested by the
researcher.

As discussed in Chapter Three, Video Tape Analysis, after the video tapes
were scripted they were then analyzed as to the interpreters employment of
cach of the nine tcaching mcthods at the Primary and Secondary Levels.  The
results of the usage of the nine tcaching mcthods, per Level and script, were
then put into the Revised Frequency Count Formula, Figure 4. Thus, making

cach video taped script, used in the study, 30 minutes in length.

The Rcesullts and Discusion of the Data Collection
1 T T i nair #2

Scction I of the Interpreter Questionnaire was used to cvaluatc the
Experimental In-Service Leadership Training Sessions. As Scction [ is not
dircctly related to the results of the study the responses will not be included in
this chapter. In Scction II of the questionnaire cach interpreter was asked to
respond to the questions with specific reference to the three activitics that

were common to each interpreter's programme  prescntation. The thrce
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activitics were: "Learning to Look, looking to Secc”; Wildlife is Everywhere":
and "Everybody Nccds a Home". Each of the aclivities was to have takcn ten
minutes, thereby, giving each interpreter thirty minutes of their own choice
of activities in order to fill up thc hour long programme. (Sec Appendix VII
for Interpreter Questionnaire #2.)

The questions in Scction 1, starting with question 13, were in an opcn-
cnded format, thus the results were presented in a writien summarized form.

Quecstion thirtcen, the first question in Scction 1I, was divided into thrce
components. Each componcnt was identificd by one of the following
indicators (1) "children's body language” and/or (2) "attention to the
activity/task”, and/or (3) "verbal responsc”. Each interpreter was asked to
scleet the indicator[s] he or she used to judge whether the children understood
what was bcing said to them.

In the first component of question 13 all three conirol group
interpreters responded 1o and checked off the indicator, "children’s body
language”. The following arec the comments that the control group
interpreters wrote with regard to the children’s body language being used as
an indicator: 1-C-1 said "I fcel they understood what I was talking about but
scemed bored by it"; 1-C-2 statced "when they walked away I know they were
bored"; and 1-C-3 uscd the children's verbal response- "yes/no [and their]
facial cxpressions” to judge cach child's level of understanding.  From the
cxperimental group two of the three interpreters check marked this indicator.
The comments that cxperimental group interpretcrs made with regard to this
arc as follows: the children touched, described and located things, such as
tracks: and the children would acknowledge and comply with the request that
was askcd of them.

For the second componcnt of question 13 only one of the thrce control
group interpreiers made a comment and check marked the indicator, "the
children’s attention to the activity/task”. Onec interpreter from this group
made the following comment: when the children's focus was on the
interpreter or task it was felt that the children were attentive. Two of the
cxpcrimental group intcrpreters check marked and made comments with
regard to using the this indicator. The comments that were made were as
follows: when the children complied with the interpreter's instructions; and

when the children were not paying attention, the interpreter changed the



activity. Even though 1-E-2 did not check this indicator shc commented that
the children exhibited a verv limited span of focus on the task or activity,

In the third component of question 13 all three control group
interpreters marked off and made comments about the last indicator,
"children’s verbal response”.  The interpreters comments were as follows:
when the interpreicr reccived the responses that she was wanied; if the
children gave a rclevant response then the interpreter fcit sure that the
children were hcaded in the correct direction; and when the children *... said
yes/nd” I-C-3 felt that they understood the question asked of them. With
regard to the results from the cxperimental group of interpreters only two
check marked this indicator but all thrce made comments. The comments were
as follows: when the children replied o the question: when the right answers
were given to the questions; and I-E-3 statcd that when the children "saw
many types of wildlife & {sic] pointed them out" the interpreters felt that the
children understood the questions asked of them.

Overall, in question 13, approximately the samc number of cxperimental
and control group of intcrpreters uscd the three indicators as a means of
identifying when the children comprchended what was being said to them.
The comments by the cxperimcental group of interpreters werec morc positive
and descriptive about the children’s behaviour compared to those made by the
control group of interpreters. Two of the 1-C’s mentioncd the children being
bored. No interpreter in the cxperimental group had described the behaviour
of the children in this negative way. The I-E's would have known what to
expect from the children becausc of the information they had reccived during
thcir Experimental In-Service Leadership Training Sessions which were
diffcrent from that of the 1-C’s (seec Chapter Three, In-Service Lcadership
Training Secssions).

Question 14 was laid out in the samc format as question 13. That is, it was
divided into thrce components. Each componcnt was identificd by one of the
following indicators (1} "children’s body language”; (2) “attention to the
activity/task”, and/or (3) "lack of verbal response”. Each interpreter was
asked to select the indicator(s] hc or she used to judge if the children did not
understand what was bcing said to them.

For thc first compcnent two out of three contrel group interpreters
check marked the first indicator, "children’s body language”, but only one

made a comment. The comment made by I[-C-3 was that their "facial

01



cxpressions were very bitter” and this told her that the children did not
understand what she was telling them. With regard to the experimental group
interpreters’ responsc to this first indicator no one check marked it but I-E-1
madc the following comment: " ..lack of attention, facial expression " helped
her decide that the children did not understand what she was telling them.

in the sccond component, of question 14, thc indicator was the
"children’s atiention to the activity or task”. Two of the threec control group
intcrpreters check marked this indicator but only onc made the following
comment; I-C-1 said *1 don’t think it was that they didn’t understand but that
thcy were bored/cdgy™. I-E-2 of thc cxperimental group interpreters
responded to this part of question 14 by writing a comment but she did not
placc a check mark. Her comment was that the children had a “limited
attcntion span’.

The third component of qucstion 14, was the "children’s lack of verbal
responsc”. This indicator was check marked by one of the three control group
intcrpreters but no comment was made. Only onc of the experimental group
inicrpreters  check marked this indicator and stated that if the children did not
rcspond lo thc question she restated thc question into an casicr onc. A second
intcrpreter who did not check mark this indicator commented that the
children "understood most of ..." what she asked them,

The comments made by the experimental group of interpreters for
question 14 showced that they had a better understanding of the children than
did the control group of interpreters. For cexample, the control group of
intcrpreters  perceived the children to be uninterested, while the
experimental group of interpreters understood that the children's span of
focus was shorter than those of their peers. Therefore, the I-E's
understanding of children who have mild devclopmental disabilities would
have come¢ as a rcsult of having participated in the Experimental In-Service
Lcadership Training Scssions that provided them with information about these
children.

Questions 15 to 19 focused on the children's understanding of concepts
and vocabulary, and on the type of fcedback that each interpreter gave the
children. These five questions asked cach interprete. to rate his or her
answer on a scalec of one to five and then explain the choice that was made (sec
Tablc 1 for the tabulated resulis).



Table 1

a
Responses to_Questions 15 1o 19, 21 and 22 Interpreter Questionnaire #
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The response scores arc raw data which are Tocated in the scale for cach guestion.
1 = response of onc person; 2 = response of two people; & 3 = response of three
people.

Seec Appendix VI for individual questions.
C = responses from the control group interpreters; E = responses from the

experimental group interpreters.

responses are negative; + responscs are positive.
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Question 15 asked each interpreter to identify how well he or she felt
the children understood the concepts that were taught.  The scale ranged from
onc, cited as “Did Not Understand the Concepts at all”, to five which was
“Understood the Concepts Very Well.”.  (Sec Table 1 for the tabulated results.)

The control group interpreters' responses ranged from three to four
point five. Two out of the threc interpreters in this group marked three on
the scale which is half way between the "Did Not Understand” and the
"Understood the Concepts Very Well".  These interpreters did not cxplain their
rcsponses.  1-C-1 marked four point five and commented that her children
“secemed to ‘get’ everything” that shc taught them. The response from two of
the cxpcrimental group interpreters was a four and neither provided an
cxplanation for their marks. [-E-2 marked the scale at number two and stated
the following: “the time of the scssion was limited to dcvelop a high
understanding” {sic]l and, thercfore, the children did not have a good
understanding of what she was tcaching them.

In comparing the ecxperimental with the control group of interpreters’
rcsponses to question 15 the I-E's overall (2:1) felt that the children had a good
comprchension of the concepts that were being covered. The majority of the
I-C's (2:1) perceived that the children were not understanding everything.
Onc of the strategics that the I-E's were told about, to help these children
understand, was to keep the concepts as concrete and familiar as possible. As
the I-C's were not nccessarily aware of the above mentioned strategy the way
they presented the concepts to the children may have been more abstract.
Though onc of the I-E's did commecnt that she felt that the children did not
have a large cnough span of timc to rcally understand what was being taught
to them. Whercas one of the I-C's stated that she felt that the children were
comprehending quite well all of the concepts that she had taught them. The
comment made by thc interpreter from the cxpcrimental group reflects her
understanding of the manner and process in which children who have mild
dcvclopmental disabilities learn.  That is, these children are slower and need
more time to comprchend new concepts than their peers who do not have mild
dcvclopmental disabilities.

Question 16 asked each interpreter the question “How well do you fecl
the children understood the vocabulary you were using in your instruction of

activities?” The scale ranged from onc which was “Did Not Undcrstand tae



Vocabulary at all” 1o five which was “Understood the Vocabulary Vey Well™
(Sce Table 1 for the tabulated results.)

The responses given by the control group interpreters, for question 16,
ranged from three to four poini five. Two interpreters from the control group
marked the scale at three, but did aot comment on their response. I-C-1
marked four point five and said that the children "never secem confused” by
the vocabulary that she used. Ail three of the cxperimental group
interpreters marked the scale at four with no explanation given for the rating
they chose.

All members of the cxperimental group of interpreters felt that the
children comprchended most of the words and terms that were being used;
whereas most of the control group perceived that the children did not
understand a good portion of the vocabulary. The vocabulary comprchension
of children whe have mild developmental disabilities is not as expansivc or as
easily acquired in comparison to their pecrs. This is because children who
have mild developmental disabilitics arc limited when it comes to abstract idcas
and in the use of descriptive terms. The above information was discussed with
the I-E's during their Experimental In-Service Leadership Training Sessions.
Therefore, it would have becen familiar to them and enable them to usc or
modify terms as perceived necessary. The I-C's would not have received such
information and would not necessarily have becn sclective in their choice of
vocabulary or ability to modify terms on the spur on thc moment.

The types of feedback, negative or positive, that each interpreter gave
to the children with regard to thecir affective behaviour, "cognitive ability”
and "psychomotor ability" were the focus of questions 17 to 19, respcctively.
The 170 gquestion asked cach intcrpreter to identify the type of fecedback he or
she gave to the children with recgard to the children’s affective bchaviour.
The scale ranged from onc which was "All Negative " to five which was marked
as "All Positive". (Sce Table 1 for the tabulated results.)

The rating given by the control group interpreters ranged from two
point five to four. I-C-1 marked the scale at two point five and said the *kids
were hyper and anoycd [sic] me”. The other two control group interpreiers
rated the type of feedback they gave the children at four. Neither interpreter
made any comments. All three of the experimental group interprcters marked

the scale at four with no explanation given for the rating they chose.
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Each interpreicr was asked in question 18 to rate the type of fecdback
he or she gave with regard to “The verbal responsc of thec children’s cognitive

L33

ability The scale ranged from onc which was "All Negative " to five which
was matccd as "All Positive”. (Sce Table 1 for the 1abulated rosults.)

The ratings given by the control group intcrpreters, for question 18,
ranged from threc point five to four. The lowest rating, three point five was
given by [-C-1 who stated that the children *“usually gave me the answer 1 was
looking for”. Thc other two interprelers gave ratings of four and ncither
provided an cxplanation for their responsce to this question. A scale rating of
four was given by all three of the cxperimental group interpreters and only
onc of them made a comment. I-E-1 said that the children had an “‘excelient
understanding” and, thereforc, the majority of the feccdback she gave them
was  positive.

Quecstion 19 asked cach interpreter to respond to the following:
“Demonstration of the children’s psychomotor ability prompted me to give
_____ fecedback”. The scale range tfrem onc which was "All Negative " to five
which wvas ma.ked as "All Positive”. (Sec Table 1 for the tabulaied resulis.)

The control group interpreters markings on the scale, for question 19,
ranged from threc point five to four. [-C-1 marked the scale at three point
Give and made no cemment as io the mark she gave. The other two intcrpreters
from this group all marked the scale at four but made no comment. All three
of the cxperimental group interpreters marked the scale at four with no
c¢xnlanation  for their chotce.

For all three of the questions, 17, 18 and 19, thc expcrimental! group of
inserpreters  rated the fecdback they gave the childiecn as being more positive
ihar. that of the control group of intcrpreters. The fore krowledge that the
I-E's had about children who have mild developmental disabilitics would have
he'ped them prepare for the children's behaviour and cognitive and
psychomotor abilit:2s. Thus, the experimental group of intcrpreters would
have a more positive perception of the behaviour of these children.

Question 20 asked each interpreter for a free will written response to
this question. Each inicrpreter was to spccify the indicators that he or she
used to judze if the children nceded more timc 1o understand what was being
taught to them.

Two of the contro! group interpreiers answered question 20.  Their

statements were as follows: 1-C-1 said “if they gave a response which was



wrong (totally) I would rc-word ([sic] the question™; while ;i-C-2 indicated that
he modificd his tecaching only “if they showed any kind of non-
understanding™. All three of the experimental group interprcters answered
this question. Their comments were as follows: I-E-1 said that the children had
a “good understanding of language [thercfore thcre was] no further language
brecakdown.”; I-E-2 indicated that the children * ... werc restless and would
nced a longer session with more encrgetic activities™; while 1-E-3 said that the
childrens’ “lack of response” was what was used to identify the childrens' nced
for more time to undcrstand what was being taught them. The experimental
group of interpreters gave more specific indicators than the control group of
interpreters. The cxperimental group of interpreters, having reccived
information about children who have mild developmental disabiiities. would
have been looking for indicators which would have told them how recepiive
the children were to the information and directions being given te them,
while thce control group of interpreters were not prepared, through training.
to identify anything specific.

Question 21 asked cach intcrpreter the followsng question “Did the
children you worked with nced more time to understand what you were
tcaching them?” The scale at onc was "No Additional Time " and at five 1t was
marked as "Much More Additional Time". (Scec Table 1 for the tabulited
results.)

The responses given by the control group interpreiers, for question 21,
ranged from one point two-five to four. 1-C-1 marked the scale at one point
two-five and stated that “I could have done the activity in twenty-five
minutes”. [-C-2 marked the scale at two and did not comment. [-C-3 marked
the scale at four and did not comment on his response. The range of rcsponses
from thc experimental group interpreters went from one to four and none of
thein cxplained their responses to the question. The rating:; for both groups
were very similar, but with a slight lcan in favour of the experimental group
of interprcters who felt very little cxtra iimec was needed by the children to
comprchend what they were being taught.  Two of the irterpreiers from cach
group fclt that the children did not nced or require very much cxtra time.
Both of thc other interpreters from cach group felt that the children did
requirc more time te understand what he or she was teaching them. The two
I-C's that did not perceive that more time was necded had expericnce with

children in recrcational scttings. This was not so with the cxpcrimertai group
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of interpreters. Only onc of the intcrpreters with previous expericnce
working with children responded in the same way as that of the two I-C's.
Overall there docs not scem to be a lot of difference between the two groups
with regard to this question sincc no onc from cither grcup made any
comments to support their scale responsc.

Question 22 asked cach interpreter (o identify if the children’s
behaviour was what he or she had expecied. For this question each
intcrpreter had a choice of two responscs and hc or she was to sclect onc of
them. The first choice was "Did NOT Expcct” and the sccond choice was "Did
Expect”. (See Table 1 for the tabulated rcsults.)

With the control group, two interpreters said that the children’s
behaviour wax noi what they cxpected and onc interpreter said that it was, but
did noi comm.nt. Of ihosc that szid the children’s bchaviour was not what
thcy expected they stated the following: I-C-1 said that she ‘“was not told that
these kids were ‘special’ ” and I-C-2 indicated that the children ™ ... were
passive and ... fclt [they! did not care wether [sicl they were here or not”. All
three of the ecxperimental group interprelers identified the children’s

bechaviour as what they had expected. Only E-2 wrote a comment and said that

.

she felt their [sic] however would [sic] bec a longer attention span” than
what they did have. The bchaviour of children who have mild developmential
disabilities was discussed in the I-E's Expcrimental In-Service Leadership
Training Scssions but not in the scssions attended by the I-C's. Thus, the I-E's
should have ani. did know what type of behaviour to expect from the children
with whom they were working. Onc of the I-C's staied that she vz not told
about the children having a mild devclopmental disability which was correct.

Question 23 cxpected voluntarily answered and consisted of two
componenis. The first component asked cach interpreter 1o identify if they
did or did not "change or modify any part of the programme after ... ". To this
first component cach intcrpreter was aiso asked to provide an cxplanation for
his or her answer. The sccond component to question 23 was with respect to
the feedback they rcccived from the children.

For the first component of question 23 all threc of the control group
interpreters answercd this question in the affirmative. Only one of the
control group intcrpreters did not writc a comment. The comments from the
other twe inierpreters were as follows: 1-C-1 said that *Yes, made it much less

structured. The childs-n were hyper and rcally would not follow a totally
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structured program™ while [-C-2 indicated “Yes - Big Time. They were
disintercsted & [sic] passive”™.  All threc of the cxperimental group intcrpreters
wrote that they did change or modify the programme afier thecy had started
their presentation.  Their comments werc as follows: I-E-1 stated “Yes.
Answered questions and responded great ([sic]”: 1-E-2 said “Ycs. 1 generalize
[sic] things. I tried to follow thecir leads to kecep their interest.”™; while 1-E-3
said that “it was expected.” that she would have to adjust her programme.

The sccond component of question 23 asked cach interpreter to identify
the typc of feedback that he or she reccived from the children that icad to
changing or modifying the programme. The following comments come from
thec control group interpreters: 1-C-1 indicated that the children ™ ... were
wrestling, (play) fighting in the bush™, while 1-C-3 stated that it was because
“the [sic] scecmed to be very bored w/ [sic] what we were doing therefore there
was rcally no structurc in the progme [sic]” that led them 1o adjust their
programmes. All of the experimental group inlerprelers wrolc comments.
The interpreters wrotc the foilowing: I-E-1 indicated that thc children liked
“the trails - usc of sight very intercsting - they really love 10 obscrve
things ... ”; I-E-2 stated that the children * .. werc not focusing on me™; whilc
I-E-3 felt that it was the children's ** ... understanding”™ which led cach onc to
adjust their own programmes.

Wiwu: rcgard to question 23, the typec of comments made by the
cxperimental group of interprcters were more positive and onc said that the
nced to adjust her programme did not come as a surprisc. The control group
gave ncgative responses with regard to their perception of the fecdback
coming from the children. Such as, the children “play fighting” (1-C-1), or
being "hyper" (I-C-1), "bored” (I-C-3), or "passive” (I-C-2). With the
cxperimental group of interpreters having knowledge about the possible
behaviour of children who have mild developmental disabilitics it is not
surprising that their perception is morc positive then the control group. The
expcrimental group of interpreters wcre informeé during their Experimental
In-Service Leadership Training Sessions that a ncw and unfamiliar
cnvironment for children who have mild developmental disabilitics would
probably cause them to "misbehave”, for example, become hyperactive or
passive.

Question 24 focuscd on the threc common activities that all intcrpreters,

control and ecxperimental. were 1o include in their 60 minutes of
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prograinming.  These activitics were: “Learning to Look, Looking to Scc™
"Wildlife is Everywhere”: and “"Everybody Needs a Home". The activitiecs were
.isted separately in thc qucstionnaire, but because of similaritics between
them they were dealt with as onc rcsponsc. Quecstion 24 asked cach interpreter
the following: “In teaching the 3 activitics put a check mark against each of
the standard terms you used. If you modified the Vocabulary indicate the
change that you made.” There were in all 28 tcrms with space for the
interpreters to add  additional terms.

Table 2 shows that the 1-C group of interpreters used morc of the terms
that were listed than the I-E group of interpreters, that is 23 to 14 respectively.
It was noted, thercfore, thai there was an oppositec trend in the number of
terms cach group had modified. The 1-C group had modificd 11 while the I-E
group changed 13 tcrms.  (Scc Appendix VIl for the raw data summary.)
During thc Expcrimental In-Service Lcadership Training Scssions the I-E's
were cautioned about the use of words such as thosc found in the "starAard

¢

terms™ livt. The [-E's were informed that those terms would probahlv
difficult for children -vho have mild developmental disabilitics 10 comprehend.
It was suggested to the I-E's that they replace the "standard terms” with words
that were more concrcte and familiar to the children participating in their
programme.

Question 25 asked for cach intcrpreter to state any other modifications
hc or she made as part of his or her entire programmc of 60 minutes.

Intcrpreters from both groups stated that they had made some kind of
modification to their programmec. 1-C-1 said that she stopped using her cards
and took her group o’ children on a walk which cveryone found "more
cnjoyable”. Shc said that she also uscd droppings [scats]. §-C-2 said that he
looscly followed his lesson plans and spent the time "working with the kids in
a |sic] unorganized fashion rclative to the planncd programme”. I-C-3
indwcated that she "improvised because they rcally didn’t seem interested
especially near the end”. The following comments were made by the I-E group
of interpreters: I E-1 said that shc had changed her programme plans, she
intermingled the activities because of the site and the way the children
responded “towards ihings”; I-E-2 stated that she tricd to do more walking with
the children because they were cnergetic; and I-E-3 indicated that she “used
first namos, pointed to things, {and] clarified things” as other modifications to
hcr  programme.



Table 2

Reoults from  Question #24 2 Interpreicr Questionnairg

#2, Sccrlion 1,

Group Mumber of Terms UscdP Number of Terms
Changced?b
Control 23 11
Expcrimentul 14 13
a Question # 24 - "In teaching the 3 activitics put a check mark against cach of

the standard tcrms you used. If you modificd the Vocabulary indicate the

change that you madc."”

b The total counts for both columns only rccognized the first time a term was

uscd. That is, if two interpreters used or changed the same term only one

usagc was recognized. See Appendix.VIl.for thc raw data usage of cach term.
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The responscs, for qucstion 25, that came from the cxperimental group
of inlcrpretcrs were more positive as comparcd to those made by thc control
group of interpreters.  The I-E's stated that thc modifications they made were
in responsc to the children's bchaviour and thercfore they: intermixed
activitics, walked mor: because the children weie full of encrgy; and
“clarificd things" (I-E-3). Whilc the I-C's comments were more negative, that
is, onc of them described the changes hc made as being "unorganized" (I-C-2)
and the children werc not “intcrested” in the programmc (1-C-3). The I-C’s
identificd the nced 1o change but did not scem to have a very positive fecling
about the children nor were they preparcd to be flexible about the need to
modify their programmes. The I-E's on the othcr hand were knowledgeabic
abous :i ~ children. The I-E's were awarc of various possible bchaviours that
the ch-lascn may cxhibit and the type of tcaching stratcgics that would help
pake -he programme more cnjoyable and apprepriate fer the children.  This
20 sedge came from the Experimental In-Service lecadership Training
scssions that they attended.

The last question, number 26, also indicated that the focus of :ti=
question was on the three activilies common to each interpreter.  These
activities were: "Lcarning to Look, Looking to Scec”; "Wildlife is Everywhere”;
and "Everybody Nceds a Home". Question twenty-six asked cach interpreter the
following: “How did you PERCEIVE, as a percent (%), the amount of time you
uscd the following methods?” for cach of thc three rcquired activities. The
"mecthods® refer to the nine teaching n ‘hods that were discussed in gre.ter
detail in Chapter Three and in Appendix X. The average for each of the nine
tcaching mecthods from all three activitics, from cach group, were added
together.  For example, for the lecturc methods the average for: I-E-1 was 10;
1-E-2 was 10: and I-E-3 was 5. Each of these averages were then added together
(10 + 10 + 5 = 25) and divided by thrce (22/3 = 8.33) to give an approximate
average peciceived usage. This was done for each of the tcaching methods for
both the expcrimenta: and control groups of interpreters.

The tcaching mcthods were then grouped as follews: Greater -
demonstration, dircction, mastery-drill, and clarification; Lesser - lecture,
question, and problem-solving; and Equal - inquiry and dialogue. These
groupings correspond to thc premisc stated in Chapter Three, that is, the
tcaching mcthods that would be uscd the most (Greater Usage) and least (Lesser

Usage) by thc cxperimental as compared to the control group of interpreters.
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And thosc tcaching mcthods that would be used about cqually (Equal Usage) by
both groups of interprctcers,

Table 3 is thc tabulation of question 26 and shows that the perceived
usage of both groups, conirol and cxperimental, resembled the premise of this
study, as staied above. Under the category for Greater Usage: the teaching
mcthod demonstration was perccived to have been used approximately five
times morc by thc cxperimental than the control group of interpreters. . The
tcaching mcthods direction and mastery were pe.ccived to have been used
slightly more oftcn by the control than the cxperimental group interpreters:
10% compared 10 7%; and 1% compared 10 U%. respectively.  While the tcaching
mcthod clarification was perecived to have been used six times mo.c often by
the cxperimental than the control group. ‘ihat is, the 1-E perecived that they
did usc the tcaching mecthods identificd for Greater Usage more ofien than the
I-C group, 41% to 17% respectively.

Under the category for Lesser Usage: the teaching mecthod lecture was
uscd slightly morc frequently by the cxperimenial than the control group
interpreters, 8% compared to 5%, rcspectively. While the tcaching mcthod
questioning was pcrccived to have been used about three times morc often by
thc control than the experimental group of interpreters. The last tcaching
methed in this group is problem-solving and the control group perccived
wemselves as having used it 3% of the (ime compared to the experimental
iro. . of interpreters who felt they did not use it at all.  Those tcaching
mcihods grouped for Lesser Usage had a perccived usage by the I-C group of
67% as compared to the I-E’s 35%.

For thosec grouped in the catcgory for Equal Usage the Experimental
group perccived themsclves as havinsg uscd the iraching method inquiry
three i.aies morce often than that of the o .ir¢: g:oup interpretess. Whercas
with the teaching method dialogue, both groups perceived their usage to be
about the same. Thus, thc tcaching methods ideatified for Equal Usage were
perceived to have been used 24% by ¢ I.€ <roup and 17% by the I-C group of
interpreters.  The difference between the I-E's and i-C's percent vsage of this
last group of teaching mecthods, Equai Us. - is less than that of the other two
groupings, Greater and Lesser Usage.

The results, reenrded on Table 3, supported the premisc stated in Chapler
Thrce. The premise said that the I-E's would use the tecaching methods

categorized as: (1) Greater Usage morc frequently then the 1-C's; (2) Lesser

»d
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Table 3

Responses  from  Question #2638, Interpreter Questionnaire #2, Sectionli,
Teaching Control - % Totyld Experimental % Torald
Mecthods % MeanP - % Mcan®

Grealer Usage

Dcecmonstration 4 22
Dircction 10 17 7 41
Masitcry 0

1D =
p—t
N

Clarification

Lesser  Usage

L.ecciure 5 8

Question 60 67 27 35
Problcm- 3

Solving

Equal Usase

Inquiry 4 17 12 24
Dialoguc 13 12

% Towal ¢ 101 i01 100 100

a Question #26 - "How did you FERCEIVE, as a percent (%), the amount o) tizic
you uscd the following tcaching mcthods. (The final % should equai :00%.)"
b Control - % Total for cach teaching mecthods grouping: Greater Usage -
dcmonstration, direction, mastery, & clarification; Lesser Usage - lecture,
question, & problem-solving; and Equal Usage - inquiry & dialogue.

¢ Experimental - % Total for cach tcaching methods grouping: Greater Usage -
decmonstration, dircction, mastery, & clarification; Lesser Usage - lecture,
qucstion, & problem-solving; and Equal Usage - inguiry & dialoguc.

d The % Mcan and the % Total have all been rounded off and therefore do not
nccessarily total 100%.
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Usage less often then the I-C's: and (3) Equal Usage - about the somc number of
times as the I-C's. The Expcrimental In-Service Leadership Training Scssions
that the I-E's participated in, provided information as to teaching mcthods that
were most beneficial to children who have mild developmental disabilitics. As
a result of this In-Service the cxpcrimental group of interpreters feit that
they had uscd more of thc Greater Usage tecaching mecthods than the control
group of interpreters. Thercfore, it - culd have becen expected that the
expcerimental group would cmploy e teaching mecthods in the category of
Lesser Usage less oftien and those in the category of Equal Usage the .ime

number of times as the control group of interpreters.

Summary

Throughou® the Interpreter Questionnaire # 2, Section Il the
cxperimental group of interpreters’ comments were very positive with regard
to their perception of the children and the programme that they presenied.
One of the expcrimental group of interpreters stated throughout the
questionnairec that shc felt the children had a good comprchension of the
vocabulary she was using. Even the interpreter, in the cxperimcental  group,
who had very little cxpericnce with (aildren provided very positive comments
about their bechaviour and indicated that what took place during the
programme was not unexpeclted. Whereas the members of the control group of
interpreters were not very positive sbout the children's behaviour. From the
information gleancd from the questionnaire the control group of interpreiers
secmed to fecl that things were not going very well with their "organized”
programmc and with the children. Even though all threc of them made
modifications to thcir programmes they did not indicatc that the dcsired
results were produced.

Vi T Analysi

The video tapes of the interpreters prescnting natural history
interpretative programmes to children who have mild developmental
disabilities wecre scriptcd and then analyzed. Each script was analyzed to
identify Primary and Secondary Level tecaching methods (sec Chapter Three
for Definitions of Terms). Within cach lIcvel nine teaching methods were

identified ard then categorized as follows: Greater Usage - demonstration,
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dircction, mastery and clarification; Lesser Usage - lecture, question and
problem-solving; and Equal Usage - inquiry and dialoguc. As described in
Chapter Three (The Analysis of Data, Video Tape Analysis) the raw scorcs for
cach tcaching mecthod uscd by all six interpreters were adjusted to allow for
comparisons bctween scts of match paired interpreters and between the
control and cxperimental group intcrpreters.  This adjusted score is referred to
as the revised frcquency count (RFC)  (Sce Chapter Three for Definitions of

Terms.)

=lest

The t-tests shown in Tables 4 and 5 are the results of the video analysis
for the scripted portions of videco tapes of interprcicrs presenting programmes
to chiidren who have mild dcvclopmental disabilities. Each table shows the
i-test results of usage by all six interpreters for the three caiegories of
icaching mcthods (Greater, Lesser, and Equal Usage). The paired one-tailed
t-tests results in both tables did not, ovcrall, indicate any agreccment with the
premisc stated above and in Chapter Three.

Primary Level. Table 4 shows the results of the paired onc-tailed r-test
for Primary Levei tcaching mcthods. The t -values for the tcaching methods
catcgorized for Grecater and Lesser Usage were -1.9E-2 and -0.4, respectively
and were lower than the probability values which were .4935 and .353,
respectively.  Thus, no significant differences, between the control and
cxpcrimental group of interpreters. were shown with rcgard to the tcaching
mcthods catcgorized for Greater and Lesser Usage. Thercfore, the staiistical
results do not support the premise of the study which stated that there would
be a difference between the control and experimental groups usage of these
two categoriecs. A possible rcason for the no significant difference result in
the employment of tcaching mecthods in the above mentioned catcgories was
that the rescarcher, as the priesenter of the Experimental In-Scrvice
Lcadership Training Scssions, may not have emphasized strongly cnough
thosc tcaching methods which werc of grrater bencfit to the children wuo
have mild decvelopmental disabilitics. The I-E's may not have connected the
information on the lcarning strategics of children who have mild
dcvelopmental disabilities with the varicus teaching methods that would
facilitaic the children lcarning and, thereby, did not consciously or

unconsciously usc the morc appropriate category of tcaching methods. The



Table 4

Category : wiean X - Y:b Paired t value: Prob. (1-tail):
Greater Usage -0.4 -1.9E-2 .4935
Lesser Usage: -3.4 -0.4 .353

“winl Usage -0.7 -7.5 .0087

a ! - testof the video tape results comparing the control (X) and the
experimental (Y) group of interpreters with regard to the Primary Level
teaching methods that are categorized as:

(1) Greater Usage (demonstration, direction, mastery and clarification)
(2) Lesser Usage (lecture, question and prok'em-solving)

(3) Equal Usage (inquiry and dialogue)

b df =2
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I-E's may not have excricd any exira ffort into incorporating into thgir
lesson plan the tcaching mcthods categorized for Greater Usage. Without
conscious cffort to incorporatec these tcaching methods the I-E's may then
have fallen back on tho.c tcaching methods that they use with the gencral
population.  Thus, no significant difference was shown between the control
and cxperimental group of interpreters.

The results in the table for those teaching mcthods categorized under
Equal Usage do not show a significant difference between the control and
cxperimental group of interpreters.  The ¢ -valuc was -7.5 and the probability
value, .0087. This docs support thc premisc of the study stated which was, that
both the control and expcrimentz! groups would usc these teaching methods
approximately the samc number of times. A possible reason for this may be
because these mecthods were cmployed considerably less frequently than the
other two usage groups. Thus, thc minimal discrepancy in the use of the
tcaching mcthods in the catcgory for Equai Usage may be the result of the low
number of interprcters participating in the study.  Another possibility is that
the interpreters may be too inexperienced as leaders to be able to guide the
children using the tcaching methods in the catcgory for Equal Usage. (See
Appendix X for the table showing the Revised Frequency Counts for the
Primary Level teaching mcthods categorized for Greater, Lesser and Equal
Usage).

Sccondary Level. Table 5 iilustrates the results of the paired one-tailed
t-tcsts for Sccondary Level teaching methods. The results in Table 5 for ihe
icaching mcthods in the first two categories for Greater and Lesser Usage were
similar to thkoyse in Table 4 for the Primary Level teaching methods. The
¢t -vaiues werc: -0.7 and -0.1, for Greater and Lesser Usage, respectively. The
ptobability values were: .2886 and .4475, for Greater and Lesser Usage,
respectively,  There was no significant difference between the conu.:. and
experimental group interpreters cmployment of the categorics for Greater and
Lesser Usage tcaching methods at the Secondary Level. The possible reasons
that werc previously given with regaré io the employment of Primary Level
tcaching mcthods may also extend into the Secondary Level teaching methods
catcgorics.

The t-tesi does show a significant differsnce octween the I-C's and the I-
E's cmployment of ti2 categories for Equal Usege, which is centrary to the

premisc of this study. he ¢ - slue is L5 40 e p.obauliity vaiee s 1635 for
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Table 5

Paired One - tailed t - '=ui .. :he Video Tape Results of the Interpretative

- .
Category Mean X - Y: Paired t value: Prob. (1-tail):
Greater Usage -10.7 -0.7 .2886
Lesser Usage -13.6 -0.1 .4475
Equal Usage 31.9 1.3 .1635

a t - test of the video tape results comparing the control (X) and the
experimental (Y) group of interpreters with regard to the Secondary Level
teaching methods that are categorized as:

(1) Greater Usage (demonstration, direction, mastery and clarification).
(2) Lesser Usage (lecture, question and problem-solving)

{3) Equal Usage (inquiry and dialogue)

b df=2
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the tcaching mcthods in the category of Equal Usage. The premise stated that
this catcgory of Equal Usage would be cmployed about the same number of
times by both groups of intcrpreters.  As a Secondary Level the teaching
mecthods subsumed in the catcgory for Equal Usage may be part of the teaching
"style" of the I-C's, while the [-E's were made morc aware of the uscfulness of
other tecaching mecthods for the children used in the study. The I-C's may fecl
more comfortable using these teaching methods than the I-E's, that is, the 1-C's
may sct up the teaching situation which cncourages and supports the use of
this category of teaching mecthods morc frequently than the 1-E's.

(Sce Appendix X for the Revised Frequency Counts for the Sccondary Level

teeching methods categorized for Greater, Lesser and Equal Usage).

Scattergram__Results
The data extracted from the video tapes were also visually analyzed using
scattergrams. The scattergrams in Figurcs 5 to 8 show the results of the
utilization of Primary Level teaching methods, while Figurcs 9 1o 11 show the
results of the employment of Secondary Level tcaching methods.  All of the
results of the scattergrams are based on the revised frequency count
(see Chapter Three) generated by each interpreter from both the control and
experimental groups. Factors that may have an ecffect on the owverall results of
the video tape data will be presented at the end of this section. (Sece Appendix X
for the Revised Frequency Counts of the Primary and Seccondary Level
Teaching Methods.)

Primary Lecvel. Figurec 5 shows an overview of the results of the

Primary Lecvel teaching mecthods in the form of a scattergram for all three
categories, Jreater, Lesser and Equal Usage. It should be noted that the
teaching methods in the category for Lesser Usage were not used as frequently
as those in the category for Greater Usage but were uscd more often than those
in the category for Equal Usage.

The teaching methods in the category of Greater Usage, as scen in
Figure 5, were cmploved more often by both groups of interpreters than the
other two categories, Lesser and Equal Usage. The revised frequency counts of
both groups of interpreters for the teaching mecthods categorized under
Greater Usage were distributed along the vertical axis without any real
separation between them. This lack of clustering, with regard 1o one group of

interpretcrs employing this teaching mecthod more than the other, does not
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support thc premise stated above. The following are possible causal factors for
the ceiling effcct which resulted in a lack of premise support for the teaching
methods in the category of Greater Usage:

(1) The situation may bc that both the control and experimental group of
interpreters had more experience with a varicty of children, including
thosc with disabilitics, than they had indicated in Interpreter
Qucstionnairc #1. This omission may have occurred bccause the
interpreters  thought that some of their experience(s) were not significant
cnough to record in the Interpreter Questionnaire #1 or they may not have
rccalled them at the iime of completing the Questionnaire. This omitted
information could have influecnced the resulis of the study.

(2} It raay be that the teaching methods that the I-C's had praciiced as part of
their repertoire were appropriate for the chiidren who have mild
developmcental disabilitics even though they were not informed about the
children included in this study. Thercfore, thc control group of
interpreters, by accident, uscd the rccommended tcaching methods. The
I-E's wcre given information or the best lecarning strategics and methods
for children who have mild developmental disabilitics as part of the
Experimental In-Service Lcadership Training Sessions. As stated in the
premise, the I-E's were expected to have used the tcaching mecthods in the
category for Greater Usage more than the I-C group of interpreters.

(3) It may bc that the I-C's vcre very observant of the children's responscs
and thus, quickly came to an undcrstanding as to which tecaching methods
worked even though they had not becn trained to recognize and respond to
such cues.

Interpreters 1-C-3 and 1-E-3 (Figurc 5) used the teaching mecthods in the
category for Greaier Usage the least number of times compared to the other
two sets of matched pairs. Intcrpreters I-C-3 and I-E-3 were also the only
matched pair situated closc to ecach other in this scattergram, whercas the
other matched pairs were further apart. A possible influence for this type of
distribution may have bcen that 1-C-3 and I-E-3 were the only two interpreters
who had little or no expcrience with children in a recreational! and/or
institutional setting. In contrast to this latter matched pair the other
interpreters had worked with children in some type of recreational or
institutional setting. With I-C-3's and I-E-3's lack of ecxpcricnce working with

children thcy may not have dcveloped a repertoire of stratcgies such as,
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decmonstrating a whole activity then breaking the activity down into smaller
lcarning units. The forc mentioncd strategy and others could be utilized, with
the tcaching mecthods identified in the category for Greater Usage, while
tcaching thosec who have mild decvelopmental disabilities.

Each of the interpreters’ revised frequency counts arc tightly clustered
togcther in Figure 5 for the tcaching mecthods comprising the category for
Lesser Usage.  Thus, Figure 6 illustrates a wider distribution along the vertical
axis of the revised frcquency counts for cach member of both groups for the
category of Lesser Usage. Within this group of teaching methods the
distribution of the I-C's and the I-E's arc intcrmixed, thus, no scparation of the
two groups of interpreters is present. Yet a difference is seen in the visual
recpresentation of the data for this category of usage. This difference is causcd
by I-E-3 having a higher revised frequency count then the other five
interpreters. A factor that may have helped to influcnce this distribution is
that I-E-3 did not list any typc of expericnce with children or adults, whereas
I-C-3 did have some experience with children in an institutional setting but
had no experience with adults. This lack of experience may have contributed
to I-E-3’s inability to read the children's responses and then employ the
appropriate tcaching mcthods pertaining to the situation.

Figurc 5 displays the I-C's and I-E's usage of the teaching methods in the
category for Equal Usage as being very close together, thereby, visually
confirming the statistical result, of the paired one-tail t-test, in Table 4 showed
that there was no significant differcnce between the two groups of
intecrpreters, This is in agrcement with the premise stated above, that is, both
groups of interpreters would cmploy the teaching methods in the category for
Equal Usage about the samec number of times. This figure, Figure 5, also shows
that the tcaching methods in this category of Equal Usage were used the least
number of times, by cach interpreter, compared to the usage for the other two
catcgorics. The tight cluster of revised frequency counts, for the teaching
mcthods in the category for Equal Usage, also prevents the individual
identification of the interpreters. In Figure 7 a wider distribution of cach
interpreters’ revised frequency count, for the category of Equal Usage, is
illustrated along the vertical axis of the scatiergram. When looking along this
axis the range in the numbers is very small. Yet it does show that I-E-3
cxhibits the highest revised frequency count of all the interpreters.  The next
highest in the catcgory for Equal Usage is a cluster with I-C-1 and I-E-3, with
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I-E-2 cxhibiting a slightly lower revised frequency count.  The lest two
interpreters, 1-C-2 and I-C-3 arc shown not to have cmployed any of the
tcaching mecthods in the category for Equal Usage. Therefore, with the results
from Table 4, paircd onc-tailed t-test, and the low employment of the teaching
methods in the category for Equal Usage the premise that was stated is
supported. That is, both groups of interprcters usced the teaching methods in
thc catcgory for Equal Usage approximaicly the same number of times.

All threc categorics for the Primary Lcvel tcaching meihods are
illustrated in Figurc 8. The 1-C's and I-E's revised frequency counts in tk:s
scattergram have bcen summed and totalled to provide only one score for cach
intcrprcter grouping. The visual presentation of two of the teaching methods
in the catcgorics, namecly Greater and Equal Usage, support the results from
Tablec 4, thc paired one-tailed r-test. That is, thc I-C's and the I-E's employment
of the tcaching methods comprising the categories for Greatcr and Equa:
Usage show no differcnce from cach other. The teaching methods in the
category for Lesser Usage in Figure 8 shows that the I-E’s have used this
grouping slightly more often than the I[-C’s, but not nccessarily significantly
so. The 1-E's employment of the tcaching mecthods in the categories for Greater
and Lecsser Usage also shoved no support for the premisc. The premise being
that the teaching mcthods in the two latier categorics would be used by the
cxpcrimental group of interpreters more f{requently and less often,
rcspectively, than by the control group.

Factors that may have influcnced the results of the study, particularly
for the interpreters utilization of the teaching methods comprising the
categorics of Greater and Lesser Usage, were: (1) that the experimental group
of interpreters did not have enough in-service training time in order to
change their teaching bchaviour; and or (2) this same group of interpreters
may not have consciously worked at changing their regular teaching
behaviour to one which would have becen nore suitable when working with
children who have mild devclopmental disabilities.  Thus, their "regular”
tcaching style was similar to the type cmployed by the interpreters in the
control group. (3) Thec control group of interpreters were adept at reading the
children and, thercfore, "instinctively” changed their tecaching style to better
suite their clicntele.

Sccondary Lovel. Figures 9 to 11 rcpresent the results of the Sccondary

Level tecaching mcethods which are grouped together in the three categorics of
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Greater, Lesser and Equal Usage.  Figures 9 and 10 illustrate the revised
frequency counts (RFC) for cach member. while Figure 11 shows the samec
results totalled for both groups, for the above mentioned catcgories. It should
bc noted that the teaching mcthods comprising the category of Lesser Usage
were cmployed the most by both groups of interpreters as compared to the
other two categorics, namecly Greater and Equal Usage.

All three categorics, Greater, Lesser and Equal Usage. are illustrated in
Figure 9. Thc majority of the irterpreters’ revised frequency counts,
identificd for the tcaching mecthods subsumed in catcgory of Greater Usage,
are tightly clustered together in Figure 9.  Thus, Figure 10 illustrates a wider
distribution, for cach of the mecmbers of both groups of intcrpreters, along the
vertical axis of the revised frcquency counts for the above catcgory of
teaching methods. This wider distribution gives a visual impression that the
I-E's have used this caicgory more often than the iI-C's. The premise that the
I-E's would usc this category morc frequently than the I-C's holds truc cven if
the difference between the revised frequency counts is not significant,

A similarity between Figurcs 5 (Primary Lecvel tcaching mecthods) and
10 (Secondary Lecvcl teaching methods) is in the arrangement on the revised
frequency count scale of I-C-3 and 1-E-3 as compared to thc other interpreters.
Both 1-C-3's and I-E-3's revised frequency counts for the catcgory of Greater
Usage arc the lowest for cach of their groups. As stated previously both 1-E-3
and I-C-3 indicated that they had little or no experience working with
children.  Thercfore, their lack of knowledge about children and tcaching
strategies and methods may have been a causal factor in their low utilization
of the teaching mcthods that comprise the category of Greater Usage.  What is
dissimilar between the two figures is that I-C-3 has the lower RFC in Figure 10
but the higher one in Figurc 3. The difference in preference, between [-C-3
and I-E-2, with regard to the Primary (Figurc 5) and Sccondary (Figure 10 )
Level, for using the teaching methods in this catcgory at onc level over
another may or may not be important. In adding togcther the revised
frequency counts for both levels, for cach interpreter, the summed total is
closc to being the same The dcfinitions of what is a Primary and Seccondary
Level teaching method was a strategy developed in order to analyzc the vidco
tapc data and not information that cither group of interpreters had reccived.
Thus, at what Levcl, any interpreter utilizes the tcaching mcthods in a

particular catcgory, may not bc important. (scc Appendix X for the Revised
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Frcquency Counts for the Primary and Secondary Lcevel tecaching methods for
all six intcrpreters).

Another note to bc made is that the revised frequency count in Figure 5§
for these two match paired interpreters, 1-C-3 and I1-E-3, is higher than in
Figure 10. Thec only two interprciers who have maintained a closc revised
frcquency count in both the Primary Level (Figure 5) and the Sccondary
Level (Figure 10) teaching mcthods for this samc category, namely Greater
Usage, arc I-C-2 and I-E-1. As stated above the Level (Primary and/or
Sccondary) of employment of teaching mcthods per category is an arbitrary
decision on thc part of the rescarcher.  Yet, there may be a preference for the
utilization of one lcvel over another, this point will be discussed in the last
part of this scction.

The Sccondary Level - aods in the catcgory for Lesser Usage
is illustrated in Figure 9. At a ' ... ho visual impressior "< that the
cxperimental group of interpreters employed the tea i i in this
catcgory slightly morc often than the control group. With this being so then
the premisc previously stated is not supported. That is, the experimental group
of inicrpreters should have utilized the tcaching mecthods in the category for
Lesser Usage less frequently than the control group. in particular it is I-E-1
who has the highest revised frequency count of all the other five
interpreters.  Thus, I-E-1 brings the revised frequency count total for the
experimental group of interpreters above that of the control group. Out of all
six intcrpreters, I-E-1 was the only onc who had identificd, in Interpreter
Questionnaire #1, having worked with children who have a moderate
developmental disability. Even with this previous work experience and then
her subscquent participation in thc Experimental In-Service Lecadership
Training Secssions I-E-1 siill employed the tcaching mecthods in the category
for Lesser Usage morc frequently than any of the other interpreters.  She had
also utilized this category approximalcly four times that of the recommended
teaching mcthods in the category for Greater Usage. A possibility is that a lack
of enough time for practice and opportunity for individual feedback on
tcaching method presentation, during the Experimental In-Service Leadership
Training Sessions, prevented I-E-1 and the other two I-E's, who were
participating in thesc sessions, to adapt and modify their style of presentation.

This would bc espccially important for I-E-1, because of her past involvement
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with children who have developmental disabilitics, as shec would require more
time in order for her to change old tecaching habits.

An intcresting configuration is noted with regard te 1-C-2's and I-E-1's
placement in rclation to cach other. Both sharc the uppermost cluster in
Figures 9 (Lesser Usage) and 10 (Greater Usage).  There is no observable
rcason why I-C-2 and I-E-1 arc where they are as compared to their matched
pairs.

In Figurc 9 all six interpreiers who cmployed the teaching methods in
the category for Equal Usage arc illustrated as a fairly close grouping. An
improved view of the placcment of cach interpreter, along the wvertical axis, is
illustrated in Figure 10. The tcaching methods in the category for Equal Usage,
as displayed in Figure 10, indicate that the I-C's have used this category more
oftcn than the I-E's which is the opposite of what Figure 6, at thc Primary
Lcvel, illustrates.  This visual rcpresentation of the teaching methods in the
catcgory for Equal Usagc then agrces with the paircd onc-tailed ¢-test results
in Table 5. The results in Table 5 shows a significant differcnce between the
I-C's and the I-E's usage of the tcaching methods in this category. The result,
in Figurc 10, does not support thc premisc which stated thai both groups of
intcrprcters would cmploy the teaching methods in the category for Equal
Usage approximatcly the same amount. Plausible causal factors for the
premisc not being supported: (1) is that the I-C's were more comfortable in
using the tcaching mcthods in this catcgory, namcly Equal Usage, than the
I-E's; and (2) <hat the I-C's may have more cxpericnce in using these methods
with children than the I-E's.

Another situation to note in Figure 10, for the teaching mcthods in the
catcgory for Equal Usage, at the Secondary Level, is that two of the 1-C's (I-C-1
and 1-C-3) cmployed these methods more often than any of the other
interpreters. In Figure 7, for the teaching methods in the category for Equal
Usage, at the Primary Level, two of the I-C's (I-C-2 and I1-C-3) did not use any of
the methods.  The only I-C tha! is common to both results is I-C-3 who had very
little ecxpericnce working with children.  Possible reasons for the outcome:
(1) the division between Primary and Sccondary Level teaching methods was
the pcrogative of the researcher and thercfore, the interpreters would not
have been aware of any type of scparation; and (2) a personal, conscious and

unconscious, lcarning from past schooling may ecffeci the teaching style of
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the interpretess, thereby, causing them to use certain methods more ihan
others.

Thc last figurc in this chapter is Figurc 11 and it indicates the sum total
usage of the teaching mcthods of all threc categorics, Greater, Lesser and
Equal Usage, for the I-C's and the I-E's, at the Sccondary Level. The I-E's
revised frequency counts in Figurc 11 for the the tecaching mecihods
comprising the catcgorics of Greater and Lesser Usage are slightly higher
than the I-C's but not nccessarily significantly different. Even with no
significant differcnce between the two groups of interpreters, for the
tcaching methods in the catcgory for Greater Usage, the premise would still be
supported. That is, that thc cxpcrimental group of interpreters would usc the
tecaching mecthods in the category for Greater Usage more often than the
control group. A larger sample size, of interpreters, may lend credence 1o the
premise stated above. With a larger sample size there may have been a greater
chance of a wider discrepancy bctween the control and experimentai group of
interpreters usage of the tcaching mcthods comprising the category of
Greaicr Usage. But with the teaching mcthods in the category for Lesser Usage
the premise was not supported. Thus, the cxperimental group, instcad of the
control group, of interpreters utilized the tcaching mcthods in this category
more frecquently. The premise was also not supported for the tecaching
mecthods in the category for Equal Usage. The revised frequency counts for
the 1I-C's was grcater than for (he I-E's. Possible causal factors for the
nonsupport of the premise for the teaching mcthods comprising the
categorics of Lesser and Equal Usagc have becn previously discusscd. The
statcd factors wcre prescnted as assumptions and, thus, requirc further
rcscarch.

An interesting comparison can be made between Figures 8, at the
Primary Level, and 11, at the Sccondary Level, with respect to the overali
usage of each catcgory of teaching mcthods by both groups of interpreters.  In
the Primary Lecvel tcaching mcthods the highest revised frequency count s
the catcgory of Greater Usage. The category of Lesser Usage is next in line, and
the category for Equal Usage has the lowest revised frequency count.  Within
the Secondary Level teaching mcthods the highest revised frequency count in
the category of Lesscer Usage, while the category for Greater Usage has the
lowest rcvised frcquency count. Those tcaching mecthods in the catcgory for

Equal Usage have a slightly higher revised frequency count than those in the
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category for Greater Usage,  (Sce Chapter Three for Primary and  Sceondary
Level definitions) A possible cexplanation for the "reverse” or "opposite”
configuration in the usage of the tcaching mcthods may be that the category
for Greater Usage at the Primary Level was more often claborated on by those
tcaching methods grouped for Lesser Usage ac the Sccondary Level,  The same
would hold truc for the category for Lesser Usage at the Primary level which
was most often claborated by thosc teaching mcthods grouped in the Greater
Usage category at the Sccondary Level.  The revised frequency counts for the
tecaching methods in thc category of Equal Usage, at the Primary and
Sccondary Level, were small.  Thus, they could have contributed to or received

from any of thc other two catcgorics.

The premisc stated that the I-E's would utilize the tecaching methods in

the category for: Greater Usage more frcquently; Lesser Usage less often: and

Equal Usage approximatcly the samc number of times, than the I1-C's.  Possible

causal factors that may have contributed to the premise not being supported

arc as follows:

(1) The rcduction in the number (N) of intcrpreters, from 5 to 3 matched
pairs, who actually participatced in the study may have limited the
applicability of the results. If there was a larger number of motched pairs
involved in the study more of a discrepancy or similarity between the [-C's
and the I-E's may have appecared in the results. The greater the N, it any
study, the more likclihood that the population studied is represented
accuratcly and thus, "the smaller thc sampling crror” (Isaac & Michacl,
1971, p. 147). With a smaller N there is a greater chance of the pop ilation
sample not becing represented accurately, that is, the sample that
participated in the study may have been more homogencous than the
actual population.

(2) The possibility of inaccurate complction of the Interpreter
Qucstionnaire #1 by the interpreters may have an affcct on the results of
the study. The information from Intcrpreter Questionnaire #1 (sce
Appendix I1) was used to match pair the interpreters.  If any of the
interpreters I1xft out any particulars then this may have resulted in an

inappropriate selection of matched pairs. Therc were cight items that

0]
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tequied cach interprater's  responsc. With the information reccived from
cach interpreter the prior categories that were used to match pair the
iterpreters were: () cxperience  with the age group of children and/or
adults: (b) the type of sctting in which the involvement took place; (c)
whether there were any participants who have a disability and the
wentification of the type of disability; (d) the number of years of
involvement with cach group identificd; and (¢) how far back was the
mvaolvement for cach identificd group. For cxample, if an interpreter had
fuiled to identify a particular age group they had previously been involved
with then he or she may not have been matched with the most appropriate
person from the oppositc group.  Another examplc would be the vagueness
of response by somce of the interpreters.  That is, for the item "type of
sctting”, onc interpreter was very specific and stated "basketball" (I-E-1)
while another was more vaguc in his response and said "outdoor" (I-C-2). A
possible rcason for the differences in responses could be in regard to the
phrasing of the question. A solution would be to provide an example to the
kind of recsponse rcquired and/or to have met with cach interpreter after
the complction of the questionnaire and review every answer that was
identificd by the rescarcher as being too vague. Thus, the mismatched
pairing of any interprcter could have lecad to an inaccurate compilation,
asscssment, analysis and interpretation of the results.

The lack of natural history knowledge and interpretative expcerience by
an intcrprcicr may have had an influence on the results. This lack of
knowledge and/or expericnce may have produced a personally perceived
fecling of bcing unable to adcquately meet the neceds of the children who
have mild developmental disabilitics.  This fecling of personal inadequacy
may have been highlighted by the information presented during the
Expcrimental In-Scrvice Leadership Training Scssions. Some of them may
have fclt overwhelmed by being an interpreter for the first time
compounded with lcarning new material (natural history and learning
stratcgics of children who have mild developmental disabiiities). Thus, this
"arouscd” stress may have lead to an inability to "perform” as well as they
could have given previous natural history knowledge, teaching experience
and involvement with children who have mild developmental disabilities.

A factor with regard to the scripting of the video tapes for both groups of

interpreters may have indirectly affected the results. The problem that
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arosc was with regards to spcaker identification. The causcs of this
difficulty werc as follows: (a) having more that one person talking at the
same time; (b) when children and/or interpreters talked too fast and /Jor
were unclear in their pronunciations; and (c) cxternal noises such as
airplanes flying overhcad, ski-doo's, skicrs, the crunching of thc snow as
the group walked from site to site, the veices of the video technicians,
tcachers or tcaching assistants who had accompanicd the group. There
were times when the rescarcher was unable to identify the spcaker and/or
what was being said which resulted in those bits of conversation not being
counted in the study. This may or may not have affected the results of the
usage of the categories of tecaching mcthods by the I-C's and the I-E's.

A fifth factor that may have influenced the resulis of the study in some
way was what Isaac and Michacl (1972) call the “pitfall in 'mcthod' studics”
(p. 61). Isaac and Michael stated that "it ... [was] dangcrous to assume that
two teachers ... [were] actually tecaching with the samc mecthod. Observers
often report{ed] critical differcnces that suggestjed] two versions of a
given mcthod. Such an interaction ... [would be] crucial in making
mcaningful interpretations” (p. 61). For cxample, every tcacher would
have nuances in their tonc of voice, facial expressions, body language and
so on, that could cause inconsistcnces in the identification of the tcaching
method bcing obscrved. In rclation to this study cven though the
researchzr uscd onc common dcfinition for ecach tcaching method and the
obscrvations verificd, the analysis of the scripted portions of video tapes
could still contain inaccuracies.

The fact that thc match paired interpreters did not nccessarily work with
children from the same school may or may not have biased the results
towards the control or expcrimental group of interpreiers.  Only onc
matched pair of interpreters (I-C-1 and I-E-1) taught children from the
same classroom, on the same day of the study. There may be nuances
between children from different classrooms in the way they respond to
such things as “classroom” rulcs, discipline, visitors and outings. With
match paired interpreters working with children from diffcrent
classrooms onc member of the pair may have had very little problem with
“discipline”. The other mecmber of the match paired set may have spent
half of his or her time trying to get the children to attend to the aclivitics
that he or she had planned. With a difference in the actual time spent
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tcaching for cach member of the match paired sct an inaccurate frequency
count would result in the number of times cach teaching method in a
category for Greater, Lesser and/or Equal Usage was employed. This latter
final outcome in the utilization, by the control and experimental group of
interpreters, with regard to the tcaching mcthods comprising the
categories of Greater, Lesser and/or Equal may have differed considerably
from the present results. Thus, the results may have shown a wider
discrepancy, or a greater similarity between the control and experimental
group of intcrpreters.

The possibility that the Experimental In-Service Leadership Training
Scssions were too short in duration may have biased the results toward the
control group. This condensed typc of in-service method of staff training
is frequently found in the recreation and leisure dclivery system.  For
cxample, summer staff in a nature centre may participate in in-service
training at the start of the season and be evaluated at the end. The summer
staff would subscquently reccive feedback with rcgard to their work
performance at the end of the scason. The timing of the feedback
presentation to the summer staff is inappropriate because they have no
opportunity to correct their mistakes and have a reevaluation of their
pcrformance.

The above type of in-service is similar to the way the Experimental
In-Scrvice Leadership Training Sessions were organized. Every
interpreter in the experimental group was provided with information
about childrecn who have mild devclopmental disabilities along with an
opportunity to role-play a' prescnting an activity to these children. At the
conclusion of the role-playing scssion every interpreter was given
fcedback with respect to the tcaching methods and strategies that he or she
had used. Each interpreter in the cxperimental group was then sent out to
do a natural history interprctative programme with children who have
mild devclopmental disabilitics. No feedback was given to any interpreter
pertaining to the tecaching straitcgies and methods that he or she employed,
therefore, the cducation of cach intcrpreter was limited by time and
opportunity.
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Summary

The discussion from the results of thc vidco tape analysis does not
indicate support for the prcmisc of the study. That is, the experimc 'al group
of interpreters did not nccessarily usc the tcaching mecthods in the category
for Greater Usage significantly more often thar the contrel group. But
overall, for both the Primary and Sccondary Levels, they employed this group
of teaching methods as frequently or slightly more often, than the control
group of interpreters.  This latter comparison was scen by comparing Figures
8 and 11.

For the tcaching mecthods comprising the category for Lesser Usage the
opposite of what the premise stated took place. The experimental group of
intcrpreters were the group who employed the tcaching methods in this
category slightly more often than thc control group. Whercas the premise
stated that the control group of intcerpreters would use the tecaching methods
in this category more frcquently than the cxperimental group.

The last grouping of tecaching mcthods were those subsumcd in the
category of Equal Usage. The premise for these tecaching methods was
supported at the Primary Level but not at the Secondary Level. At thc Primary
Level, the cxperimental and coutrol group of interpreters cmployed this group
of tecaching methods about cqually. Therc was no significant difference in
their uscer patterns. With the Sccondary Level tecaching methods the control
group of interpreters employed the tecaching methods subsumed in the
category for Equal Usage significantly more often than the cxperimental
group.

Conclusion

This chapter contains information aboul the populations and the
interpretative programmes that were part of this s Jy. The results of the
Interpreter Questicnnaire #2, Section II and vidco analysis were also included
in this chapter. NO statistical testing was donec on the Intcrpreter
Questionnaire #2, Scction II because of the small number of participants but
the data were visually rcpresented by the use of tables accompanied by a
written summary. The results of the video taped data wcre presented in this

chapter with the usc of statistical tables and scattcrgrams.
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The study was designed to try and answer the question posed in Chapter
Onc. From ths information discussed, in the Interpreter Questionnaire #2,
Section 11 scction of this chapter, with regard to the interprcters responses to
the children and the programming, the experimental group appears to have
benefited from the Experimental In-Service Leadership Training Sessions.
The cxperimental group of interpreters sccmed pleased with the way the
various aspects were developed and felt in control of the programme and the
children. While the control group reported feeling unhappy, confused and
not in control of the situation. One of the I-E's, during the debricfing session,
stated that she found the information she received during the in-service
lcadership training sessions to be useful in helping her understand what level
the children werc at with regard to their cognitive ability. Thus, the
sxperimental group of interpreters benefited from the specialized training
and genecrally were morc satisfied with the results of their efforts to meet the
nceds of the children, who have mild developmental disabilitiecs, in their care.

The rcasons and factors idcntified and discussed, with regard to the
video tape data recsulits, as to the gencral nonsupport of the premisc in this
study arc just assumptions. But thc most probable cause for the nonsupport is
that morc time was probably nceded to conduct the Experimental In-Scrvice
Lcadership Training Sessions. The exira period of time would allow for a
succession of teaching, observation and feedback for the members of the
cxperimental group of interpreters. Having one short period within a
classroom for rolc playing and fecdback prior to the actual delivery of the
programme to the children would not have been cnough time to change the
interpreters teaching behaviours which were developed through a lifetime of

cxpcricnce.



98
CHAPTER FIVE

Summary

Statement_of the Problem

The primary focus of this study was to address the nceds of interpreters
sccking to rclate to children who have mild developmental disabilitics.  This
was done by providing the interpreters with information on (1) effective
tcaching tcchniques to use with children who have mild developmental
disabilitics; and (2) rescarch that ideatified lcarning stratcgics uscd by
children who have mild devclopmenial disabilitics (Das, 1972, 1973a, 1973b; Das
& Bower, 1972, 1973; Das & Cummins, 1978; Das, Kirby & Jarman, 1979). The
above stated problem was addressed through the answering the question posed
in Chapicr Onec.

Significance of thc Study

This study is sigenificant in thc arcas of applied and theoretical
recscarch.  In the arca of appliecd research this study produced a manual
(In-Service Leadership Training Manual) that focused on the training of
interpreters in order for them to eifectively nodify and present an
intcrpretative  programme to children who have mild dcvclopmental
disabilitics.  The e¢xpected impact of the Expcrimental In-Scrvice Lcadership
Training Secssions on the interpreters was to have led 10 an awarencss of the
different strategics these children use to process informationn. A sccond
cxpected impact on the interpreters was on their ability to employ tcaching
mcthods suited to the children for whom they were responsible.

In the arca of theorctical rescarch the study linked the interpreters,
docents and environmental cducators with various developmental theories
that had been integrated into information processing systems which could
then be applied to the ficld of interpretation.

The information and knowledge gained from this study sought to
accomplish five objectives which appear in Chapter Onc. The results of the
first threc objectives, which camc out of applicd rcsecarch, appecar in the In-
Service Lecadership Training Manual.  The feurth objective focuscs on the

application of thcorctical rcscarch to the ficld of interpretation while the



fifth objcctive cxposes arcas of thcoretical rescarch that stili nced to be
cxplored and applicd. The latter objective is the subject of the last portion of

this chapter.

Summarics and Conclusions

Objcclive__#1

Educators necd to know who their audiecnce is in order to develop and
implement programmes that will engage the children instcad of bore them.
Many lcading cnvironment cducators and interpretcrs (Tilden, 1977; Edwards,
1979) have stressed the importance of knowing the make up of the audicnce.
Onc of Tilden's (1977) principles of interpretation is that children should have
programmes designed specifically for them and not watered down versions of
those developed for adults.

Information from the literature review (Chapter Two) was used to
develop an in-service leadership training programme which was given to the
cxperimental group of interpreters in order to accomplish the objective of
knowing the clicnt. This programme included the Following topics: (1) the
various cognitive theories with regard to their processing of information;
(2) social skill levels and bchaviours that they may or may not have when
compared to their pcer; (3) teachers and mothers perception of them (4) and
its cffcct on their social and cmotional development; and (5) their level of
ability to undcrtake gross and complex motor skills, and their physical

dexterity when compared to their pcers.

Objcctive  #2

An outline for an in-scrvice lecadership training programme, divided
into three sessions, was devcloped and implemented as part of this study. (Sce
Appendix 1l for the Outline and Appendix V for the Rescarch Schedule ;' "the
sessions included such topics as: (a) definitions and meanings to such terms as
dcvclopmental disability, and mild decvclopmental disability; (b) characteristics
of children who have mild developmental disabilities, what are some of the
simiilaritics and differences when they are compared to their peers;

(¢) tcaching mcthods and tcchniques-a discussion of the differences, pros and
cons when using them with children who have developmental disabilities:

(d) planning natural history interpretative programmes-lesson plan

99
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development and modifications; and (e) cvaluating children's behaviours to
identify if they are interested, bored, distracted and so on.  The presentation
mcthods included: brainstorming, class presentations, discussions, pre-
rccorded video tape programme, lecture, group cxcrcises., demonstrations and
rolec playing.

After the cxperimenial group of interpreters had participated in  these
scssions they then presented a natural history interpretative programme 10
children who have mild developmental disabilitics. The interpreters were
then asked to cvaluate the Expcrimental In-Scrvice Lceadership Training
Scssions.  The evaluation form was Secction 1 of Interpreter Questionnaire #2
(sce Apcendix VII). The responses made by the cxperimental group of
interpreters were positive.  The information about children who have mild
devclopmental disabilitics bencfited cach of the interpreters from the
cxperimental group in their preparation and involvement time with their

group of children.

Objective #3

Techniques to modify recgular children’s programmes, for successiul use
with children who have mild developmental disabilities, by cducators were
achicved in this study. The scction "Tcaching Mecthods and Strategics”, from
Chapter Two, outlined the process that educators, such as interpreters, docents
and cnvironmental educators, could follow in order to modify thcir planned
programmes for children who have mild developmental disabilitics.

The experimental group of interpreters responses in  Interpreter
Questionnaire #2 (seec Appendix VII) for both scctions were generally very
positi~.. bout their use and application of the information that they had
tcceived.  These interpreters indicated that they were glad that they had been
given information about the children and about the techniques that would
assisi them in modifying rcgular children's programmes.

The overall responses from the control group of interpreters in the
Interpreter Questionnaire #2 for both sections indicated that the general
information that they had rccecived about children and about tcaching
tcchniques were not helpful to them in this situation. The in-scrvice
Icadership training scssions that the I-C's had participated did not include

information about children who have mild developmental disabilitics. This
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lack of information about the children was a frequent comment made by the
I-C's in the TInterpreter Questionnaire #2.

In comparing the responscs of the experimental with the control group
of interpreters to Interpreter Questionnaire #2 the I-E's were more positive
and perecived that thecy had made modifications to their programme. Whereas
the 1-C's perceived the cxact opposite, in that they did make some modifications
but they were not comiortable with what they had donec. With regard to the
perceived usage of the tcaching methods by cach group the premise is
supported. The results of the perceived usage by both groups had the
cxperimental  group using the tcaching mcthods categorized for: Greater Usage
more often; for Lesser Usage less frequently; and for Equal Usage about the
samc number of times as the control group of interpreters.

The results from the statistical analysis of the video tapes do not support
the premise. There wer: some difierences in the usage of the teaching method
catcgorics between the two groups of interpreters but the only significant
diffecrence shown was with the category for Equal Usage at the Sccondary
Level (sce Chapter Three, Definitions). However both groups of interpreters
perccived their usage of the teaching method categories and the comments
offecred by them indicated that it was the cxperimental group of interpreters
who were better prepared and cnjoyed the experience more than the control

group.

jcctive #4

The section on Cognitive Decvclopment in the literature review (Chapter
Two) compared and discussed various thcories on the strategies children who
have mild devclopmental disabilitics usc in order to process information. A
discussion on interpreciation along with various interpretative programmes,
scgregated and integrated, were also presented as part of the review of
litcrature.

The lack of informavion that integrated intecrpretation and the learning
strategics uscd by children who have mild developmental disabilities and the
support by pcople in various agencics, cducational and otherwise, gave
credence to the nced for this study. An in-service leadership training
programme that focused on providing interpreters with information about
children who have mild decvelopmental disabilitics was developed and

implemented.  The sessions addressed the need to have research that focuscd
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on children who have mild developmental disabilities synthesized and
accessible to the lay person, hence, information abeout natural history
programming and lesson plan development was also included. By integrating
these topics it was possible to provide modifications of teaching techniques
and strategics that would benefit the client.

The results from this study indicated that the information provided to
the I-E's was a rcsource that they perecived assisted them in their presentation
of a n-=wurzi history interpretative programme to children who have mild
develc 'mental disabilitics.  Thus the rescarch completed by this study does
complement the litcrature in the arcas of cognitive processing by children

who have mild developmental disabilitics and natural history interpretation.

Objcctive #5

As with most studics, arcas arc found that rcquirc further rescarch.  As
this study was a ficld cxperiment, the ability to have tight control over many
of the dependent variables, as in a laboratory cxperiment, was not fcasible.
The wecather, equipment and pcople who participated directly or indircctly in
the study arc cxamples of some of the dependent variubles that affected, in
somc way, the out come of the study. Some of these focus on the need to gather
material alrcady published in the arcas of feedback and in-scrvice lcadership
training scssions.  Others would require a more in-depth look at the
modifications to the design of this study, in particular the way the in-service
lcadership training secssions are organized. The above mentioned suggestions
arc discussed in grcater detail in the scction Recommendations, Rescarch, that
conclude this scction. The arcas that arc also covered in this following scction
arc: Administration, Organization and Programming.  This study, with

modifications to tighten control, should be repcated to wverify the conclusions.
Mcthodological Critique

icneral mments

In the designing stage of this study it was reassuring to be informed by
pcople working for such agencics as naturc and environmental centres,
camping associations and those working dircctly with pcople who have

developmental disabilitics along with school personal that this type of
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rescarch was neceded.  Comments made by these pecople shared a similar theme
in that they felt that practical information about children who have mild
developmental .asabilities was not rcadily accessible 1o them.  They reiterated
that information availuble to the lay person about thesc children was scarce
compared 1o what was obtainable about children who have a modcrate or
severe developmental disability.  These people felt that this first group of
children had becamc "lost in the cracks". Their positive support of the study
and requests 1o rceeive a copy of thc manual after the study was completed,
rcaffirmed, from the stand point of what was not found :- the literature, that

this type of rcscarch was nccessary.

D Collection

Interpreter Questionnaries #1 und #2 were designed to collect data

specifically for this siudy and therefore relied on face validity.

Data  Analysis

The data analysis for this ficld cxperiment was straightforward.
Interpreter Questionnaire #1 was usced to match pair the interpreters who
were then randomly assigned to either the control or the experimental group.
Interpreter Questionnaire #2 was divided into two sections. Section I asked
cach of the interpreters to cvaiuvate the in-service leadership training
sessions that they attended.  This section was only uscd to cvaluate and modify
the Experimental In-Service Leadership Training Scssions and, thercfore, was
not dircctly part of the swdy. The sccond scction to Interpreter
Questionnairc #2 focused on cach interpreter’s perception of the programme
that they had dclivered to the children, in particular the three ten minute
activitics that werec common to all of them.

The results of the data from Section II of the second questionnaire was
presented in a written form and were not statistically analyzed. Patton (1990)
states that "the failurc to find statistically significant difference in comparing
pcople on somc outcomc mcasurc docs not mcan that there are no important
diffcrences among those pcople on thosc outcomes. The differences may

simply be qualitative rather than quantitative” (p. 110). Thus a greater
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diffcrence may have shown itself if qualitative mcthods and analysis were
undecrtaken.

Paircd onc-tailed -tests were used for statistical analysis while
scattergrams werce uscd to visually assess the data from the scripted portions of

the video tapes used in this study.

Summary

An intense review of the literature found no rescarch that was based on
filling the nceds of interpreters who wanted to make their natural history
interpretative programmes morc accessible to children who have mild
developmental disabilitics.  There were some studies that looked at programme
development and implementation of segregated and integrated programmes
for children who have varying disabilitics. As such there was enough support
in the literaturc and otherwisc to identify a nced 1o rescarch the following
question:

Do the Expcrimental In-Service Lcadership Training Secssions have an

cffect on thc interpreters in their presentation of interpretative

programmes for children who have mild developmental disabilities?

The fulfillment of thc objectives and the results from this study lend
themsclves to answering this question in the affirmative. The Experimental
In-Scrvice Lecadership Training Scssions that were designed to provide a group
of interpreters with information on the learning processes of children who
have mild developmental disabilitics was accomplished.  This group of
interpreters was  also provided with cffective teaching techniques that would
assist them in the modification of natural history interpreter programmes for
these children.  Even though the statistical results of this study do not show
any significant difference between the I-E's and the I-C's use of the tcaching
mcthod categorics for Greater and Lesser Usage the interpreters themsclves
perccived otherwise.

The responses from the Interpreter Questionnaire #2 inlicated that the
expcrimental group of interpreters were plecased with the way their
programme dcvcloned and with the behaviour of the children.  These
interpreters  werc  satisfied with the content of the Expecrimental In-Service
Leadcership Training Scssions and perceived that they had indeed used thosc

teaching mecthods that were identified as being the most suitable for use with
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children who have mild developmental disabilitics.  While the control group of
interpreters  responses were the opposite. . They were not happy with the way
their programme developed or with the bechaviour of the children. The I-C's
felt that the children were bored and disinterested with the activities and the
information that was being presented to them.  The control group of
interpreters cven pereeived themselves as having used the tcaching methods
in the amount that would support the premisce of the study. That is, that the
tcaching mecthods comprising the category for Greater Usage would be used
morc frcquently by the experimental group of interpreters than the control
group. The I-E's would employ the teaching mcthods in the category for
L.esser Usage less often then the I-C's and that both groups would use the
tcaching mcthods subsumed in the category for Equal Usage about the samc
amount.

As stated by Patton (1990) and other rescarchers, the difference in a
study may not be significant quantitatively, but it may be if analyzed
qualitatively.  The results do indicate strongly that the experimental group of
interpreters did perceive that they bencfited from their Experimental

In-Scrvice Lcadership Training Sessions.
Rccommendations

Inir ion

The following rccommendations are made from the perspective of the
rescarcher's cxpericnce und the results of the study. The recommendations
arc madce in order to bc of benefit to others who might undertake similar
studies and/or include vidco tcchnology into a research project. The following
rccommendations arc divided into four scctions: (1) resecarch;

(2) administration; (3) organization: and (4) programming.
Rcscarch

Litcrature  Revigw

(1) There is a nced to take a closer look at fecdback, both positive and negative
as a teaching technique.  The cxperimental group of interpreters may have

provided morc positive feedback than the control group of interpreters.
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Though the I-E's did pereeive themselves as having given the children
slightly more positive feedback then the 1-C's it would be interesting to
find out if this was truc. Once of the teaching strategies that was stressed
during the Experimental In-Scervice Leadership Training  Sessions  was  the
importance of providing morc positive feedback to children who have mild
developmental disabilities than would be the case to their peers.  Rescarch
has shown that children who have developmental disabilities are more apt
to remcmber the negative than the positive feedback that they are given
(Hewett & Forncss, 1984).

A literaturc review on in-scrvice lcadership training sessions and
programmes that focus on teaching mecthods and strategics is nceded.  This
recvicw would identify those techniques and methods of presentation that
work best: (a) to stimulate the participants involvement in the sessions and
to help them internalize the information that is being provided: and (b) 10
change thosc bchaviours that are not conducive to assisting children who
have mild dcvelopmental disabilities to lcarn and cnjoy an interpretative

programme.

Rescarch _ Study

3)

4)

The development of an in-service leadership training programmc ihat
would include the comparisons made in this study but also allow for more
practice and feedback time for each interpreter. A possibility may be to
have: (a) onc session of in-service leadership trairing cvent for both the
cxperimental and control group of interpreters, whereby, they have the
opportunity to test their delivery of programmes to children. The
cxperimental group of interpreters could work with children who have
mild developmental disabilitics and the control group with children who do
not. (b) Both groups would be video taped and then, with the information
from the recorded tape: be provided with feedback as to the usage of
teaching methods and stratcgies. (c) A sccond presentation of programmes
by both groups of intcrprcters would take place. This time both groups
would have children who have mild decvelopmental disabilitics. This sccond
presentation would also be vidco taped with the interpreters receiving
feedback from the researcher.

Another study may be donc just looking at onc group of interpreters and

their participation in the in-service leadership training scssions and
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programme  presentation  to children who have mild developmental
disabilities. The format would be similar to that stated above, where the
interpreters would have two in-scrvice scssions cach followed by a
programme 1o children and then a feedback scssion with regard to their
use ol teaching methods and  strategics.

tor the rescarch undertaken in cither (3) and/or (4), above, the number
ol match paircd interpreters participating in the study should be increased
to more than three sets in order to include a larger sample of the
population.

The rescarcher observed, while viewing the video tapes of the natural
history interpretative programmes, that some children were more affected
than othcrs by the presence of the video technicians. 1t is unknown to the
rescarcher whether or not the prior taping experience in each classroom
was of any help in reducing the effecct of the camera and video technicians
on the children. A study could look at the cffects of video taping on
children in classrooms and in ficld settings. A possible question “Is there a
minimum number of vidco taping sessions which need to be done in order

ler the children to ignore the camera and the video technician?”

Administration

Dol Hegtion

(7

(8)

The time span for the collection of data was limited to one weck in the
middie of March. This time period was the most convenient for everyone
with rcgard to school scheduling. Another time period may be found that
could reduce somc of the dependent variables, such as weather and the
scheduling around holidays and examinations, for all participants. A
greater cxpansc of time would allow for: (a) a greater number of
participants, intcrpreters and children to be involved in the study, thus a
greater sample size; (b) an orientation session for the video technicians to
acquaint themsclves with the particular video cameras prior to the actual
rccording sessions; and (c¢) a longer in-service course for the interpreters
which would provide for more practice and feedback time.

The collecting of the data was straightforward for both questionnaires and
the interpretative programmes. But in hind sight changes could have been

made in ‘he procedures for both methods of data collection. It would have
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been morc profitable to have intervicwed, on a onc to one basis, every
interpreter to ensurc that cach questionnaire was fully complcted. Some of
the responscs on the questionnaires were: (a) vague. c.g., “outdoors™ while
others wrote “playground™; (b) lacked cxplanation, e.g., in Interpreter
Questionnaire #2 space was provided for each interpreter to cxplain their
response but some failed to do so; and (c) misrcading of the question, c.g.,
answered the questions in Scction 1 of Interpreter Questionnaire #2 with
rcgard to the natural history programme that they had just presented
instcad of the in-service lcadership training scssions that they had
previously attended. With the added dimension of the rescarcher talking
with cach interpreter about his or her responses to both questionnaires a
qualitative aspect of this study could have been introduced. It may be that
this type of study lends itsclf more towards qualitative rather then
quantitative data collection.

Interpreter Questionnaire #2 was undcertaken in the out of doors
immediately after each interprcter had finished presenting his or her
programme. The questionnaire may have been completed more accurately
if they had a room to go to, something hot to drink and were not under

pressurc to go to their next commitment.

(10) It took a long time to transcribe the audio portions of the video taped

interpretative programmes that were used in this study. It would have
been quicker if more than onc person had undertaken this task, or if
specific time intervals could have been studied rather than the entire
teaching expcricnce. Using a more clement wecather timeframe would have

prevented the dysfunction of equipment and batteries.

Interpreter  Questionnaires

(I1)  After each qucstionnairc has been completed and returned to the

12

rescarcher the following step is suggested: the researcher and the
interpreter should arrange a time to mcet. There would be two mectings:
prior to the in-service leadership training sessions and afier the
presentation of the interprctative programme.

) Integrating a qualitative aspcct into the research may confirm and
support the conclusion of this study, that the Experimental In-Service
Lecadership Training Secssions had a positive effect on the I-E's.  The

inclusion of qualitative data gathering would occur during the two times
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that the researcher and interpreter meet to discus his or her responses to

the questionnaires.

Otber

(13) Try to have all or most of thc vidco cameras the sami~ make and modecl so
that parts, for cxampic, batterics, can be interchanged if thc need arises.
This would prevent a reduction in the time length of each recorded video
tapc and may then allow for actual raw data and not revised data io be used
as rescarch results.

(14) To make transcribing of the conversations casier a wireless microphone
for the interpreter and cach child in the group would be ideal. This would

improve auditory clarity on the videco tape.

Organization

Arrival

(15) To prevent interpreters from going to the wrong site or overlapping sites
thecy shouid be provided with a map showing the exact spot where their
natural history interpretative programme is to take place.

(16) Each interpreter should be informed that his or her primary concemrn is
for the children. Each interpreter and video technician should be at the
sitec 30 minutes prior to the childrens actual arrival. This extra time also
allows for cach interpreter to get his or he:r site ready and for the video
tecchnician to revicw the video camera that he or she will be using on the

day.

cripting Vi T

(17 To help the person transcribing the video tapes, the following should be
requircd: (a) ecach interpreter should speak loudly and clearly and if
possible face the camera so that his or her voice could be picked up by the
microphone in the video camecra. (wireless microphone on each
intcrpretcr would be best); and (b) the videco technician should try and be
as close to the interpreter that he or she is recording in order to capture

the interpreter's voice, facial cxpressions, and body language.
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In-Service for the Video Technicians

(18) The following itcms can be covered in a meecting or an in-scrvice scssion
for all the video technicians who will be assisting in the collection of data
for the study. (a) Have all the videco camcras available at onc time prior to
the actual data collection times so that cach videco technictan becomes
familiar with the idiosyncrasics of every camera to be used in data
gathering. This will prevent confusion and delay on the study site.  (b) Teo
prevent unnccessary competition of other voices with that of the
interpreter and the children it is important that the video technician not
spcak. This is because the video technician is close to the camera
microphone and his or her voice therefore dominates over those in the
class. (This principle is the samc for those persons, c.g., tcachers, tcachers
aids, who may be preseni and at times arc next to the video technician and
thc camera microphone.) (c) The video technician is responsible for
moving in such a way as to be in front of thc interpreter so that voice

recording is clear on the videco tape.

Programming

(19) It is important for the interpreters to be dressed appropriately for the
wecather. By being prepared and clothed for the circumstances of the day
the interpreters themsclves set an exampie of how to dress and be preparcd
for a change in wcather.

(20) Each interpreter nceds to be conscious of having only one person
spcaking at any particular time. This includes the intcerpreter being
conscious of his or her own interruptive behaviour. Every interpreter
must rcinforce this positive bchaviour of no interruption bccause then i
enablces: (a) everyone io be listencd to and thus this shows respect for the
person who is spcaking and for what he or she is saying; (b) a clear
understanding of what is bcing said with less chance of being
misunderstood; and (c¢) allows for the microphonc to pick up only onc voice
at a time instead of two or morc.

(21) Each interpreter should be censcious of other groups using the trail or
arca and try to rcfrain from cntering another interpreter’'s sitc where he
or she would be a distracting factor., When an interpreter and his or her

group enter another's site this can result in some of the following: (a) the
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children from both groups can bccome distracted resulting in loss of focus
for members of cither group: (b) sctting the two groups of children at each
other thereby possibly causing both interpreters to lose control over their
groups; and/or (c¢) having thc voices of the cniering group carry over
towards the octher group thereby reducing the children's attention away
from their interpreter.

A solution to this problecm may be to have a buffer zone bctween groups
to recduce the possibility of more than one grouping being on the same site.
Another possibility, depending on the type of site, is to have cach group
rotatc clockwise at sct periods of time.

(22) Each interpreter should be well prepared and know their site. That is:
(a) cvery interpreter should not only have lesson plans outlined for the
full 50-60 minute programme which is to be presented but he or she also
necds to have additional activities planned and prepared in case of an
cmergency. For cxample, the activities that the interpreter planned may
be exhausted before the actual scheduled ending. (b) Each interpreter
nceds to bc familiar with their site and have a gecneral knowledge of the
types of animals and plants that may be found and/or frequent the arca.
This includes those found below ground level and under snow, leaf litter
and bark; at ground level, general working and sight level, canopy level
and above. (c) When an interpreter is familiar with his or her site then he
or shc is better able to supplement the programme with objects and
artifacts.

(23) The interpreters necd to be prepared to modify and change their
approach, and to be able to adapt their programmes with regard to the
children and/or wecather conditions and any other unforescen
circumstances. For example if it is especially cool or cold out, or the group
is spending a considerable time in the “shade” then the interpreter should
have the children involved in a “moving” type of activity. The important
thing is for cach interpreter to be flexible and adapt to the circumstances
that dcvclop.

(24)  Again, if th children are verbally complaining or through their body
language arc saying that thcy are uncomfortable in some way, e.g.,cool,
cold, wet, then it is incumbent upon the interpreter to respond immediately

and change the circumstances. For c¢xample have the children play a game
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that will warm them up. he interpreter should change, modify or adapt an
ctivity to be able to accemmodate this kind of situation.
(23) Each interpreter nceds to be cognizant of alternating an activity with a
“Lecture” (provision of information), cven if it is a question and answer on
an artifact or object. Recasons bcechind changing teaching mcthods are:
(a) it keeps the programme morc exciting and challenging for the
children; (b) it helps to redircct the children's focus and thercby keeping
their attention on the interprcter and/or activity: (¢) if it is cold out and
the children do an activity with a lot of movement then they will stay
warmer for a longer period of time; {d) it helps keep the children from
geuing bored, therefore, they will be less likely to become disruptive,
i.c., tcasc cach other; and (¢) it assists the children in maintaining their
focus on the interprcter and/or activity since these children's attention

spans arc shorter and they are more casily distracted ihan their peers.

mmar

The reccommendations made for this study were prescnied in four
sections. The first scction focused on the arcas that arc pestinent to this study
and would indicate cither a support for or against the rescarch results.  The
next three scctions discussed arcas of improvement for a similar rcsearch
project or onec that would rcquirc video tcchnicians as participants in the
collection of data. It is hoped that these rccommendations would be of benefit

to others who have an interest in this ficld of rescarch.
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Appendix 1

Definition of Teaching Methods
Ground Rules
Clarification of Teaching Method Definitions



S S 4 N 'S
CLOSED METHODS
Lecture - teacher talk or information giving.
Question - teacher interrogative request for specific information.
Demonstration - tcacher supplements talk with visual clues or external props.
Direction - teacher commands or insists students to comply.
Mastery - tcacher drills or practices specifics with students.
Problem-Solving - tcacher scts or poses a situation which requires the student

to arrive at a precdetermined solution.

OPEN METHODS

Clarification - tcacher pcrmits the student to cxpress or claborate feclings,
opinions or thoughts without intcrruption.

Inquiry - tecacher pursues and challenges student statements, or permits
studenis to qucstion.

Dialogue - teacher allows students to interact, react, and discuss a topic or idea
with interjections, but not inhibiting behavior.

Roberson, E. W (1970). Decvcloping obscrvation systems. (ERIC Document
Scrvice No. ED 0567 987) p. 34,

Ground Rule 2 - If, when coding levels of the Mcthods, ... you arc uncertain

concerning two levels within the cutegory, always code the level
farthest from the 1op ...[of the definition listl. For instance, if you
arc uncertain as to whether the method is Lecture or Dcmonstration,
you would mark Dcmonstration. (Roberson, 1970, p. 38)

[Revision- This will pertain to cach level , Primary or Sccondary, but
not betwecen levels.]

Ground Rulec 9 - When the tcacher asks a qucstion and names a student at the
conclusion of the question, the method level of Dircction is marked
(i.c., "What timc is it, Jack?"). When the tcacher identifies the student
and the poses the qucestion, the method level of Question is marked
(i.e., "Jack, what time is it?"). (Roberson, 1970, p. 39)

Roberson, E. W (1970). Decvcloping obscrvation systems. (ERIC Document
Scrvice No. ED 0567 987) p. 38 & 39.



While the rescarcher used the TSA Observation System (Roberson, 1970)
because of the ambiguity of the definitions the following points were
considercd a long with the dcfinitions of the Teaching Methods.

CLOSED METHODS
Lecture - could bc onc statcment providing or giving information.

Question - the question allows for a varicty of answers. The interpreter is
opening the floor for answers, c.g., A qucstion in Social Studies.

A qucstion is identified as a Question when the interpreter does not say the
students name. RE: TSA Ground Rule 9 via Ground Rule 2.

A quecstion asked by the interpreter with no identified name attached to the
question will be scored as a Question.

If the question came from a Demonstration, then score as the Primary
mcthod - De (Dcmonstration) and as Sccondary method - Q (Question).

Demonstration - if a interpreter points to a trec, bird feceder, squirrel. and so
on it is considered a Dc¢ (Dcmonstration).

When the Interpreters are talking about and pointing to a beaver stump
then it is a De (Dcmonstration). At the "instance"” when the Interpreter
talks about bcavers then the method switches to L (Lecture).

For this study sight is considered an cxternal prop, therefore if the
students' sight are in any way blocked from secitg ihe object or artifact
being discussed then it cannot be scored as a De (Demonstration).

Hcaring (listening), touching, smeclling, tasting, and sight are considered
cxternal  props.

If a interpreter is writing on vard (c.g., blackboard) it is considered a
Demonstration.

Only when the 'sterpreter has pointed things out and/or provided the
artifact is it scorcd as a Dc (Demonstration). When the student points
things out i1t is not considcred a De (Demonstration).

Direction - is dirccting a question to a spccific person. COMPLIANCE is the
key for this Tecaching Mecthod.

Mastery - cach student has to go over and over (practice) the task again and
again. It is not when cach student gets one turn at the same task.
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Problem-solving.- to climinatc all other possibility and get the one correct
answer, ¢.g., a math question.

PS (Problem-solving) sets the situation/the cenvironment and what s
rcquired is a predetermined solution (c.g., What colour of coat is St wecaring
right now?).

PS (Problem-solving) scts the student up, c.g., Can you guys smell anything
this morning?
De (Demonstration) is using the "smecli”, c.g., What can you smell?

OPEN METHODS

Inquiry - the interpreter is involved in the dialoguc with the students by
answering the students questions c.g.,What? Why?.

A student's I (Inquiry) question comes because of the
information/statement(s) that the interpreter s just madc or after the
interpreter has directed him/her towards sci:- -hing. From the
information or direction therc is a responsc from this student who is then
seccking further clarification,

In terms of Ground Rules the rescarcher is looking at the interpreter
answering the 1 (Inquiry) made by the student(s).

The I (Inquiry) is dirccted at the interpreter and not at the class in general
or towards the student's pecers.

Dialogue - allows involvement by the interpreter, but usually only the
students arc involved (refer to the decfinition).
When students are in D (Dialogue) and arc referring to the De
(Demonstration) then it is scored as- Primary mcthod Dc (Demonstration) &
Secondary mcthod D (Dialoguc).

There are times when spccific students are not identified yct the response
recorded is recognized as coming from one particular student. So when
there is D (Dialoguc) and there is only unidentified student responscs then
do not mark the conversation. Only when the conscrvation is know to come
from more than onec student, even if the students who have contributed 1o
the responses arc not identified, can the responscs be scored as D
(Dialoguc).



Appendix II

Interpreter Questionnaire #1
and
Summary of Results
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In-Service Leadership Training Sessions Outline



In-Service Leadership Training Sessions Outline
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Mcthod  of Specific  Content | General Content ||Specific Content|Method of
Presentation for L.E Group for I-C Group Presentation
Brainstorm-2 Pefinitions: Definitions Definitions Brainstorm-2
groups - Developmental groups
Present above Disability Present above
info. (Mcntal info.
Discussion Retardation) Discussion
Fill - in missing - Mild Develtt Fill-in missing
pts. Dis. pts.
Visual Aids (MMR / EMH / Visual Aids
EMR)
Brainstorm Characteristics  of Clicntele Characteristics of Brainstorm - 1
Discussion Children who have Information children group
Video Tape Mild Sctting - School Discussion
Fill-in  missing Developmental Video Tape
pis. Disabilitics Fill-in missing
(similar. pis.
/ differences)
Discussion Interpreters Characteristics  of Interpreters Discussion
reactions children reactions
and feclings on and feelings
what about
they viewed on the the information
video tape. received from the
video tape
Lecture Which methods & Teaching methods & || Methods & Lecture
Visunl Aids techniques to use techniques techniques Visual Aids
for children who to use when Discussion
Discussion have a teaching
mild developmental children
disability
Group Exercise Regular - objectives || Natural History Regular - objectives| Group Exercise
Dialogue - method Interpretive - method Dialogue
Demonstration - content Programme for - content Demonstration
Role Playing - Modified- children Checklist Role Playing -
video objectives video
taping of the - method taping of the
interpreters - content interpreters
Checklist
Discussion Are they: Evaluation of the Are they: Discussion
interested, children interested,
bored, etc. bored, etc.
Discussion The teacher and / or|| Discipline of the The teacher and / Discussion
the interpreters? children or

Who disciplines?

What is
appropriate

behaviour?

the interpreters?
Who disciplines?




Appendix IV

Examples of Lesson Pl

')

(A



Lesson Plan

137

Date: March 11, 13, 15, 1991 Subject: Natural History
Interpretative Programmes for

children between 9 and 11 vyears

Time: 1N:30 AM. - 11:30 A M. School: 4 schools within the
Edmonton Catholic School System &
1 school within the Sturgeon School

Division #24

Site: Capital City Park Trail betwecen Emily Murphy Park and Hawrelak Pk.

Special Preparation: Pcrmission from (1) the school system; (2) principal
of the school; (3) the tecacher; and (4) the parents or guardians of the
children.  (5) Sclect a site; (6) may have to receive permission to access the
site: (7) request washroom facilitics to bc open; (8) preparc a pre-visit
package for thc tecachers; (9) obtain/locatec map(s) of site; (10) prepare site;
and (11) preparc yoursclf - Lesson Plan preparation, artifact gathering

(borrow, collcct), eilc.

Goal:To help the children to _enjoy a natural outdoor sciting.

Objectives: (1) Children will be able to provide ten examples of pairs of
different shapes, sounds, smells, and textures found in the
"forest”.
(2) Children will be able to give the names of five animals that
live in the "forest”.
(3) Children will be able to identify five different animal homes

that occur in the "forest".




_ ACTIVITY # 1 Learning to Look, Looking to S¢e
TiME_| LESSON TEACHING POINTS
1 Minute | Introduction
Who do vou think lives in this forest? PRAISE
How might vou find out? PRAISE: look up, arcund, under, ctc.
3 Body
Minutes
What tools do you have that helps you Hands - shake them; Eyes - limit
explore? vision; PRAISE
We will use these tools to help us Ears - closc them: Nose - inhale
explore our “forest”. shallow / deep: Fect - look at size of
foot prints
5 Application
Minutes
Within 5 steps find a place to sit down. | PRAISE: Sit facing different
directions.
We wil use our tools to observe who & Eyes to see - close ears; usc hands
what is around us. as telescopes: Nose to smeli-close
eyes, ecars to smell; Touch to feel-
close eyes: Ears to hear (still-
quiet), use hand as funnels; PRAISE
1 Summary / Conclusion
Minutes

Ask each child what they saw, heard,
smelled, felt.  Colours, shapes, size,
cte.

PRAISE




ACTIVITY # 2 Wildlife

Evervwher

TIME

- LESSON PLAN

TEACHING POINTS

1

Minute

Introduction

Who or what elsc might be here?

PRAISE: Leave things as you find
them.

Between here and that tree see if
you can {ind evidence of an animal
having been here.

4

Minutes

Body

Now that we have practiced our
observational skills lets go for a walk &
sce what else there is to sece. It is
IMPORTANT 1o walk quictly and softly.

Practice walking quietly. PRAISE:
look: on the bark, under logs,
around trees, etc. Explain about
salting a trail - skull, scats,

feathers, tracks, etc.
o Application
Minutcs
I want you to go (within the boundarics } PRAISE: Rerso~'ser to: look up,
set) and try and find some of the around, under s¢hind, etc.; leave
artifacts I have shown vou. things as you found them. Take mec
to the artifact.
2 mmgry onglusion
Minutcs

Who / what did we sce?

PRAISE
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ACTIVITY # 3 Everyvbody Needs a lieme
TIME LESSON PLAN TEACHING POINTS
1 Minute |Iniroduction
Who has a home? Do animals? Arc you | PRAISE
an _animal?
4 Bodyv
Minutes
What cues arc there that might tell you } Look for evidence: that shows that
that animals live here? animals arc around; of building
materials animals might use 1o
construct their homes.
What might animal homes look like? PRAISE: Shape, size, colour, number
Where do you get your food and water of rooms, food, waier. etc.
from?
Where might you find animal homes? PRAISE: look up, around , under.
clc.
If animals have homes here where would | PRAISE
their food and water come from?
3 Appli ion
Minutes
~ct us see if we can find more homes in | Remember not to distrube the cuecs
our "forest". that you have found. Stand byside
them and I will come to you.
PRAISE: Use your: Eyes, Ears, Nosc,
Hands, Feet: Bark of trees; holes in
the snow; up in the trees - nests,
holes in the treces; etc.
2 mmar nclusi -
Minutes .
How many homes did we see? What PRA SE

were the shapes, sizes, materials made
from, etc. Where was their foed and
water? What kind of food did they cat?
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Appendix V

Research Schedule
and
Data Collection Schedule
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Data Collection Schedule

12 & 14

PRIOR || JOBS TO DO DATES PRIOR JOBS TO DO DATES
Done Project Supervisor & Jan. 12
Rescarcher-Proi. WILD
Done Questionnaires #1 & 2 1o
jurists; revise accordingly
Daone Buy VHS Tapes - 16 Wk. Feb. | PRIOR:
11 - 16 Day_ Before
Done Check out the trails beiween Wk. Feb.
arks 11 - 16
Donce Phone Principles Wk. Feb. | Done Questionnaires #2, clip- Mar. 10,
11 - 16 boards, pencils & erasers 12, & 14
Done Prepare Pre-Visit  Pkg. Wk. Feb. || Done Masking tape, posters, Mar. 10,
11 - 16 artifacts, ropes , VHS tapesf12, & 14
Done Book video /dub on 1/2 in. Wk. Feb.
tape 11 - 16
Done Locate Video Camcras for Wk. Feb. | DURING
Classroom taping 18 - 23
Donc Confirm classroom bookings Wk. Feb. | 1.5 hrs. Collect video cameras Mar. 11,
18 - 23 PRIOR 13, & 15
Done Confirm Video camera & VCR | Wk. Feb. | Done Masking tape, posters Mar. 11,
hookings 18 - 23 13, & 15
Done Phonc contact person - Feb. 18 Donc VHS 1apes (5 or 3) Mar. 11,
Confirm. Video Tech. 13, & 15
Bone Send details to Video Person ] Wk. Feb. fi Done Questionnaires, clip- Mar. 11,
Contact - times, places, 17 - 23 boards., pencils & erasers |13, & 15
alt.locat., map attached
Done Meet with Principles Wk. Feb. || Done Phone Env’t Canada- Mar. 11,
17 - 23 weather, temperature 13, & 15
Done Meet teachers-time/date Wk. Feb. {| Done If Ouside - artifacts & Mar. 11,
classrm, contact. parents 17 - 23 rope and set it up 13, & 15
Done In-Ser.Manual to reviewers Wk. Feb. If Inside - put up Posters |Mar. 11,
17 - 23 13, & 15
Donce Inter. Quest. #1-Printers Wk. Feb.
17 - 23
Done Quest.#1 to interpreters Feb. 25
Done Project WILD - Presenter Feb. 25
Done Send out leters to parents Feb. 25 10:10 to Arrival of Interpreters & [ Mar. 11,
to Mar. 1 {110:15 A.M. I Video Techinicans 13, & 15
Done Match pairs of Interpre.: + Feb. 25 10:20 to Arr. of children - + into Mar. 11,
iMoo B Gp i 1-C (Gp.2) to Mar. 1 110:25 A.M. |gp. with inter. & v. t. 13, & 15
None Phone parents/guardians Feb. 25
o 1o Mar. 1
Done Visit classrooms - Give Feb. 25 11:30 A. M. | Children home
teacher Pre-Visit Pkg {0 Mar. 1 Interpreters - Quest. #2
Done Photocopy inter. consent Feb. 25
forms & Quest. # 1 &2 to Mar. 1
Done Contact Co-op Taxi - Van: Feb. 25 AFTER
Dates, Times, Alt. Loc., Payt Jto Mar. 1
Done Match pairs of children Feb. 25 Done Debrief I-C & I-E group of |Mar. 18
to Mar. 1 interpreters
Doae Interpreter consent  form/ Wk. Mar. §§ Done Book Vidco Camer & VCR Wk.
Quest. #2 - 10 Printers 4 10 10 for Mar 29 -Proj.Sup.&Res. {Mar. 17-
23
Done Children divided into Gp. 1, Wk. Mar. § Done Reverse In-Ser. L. T. S for ] Mar.25
Gp. 2, & Gp. 3; 4 to 10 I-C & I-E gp. of & 29
interpreters
Donce Match children with Wk. Mar.
interpreters 4 10 10
Done Env't Can.-Forccast Mar.10,
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Appendix VI

Examples of Letters of Permission and Consent
Principal
Teacher
Interpreter
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To the adults of RLS 121 who have voluntecred to participate in _a programme

for children_ages 9 10 11 vears.

The purpose of this study will be to design and 1cst the cffectiveness of
an in-service leadership training scssion for interpreters who offer
programmes  and  scrvices to children.

The primary focus of this study is to address thc nceds of interpreters
and children. This will be done by providing the interpreters with
information on (1) cffcctive tecaching techniques to usc with children and (2)
rescarch  that identifies learning  strategies used by children.

The information and knowledge gained from this study will scek 1o
accomplish the following three objectives.

(1) It will scck to assemblc the most recent information that is available in
order to give direction 1o interpreters, docents, and environmental
cducators on how children process cognitive information;

(2) It will scek to development a programme outline which focuses on children
that can be used in the cducation of natural history interprcters, docents
and cnvironmental cducators;

(3) It will scck 1o describe techniques that will allow interpreters, docents, and
cnvironmental cducators to modify children's programmes when the neced
ariscs.

Interpreter Questionnaire #1 is designed to find out what the adult
interpreter’s background is in rclation to paid and voluntecer cxperiences with
children and adults in the instruction of programmes, particularly recreation
and leisure.  The sccond questionnaire is designed to: (1) evaluate the in-
service training programme; and (2) evaluate the interpreters perception of
their delivery of the three common activities that all interpreters are to

present  to o children,
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Interpreter Conscent Form

have been informed about the rescarch

study that Charlottc A. Martynuik is undertaking and consent to the following:

To allow Charlotte A. Martynuik to usc the information that 1 have filled
out in the Interprcter Questionnaires for her study: to have me video taped ax 1
present  a natural history interpretative programme 1o children between the
ages of 9 to 11; and to usc the information gathcred from the taped vidco as
part of her rescarch study.

I understand that 1 have the option to withdraw with reason from the
study at any time; I will remain anonymous and if I need to b identified in
this resecarch study a pscudonym will be used in replace of my recal name
(e.g., Interpreter 1); and that thce taped video of mysclf will be crased three
months after Charlotte. A, Martynuik’s thesis has been accepted by the

University of Alberta.

1 also consent to not discussing the study including the in-
service training sessions and the natural history interpretative
programme wi.. any other person (including my peers in RLS
121) except with the Project Supervisor or Charlotte A. Martynuik

until after I have attended a debriefing session on March 18, 199§

Signature

Date
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LITTER TO THE PRINCIPAL

This letter contains information on a rescarch project focusing on leadership
training  of natural history interpreters for children who have a mild developmental
disability.

The proceaure for this study will include e graduate student coming into Ms. Mr.
Teucher's EE3 or Junior Challenge 1 classroom to video tap  the students a. he or she
interacts with the stedeats in order 10 accustomize them to the video taping procedurc.
The recorded tape will be viewed by the students and Ms. or Mr. Teacher. and then crased.
Ms. or Mr.Teacher will be requested to match pairs of her or his studenis under the
criteria of behaviour and academic ubility.  Onc group of these students will be randomly
selected to participaie in the experimental portion of the swudy and the other in the
control  portion.

The main portion of the study will have the students participate in a natural
history interpretative programme under the leadership of adult interpreters.  The
primary focus of the video technicians taping will be on the interpreters interaction with
the children.

When the outdoor ambicent temperature plus the wind chill is equal to or greater
than -15" C the cquipment, the operaticn o the equipment, and the negative cffects on the
interpreters, the chiidren and the tech..  ans would be such that it would be impossible
to run the programme outdoors. Thercfore prior arrangements will ™~ been made to hold
the programme indoors if such adverse conditions exist.

The graduate student well contact Ms. or Mr. Teacher : reques. the participation of
his or her students; provide a description of the study and the role of the students;
provide the information for matching pairs of students; receive permission to contact the
parents or guardians of the students and get their addresses and phone numbers; set dates
and times for the ficld wrip and make alternate arrangements cncase of inclement weather,

After permission from Ms. or Mr. Tcacher the parents or guardians of the students
will be contacted 1o request the participatien of their children in the study. The School,
Ms. or Mr. Teacher, and parents or guardians of the students have the option of
withdrawing the students from any portion of the study. In order to ensure
confidentiality the only person that will view the recorded videco tape will be the author.

To cnsure confidentiality of the children, Ms. or Mr. Tecacher and adult interpreters the
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recorded vidco tape will be ecrased three months after the thesis has been aceepied by the

University of Alberta.

This study will use the term mild developmental disability in place of the term

cducable mentally handicapped (EMH).

The information and kvnowledge gained from this study will seek to accomplish five

objectives.

(1)

(3)

4

&)

It will secek to assemble the most recent information that is available in order to give
direction to interpreters, docents, and environmental cducators on how children with a
mild developmental disabilities process cognitive information;

It will scek to development a programme outline which focuses on children who have a
mild developmental disability that can be used in the education of natural history
interpreters, docents and cnvironmental cducators

It will scek to describe techniques that will allow interpreters, docents, and
environmental educators to modify regular children's programmes for successful use
with children who have a mild developmental disability;

It will seck to complement past rescarch that has been undertaken in the area of
information processing and interpretation. These arcas will be integrated with a focus
on children who have a mild developmental disability:

It will scck to identify pertinent arcas that still nced to be studied and/or arcas that

necd more rescarch for verification for specific applicability.

The results of the first three objectives will appear in the In-Service Lecadership

Training Manual.

EE3 classrooms, students aged between 9 to 11 years old.

Classroom Visits: February 25 to March 8, 199]

Two schools at one time will participate in the field trip.

Ficld Trip: Dates - March 11, 15 and 18, 1991

- Time - 10:30 AM. - 11:30 A.M,
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LTVER TO THE TEACHER
Dear s

This letter contains a bricf description of a rescarch project that focuses on the
leadership training of natural history interpreters for children who have a mild
developniental  disability,

The procedure for this study will include Charlotte A. Martynuik coming into your
clussroom to video tape the students as you interact with them in order to accustom the
students to the viaco taping procedure. The recorded tape will be viewed by the students
and you, and then crased.  The students are to be divided into two groups after you have
match paired the students in your class. Onc group of students will be selected to
participate in the cxperimental portion of the study and the other in the control portion.

The main portion of the study will have the students participate in a natural
history interpretative programme,which will consist of a ficld trip, under the leadership
of adult interpreters.  The primary focus of the video technicians taping will be on the
interpreters  interaction  with the children.

Charlotte A. Martynuik will contact you to : provide a description of the study and
the role of the students; provide the information for matching pairs of students; obtain
permission to contact the parents or guardians of the students; the address and phone
numbers ol the parents or guardians; set a date and time for the field trip; and plan
alternate arrangements incasc of inclement weather.

After permission from you has been given the parents or guardians of the students
will be contacted to request the participation of their children in the study. The School,
yourself, and parents or guardians of the students havc the option of withdrawing the
students from any portion of the study. In order to ensure confidentiality the only person
that will view the recorded video tape will be Charlotte A. Martynuik. To ensure
confidentiality of the children, yo ..'f and the adult interpreters the recorded video
tape will be crased three mon s after the thesis has been accepted by the University of
Albcrta.

This study will use the term mild developmental disability in place of the term
cducable mentally handicapped (EMH).

The information and knowledge gained from this study will seek to accomplish five

objectives.
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(1) It will scck to asscmble the most recent information that s available in order o give

direction to interpreters, docents, and environmental educators on how children with a
mild developmental disabilities process cognitive information;

(2) It will seeck to develop a programme outline which focuses on children who have a mild

developmental disabitity that can be used in the cducation of nawaural history

interpreters, docents and environmental ecducators

)

—~
[¥3)
~

It will seek to describe techniques that will allow imterpreters, docents, and
environmental educators to modify regular children's programmes for successful usc
with children who have a mild developmenial disability;

(4) It will seek to complement past rescarch that has been undertuken in the arca of
information processing and interpretation.  These arcas will be integrated with a focus
on children who have a mild decvelopmental disability;

(5) It will seck to identify pertinent arcas that still need to be studied and/or arcas that

need more research for verification for specific applicability.

The results of the f{irst three objectives will appear in the In-Service Leadership

Training Manual.
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interpreter Questionnaire #2

Questionnaire for Interpreiers after their Presentation of an
Interpretative Programme 1o Children.

NAME

SECTION I: EVALUATE T:{E IN-SERVICE

Plcase rate the following on a scale of 1 10 5.

1) LENGTH of the in-service leadership training
scssions was
Explain:

2) PRESENTATION of tfic CONTENT in the in-service
leadership training sessions.was
Explain:

3) The PRESENTATION of the CONTENT in the
in-service leadership training sessions.followed
Explain:

4) The CONTENT in the in-service leadership
training sessions.provided
information about the children.

Explain:

5) T had ume to prepare for
the children's programme after taking the
in-service leadership training scssions?
Explain:

6) Did the video tape of childrer . casc your
understanding of the children who participated in your
programmc?

Explain:

7) Did the video tape of children help you
to clarify comnon charucteristics of the children
who participated in your programme?
Explain:

() Group 1

() Group 2

LEADERSHIP TRAWING

Too
Long

Right
Length

| 1
1 2
Boring

S B R
1 > 3

No Logical
Onder

SRS U R SR
I 2 3 4

Not
Enough

| R

SESSTIONS

Tou
Shornt

-

3 4 s

Right
Amount

o

|
Not
Enough

|

3 4
Right
Amount

1
No

1
No

o

1 1
2 3

Lo L

o

Interesting

5
Too
Much

A

5
Too
Much

Yes

'h
ta



¥ Did the video wape of children supplement the
content of the in-service leadership training
sessions?

Explain:

9) Did you fcel the role playing helped prepare
you for your presentation to the children?
Fxplain:

10) Did the video tape of your role-playing
help you 1o critique your method of
presentation better than just discussing it?

Explain:

11) What did you like MOST about the in-service leadership training sessions?

A)

| i | | |
1 2 3 4 5
No Yes
| i | | |
1 2 3 4 5
No Yes
| | | L |
I 2 3 4 5
Lecast Most
Helpful Helpful

B)

Cy_

Dy_

12y What did you like LEAST about the in-service leadership training sessions?

A)

D)




SECTION II: EVALUATE YOUR PRESENTATION OF THE THREE COMMON
ACTIVITIES  WITHIN THE INTERPRETATIVE PROGRAMNME: Learning to Look,
Looking to Sce;  Wildlife is Every where: and  Evernvbody Needs a Home

13) Which of the following indicators did you usc to judge if the children understood you?
{ ) On the basis of the children’s body Lnguage 1 felt they understood what T was talking about.
Explain.

( ) On the basis of the children's attention to the activity/task I felt they understood what they
were o do. Explain,

( ) On the basis of the children's verbal response 1 felt they understood the questions 1 was asking
them,

Explain.

14) Which of the following indicators did you use to judge if the children did not understand you?

( ) On the basis of the children’s body language 1 felt they did not understand what I was talking
about. Explain.

(__) On the basis of the children's attention 1o the activity/task I felt they did not understand what
they were 0 do. Explain

(__) On the basis of the children's lack of verbal responsc I felt they did not understand the
qucstions 1 was asking them. Explain.

15) How well do you fecl the children | ] | |
understood the CONCEPTS you were tcaching them? 1 2 3 4 S
Explain: Did not Understood the
Understand the Concepts
Concepts at all Very Well
16) How well do you feel the children | i | D I |
understood the vocabulary you were using 1 2 3 4 5
in your instruction of the activities? Did Not Understood the
Explain: Understand.the Vocabulary

Vocabulary at all Very Well



17) The children's behaviour (affective) prompted me o L l | | ]

give (scale number) feedback. 1 2 3 4 5
F.xplain: All Negative All Positive
18) The verbal response of the children’s cognitive ability L | l ! |

prompted me to give (scale number) feedback. 1 2 3 4 5
Fxplain: All Negative All Positive
19) Demonstration of the children’s psychomotor ability l | | (i I

prompted me o give ________ (scalc number) feedback. 1 2 3 4 5
Explain: All Negative All Positive

20) Please specify the indicators you used to judge if the children necded more time to understand what you
were teaching them?

21) Did the children you worked with need more | | | L |
time to understand what you were tcaching them? 1 2 3 4 5
Explain: No Much More
Addiuonal Additonal
Time Time
22) Was the children’s behaviour what you Did NOT Expect Did Expect

Explain:

23) Did you change or modify any part of the programme after you had started your prescntation?
If No, why?

What feedback from the children did you use that indicated there was no need to change or modify the
programme?

If Yes, why?

What feedback from the children did you usc.that indicated there was a need to change or modify the
programime?
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24) In teaching the 3 activitics put a check mark against cach of the standard terms you used. It you
modificd the Vocabulary indicate the change that you made.

Activity #1: Learning o Look, Looking to See

I used the term(s): OR I changed the term(s) to:
Obscerve

Carcful obscrver
Obscrvation
Skills
Surroundings
Appreciate
Scnse
Environment as being apart of a whole
Community
Respect
Other words

Activity #2: Wildlife ix Evervwhere

I used OR I changed the term(s) io:
Wildiife ~
Wild

Domesticated
Environment
Evidence

All over the world
Organisms
Share
Other words

Activity #3 Evervbody Needs a Home

I used OR I changed the term to:
Difference

Similaritics

Survival Needs
Habitat

Basic Neceds

Home

Suitable Arrangement
Space -
Shelter o
Neighbourhood A ] )
Other words:




25) OTHER MODIFICATIONS vou made. Explain:

~5) How did your PERCEIVE, as a percent (%0), the ame.: - ol thine you used the following teaching
methods. (The final 9% should cqual 100%.)

Aclivity #1 Activity #2 Aclivity #3
Learning 1o Look, Wildlife is Everybody
Looking to Sce Everywhere Needs a Home

Lecture

Questions

Demonstration

Direction

Mastery-Drill

Problem-Solving

Clarification

Inquiry

Dialogue

TOTAL 100% 1009 100%

Comments:



Responses made by the Experimental Group of Inferpreters for Questions | o
n r cstionnaire # 2 ction 1
SCALE
b 3 -
. . A
Question !
Number I 1 ] 1 I
1 2
1
R R
Too Right Too
Long L.ength Short
. 1 1 1
- [ T B N
Boring Interesting
2 1
3
I T N N
No Logical Logical
Order Order
1 2
4
I I T
Not Right Too
Enough Amount Much
5 2 1
N R T S
Not Right Too
Enough Amount Much
2 1
6
N I B B
No Yes
3
7
I I R
No Yes
g 1 2
I T N
No Yes
1 2
9
I I I
No Yes
2
10
I T T B
L.cast Most
Helpful Helpful

a The response scores are raw data which are located in the scale for cach question.,

1 = responsce of onc person; 2 - response of two people; & 3 = response of three people.

b  Sce this Appendix for individual question.



Interpreter  Questionnaire #2, Scction 1

Suminary of the responses for questions 11 and 12,
11) What did you like MOST about thce in-scrvice lcadership training scssions?

I-E-2  "The videco.”
"The discussion on characteristics.”

I-E-3 " allowed me to understand more about dcaling with mildly retarded
children.™

12) What did you like LEAST about

the in-scrvice lcadership training scssions?

I-E-1 "Vagucness of things - very sccretive.”
[-E-2 "The partnering up to crcate our last lesson plans.”

"Monotonous."”
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Question _#24. Interprcter Questionnaire #2, Scction 11,

ymtrol

Terms Used 1-Ca 1-Ea
Obscrve 1 1
Observation 1
Skills i
Surroundings 1 2
Sense 1 2
Environment as being 2
community 1
Respect 1
Wildlife 2 3
Wild 2 2
Domecsticated 1
Environment 2
Evidence 2 1
Sharc 2
Difference 1 2
Similaritics 1 1
Survival Needs i
Habitat 2
Basic Nceds 1 1
Home 2 3
Suitable Arrangement 1
Space 2 1
Shelter 2 2
Neighbourhood 1
b Trade 1

4 The number of 1-C (control) and/or I-E (cxperimental ) group of

interpreters who uscd the standard term.

b This term was added to the list by one of the experimental
interpreters  as having been a term she vsed in the presentation ol her

natural  history interpretative  programme.



Question  # 4. Interpreier Questionnaire #2, Scction 1.

Terms  that _were Modifice h nirol _and Experimental Gro f

Interprelers,

Terms Modified I-Ca 1-Ea

Obscrve Look Sce: Look

Carcful Obscrver  Carcful looker What can you scc

Obscrvation Looking things

Skills Arca

Surroundings Environment; Hcar, sce, smcll; I broke
Everything around us down the scnscs

Scnse Smell, hcar, scec

Community Arca Animals

Wildlife Animals Pcts

Domesticated Tame; Pets Surrounding

Environmeni what can you scc that

tells you ____ _

Evidence

Organisms Living things; Animals The same

Similaritics How r [sic] things alike Neced to live

Survival Necceds

Habitat Homec

Basic Nceds

Home

4 The moditied

intcrprecters.

terms  uscd

by the I-C (control) and/or I-E (experimental)
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Results  from__Question  #242 Interpreter Questionnaire #2, Scctiven 11,

Number of Terms UsedP Number of Terms
Changedb

Interpreter

1-C-1 20 4
I-C-2 3 10
[-C-3 10 1
Total 33 15
I-E-1 10 6
1-E-2 6 3
I-E-3 7 11
Total 23 20

2 Question # 24 - "In tcaching the 3 activitics put a check mark against cach of

the standard terms you used. If you modificd the Vocabulary indicate the

change that you made.”

b The numbers of both columns arc raw data and have not been revised.  That

is, the raw data includes a count for cach timc a term was uscd.

162
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Appendix VIII
Pre-Visit Package:
Information about the:
Field Trip
Match Pairing the Children
3 Froject WILD Activites

Letter to rarents & Consent Form



FIELD TRIP
DATE: March . TIME: 10:30 - 11:30 |t TEACHER:
1991
|SCHOOL:

PARENTAL CONSENT FORMS: PLEASE bring with you a copy (or original) of
cach Parental Consent Form that has been returned. 1 am required by
University of Alberta policy to reuain a copy of the forms for . period of time.
PLEASE inform mec at lcast four days prior to the ficld trip if there is a child
whose parent or guardian has not granted permission to participate in the
study. This information can be sent together with the list of "matched pairs
of children" (SEE Match Pairing ol Children).

LOCATION: The Capital City Park Trail between Emily Murphy Park and
Hawrclak Park. Drive into Emily Murphy Park from Saskatchewan Drive or
the south side of Groat Road Bridge. Once you have cntered the park drive
down the hill and turn left (west) past the picnic shelter on your left side.
Continuc to drive under the Groat Road Bridge to the end of the road. Sce
MAT #1for dctails.

WEATHER CONDITIONS: If the outdoor ambicnt temperature pius the wind chill

is cqual to or greater than -15 © C the natural history programme will be

moved indoors.

ALTERNATE LOCATION: The natural history interpretative programme will be
moved into classrooms in the Van Vliet Physical Education and Recrcation
Centre.  The meecting place will be the at the East wing of the Van Viiet Centre
which is on 117 Strect between 87 Avenuc and 89 Avenue opposite St. Joseph's
Collcge and the Education Car Park. Sec MAP #2 for details.

FINAL DECISION of LOCATION of PROGRAMME: The Department of Recreation
and Leisure Studies Office opens at 8:30 AM. The department sceretary  will
have thc information as to where the natura! history interpretative

programme will be held. Plcase phone her (492-5171) between 8:30 AM. and

9:00_AM. on the morning of vour students participation in the programme.

164
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PARKING: For thosc 1cachers who are providing transportation there is
parking on sitc at Emidly Murphy Park. If the ALTERNATE location is uscd
because of inclement weather parking will be available in the Education Car
Park. If I do not have the namcs of the individuals who wili be transporting
the children will you plcase provide me with the names at lIcast four day
prior the field trip (this list can be included with the "matched pairs of
children” - SEE Maich Pairing the Children). Each driver will have to tell the
attendant his or her namc for cntrance into the car park. The initial cost is
$6.00 with a portion being rcfunded upon leaving the car park. Please have
cach driver ask the attendant for a receipt when he or she leaves the car
park and 1 will refund the final amount paid for parking once [ have

rccecived the car park receipt.

CLOTHING REQUIREMENTS: The childr.n shoul' be dress appropriaicly for the
wcather of the day. They will be stayinz outsi-le for «n hour thercfore, a
warm winter jacket, ski pants or wind pants, v 1.4 winier boots, mitts, hat
and scarf. It thc wcather is quite warm out and therc is "no"” snow winter
boots or rubber boots are still cccommended because the trails may be muddy

and wecl.

IDENTIFICATION of CHILDREN on the FIELD TRIP: Each child should have on
their jacket his/her name written on a name tag which would be visible to

the  Interpreters.

ROLE of thc TEACHER: The Interpreters will maintain control of the class. The
tcacher will be responsible for the discipline of the children. If the

alternate focaton for the ficld trip is uscd then the tcacher will be requested
to acco pany the anterpreter und those children who will not be

participating in the studv.

OUTLINE of the NATURAL HISTORY PROGRAMME: Enclosed is a copy of the 3
activitics that all the children will be participating in.  The themes to the
activities will remain the same but modification will be made. The activities

come from the Project WILD Activities Guide.

PLEASE arrive 10 minutes ahead of the starting time of the programme.
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Match Pairing the Children

Match pair only those children who have a mild developmental

disability and arc between the ages ¢f 9 and 11, The criteria 1O use: (a)

cognitive abi’ity and (b) behavior. Match pairs of children who are most
simiiar in their cognitive and behavioural abilities.  The specific criteria vou

usc is left up to your discretion.

SUGGESTIONS:
(1) You could rate cach child on a five poimt scale with 1 being the
WORST bchaviour/cognitive ability and 5 representing the BEST

behaviour/cognitive.ability.

(2) You could subdivide bchaviour and cognitive ability into smaller
units (c.g.. attitude, attending behaviour, reading ability, language ability)

and have cach of these on a five point scale as described in #1 above.

Atfter cach child has been rated then maich the two children who have
the highest score for ecach of the scales and continue muatching until al! (o
children have been paired. Al | nced is a list of the children's names in two
columns identifying the pairs of children. 1 do not need to know whai ratings

you gave the children.

A scparate list will identify thosc children who are older or younger. or
have other disabilitics besides the mild developmental disability.  These
children will aiso bc participating in a natural history intcrpreter programme

but will not be included in the rescarch study.

PLEASE match pair your children and send the list to me at least one
week prior 1o the children participating in the field trip (the postal service is
not always rcliable). The enclosed SELF-ADDRESSED/STAMPED ENVELOPE is 10
be used for you to send me the list of children as described in the preceding

paragraphs.
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Three Activities from the Project WILD Activity Guide

Activity One: lLearning to Look, Looking to_See (p. 280-282)

Age: Grades K-8

Subhjects: Language Arts, Scicnce, Social Studics. Art
Skills: description, discussion, listing, observation
Duration: 20-45 minutcs

Group size: any

Setting: outdoors and indoors

Conceptual Framework Reference: V.I.B.,, VI.B.2., I

Key Vocabulary: obscrve, sce, apprcciate, sensc

Objectives

Students will be able 10:

1) describe ditferences seen in an environment as the result of casual and
detailed observadion: and

2y pive rcasons for the importance of looking closcly at any cenvironment.

M d
Stuuc s list what they remember secing in a familiar environment, check
their accuracy, and discuss the results; and then apply their experiences and

ncw  skills to an unfamiliar outdoor sctting.

Background
NOTE: Use this as an introductory activity, ospecially for activities requiring
obscrvation  skills,

Looking and sccing can be cntirely different things, depending on who
we are, where we are, what we are concerned about, and our purposcs for
looking.  We look at our classrooms cvery school day, but if questioned about
simple details, we may find that we arc totally unaware of the exisiecnce of
certain objects, colours, sounds, and textures.  As we walk through our
ncighbourhoods, we have probably lcarned to notice only those things that
are necessary 1o aid us in getting to our destination.  We may not sec a soaring
hawk, although we may be looking at the sky. We may not scc a community of

ants, cven though we are looking at the sidewalk. During a walk in the woods,
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we may leave the trail to see a tree better - and then not see the wildflower we
trample, cven though we are looking ar the forest floor as we walk to the tree.
Each of v« can train oursclves to sce. It takes at least three clements:
1) to lcarn to be a carcful observer, cven if we do not have sight through our
cyes: 2) to be awarc of our surroundings: and 3) 10 recognize any part ol larger
whole.  As wc cnter a forest community, for example, we are a pant of that
community as much as wc arc part of out school community or neighbourhood
community. At somc level, we are members of any community we enter. As a
result, we have an opportunity and an obligation to sce our ncighbours and 1o
be responsible members of cach community we enter.
The major purposc of this activity is for students to be given an

opportunity to c¢nhance their powers of “sceing”.

Material

notc pads

Procedure

1. Let's practice scecing things. Cover a desk, bulletin board, other wall
Adinlov or 1able with a large sheet before srudents -ome ts class. Ask the
students to write down all the things they thought they saw there beflore the
arca was covered.  When their lists o completed, ask them to turn over their
papers. Remove thie sheei. On the back of iheir first lists, have the students
make a new list of * hat they sece.  Wihat kinds of things did they remember?
What kinds of things were most often missed? L them come up with ressons

why they think this happened.

2. Have the swudents go outdoors and pick one spot ncar a tice, a fence, a
brook, a ficld, cte. Each student should find « spot alone, at least 15 = ters
from the closest human ncighbour. Allow 15 minates for this solo, or
approximatcly five minutcs for younger students. The students should
look in a broad sense of the word - seeing, touching, listening, and
smelling. They should record everything they “see™.  (See "Wild Words" for a
journal-making activity to use in rccording their obscrvations.) Fificen
minutes will provide time for an initial spurt of obscrvations, a platea ., and

then another spurt as they begin to realize how much they missed the first
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time around.  (Younger children nced only record in their minds; no nced to

write.)

3.  Bring the students ogether for a discussion, centring on the process
they went through as well as their list of sightings. Did they focus on any onec
arca for a long time?  Did they continue to shift their gaze? How did they focus
their hearing and smelling?  Cupping hands around their ecars to simulate
animal hcaring has a dramatic cffect on abilities to hecar. Blindfolding scems
1o causc a compensation toward betier hearing as well. Moistening the undcr-
surface of the nose and the entire upper lip arca increases smelling  ability.
NOTE. Our role as tcachers is a difficult onc in that we arec most cffective when

we  Lcach our studenis how 1o look and sce without telling them what 1o sce.

4. Talk with the studenrs Hhour b 0 and impontance of sccing as fully as
we can - as a way oi appre 1y Los cceting, and learning more about the
world in which wc¢ live. OIl¢ ' iDiscuss the importance of carceful
obscrvatine YW our cnvironmen.. cuinning  with the basis for our
fundan « support systems - air, water, soil plants, animals,

5. 7 AL, with older students:  Talk about the process of continuing to

develop . u. senses as being a life-long process for cach of us., We are always
lcarning and can learn ¢ven morce. Scnsing more in our surroundings can
heip us deteet changes in our environment, causc us 1o become curious and

ask  questions, and help us o become better, more awarc and informed

decision-makes.

axtensions

I. Blur vour cyes.  What patterns and shapes do vou sec?

2. What ¢lse did you see?  Any living things? What were they? Were they

plant or  animal?

3. Catczorize what was obscrved as living/non-living - and/or as animal,

plant, mincral.

4. Play the gamce “Animal, Vcgctable, Mineral” or “What Am 1?7



Aquatic r.xtension
Pick the necarest water in the outdoors you can think of. It might be a
drinking fountain, a sprinkler hosc, a pond. a stream. of the beach.  Try o
imaginc it clearly in you mind. Draw a picture showing us much detail as

possible of the water and its immediate environment.  Includes any  wildlife

and vcgetation you think may be in the environment ncarby and in the water.

Did you lecave anything our? Now, or as <oon as possible, take vou drawing to
the spot. Look around. Make a written fist of anvthing you did not include in

you drawing. Add to you drawing to make it complete.

Evaluation
Think of thrce of vour fricnds.  Without looking at them, write down the
colour of their cyes and a description of what they were weannyg last time vou

were tegether. Cheek 1o see if you were right.

Activity Two: Wildiite_is Everywhere! (p. 18-19)

Age: Grades K-2 (and olden

Subject: Science, Language Arts

Skills: analysis, discussion, generalizat'on, obscrvation
Duration: 30 to <> minutcs

Group Size: any

Setting: indoors and outdoors

Conceptual Framework Reference: 1.B., [.LB.1., [.B.3.

Key Vocabulary: wildlife, wild. domesticated, cenvironment, cevidence

Objectives
Students will be able to:
1) state that humans and wildlitfe share environments: and

2) gencralize that wildlife is present in arcas all over the carth,

Method

Students scarch their environment for cvidence of wildlife.

0
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RBackground

Pecople olten think of wildlifc only as targe animals like those they sece in
pictures of Africa with lions and clephants. They might think of crcatures of
the North Amecrican forests that they have secen themselves, like deer and clk.
But wildlife includes all animals that have not been domesticated by pcople.

Domesticated animals arc those that have been tamed, made captive and
bred for special purposes. Farmm umimals and pets are considered domesticated
animals. (Sce “What's Wild?" aud  Animal Charades™.)

Wild animals arc all (he rest. What may be surprising is that wildlife
includes the smallest animal organisms - cven thosc thut can be seen only
through a microscope.  Spiders, inscets, repiiles, worms and most specics of
fish, birds, and mammals may be considered wildlife.  Wildlife occurs in a
tremendous varicty ol terms and colours. And wildlife can be found all around
us.  Even when we think we can see or hear no animals at all - they exist
somewhere around us - maybe cven under our feet!  There are even iens of
thousands of life forms on our skin, in our hair, and inside our bodics! In fact,
cach or us would dic if all the organisms that inhabit our bodics were 10
disappear.  Pcople are never 1ruly alone in an cnvirenment.  Some form of
witdlife s rear

The major purpose of this activity is for students to understand that
pcecople and wildlife share cavironments. By investigating microcnvironmenis
or microhabitats, the students should be encourasged to gencralize from the
information they acquire to the entire planct, coming to the understandirg
that wildlife exists in some form in aill arcas of the planct. In the desens of the
southern  hemisphere; the occans, tropical jungles, and cities of the ecarth;
from the Anta snow ficlds to the glaciers of the Arctic region, wildlife

CxXISts In a varicitn of forms.

Materials

string  (optional)

Procedure
CAUTION: Ask students to observe but not touch or disturb animals
they seec.
1. Invite your students to explore the classroom, looking for signs of

wildlife.  Even in the most clecanly-swept classrooms, you can usually find some



signs of life- cither past or present. It might be a spider web, dead insccts

ncar lights, or inscct holes along bascboards and behind books. After the
scarch and a discussion with the students about what - if anything - they

found, introduce the idea that people and other animals share environments,
Somectimes we don’t cven notice that we are sharing our environment with

other living things, but we arc.

2. Expand the scarch for other animals to the out-of-doors.  Take
students on the schoolgrounds and give ecveryone, working in pairs,  ive
minutes 10 find an animal or some <ign that an animal has been there.  Look
for indirect cvidence, such as tracks. webs, droppings, feathers, and nests.  (Be

surc not 1o harm or scriously disturb anvthing)  After five minutes, sit down

and talk about what cveryone found.  Or, in advance, create a wildlife trail for
your students to follow - looking for signs of anim : along the way - by

placing a long picce of string around an arca of the schoolgrounds and
“salting™ the path along the string with evidence of animals™ bones, (eathers,
ctc. The students can cxplore the trail in a “follow the lcader™ fashion.,  ‘the
students should remain quict, observing to themscelves. At the end of the tral,

cveryone should «it and discuss what they sasw.,

3. Talk with the children about what they leamed.  Emphasize that they
have scen that pcople and wildlife share environments, They have scen
cvidence of wildlife at their school.  Ask the children 1o guess whether they
think diffecrent kinds of animals are found ail over the carth - in the deserts,
occans, mountains, and cities.  They may harvest their own cxperiences and
talk about places they have been and animals they have scen. Encourage the

students to make the generalization that wildlife is present all over the carth,
Extensions

1. Survey your yard, kitchen, ncighbourhood, or city park ... looking for
wildlifec.

2. Scarch magazincs and books for wildlife from all over the planct.
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3.  “Invent” names and describe the wildlife found outside during scarches.

Older students can obscrve the animals, write a writien description - and then
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check their invented names and descriptions against the scientific names and

information found in reference matevials,
4. Usce maps. Look up names ol towns and cities with wild animals namecs!

Aquatic Extension
Survey your schoolgrounds or ncighbourk. od for any possible aquatic
habitats for wildlife.  Check poddles, sprinkler systems, and if possible,
streams, beaches, ponds, cte. Look for cvidence - direct or indirect - of any
wildlife that lives in or ncar these water-related arcas.  Tell somcone what you
tind - or show them, taking care not to damage any wildlife vou find or its

habitat!

Evaluation

I. In which of the following places would you be likely to find animals
living: in a forest; in a hot, dry, desert: in a lake; at the top of a mountain; at
the North Pole: in Mectropolitan Toronto.  What kinds of animals might you find

in these places?
2. Namc any arcas on carth where you couldn't find any animals.

3. Name the things you saw, heard, or smeclled which showed you that

wildlife lives in the classroom and on the schoolgrounds.

Actvity Threce: Everybody Needs a Home (p. 26-27)

Age: Grades K-3

Subjects: Science, Language Arts, Arn

SKkills: analysis, comparing similaritics and differences, discussion, drawing,
gcencralization,  visualization

Duration: 30 minutes or longer

Group  Size: any: however, no more that 25 students is recommended
Setting: indoors or outdoors

Conceptual Framework Reference: LA, 1.A4., 1.C.1., 1.C.2.

Key Vocabulary: differcnces, similaritics, survival nceds, habitat



Objective
Students will be able to generalize that people and other animals share a basic

nced to have a home.

Method
Students draw picture~ of homes and compare their needs with those of other

animals.

Background
Humans and other animals - including pets, farm animals, and wildlife - have
some of the same basic needs.  Every animal needs a home.  But that home is

not just a “home™ like people live in.  Home, for many animals, is a much

bigger place - and it's outdoors.  The scientific term fo- an animal’s home is
“habitat™. An animal’s habitat includes food, water, shelter, or cover,

and space. Because an.mals nced the food, water, shelier, and space o be
available in a way that is suitable to the animals’ needs, we sayv that these
things must bc available in a suitable arrangement.

The major purpose of this activity is for students 10 generalize that

animals nced a home Homes are net just houses. A house may bhe considered
shelier. Pcoplc build houses, ap2riments, trailers, houscboats, and other kinds
of shelter in which o live. A, 1't need a home that locks iike a house -

but they do need some kind of sucnier. The shelter mizht be underground, in a
bush, in the bark of a tree, or in some rocks.

Everybody nceds a home!  And “home™ is bigger than a “bouse”™.  Home
is more like a “‘ncighbourhood™ that has cverything in it that is nceded for

survival.

Materials

drawing paper, crayons or chalk

Procedure
1.  Ask cach student to draw a picture of where he or she lives - or to draw a
picturc of the placc where a person they know lives.  Ask the students to
inciude pictures in their drawing of the things they nced to live where they
do; for cxample, a place to cook and keep food, a place to sleep, a

ncighzourhood.
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2. Once the drawings arc finished, have a discussicn with the studer
about what they drew.  Ask the students to point out the things they nced to

live that they included in their drawings,

3. Make a “gallery of homes” out of the drawings. Pomt out to the studenis

that c¢veryone has a home.

4. Ask the studenis to close their eyes and imagine: a bird’s home, an ant’s
home, a beaver’s home, the Prime Minister's home, their home.

OPTIONAL.: Show the students pictures of different places that animals live.

§. Discuss the differences and similaritics among the different homes with
the students.  Talk about the things cvery animal nceds in its home: food, water
shelter, and space in which 1o live, arranged in such a way that the animal
can  survive. Summarize the discussion by cemphasizing that although the
homes arc different, cvery animal - pcople, pets, farm animals, and wildlife -
needs a home.  Talk about the idca that a home is acwsally bigger that a house.
In some ways, it is more like a ncighbourhood. For animals, we can call that
ncighbourhood where all the survival needs are net a “habitat™.  People go
outside theis homes to get food at a store, for example. Birds, ants, bcavers, and
other animals hive 1o go out of their “houses™ (places of shelter) to get the

things they need to live,

Fxtensions

1. Draw animal homes.  Compare them 10 places where people live.

2. Go outside and look for animal homes. Be sure to not bother the animals

- or the home - in the process!

Aquatiec  Extension

Draw the “homes™ of some kinds of aquatic wildlife. Fish, aquatic reptiles,

amphibians, aquatic insccts, and aquatic mammals - just like all other kinds of
wildlifc - nced food, shelter, and space in a suitable arrangement.

These are the basic components of an animal's habitat or home.
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Evaluation

Namce three recasons why people need homes. and three reasons why animals

nccd homes.

The above three activities were uscd:

By permission of the Canadian Wildlife Federation

c Canadian Wildiite Federation/Western Regional ' vironmental
Education Council. Project WILD Activity Guide, ..y Luba
Mycio-Mommers. Ottawa: Canadian Wildiife F dciacon, (1985).
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LETTER TO PARENTS OR GUARDIANS

This letter is to request permission for your child

to participate in a research project focusing on lcadership training of natural
history interpreters for children who have special nceds.

The procedurc for this study will include the rescarcher coming into
your child's classroom to vidco tape the tcacher as the students interacts with
him/her in order to accustom them to the video taping procedure. The
recorded tape will be viewed by the students and the teacher and will then be
erased.

The main segment of the study will have the students participate in a
natural history interpretative programme under the leadership of adult
interpreters.  Prior to thc programme the teacher will be requested to maich
pairs of her or his students. Onc group of these students will be randomly
selected to participate in the cxperimental portion of the study and the other
in the control portion. Both the cxperimental and the control portions of the
study will be vidco taped. The video technicians who will be taping on this
occasion will focus on the interpreters interaction with the students.

You, as parents or guardians of , have the

option of withdrawing your child at any time from any portion of the study.
In order to ensurc confidentiality the only person that will view the recorded
video tape will be the graduatc student. To ensure confidentiality of the
children the recorded video tape will be erased threc mcenths after the thesis
has been accepted by the University of Alberta,

The in-class video taping will take place somctime in the weeks of
February 25-March 1 or March 4-8, 1991. The ficld trip portion (Natural
History Interpretative Programme) of the study will take place on March 11, or
March 15, or March 18, 1991 in the morning and will be held outdoers. If the
weather is too inclement ihe students will then be moved indoors for the
Programme.

The children should lcave home the day of the ficld trip appropriatcly
dressed for the weather of the day. They will be staying outside for an hour
therefore, a warm winter jacket, ski pants or wind pants, warm winter boots,
mits, hat and scarf. If the wecather is quitc warm out and their is "no” snow
winter boots or rubber boots arc still recommended because the trails may be
muddy and wet.



The children will be transported from the school to the site of the
programmec and back to the school. There is no cost to the parents/guardians
for 1this ficld trip.

1 hopc that your will agree to have your child participation in this
study. Plcase complete the cnclosed form giving your consent and rcturn it to
school tomorrow,

Thank you in advance for you assistance.

Yours Sincerely,

Charlotte A. Martynuik

| (mother/father/guar
dian), give permission for my child 1o take
part in the lcadership training study.

I also give my permission for to be

vidco taped in the classroom and during his/her participation in the natural
history interpretative programme, and to be driven from the school to the
study sitc and back to the school. Information is to remain anonymous on the

written findings of the study.

Signed

Date
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Appendix X

Examples of Letters of Thanks
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C. A. Martynuik

Dcpartment of Recrecation and Lecisurc Studics

E-401 Van Vldict Physical Education and Recreation Centre
University o: Alberta

Edmonton, Alberta

T6G 2H9

March 21, 1991

Instructor

Radio and Teclevision Ans Dcparunent
NAIT

11762 - 106 Strect

Edmonton, Albcrta

T5G 2RI

Decar Mr. Instructor,

Thank you for taking time out of your busy schedule to assist me in my
study. 1 appreciate the cffort you make in finding students who were available
to video tape aspects of my rescarch as part of my data collection. I found the
students, (namcd ecach of the students), to be rcliable and professional in their
work and carc of the vidco cquipment. 1 have scanned the work they did and
am plecased with the results. [ know that the conditions were probably not
idcal or what they wcrc use to but I do hope they cnjoyed the experience.

I have cnclosed a reference letter for each of the students and a small
show of apprcciation for cach of them. I realize that it i1s not much but I do
rccognize that they took time out of their own schedule to provide me with an
important scrvice and to accommodatec my timetable.

Thank you again ftor your support of my study.

Sincerely,

C. A. Manynuik
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C. A. Manynuik

Department of Recrcation and Leisure Studics
E-401 Van Vet Centre

University of Alberta

T6G 2H9

March 21, 1991

Name of Principal
Elementary/Junior High School
Strect Address

Edmonton, Albecrta

Decar Mr. Principal,

Thank you for your show of support for my rescarch by giving your
permission for the students from Ms. Teachers' class to take part in my
research prnjeci. Even though it was cool morning the students overall
appecared to have cnjoycd themsclves. T do hope they had a good time.

The field trips for the various schools in my study has now been
completed and I will now start the process of analyzing the daia. A final report
of my study will be submiticd to the Edmonton Cathoiic Schools Central Office
somctime in the fall of 1991. If you have any questions about the study picasc
call me at 492-4622. If 1 am not available plcasc lcave a message and I will
return your call.

Sincerely,

C.A. Martynuik
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C. A. Martynuik

Department of Recrcation and Leisure Studics
E-401 Van Vlict Ceutre

University of Alberta

T6G 2H9

March 21, 1691

Name of Tecacher
Elemecntary/Junior High School
Strcet  Address

Edmonton, Albcerta

Dcar Ms. Teacher,

1 appreciate the support you have shown for my rcscarch by making it
possible for the students in your class to take part in the study. Besides being a
bit cold ncar thc end of the programme the students secem to have enjoyed
themsclves. 1 hope they had a good time.

All the data for my study has now bcen collected. 1 will now start the
process of analysis. The Edmornton Catholic Schools Central Office should have
my final report on the results of my study sometime in the fall of 1991. 1t you
have any quecstions about the study please call me at 492-4622. If I am not

available plcasc lcave a message and [ will return your call.

Sinccrely,

C. A. Marntynuik
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Example of the
Observational Recording Chart

RFC of the Primary and Secondary Level
Teaching Methods



Obscrvational Recording Chart for 1

he Scripted Video Tapes.
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Page # Primary ! } Sccondary ! Page # Primary ! | Sccondary !
Total Total Total Total
#IE
A
I o

demonstration, direction,

solving, inquiry and dialoguc.

Mcthods, Ground Rules

mastery, clarification, lecture, question,

Primary and Sccondary Level teaching mecthods refer to:

and Clarification of Tcaching Mecthod Definitions).

problem-
(Sec Appendix IX for Decfinitions of Teaching
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The Revised Fr ; nts " _the im; an ~ondar '
Tcaching Mcthods for cach member of the ynirol an xperimer tal
Group_ of Interpreters

Primary Level Teaching Methods !

Group Greater Usage Lesser Usage Equal Usage
I-C-1 105.8 10.5 0.8
I-C-2 64.0 21.3 0.0
I-C-3 48." 17.5 0.0
Total 218.0 492 .
I-E-1 76.9 16.4 1.5
I-E-2 i02.0 10.0 0.5
I-E-3 40.3 33.2 0.8
Total 219.3 59.6 2.8

Secondary Level Teaching Methods!

Group Greater Usage  Lesser Usage Equal Usage
1-C-1 41.3 180.8 107.3
I-C-2 54.5 296.8 33.2
I-C-3 25.9 171.7 66.7
Total 121.6 649.2 347.5
I-E-1 81.5 342.1 43.6
I-E-2 39.0 144.0 50.0
I-E-3 33.2 203.5 18.2
Total 153.6 689.8 111.7

1 Teaching methods in thc categorics for:
Greater Usage - demonstration, dircction, mastery and clarification;
Lesser Usage - leccture, question and problem-solving; and

Equal Usage - inquiry and dialogue.



