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ABSTRACT

In the present study, méntally retarded children were taughf‘
playlskills within the PREP Play Proéraﬁ at the University of
Alberta. The skilis were taught in individualized instréctioﬁal
sessioqg during which time the teachers (subjects) were obsérved.
The observations were coded from videotapes‘bf each training
episode.

The-purpqse‘of the study was to examine firstly whether or
not teachers could use feedba;k behaviors égd secondly, if the
preresponse and postresponse teaching behavioré could be imple~
mented during individualized instruction by following specific
guidelines. |
’ The feedback béhaviors develobed in this study were based én
preresponse prompts,wbich were already established in the PéEP
Program. chémplete.range’éf'teaching behaviors from complete

manipulation to verbal cues was used by the teachers. These

behaviors were recorded and examined to. see if the teachers. followed
the guidelines andfstrategiés presented to them during traiéing.

e
The feedback strategies introduced in the present study were

based on the attempt to establish a relationship between preresponse
prompts and pbstresponée feedback.

It was determined that all four subjects were able to gain

“consistency in the use of preresponse prompts and maintain the

-
RN .

coﬁsistency duringvthe training in feedback. Furthermore, the
teachers were able to increase feedback behaviors and reduce the’

amount of error in{usigg feedback behaviors. -

iv
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Watkinsaon Yo for Wenge b P90 have been desfened 0 provide the noeie s o

throuph whooh teachers s tease the skl repeitaties o thelr studenty

ame bocns vtk oy by enpes Tt e 1D el Lo s
Fach tatpet behavior jo broken Jown into o lowicallv sequenced set of subs
steps or behavicrs,  These steps progress from easy to dittionlt or sieple

to complex with criteria gpecitied for vach successive approximatioon of

the tareet behavicor,  Task analysis {8 veeinl o teaching the mentally

retarded because 1t limity the amount of {nformation the person must

]

process in learning to perform a certaln skill. Task sequences, however,
-«
must be accempanied by specitic teacher behavicrs or techniques that not

only facilitate acquisition of the skills, but ensure that the learner

will continue to practice or use the skills after instruction is terminated.

ir the past most research in education has used the currviculum as

y

the independent variable, and student progress ag the dependent variable,



A probleﬁ-with this research is tﬁatvby providing a éurriculum to several
different t;achers it is doubtful qﬁ;t the mgterial will be consistgntly
preseﬁted as a sihglékvariable (Roseﬁéhine; 1970). ‘This is one reason
then for edQCational,resea;ch to direct‘its emphasis towards identifyipg
the teacheglbéhaYiors thatwére used go implement the curriculum. | -

Essentiaiiy research.must be COnducted‘that is aimed.at establishing a

sys;ém éf strategies to be uséd in conjunction with the content of the
curricﬁlum.'ATﬁis research ;Ls: inéludé,eﬁpiriéaladata thch will be the
basis_for’analyz;ﬁg teaching hghaviofs. ‘DeciSions and cqnclus?ons '
;hereforé need not be baséd on program designéréf exﬁectations or infef—%
' °en§es of hbw‘the c;rriculum might best be iﬁplémgnted}

‘Empi£ica1 déta have beeﬁ col}ected in studisj,whiéh have’examined
the ﬁse_ofﬁoperant techniques in incréasing Lhe'probability of occurrence
and~thé frequency of specific beﬁaviérs. The behaviorist analyz%s inter-
actions in.térms of the effects of antecedent ané‘conéequent events;lyln

' gecént‘séudies déaling with'Eeaching, these evengé are reférredlﬁé aé pre-
res}onse ang\pdsfresponse teacher bghavio:s (Filler an& Bricker, 1976).

] Research with the-mentally handi¢apped hés studied the effects of .
.M}nétruction that incorborates prerésponse teaching behaviors, referféd to
as promp;s”or’pfimes (B¥icker, 1970; Strain,.éhores, and Kerr, 1976;
Watk%Q§on, 19;6; Close, Préham éﬁd Taylor, 1978; McCellan and Willis, °

'1979). This research has shown the importance of behaviors other than

visual demonstrafions and verbal i@ifructions. Physicaivprompting has; o
. ' ‘ . (o
I

been ineluded as a valuable teachingibehavibr to assist the child in

o

" getting the idea and feel of a movement. Other research with ‘the mentally
hquicapped has used various methods of reinforcement as postresponse

teachihg strategies (Bateman, 1975; ﬁevy, 1974; Rollins, McCandless,

Thompson and Brassell, 1974). Reinforcement has proven to be successful

] - ; : : A
—~
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in increasing the frequency of appropriate established behaviors. Such
2 ﬁ :
studies, including those employing task analysis, identified techniques

for assisting Ehe mentally retarded in improving their skill performance.

“The PREP Program , " : N

The PREP Program at the Unlver81ty of Alberta in Edmontoyfbegex o
;1974 in“the Department of Phy91ca1 Educatlon under the dlrectlon\ﬁf
Dr. Pat Austin. The program involves preschool mentally retarded students
who coﬁe to the unive;sity twice a week to receive play;skill instructiqn.
" The purpose of the prqgraﬁ was to design instructional.
materials for the assessment, prescription and instruc-
tion of play and movement for moderately mentally
retarded children between the approximate ages of three - -
. and seven years (Watkinson, 1977; p. 4).
Since its beginning there have been forty.play skills identified
for instrdction in the PREP curriculum. Each skill or "target skill" is
COmpoéed of a task sequence or series of task steps. The number of task
steps varies for each target skill. Specifi¢ criteria are included in
the descriptibn of the task steps which progress from least difficult
at task step one to most difficult at target skill level.
Employed in conjunction withfthe task sequeﬁces are various teacher

preresponse prompts which have been behaviorally defined. The prompts are

arraﬁged aloﬁé a prompting continuum that ‘illustrates the order of fading

teacher assietance and infofmefionﬁ ' This reduction ie_;eacher input
results in‘th#‘independent'gerformance of play skills.."Ceftain teaching
strategies‘Ere ﬁreSEnted for‘hmpleﬁenting the curriculum material and
teachef behaviors in-a systematic‘ﬁanner. ReEent research (McIsaac,

1980) has ém;irically examined the teaching strategies in thefPREP Program,

*

<



specifically exa;ining fading of teachér aésistance within the prompting
contiﬁuum. This sﬁudy has resulted in more‘concern for further Examina-
tion and mahipulatién of teacher behavidfgkin the PREP Program. The
present study has foi}owed tﬁis direction of research and was co?jbcted

therefore within the PﬁEP research program.

Statement of the Problem

-

The purpose of the study was to define specific postresponse

teaching behaviors and to develop a system for implementing these behaviors

in relation to the teacher's preresponse behaviors and ‘the child's

response. BX implementing these strategies it was expected that the
teachers would be able tﬁ'systematically fade their assistance during
instruction, while bringing about increases iﬁ skill andyindependeﬁce
in the performer. . The strategies were developed and based on previous
réseafch'and studies which observed the effects of teaching behaviors
on 1earﬂipg.

The teachers were provided with information on preresponse prompting
in order fo establish consistent use of the prompting continuum previously
designed in the PREP Program. In addition to this, teachegg%pere given
new guidelines, developed for this study;;which focused‘qn"é§s§ematic-‘
use of thig continuum..

The problem that was prééented for the present study‘was to idéﬁfify

specific postresponse feedback teacher‘behaviors, and instructional

.strategies,fo employ during instruction. The goal in'deVeYSping the

child information aboutfhiSfperfofmance

strategies was to provide the
. . ° /

- R / ‘ .
which related to what the teacher had requested or prompted for in the

preresponse phase of instruction.

There were three questions which had to be addressed in approaching



'

the problems in this studzl The PﬁEP material on teacher behaviors
eﬁphasized, up to this time, the preresponse prompts by defining
-~

specific behaviors and_recémmending specific strategies fpr~f$ding
géacher assistance. >Although Watkinéon and Wall (1979) advocated
'the use of feeébéck;ﬁo'the child, they had not developed specific
teacher behaviors for applying feedback. The égrst question then was:
What are the specific postresbonse information feedchk behaviors

\ used in teaching play‘skills to‘yéung retarded children? Further to.
identifyihg these behavioré, the second question was: What is a
logical system of strategies which ailows the teacher to not only
use feéﬁback, but to reduce fhe information feedback in relation to
the reduction of teacher prompts during'prerespoase inétruction?

The task of defiping épecific.teacher behaviérs and strategies”

seems only to be the first step in‘proyidingﬁteac%erswith guidelines
for curriculum,implementation. The introduction %f these behaviors
and strategies would be of no value unless they a}e practically useful.
This leads t§ the third question: Is it poséiblé to train teachers

to implement and maintain a complex system of preresponse and

postresponsé Ceaching'strategies? -

Scope of the Investigation

This study was conducted as part of an ongoing research program

3

for the.purpose of developiﬁg additional training material for teachers

of mentally retarded childréh within the PREP Program: Specific .
. [ . . bt " . B
teacher behaviors were identified for the postresponse phase of

instruction. These behaviors were systematically implemented during
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A }
instruction to colnside with prerespoﬁée behaviors already
establisﬁeh in the PREP Program. ‘These behaviors fell into one of
three categories: physical, visual of verbal. The system for
fading teaching behaviors waé based not only on studies and projects
done witﬁin the PREP Program, but also on studies done glsewhere by
other rgsearchers. The scope of this study was limited to teaching'

strategies to be used specifically in the PREP Program although the

categories of behaviors are also commohly used in language and

_self¥help programs (Kysela, 1978; SulzerfAzaroff and Mayer, 1977;

p. 182-200). The teaching strategies weré'applied to two Target
Skills: Jump Down and Swine on a Bar. These specific skills were
chosen because: o

1) they are skills that are normally found in the play )
: e ad
e ;
)

%

repertoires of young children;
2). they have a task sequence of.at least\four éteps,
3) - they are considered tested and valid sequences (Watkinson
and Wall, 1979), and
4) they are disérete skills which allow for.easier analysis of

. . preresponse and postresponse phases of instruction.

Limitatibns
b
A major limitation of this study was that the teacher data was .
gathered on videotape and the teachers were alwéys aware of when da;a
was beihg éollgéqed.. It could not be knozn,‘thereforé, if their use
of feedback strategies would be put to-effectiﬁé use in more -

natural situations.



The study employed a singlé subject design with four sugjpcts.
This limits the.degree to which 1t can be aSSQﬁed that all teachers
could employ teaching techniques of the same or similar nature.
However, since the subjects had no prior experience in the PREP
Progfam, it could be éséumed that the results would be within‘range
of typical ﬁérformance of teachers who are trained in this maﬁner;
The use of a single subject Qesign was necessary due‘to‘the nature
‘of’individualized.ihstruction and due to a_need in educational
research to examine individual teachers as opposed to groups of
. teachers (Flanders, 1970). This design is necessitated also by the
natuye of the questions to bg answered within this study. The
questioAs are aimed ;t individualized ;;stfuction and the spécific
teacher behaviors for young retarded children therefore require

\

extensive observation of individual teachers.

. Defidition of Termsv

\

1
.

teaching episode. in the Prep Program begiﬁs‘when-the

teacher initiates an interaction with a child through any

means of communication and ends when the child is left alone
again to play” (Watkinson and Wall, 1979, p. 30).

preresponse behaviors.

The behaviors oflthe teacher, including
verbal, visual and physical behaviors used before the child

responds and applied/with the intention of elicting a response.

postresponse behavior . The behaviors of the teacher, including

verbal, visual or

ysical behaviors used after the child

responds, to give /[information feedback or reinforcement as a



-direct result of the child's response.

responsextrial.ﬁ?A response trial may generally consist of a
pfomét; a pause long enough to provide tﬁe child time to
respond (as long as 8 seconds)-as well as feedback and/or
reinforcement (if a response h;s occurred). A response
trial occufs within a teaching episode and requires some
teacher behavior to occur eithef before the response or after
the respd;se.-

fading. A gradual removal of prométs used to foster an
independent performance without any kind of assistance or

\

support. ) . -



CHAPTER 11

REVIEW OF LITERATURE

Teaching Competencies

While the search for competent teaching has gone on for decades,
Brown and York (1974) allege that recently there is additional emphasis
~on efficiency in all areas of professional careers. They explain that
the system analysis appfoach to problem solvidg has resulted in defining
professional competencies which are required in the work field. This
approach has now permeated the philoséphy of educational‘administratioh
so that the need to identify teacher cémpetencies for the hand@équed
has also become evident, Sontag, Burke, and York (1973) have sugéésted
that the identifica;ion of these competencies is even more crucial in
.teaéhing the severely retarded, since:

In our view thefe is a direct relationship
between the level of students' disability and
_the competencies of the teachers, i.e., the

o more pronounced the level of disability, the
more specific and precise are the competencies
required of the teachers (p. 23).

To conduct studies which aim at identifying and evaluating teacher
_compéteﬁcies; it is necessary to establish some basic premise or defini-
tion of what is implied by the term ""to teach'. This definition must
lead to some obvious or behavioral edures which can be expected of a
competent professional.

Teaching may be defined as arranging the environment of the child and
sfiﬁulating the child to interact with it, resulting in specific changes
in the quality and quantity of skills.&ithin tﬁe child's repertoire.
Brown and York (1974)'a11ege.that.there are three pfactical competencies

that a qualified educator must have:

N
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'1. that the teacher fs able to delincate preciscly the skil D

the students will perform which they are not presently perdorm-
ing in the presence of the teacher,

2. that the teacher engage in specific behaviors and use certain
techniques to enhance the quality and quantity of skill in the
ghild's repertoire, and

3. that the teacher must verify the existence of changes in the
repertoire of the students,

The teacher can often accomplish the first by using the

curriculums which consist of task analyzed target behaviors. Understand-
ing the application of task analysis is anbimportant teaching strategy.
Reasons for the importance of task sequences are discussed by Williams,
Brown, and Certo (no date available). ' These authors state that the task
sequences provide a specification of starting points and terminal objec;
tives. An assessment of the child's performances will indicate preciselyv
where the child is at in his or her development and precisely what his
instructipnal needs are. If teachers employ task analvzed programs,

tﬂen they can meetAthe third expectation of verifying changes in the
child's repertoire. The advantage of task analysis for handicapped
students, specifically the retarded, is that this procedure lends itself

to individual instruction of different learning skill levels. This is

vital since the retarded experience difficulty in processing and learning

newy information,

It should be recognized that task sequences do not give a statement
of how to teach, but rather what should be taught (Williams et 'al., no
date). A problem then, is that the second expectation by Brown and York

has not been sufficiently addressed. Program:esigners often provide



only general techniques to asslst the teacher in present Ing currfceulum
materlal. More specific astrateples ‘ilt"(' required which fndfcate how the
teacher should act and react behaviorally during lnstruction.

Behaviors which can effect ively change or moﬂify the behavior of
others have been examined by researchers In applied behavior analysis.
Sulzer-Azaroff and Mayer (1977) déf ine applied behavior analysis programs
as follows:

Formally defined, applied behavior analysis is a

systematic performance based, self-evaluative

method of changing behavior. It is used in the

prevention and amelioration of behavioral problems

and in programs for learning (p. 6). (3“‘~\J \\\\\

Nume;qu studies have tested methods of changing behavior wi(ﬁ/ -
mentally retarded subjects. There has been repeated success in,iéproving
behavioral skills. The principles and methods which are examined and
recommended as a result of the research, are ﬁart of an essential tech-
nology for competent teachers.

Behavior is defined by Sulzer-Azaroff and Mayér (19775 as "... any
observable and measurable external or internal act of an organism' (p. 512).
To study the/process of behaQioral change, behaviorists analyze situations

in terms of antecedent behavior (before a response) and consequent

behavior (after a response).

Studies in Applied Behavior Analysis
Antecedent and consequent behaviors have been examined using tech-
niques such as priming and reinforcement to improve client behaviors
(Buell, Stoddard, Harris, and Baer, 1968; Hardiman, Goetz, Reuter, and
N

LeBlanc, 1975; Close, Irvin, Prehn, and Taylor, 1978; McClellan and Willis,

1979). Although many such studies have attempted to increase the frequency



ot specti{te behaviors, some clafm that these technigques may also Tead
to fmproved qualfty of performance.

Bucll et al. (1968) lonvestigated the application of soclal refn
forcement to bring about' Improved motor skills and soclal contact In a
playground setting. In the (nltial phase of treatment both physical
priming (placing the child on the equipment) and reinforcement (teacher
attention) were used.  The purpose of the priming was to expose the
child to the equipment so that reintorcement could then be ;HV('n.V
Duriny the second phase of treatment, priming was removed and only rein-
forcement was provided. 'Initially‘there was a decline in the rate of
equipmént use; however, this later increased with only the application of
reinforcement. The investigators suggested that the two techniques
(primes and reinforcement) interacted to produce the initial results.
The transitory reduction in equipment use, when priming was reduced,
indicated ta the researchers that a certéin amount of the behavior was
dependent on the teacher's prompts. Although the authors recognized
the important function of primes ih this study, their main conclusion
dealt with the effects of reinforcement.

The conclusion of Buell et al. (1968) that reinforcement had a
"... clear and pawerful role ... in developing a selected response class
in a preschool child" (p. 172) would seem well founded. However, it is
important to note the role that priming played in providing the oppor-
tunity for reinforéement to be gi&en. While the authors indicated that
priming was useful in this role, they failed to realize how essential
this ﬁeéhnique is in teaching new behaviors. It seems reasonable that

those authors should recommend that priming be viewed as a vital behavior

in these interactions.



The une ol prlmes and yelbntorcement was alao examined by Hard o
et al. (1979 In a sty where these tedhintques were nned toofnereane
a chtld's part fetpat fon and skl development in six Large moto
activities. bDuring tree play, particlpation was encouraped through
verbal primes which directed or encouraged the child to engape fooa
specitic activity.  To taprove skill, the trafuing sesasfons Ineladed
Hmited phyaical assistance where Toowas requlred tor satety in
showing the chilld where to place her feet ad hands, When the child

,
initiated her own activity in free play, teacher attention was s ed
as reinforcement.

The results indicated that the primes Increased the subject 'y
part icipat ton but not her skill level. The resecarchers concluded
that primes and cont ingent attention did not lead to skill acquisition
if the skill was not already in the child's repertoire. It should be
noted however, that the primes implemented in this study were not
SPL;CifiL,‘. or instructive in nature. Their main function was to rTequest
that the child engage in an activity but the request contained only
minimal information about how to perform the skill.

A point made by the authors was ... that throughout the study
primes were more effective than contingent attention for increasing
the subject's engagement in all activities' (p. 407). To explain
this, the authors pointed out that when the child did not engage in
any activity, there was no behavior to reinforce. The.conclusion,
therefore, was that the subject controlled the applica;ion of rein-
forcement and not the teacher. It was only when the teacher used

primes that there was increased probability that the subject would

engage in an activity and thus receive reinforcement. In addition



too the explanat fon g lven by Wardbman et ab o, 1t wmtaht be

e pested that oo Chone oo catlonns when the tetnlorcoment vould be
app!ted 10 may not have heen apptopn fate o1 stiong enouph te
cocourape the «htld to enpgage o the activity apaln romay also
bhe hypothesized that At the child s skl Tevel was nod adegquate o
the cqolpment to be ased cltect fvelyv, there may hove heen it
intrinste motfvat ton tor the ol Td to ase 10,

Consequent teaching LLQMVIUI-; Jave ot ten been applied dn
provious rescarch ae retntorcement . The conequent or postresponte
phase of Instruct fone can, however, vonsist of both refntorcement and
feedback.  Although the oltimate pnrpose of both may be siwito
(i.0., to Increase the freqguency ol oo behaviorY, the specil i
funct ion and character of cach is distinet.

The ef fectiveness ol reintorcement s evidenced best when the
bohavior fs alrveady within the chitd’'s repertoirve, Reintorcement 1
piven to indicate the appropriateness and aeeeptab il ity ot the
performance.  There is no specific indication of how to perform
bettor but rather, to perform the behavior apain in the same
circumstances.

Feedback serves to give information regarding what the behaviov

L3
was and how well it was performed. [t is expected that the learner
will process what the behavior was and why it was correct. This same
type of information is glven if the behavior was inappropriately
performed. Although the feedbgck information may in fact act as
reinforcement, the feedback must include some specific information
regarding the behavior. This gives the learner something definité

to process.



EYRTUIS ‘nxx'vl\ul!; stuadtens (Hellamy, Potoerason, and Lo, IS PRI TS 13
e el bamy, 1977 have doc laded teedback el te b ot ement an pard

ot procestuten gned wlhth mentally toetarded sabifed b, The gonl wan

Lo examine whether or net The retarde! coubd tearn spectitde ak 111

amet how st foalus teat ares contd beomantpalated to promote learatug,
Phese stantbes d1d cinpboy postresponne behavtor to omprent errarn
anid o e lntors e appropriate pertormances dhe bebavlors of e
Crainer s dm Toaded verbal conres tlona, mode b hae and phivatoal

however, bed to an dnterest

assbatance. Suach st Lo hove,
obaerving the eltects ot varfous feedback belwions,

Clove, Tevin, and Tavior (1978) dTooked at the e of verhal
o pheecteal corrections to o rease the ot Lo fenoy of anaembly SR
facks ot mentally retardest worker s, Thov usedd twe typres ol verbal
cartection it seneral o verbal cue and o o spectt e verbal coaedamd three
types of sestenal beopleenea b arrect fon provedure Geestare, phvesical
prompt , and repeated practiced, The subjects were randomly assiyned
to mix treatment conditions.  The resulty seemed to fodicate that
verhal statements can fonfora the severely retarded that an error
was made but that this is not as eficctive as phvsical prompting or
avercorrectfon in fmproving the skill performance.

Clowe of al. (1978) recommend further rescarch to determine whitt
circumstances can make these procedures predictably successful.  The
authors sugeest that such results will lead to an understanding of
the role of the trainer's behavior in teaching skills.

One study which manipulates tﬁe prompting and reinforcgment

i

hehaviors of a teacher was conducted by McClellan and Willis {1979).

This study examined the independent and combined effectiveness of



were used to increase the rate of verbalizations of a child in-8&

special educationrclags. The treatments were staggered.OQer j&o
situétion'and appliea in three phases.

The first phase of‘treatment'involved the teacher using_a
stﬁdent moaéi when the subjeét‘dig not respond appropriately or
did hot,respond at all. In the second phase the‘tgachers used
épecific préise’after a co;rect fespﬁnse and did not include any-
prompting-other tﬁan-teacher verbal solicitations. .The-spécific‘
* praise uééd‘in this study»might be donéﬁdered as a foxm of feedback
since the tgachef specifié the correct behavior ["Ggry good, you

B . .
answered out loud so everyone could hear you" (p. 40)]. The third

- phase of the experiment‘involved the combined use of'imitafive
prompting and specific praise. A correct response resulted in-

. specific praise being given and an inadequate response resulted in

©

"the‘teacher u;ing an,imitaﬁive prompt to get a correct response.
SuSsequently,‘the child was reinforeced\Qith sﬁecific praise.

McClellan and Willis concluded that the réte of verbal
respondingvdid increaes significantly using the\techniques 5}
imitative prométiné and'speéific praise. fhe investiga;dfs éléimed
fhat tﬁe results.illustrgfed a difference in the effectiyegess of
the two proceﬂures wﬁen applied indepehdently, as oppoée'?;o‘ah
combination of‘béth.- B;sed on mean percentages of verbal responses,
the autﬁors concluded that the most effective‘treatment procedure
was a qombinétionVOTNbéth imitative ﬁfompts and sﬁécific.praise. ‘
It was furéher émphasized‘that it was impértaﬁt to recbgnize thg

need to éventuélly‘fade the prompts'and praise reward to a phase



environment.

Analysis of Teaching Behaviors

The previous studies illustrate some of the prinéiples'of
applied behavior analysis and howfsuccessful their application can

be in bringing about behavior change. However, little research has

been done which studies how different teachers apply these techniques>

y
|

]

and what effects the various gppIications have upon responses. ?his
wéuld include three phases pf teaching»research. The first phase
would identify specific teaching behaviors whilg}the second phase
wogld involve observations to confirm that theée occur. This phase
woﬁld iﬁclﬁde an examination of whether or n&i there is systematic
application of those behaviqrs. bTheotﬂird phase of research is to -
determine the effectiyeness of the teéching'behavio}s and ;heir
applicétion; u$ing student progress.

y

Identifying Teaching Behaviors

There are a few studies whlch have attempted to identify

«teaching behaviors (Brophy, 1970 Filler, 1976; Flller and Brlcker,

1976; McIsaac, 1980). Table 1.summarizes the behaviors which were

recorded in the first three studies referenced above.. The comparison

indicates that Brophy really only observed verbal behavior of

teachers. These verbal behaviors centered on the degree of

specificity included in both the verbal instructions and feedback.

Y
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number of behaviors were ‘extended. In the preresponse phase, the
investigators included a limited amount of visual (pointing and
demonstration) as well as physical (guiéance) behaviors to be coded.
During their analysis, however, the researchers deleted guidance

énd demonstration because the mothersiin the study did not use these
preresponsé behaviors frequently. The postresponse behaviors such
.aé negative verbal feédbaék and negative physical feedback were» too
infrequent to be included in data analysis.

Filier (1976) recognized that as correct‘reéponses increased,
so too would the percent of positive feedback. for this reason, the
.postresponse data was displayed as the ratio of positive verbal
féedback to correct responses, énd the ratio of positiﬁe physical

' feedback to correct responses. Fiiler:believed'this*waé important
because: . |
Representing postfesponse meaéhres as ratios —
- minimized the probability that an increase
in the correct responding of children, if
accompanied by an increase in positive feedback,
would result in a failure to detect postresponse
feedback differences among the groups during
intervention (p. 607). o N

However, Fillér dpes'not attempt to relate the feedback fo
the preresponse behaviors. ' The preresponse ana pdstreséonse
behaviors are examined separately in relation to the correct
respoﬁsés and not to any relationship between them and posﬁresponse

thich may résult in more correct responses; .The data in Filler's

(1976) study indicated that preresponse behaviors had'a more

dramatic effect on improvement in performance'than did postresponse



study (Filler and Bricker, 1976) which-iﬁdicated that postregponse
behaviors seemed to in%luence skill ﬁefformance. As a result, it
might be suggested that Qata should be collected not only on all
possible teacher preresponse énd postresponse behaviors but also on
whether or not a relationship exists between the two beha;iérs. y
The appreciation of the importance of prerespénsé-and postresponse
events is Vital\in understanding teaching and its éffectiveness. Past
studies- (Brophy, 1970; Filler and Bricker, 1976; Filler, 1976) have
attempted to discerr which phase of the teaching episode has the
greatest influence in learning. The reaéon for conflicting results
ié likely due to an incomplete list of teacher behaviors and a disregard
for the possibility that both preresponseland postresponse behaviors
are equally gssential in learning. Another factor may be that beﬁaviors

of low frequency are often deleted from the data analysis when in fact

these behaviors may be very important to the teaching process.

o

PREP Research on Teaching Behaviors
-

,
4 ~

The PREP Project is an on~-going research. project with fhe
Patricia Austin Centre féf Adapted Physical Activitf Research and
Program Devélopment. .The Program and research has been committed
to‘developing curriculum materials and inst;uctibnél'methods for
teaching blay skills to young mentaiiy retarded childreg;. Special
attention has focused on individualiéed teaching of_play skills.
The program materials wefe Qriginallyhdeveloped in 1976 (Watkinéqp,
1976) and have since been updaééd through continued ‘wesearch

(Watkinson and Wall, 1979).

i
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examined teachijng behaviors during instructional sessions. The

first study (Whincup, 1978) arose as the result of a need to

develop a tool to monitor teaching procedures and child development

~with the PREP Program. The observational instrument was based on

the motor abilities of the mentally retarded, PREP Program teaching
strategies, and the theoretical constructs of applied behavior
analysis and motor skill acquisition (Whincup, 1978). The
resea;;EET reported that an observational instrument in PREP could
be used:
1. to provide suitable feedback for teachers, thus-
enabling them to assess and develop their own
teaching skills, .
'2. as a research tool to provide data in test,
treatment, retest situations (p..47).

The categories of behaviors that were coded included ante- -
cedents, behaviors, and consequences. In Whincup's stuay, the
antecedent ard consequent behaviors were defined primarily as
verbal, but they could also be paired with manipulation, physical
prompt, demonstration, environmental or body focus, or environmental
manipulation. The verbal behaviors were referred to as "mands" or

"solicitations."

The verbal "mands" referréd to a specific skill
(e.g;, "Kick the ball") and were regarded as f§¥m direct statements.

"Spliciations" on the other hand were less direct and more informal

(e.g., "Can you kick the ball?"). Verbal behaviors could also infer

" what. response was expected from prior performénces (e.g., "Let's try

again.").
The consequences were coded as verbal ‘positive or negative iwth
physical pairings [e.g., a pat or a hug (positive); a poke or a shake

(negativej]. Whincup also included feedback under the consequent



behavior by the teacher which gives the child intormation about
the immediately preceding skill or motor response' (p. 71).
She also stated that '"feedback must give some information to the
child regarding why the response was good or bad ..." (p. 71).
It is noted that Whincup did not define or code any teacher
feedback of a physiéal or visual nature; she only referred to
feedback as being verbal. In defining feedback and differentiating
it from the antecedent behavibrs, Whincup is definite and precise.
She stéted tﬁat‘feedback is prompted by the previous respénse and
manding refers only to the next response. This is very similar to
Brophy's (1970) identification of postresponse feedback ﬁehaviors:
All of this teaching”was‘considered as postresponse

since it occurred after the original error and was
triggered by the preceding actions of the childl(p._87).

. ”’_‘:9
The observation instrument developed by Whincup (1978) for the
_ PREP Program was tested by having observers code videotapes of
teaching segments. The coded data was assessed for inter-obserVer

agreement using the formula:

number of agreements - :
_number of agreements and disagreements

x 100..

-

Whincup's inétrﬁment yielded high iﬁter~observer agreements (80—90%)
in all the behavior categofies except Motor Soliciations which had a
" mean of 59.52 percéﬁt agreement.

The behaviors identifiéd by Whincup (1978)1led to the develﬁpment
of a preresponse prompting continuum (Wétkinson and Wall, 1979). This
cbntindum consisted of a‘range of prompts with varying degreeé of
tether aésistance. This assisted the teacher in evéluating the

degree of learner independence in performing specific skills. In



decrease of teacher asslistance as the proficlency of the child
increased. The amount of teacher assistance varied from physical
ﬁanipulation to no direct teacher assistance at all,

The second investigation of teaching behaviors in the PREP
Program (Mclsaac, 1980) used the prompting continuum to record
the effectiveness with which teachers faded their assistarve. The
observational instrument used in this study was somewhat different
from that developed by Whincup (1978). McIsaac's instrument
ipcluded four major phases of ipstruction (see Figure 1).‘ The pre-
instruction phase assured that the learner was attentive to the
teaching situation and in a prepared state prior to the execution of
a specific skill. The preresponse phase included specific teacher
behaviors which provided assistance énd/or information to the learner
for a skill response. The skill response phase was thatipﬁase in
which the teacher evaluated the childts response. Finally, the post-
response phase was described as the instructor's opbortun;ty to
.provide feedback relating to the preceding performance.

_ Mclsaac attempted to examine specific teacher %ehaviors bv
collecting empiriéal data to describe how the teachers were in fact
aagisting‘stuaents during instruction.

To.obtain information on the contingencies which exis;ed bet@een
teacher behaviors and learner responses, the data were treaped
rélative to three indices:

'l)‘ Calculation of percentage of correct learner

responses for attention, position and execution
over episodes of instruction,



B)

'C)

D)

I A AL L R UL L A NrER

Desired Responad
Attention
Position
Execution
Pre-regponse
FPhysical
Complete Manipulation
Manipuldtive Prompt
Minimal Guidance
Visual
Teacher Demonstration
Student Demonstration
Partial Skill Demonstration
Gestural Prompting
Verbal
Skill Cue
Skill Mand
Active Cue

‘Response C
Correct Respons

Incomplete Response
Incorrect Response
Negativism

Post-response
Phvsical
Complete Manipulation
Manipulative Prompt
Minimal Guidance
General Feedback )
Visual o
Teacher Demonstration-
Student Demonstration
Partial Skill Demonstration
Gesture :
Verbal Response
Skill Cue
Skill Mand
Action Cue
General Feedback
Interruption
Pause

l,)

Cp
MP
MG

DCI)

D(S)
PD
G

SC
SM
AC

Z o= O

CM
MP
MG
GF

D(T)
D(S)

Figure 1. Observation Instrument for Coding Teaching

Behavior in PREP. (McIsaac, 1980)

{



not Ing, tading of asststance (a) within each
eplsode, (b)) over serien of episodes, and
(¢) In vetation to corresponding percent
correct learner response.
1) Calculation of percent specitie feedback,
percent general teedback, percent occurrence
no feedback provided over episodes.
The data collected from these indices made it possible to calceulate the
appropriateness of the Information the teacher was providing the child
in relation to his correct responses. The rescarcher was also able to
determine if the teacher was gradually fading her assistance over time.
A wenkness in MclIsaac's indices of measurement was that the
percent of feedback was not-related to the number of correct responses.
Bricker (1976) found this relationship to be a significant one.
Furthermore, the nature of the study made it impossible to determine
the relative effectiveness of feedback and prompting. It is
recognized, however, that this was not the intent of the researcher
and therefore not within the scope of the investigation.
By collecting empirical data on teacher behaviors, McIsaac was
able to suggest specific reasons for lack of student progress.
Further to this, McIsaac made recommendations for teaching strategies
during intervention:
1) Teachers must be more conscious of systematically reducing
¢ .
their prompts.
2) Teachers should employ delaying techniques especially after
a verbal cue to promote fading of teacher assistance.
3) Two factors which may contribute to small increases in skill

performance were (a) not prompting and maintaining a child's

attention, and (b) not ensuring that the child was in the

£



4)  Teachers should be more consclious ol using general and
specitlie feedback with the partfeular task step they ave
teaching.

5)  Extensive use of reinforcement should be used boecause it
fmproves instructional effectiveness,

Melsaac's study, however, emphasized the prervesponse phase
of instruction. The definftion of feedback did not attempt to
define specific teacher behaviors:

General feedback refers to any teacher initiated

Information provided about the behavioral response

which expresses a simple evaluation. The feedback

may be physical, visual and verbal but it does not

provide any specific information relative to the

performance of or the outcome of the response (p. 124)\
The feedback definition given applied to reinforcement rather than

information feedback. There was confusion therefore as to what

specific information feedback behaviors were recorded. At the

'

time of McIsaac's study, little consideration was given to feedback
behaviors as opposed to reinforcement behaviors, and their

effective implementation.
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BEHAVIORS AND STRATEGIES

Intvoduct fon

Good, Biddle and Brophy (1975) allepe that certain assumptions are
needed in order to yield definitive In.‘i'ummt‘inn dbout effective teaching.
One assumption is that the relatfonship between teachers' behaviors and
children's responses is complex.  The effectivencss of teaching behaviors
mav be related to student variables such as sex, apge, and personality

;
traits. A second assumption is that teaching behaviors will vary accord-
ing to context and circumstances, for exa@ple whether or not a skill is
new, whether the child responds correctly, incorrectly or incompletely,
In spite of these assumptions is postulated that svstematic stratepies
can be develoved that would facilitate learning.

From previous rescarch (Brophy, 1970; Filler and Bricker, 1970;
Filler, 1976; Whincup, 1978; Mclsaac, 1980) three instructional phaéos
of a teaching episode can be identified: preresponse, response, and
postresponse. These three phases together encdmpass the essential

behaviors of teaching especially in an individual instructional

prograrni.

Preresponse Prompting Continuum

Individualized instruction occurs in the PREP Program
(Watkinson and Wall, 1979) in brief instructional episodes in which
a teacher interacts with one child. To ensure correct responses during
this episode, the teagher employslthe Preresponée Prompting Continuum

27



(Watk inson and Wall, 1979) are cateporiced an tollows:
1) PHYSHCAL behaviors fnclode thone oo whilteh the teac hes
‘
directly contacts the child o order to manipulate o
support the chitld’s body or body parts while the ohild
performsg a o shill.

Y VISUAL bebaviors are any non contact teacher helovion s

which Tocus the child's attention on o kev teatuie ol o
skill.

1) VERBAL behaviops are words or sentences the teacher ase

to commmicate to the child the cxpected skl pertormance
and/or focus the child's attent ion on some aspect of the
task.

To facilitate the eventual tading of physical and vigual prompts,
the behaviors are alwavs paired with an appropriate verbal promor. As
the child's performance become more consistent, the teacher decrease:
the amount L;f assistance bv reducing or delaying the prompts and the
child is expected to become more independent in responding., This is
illustrated in Figure 2.

PHYSICAL PROMPTS b

g = 22
C 5 J o5
¢ 2 o &
& % VISUAL PROMPTS 2 o
- - n
wm W\ w
o =
&3 VERBAL PROMPTS o
& g
Z NO PROMPTS &
=3 - =

Figure 2. " Postresponse Prompting Continuum
(Watkinson and Wall, 1979)
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They can e uned tn tact, to plve tefotorcement sund tafommat fon teedback
tao the child about hiin pesformance, Refuforeement tn uned to focieade
the tieguency of a reaponne and fatomat fon teedback (phyrteal, vinual
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Figure 71, Post response Feedback Continuum
(Watkinson and Wall, 1979

Prompting Behaviors and Preresponse Cuidelines

In order to reduce teacher assistance the teacher must work at
moving from physical prompting to verbal prompting or even to no prompt

Y )

at all. This process is called fading, and the PREP Program material
(Watkinson and Wall, 1979) contains a systematic framework for this
process, The framework consistg of three levels of prompting behaviors
within each category (see Figure 4). Through skillful fading the teacher
reduces the amount of information and assistance so that she moves from

a point where she uses complete manipulative prompting to a point where
%

the child can perform the target skill in free play, without a§sistance
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J.

Physical Prompts
Complete Manipulation
Manipylative Prompting
Minimal Guidance

Vigual Prompts i
~ Complete Skill Demonstratlon
Partial Skill Demonstration
Gestural Prompting
‘\ ' L/ 'l i
Verbal Prompts ' ’
Skill Cue
Skill Mand
Action Cue

No ‘Prompts AR ' ' -
/f Initiation with Envirommental Goal ' '
Imitative Initiation _
Initfation in Free Play ..

" Figure 4. Fading Within the Response Prompting Contlnuum

(Watkinson and Wall, 1980)

- of ény kind. The definitions for each behavior can be fonnd in

Appendix

B.

McIsaac 8 (1980) study indlcated that, although the PREP materials

seem to give fhe teacher all the necessary tools for systematic teachlng,

the results def}nitely indicated that the teachers did not systematically

fade their assistance. As a result of McIsaac's (1980)'recommendations

‘and the findings of a pilot study (Watkinson and Joxdan, see note), a

, system of'guidelines was déveloped for the present study. - These guide-

lines focus on the concept that the child must be performing consistently

T

before the teacher fades to the next prompt level or category. “More .

A

Spec1fica11y this concept was based on the following factors: ~

1.

2.

McIsaac's (1980) study revealed that teachers were rniot prompting

30

effectively or,systematically resulting in slow learner_progress."

A pilot study (Watkinson and Jordan, see note) revealed that



because fading occurred too quickly, learner progress

appeared inconsistent. Teachers who faded quickly form

" physical to visual or verbal prompting and then to a new
A '

task step often found that they had to return to physical

‘prompting at the previous task step: To minimize inforrect

3

responses, fading must be done gradually by‘moving to
less instructive prompts (SulzerlAzaroff and Mayer, 1977,
p. 205).

In order' to, avoid slowing progress and/or developing extended

" dependence on prompts, the teacher should probe frequently.

" The probe will funcgion as a test of the child's performance

with less teacher assistance than is usually being given

during instruction.

The@preresponse guidelines are aimed at making the teacher more skilled

at fading'systematicélly and, ensuring consistent child response before

fading. .

3 . ’ ! . - 3 -
The guidelines for preresponse prompting were preé&nted as follows:
' . # : . : .

: b
rompt should accompany any physical

An appfopriate.verbhg
or visual.prompt. For examplé, if the teacher is -touching the
child's knees, the appropriate Qefbal prompt in'ﬁumping Down
might be, '"Bend your kneéé." | | |

A" probe should be used onc

t

e dﬁring each technique episode.

The probe should be from two prompting categories. For
f .

.example, if instruction is typically at the physical category,

the probe should be at the verbal category (skill mand) .
If thé child responds correctly, the teacher should continué
at the verbal level to establish whether or not it is a

typical performance.

.\‘ ‘

/
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When there are two consecutive incorrect responses or

no responses, .the teacher should return to the previous

.ﬁrompt level. For example, if the child responds incorrectly

twice in a row with a Manipulative Prompt, then the teacher
should return to a Complete‘Manipulatiye Prompt for one or
two trials.

Teachers %ust obtain at least two-out-of-three correct
résponses'before fading to the next prompt ieQél. (This
caﬁbbe carried from the previoué episode). For example,
the ¢hild would have to respond correcfly two—out;of—three
tfials at a Demonstration level befére the teacher uses a

Partial Demonstration.

‘Three consecutive correct responses should be obtained at

‘Minimal Guidance before giving only a Demonstration.

Ay

If a Skill Cue has been used as a ﬁrompt, a new or different
Skill Cue should be introduced only if the original error

has been corrected. For example, the teacher should not tell

“the child to bend his kness and then to land on two feet if

he has nof correctly performed bending his knees.
The\teaching‘episéde should sfart at tHe most typical
response (prompt) from the previous episode. Fér example,
if the child Qas last performing consisténtly with Minimal
Guidance and is ready to mer to‘Demonstration, Minimal
Guidance sﬁould be used fér the first trial}in the nexf‘H
teaching episode.

There must be at least two levels of prompts used within a

category before prompts are faded to the next category.

(The.level of least assistance within each category

*
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10.

11.

The

33

should normally be used.)

Independent performances at a skill mand for each task

07
2

.step must be attained\before the teacher prompts ahead to

the next task step.
£
‘

A verbal indication must be given to the child as to whether

or not the child's performance was correct or incorrect.

This evaluation must conform with the task step criteria.
Each prompt given must be appropriate for that task step and
not for a task step previously taughf'or for one Which-has
not been taught yet.

preresponse guidelines were developed not only to make teachers

more conscious of their prompting, but also to give them some specific

criteria

on which to base their strategy decisions. The teachers in -

this study were told to follow these‘guidelines unless there was a

specific

fault that prevented them from using any of the guidelines.

The Rationale for Feedback. Behaviors

The

identification of 'specific feedback behaviors in the

1

present study was based on previous research (Brophy, 1970; Filler
and Bricker, 1976; Filler, 1976; McIsaac, 1980; Whincup, 1978) which

included postresponse behaviors. All of these studies were able to

distinguish postresponse from preresponse and as a result, were able

to code teaching behaviors which did in.fact occur after the learner's

response,,. These studies established then that postxespoﬁse behaviors

occurr ffnd may in fact have influenced or have been a determinant

"

of leanring (Filler and Bricker, 1976). Other studies have indicated



that both prerespnse and postresponse behaviors function together or
interact to produce increased frequency of performance as well as some
iﬁcrease in quality of skill performance (Buell, Stoddard, Harris, and
Baer, 1968; Hardiman, Goetz, Reuter, and LeBlanc, 1975; McClellan and
Willis, 1979). - ! ’

The existence of preresponse and postresp;nse teacher behaviors
is recognized and reported in the PREP materials (Watkinson and Wall,‘
1979). A continuum of behaviérally definéd.preresponse'prompts has
been'established within the major categories of physical, visual and
verbal. Thevpurpose for establishing a postresponse feedback continuum
was to assist the child ;n.eQaluating his/her skill performances, thus
resulting in iéarﬁing (Watkinson and Wallf 1979, p. 42). It was
believed that in order for the feedback to be useful it would not oniy
have to relate to the‘response itself but also to thehpreresponse
information (prompts) given to the éhild. This concept was also

discussed by Sulzer-Azaroff and Mayer (1977, p. 199):

‘N

The definitions of the feedback behaviors therefore pafallél
thosé of the prompting continuum. The behaviors were first categorized
as phyéical, visual or Qerbal and defined és follows: | '

1) Physical feedback is that in which‘the/teacher directly
contacts the child to focus the child's attentioﬁ onta.
Aspecific féature within the previous skill performance.

2) Visual feedback are those behaviors which provide information
by pértial.demonstration orba gesture about thé previous
response. These behaviors do nof include any physical

contaét between the child and the teacher.

34



3) Verbal feedback can be words or sentences thch give know~
ledge'of results or specific reference to a movement during
. the previous response.
- The paralleling of the feedbagk behaviors to the prompting
behaviors followed through és much as possible in the levels aé
shown in Figure 5. Two 1evels_we§e eliminated. Complete Maﬁipulation

. and Complete Demonstration were not considered appropriate as feed-

back. These behaviors only repeat the skill or a visual representation

of the skill. They would not be}useful in providing specific
information on important features of the child's skill perfotmance.
The levels of feedback witﬁin the categories and their definitions

were developed as follows:

PHYSICAL FEEDBACK

Partial Manipulative Feedback

This level is specific in nature and directs the child to what'
body part did or did not have cofrect involvement. Thg-feedback
is given by haQing the teacher ménipulate the body part in the
correct manner while giQing specific verbal information.

‘Example: The child was instructed and prompted to bend his

knees while jumping down. In the postresponse phase, the teache:,«'ﬂ

would bena the child’s knees stating whether or not the childﬁ

correctly -bent his knees.

Touch Feedback T k

'
i

The teacher merely touches the specific body part of’the child to
focus on its involvement from the previous trial.

- Example: The teacher touches the child's elbow to indicate that

35
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A
the child bent his elbow cdrtectly or incorrectly during a

throwing skill.

VISUAL FEEDBACK

Partial Demonstration

Teacher demogstrates that part of a skill that the child did or
did not perform correctly. |

Example: "Good try but you qid not bend your arms when you ran.”
Teacher bends her arms. '

Gesture

A gesture does not represent part of the skill but does focus
attention on the boéy part or movement that was cérrect or

incorrect. (The teacher may also gesture to a piece of equipment
N

also.)
Example: The teacher points to the child's hands and says,

"Youu held on tight that time."

VERBAL FEEDBACK | ' ‘

Cue Feedback | : |
L 2 «

This is very specific information which is about a particular

aspect of the skill performance. The‘verbalicue feedback attempts

to focus tﬁe‘éhild's attention on a key feature of the skill‘just

pexrformed.

Example: -If the instructor prompts for the child to jump but

focuse$ on landing on two feet; then the'keé&back cué‘would be, .

"You didn't land on two feet."

N\

Mand Feedback
I ,
Thii\level of feedback is considered general in nature and tells

4
5

/1‘ . Sy
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the child 1f he performed the pérticular skill correctly or

’

not. The mand must be used in the feedback otherwise the
\
feedback might be reinforcement,

Example: The child kicks a ball and the teacher immediately

says, ''Good, you kicked the ball."

Knowledge of Results
This level of feedback gives less information about the specific
skill the child performed. It only tells the child if his
‘performance was écceptable.

Example: A child who is working at Target Skill level for

Swing on a Bar may be told to '"Do it!' If the child swings

at the expected performance step, then the,teaﬁrer would say

"That's right!" or "Okay, you did it." M |

These behaviors were meant to be impiemented and faded as
systématically as the prompting behaviors. To ensure this, a set
of Feedback Strategiéé was deyeloped to assist the teachers in
implementing feedback behaviors. The strategies were based on
matching the mode of feedback with the modé of prompt. The child
would therefore be rééeivingrinformation in the postresFonse
phase which directly related to the preresponse instruction as
well as to the child's actual performance.' vThe'strategies suggested
and used for this study afe presented below:

1 Apprdpriéte vérbal feedback is paired with phvsical or

' visua1 feedbackf
2) ‘Mand Feedback is'paired with Complete ﬁanipulation ana

Complete Demonstration of a skill.

3) When a Manipulative Prompt is given which is specific in



4)

5)

6)

7)

8)

nature to a ccertain body part or parts (i.e., head, hands,
knees, etc.) then a Partial Manipulative Feedback should be
given after the respénse using the same body part or parts
in the same manner.

Touch Feedback is paired with Minimal Guidance which
specifically promptud'a certain body part. Tﬁerefore, the
teacher may touch a child's hands to prompt for holding onto
the bar. After the response, the teacher would again touch
the child's hands and say, '"Good, you held tight with vour
hands."

I1f a Partial Demonstration prompt is used which focuses on
the movement of a specific body part or parts (i.e., foot,

feet, knees, hands, .seat, etc.) then the specific Partial

Demonstration is repeated in postresponse with the appropriate

verbal information. If, however, a Partial Demonstration is
given to indicate what target skill is to be performed, then

Mand Feedback should be used.

If a Gesture Prompt is used to indicate the movement of a

specific body part or what piece of equipment is to be used,

this should be used as Gesture Feedback.

When a specific Skill Cue is given, then the teacher gives

Cue Feedback of the same nature. She does not give a

.

specific cue of performance (i.e., "Good, vou bent vour

. knees") if the cue was not given in the'prerespoﬁse phase.

Wheﬁ the child performs with a Skill Mand at anv task step,

the teacher should give Mand Feedback: - S

38
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9) After two correct responses, the teacdher should fade to

~Action Cue Prompt and Knowledge of Results Feedback.

™

response

Preresponse‘Prompt ‘ y Postresponse Feedback
Complete Manipulation * Mand Feedback ‘
Manipulative Prompt “*—— Partial Manipulative Feedback
Minimal Guidance | — Touch Feedback
‘Demonstration — Mand Feedback
Pértial Demoﬁstration - Partial Demonstration Feedback
Gesture » L Gesture Feedback
Skill Cue — Cue Feedback
Skill Mand : , ‘5 — Mand Feedback K
-Action Cue , _f; Knowledge of Reéults

Figure 5. Pairing Mode of Feedback with Mode of Prompt

Reinforcement Qas‘included as part of the postresponse phase of
-instruction as a technique for increasing the frequency of é correct

response. 'The use of reinforcement was monitored in order.to ensure

that there was some definite poéitive comments beipg giveﬁ-to the
"child. Essentially, reinforcement was coded for three categories

(physical, visual and verbal) and included behaviors that contained
© no specific qualitative information on how well the response was

performed only that it was accepfable Oor appropriate.
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The definitfons for the three categories werd as follovs:

1.

145

Phsyicu} reinforcemcné include those behaviors in which

the teacher directly contacts the child in order to show
acceptable performance oy affection (e.g., a hug, pat on

the head or tummy).

Visual reinforcement includes any non-contact behaviors
which give a general indicationf@f approval (e.g., clépping
or waving hands in the air). | |

Verbal reinforcement includes words or sentences the teacher
uses to communicate a "godd" performance and acceptaﬁle

behavior (e.g., "That's good'").



CHAPTER TV

METHODS AND PROCEDURES

Introduction

Previous educational studies, have rarely focused on individual

teacher effectiveness, and those that did, might have produced useful

findings except that their ratings have not proved reliable. Brophy and
- %
Evertson (1976) %ontend that raters have been inconsistent with their
criteria and therefore results of various studies were incongruous.
Rosenshine (1970) had also previously emphasized similar notions. She
claimed that the use of category systems and rating svstems as instru-
ments of instructional observation offexr weak information. Rosenshine
drfines the category system as a low-inference measure and the rating
system as a high-inference measure. 1In the same article Rosenshine
reports that although high-inference rating systems offer flexibility,
the category system gives more specificity and objectivity of a teacher’
behavior:

... evaluative reports based on high-inference

measures may offey few specific suggestions for

improving an instructional program. An evalua-

tive report which suggests that teachers need to

improve their clarity and organization, without

giving the low-inference correlates of such

behaviors, may amount to little more than suggest-

ing that the teachers be ''good and virtuous"

(p. 282).

It is necessary therefore to develop a measurement instrument that
identifies not only teaching behaviors but also irncorporates some
criteria for implementing those behaviors in an effective manner.

Another source of ‘incongruous results in previous educational

research, is- that many of the studies evaluating curricula, often use

41
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an experimental proup and a control proup.  The reason varg lnur’\:s(udivr;
diftfer In their results ts Tikely because the investipgators anusally
ivnore individual difterences of teachervs.  Flanders (1970) comment s
on such designs:

The most common rescarch destipn (which leaves

much to be desired) compares an "experimental

treatment’” group of classes with a control

proup ... (p. 11).
The key objection here is the desipgn which uses "proups"” and does not
consider the interaciton analysis which presumably exists between Vthe

treatment' and the teacher-pupil interaction.

Although the studies reviewed thus far have focused on normal

classroom situativhs, similar concerns are evident in special education.

Shores, Agelka, and Nelson (1973) report that teacher competencies for
systematic teaching have not been behaviorally defined. The authors
concluded that:
1) teaching strategies in specific programs dQ not provide for
‘generalization, and .

. 2) cbmpetenéy statements are not empiricaliy validated.

. An extensive research project on teaching behaviors was conducted
by Brophy'and Evertson (1976). This study attempted to identify
characteristics of successful teaching behaviors. From these
characteristics, the researchers expected to identify specific teaéhing
competencies. A major problem was that much of the information
gathered was based on surveys and questionnaires. The result was that
there was a large volume of information on the characteristics of
successful teachers (based on student's progress over five years).

The volume of such information rendered it inapplicable to research or

h
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practlee sftaat fonu. There wan no o data on whiteh 1o bane dectstonn
4
or recommendat fons for dmprovement (o teaching ‘(vrlmiqum;.

Brophy and Evertson theretore reattfrmed the conclastons of
other rescarchers (Flanders, 1970 Roseashine, 1970) that vesearch .
has not adequately studled fostroctional behaviors,  Ia tact, despltee
all the intormat fon Brophy aod Fvertson pathered, they emphasfzed
that more percise regearch s needed: ‘ A

... rvesearchers, administrators, and others concerned
with measurement of teacher eftectiveness should
concentrate thefrv elforts on discovering cause and

effect relatfonships that will help build up a
knowledge base concerning effective teachiug (p. Tah),

Des ivgn

The puprpose of this study was to determine if teachers could
apply feedback behaviors during individualized jostruction, using a
system of strategies that was developod to promote the use of teedback
resulting in more systematic teaching. The design used to examine the
application of féedback by the teachers was an ABA time-series design.

The time-series design allows for continuous measurement which
illustrates the gradual progress in the use of teaching strategies.
During the baseline phase, da;a was gathered on the teachers'
implementation of preresponse guidelines. ‘A 50% reduction in errors’
was attained before postresponse strategies could be introduced. This

2

criterion was considered reasonable tfor untraine@g&eachers. The w6
e

baseline data also included the frequency of feedback behaviors

and the frequency of feedback errors per reponse trial. The

treatment phase had the teachers implement feedback behaviors according



to the strategies.deQeloped and being tested in this st
foiloWup phase‘illﬁstrated the ability of the teachers to continue
the use of feedback while maintaiﬁing low freqdency of .errors in
prerésponse and postresponse phses of inséruction.

Individual da;a was collected on two sets of two teéchefs. The
: basellné and interﬁen;ion phases were staggeréd over time, thus reducin
reducing the poféntiail; invalidéting effects of historical evenés.

1

Population and Sample

The spbjects &ereifrom a group of undeﬁgréduaté physical
education studgﬁts at the University pf Alberta in their thifd‘and
fourth year of study. ' These studénts were enrolled inga praéticum ‘
course in physcial educationsfér’the‘mentally retarded. The course
>is opératéd'in the PREP Program for young mentally rgtérded children.v

~Thg saﬁplé group of teachers for this study had no previous
exposure to the PREP Prégxum or to any of its curriculum mﬁferials.

The subjects also had no form.:: tfaining in teachiﬁg mentally retarded'

beople.

Participant Chilidren

The four ééverely rctarded thildren who received instruction
“from the subjects ranged in age from hkyears to 8 years and lived at

home with their families. “All were ambulatory and all except one child

nad no physical impairments. The one exception was a child with a . ,.A={

~slight impairment (spastic diplegia) which affected his balance. All

™~
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of the children had been involved previously in the PREP Program.
At the time of the study, the children had justdcommenced fall
aﬁtendanée at the Elvgs Child Development‘Céntre and therefore
had not been given instrﬁction in PREP for at least five months.
These-children were chosen on the basis of their relative
emotional stability and also as thai; who could benefit:fFom
instructio®t on the assigned motor skills. Other children were not

as suitable due to unpredictable behavior or multiple handicap

conditions (e.g., blindness).

" Treatment

3

-

The subjects applied PREP individual instruction strategies during

a practicum lab session each Tuesday and Thursday from 12:30 - 1:45 p.m.

‘
@

There were three days of baseline for teachers A and ﬁ and four days
for teachers C and D. The treatment phase consisted of four instruc-
tionél days aﬁd three follow-up days fof all four teachgrs;(éee |
Table 2). |
~ The. rationale for ending the baseliﬁe phase was primarily based
“on a 50% or greater reduétion for at least ome déy in postresponée
,.érrors from the first day of baseline. The réduction was\ﬁhpottant
in demonstrating that'thelteachers had attained some skill in applying
the érompting:continuum.
At’the eﬁd of the baseline the teachers (§pbjécts) were in?olved
in two ope—hour lectures on postresponsé fgédbéck behaviors. A
"training packet was préseﬁ;ed‘consisting(of feedbéck behavior

definitions, feedback strategies and a guideline sheet on reinforcement.

N\
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The investigator explained the purpose and nature of feedback
in the poétresgonse phase of instruction. It was stressed that
appropriate feedback be given to the child-after each response

trial, and that the feedback be directly related to the child's

previous performance.-

Teacher Training

Before feachers*began formal instructién, they were given
information on the PREP curriculum and teaching techniques. There
were three ;ne—hour lecfures thch supplied inforﬁation on
assessment, tagk sequencés, prompting, fading and monitoring of

student progress. The lectures were based .directly on the material

provided in the PREP Manual (Watkinson and Wall, 1979). The teachers

i
B

weré then assigned a child and asked to‘practice teaching using the
target skiil 'Climg on a Box'. There were two sessions of practice
teaching which allowed th:?teachers to become fémiliar &ith using

the prométs during a practical situationm. They.were also instructed
to record their teaching episodesbon.a Daily Progress quﬁ (Watkinson
and Wall, 1979). Since no specifié teacher feedback behaviors were
esgablished by Watkinson aﬁd‘Wall prior to this étudy, the teachers

were not giGEn any specific instructions on the postresponse phase of

instruction. The teachers were told, however, that some fr
- : ‘
4

. ~ - . N
reinforcement or performance evaluation (good, correcty

pe
%

a
i

should be given éfter each of the child's respoﬂseQ
~ . : 5 P
A fourth and fifth lecture session was used tgn¥

set of preresponse rules which were thoroughly explained to the

¢
s
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TABLE 2

PHASES OF EXPERIMENTAL DESIGN
DURING INSTRUCTIONAL SESSIONS

TEACHERS A and B

Sessions 1-3

Sessions 4-7

Baseline

- Teachers given

information about
prompting errors

Treatment

-. Teachers use feed-

back during
instruction.

with use of video-
< tapes, ‘

- Teachers given in-
formation about their

feedback errors,

TEACHERS C and D

Sessions 1-3 Sessions 4-7

Baseline -

No involvement

- Teachers given
information
about prompting
errors Wwith
use of video-

tapes.

A,
2y

Sessions 8-11

Treatment

Teachers use feed-
back during in-

" struction.

Teachers given
information about
their feedback
errors.

47

Sessions 8-10

Follow-Up
No information
given to teachers
about their
errors.

Sessions 12-14

Follow-lp

- Teachers given
no information
about their
errors.
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teacheré. The purpose of these rules was to give the teachers
specific criteria for applying"and fading pyrompts in the preresponse
prompting continuum.  During the fifth lecture the teachers were
given the task sequences that they were to té?ch durihg the study

as well as the names of the children they w;ré\to instruct. It was
emphasized that the teachers be very fa;iliar &ith the task sequences
for Jump Down andASwing on a Bar and the descriétioh-bf teaching

behaviors for each of the prompts (see AppendixlB). At this point,

3
1

baseline teaching began. 'Data was collected for frequchy of
ﬁreresponse errors (according toApreresponse guidelines), fréquency
of feedBack behaviors and the freqﬁency of feedback errors (according
to postresponse strategies). Tﬁe investigatdr continued training

in preresponse techniques by réyiewing the‘vidcotaped teaching
‘episodes with each teacher. Errbrs in prompting and fading were
pointed out and corrections were suggested.

At the end of the baseline period the teachers were given a
further addition to their tfaining packet. The ‘addition included
handouts contaiming feedback behavior definitions and a list of
strategies to be‘foliowed‘relating to the systematic implementation
of the specific feedback beha&ibrs. Two'one—thr lectures were givén
fo instruct and explain to the tgachers how and why the postreéponse
behaviors were to be uséd during the instructional episodes. The
teahcers were asked to follow tﬁe feedback sgfategiés without trying
to question or justify them any further than the investigator's
éxﬁlanation.

The teachers were videotaped during each instructional epidsode

which lasted as 1ohg as the teacher felt necessary. The teachers.
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Qgre encouraged to get at least three.responses in order to
evaluate and record the child's typical response. The following
"day each teacher viewed her teaching episodes with the investigator.
Information concerning feedback behaviors and errors in strategy
were explained along with recommendations for the next ingtructiomal‘
session. | ~

Aftér.each of the next four sessions, the teachers continued té,
fpeet with the investigator:to view the videcdtapes. The researcher's

comments focused on the postresponse feedback behaviors and

strategies. Errors in feedback were indicated and correctiqns were
\

Al

presented. : - . N
2
After the fourth treatméﬁt session, the teachers continued
teaching‘for three more sessions; however, phey were not giﬁen any
information on their teaching strategies. They were instructed to
continue teaching using the preresponse and'postresponse behaviors
and the strategies for which they had been given training.

,

Target Skills

Each of the teachers was assigned two children for instruction
(see Table‘3). Teacher A‘taught chilé 1 dnd 2 Jumping Down and Swing
" on a Bar respectively. Teacher B taught child 2 qumping Down and
child 1 to Swing on a Bar. Teacher C taught child 3 the taréét‘skill -
Jump Down and taugﬁt child 4 to Swing on a Bar. Teacher D taugﬁt;the
oppoéite skills to each child. The teachers were required to»proQiﬁg

each child with two .instructional episodes per day for each skill. N

The order of instructional episodes was randomly asssigned each \\



day so as to ensure neo reactive effects from experimental time
arrangements. Teachers were not given any other information regarding
length of teaching episode or instructional procedures during the

daily sessions.

TABLE 3

THE bAILY.TEACHING ASSIGNMENT FOR THE FOUR
' TEACHERS DURING THE STUDY

Teacher Child Target Skill

A 1 Jump Down (2 episodes)

A 2 Swing on a Bar (2 episodes)

B 1 Swing on a Bar (2 episodes)

B 2 . Jump Down (2 episodes)

C- 3 ‘ . Jump Down (2 episo@gs)

C 4 _ Swing on a Bar (2 episodes)

$ .
D - - 3 o ' " Swing on a Bar (2 episodes)
D 4 Jump Down (2 episodes) ,

Rationale for Target Skills

The target skills, Jumping'Down and Swing on a Bar were the only
skills assigﬁed for instruction during fhe study. By using these two

skills there was an attempt to ensure that the treatment could be
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applied in the same manner by all teachgrs and that by using only
two skills, there was a limit to the. amount of informatidn (task
sequences and prompting behaviors) that the codefé would have to
learn.

The main considefation, however, was that these skills are both
discrete skills. Discrete skills facilitate e;sier evaluation of
a response and make it possible to distinguish between one teaching
trial and the neit. The teacher, therefore, can give preresponse
prompts, evaluate the résponse and folléw—up with immediate fyééback. -
It follows, theh; that the observeés would also find it easier to
distinguish the three phases Gf_phe teaching trial (preresponse,

response, postresponse).

ABA Time—Series\Design

Rationale

The ABA time-series design adds strength fo the controiling
effects of intervention, especially if the results are repiicated
across different subjects. If experimental control is obtéined
through such a design, then the only plausible cause of change in
behavior would ha&e to be the natural history of that beha§ior within
the ;tudy (Hersen and Barl&%, 1976). The'return to baseline phase
of this4deiégn enables £he reéearcher to analyze the strength of the
intervention.  The investigator must be aware that in learning
:situations a return to the original baseline will probably not occur
(Kratochwill, 1978, p. 42). It would be expected then that the

learning would be maintained for some period of time.



Specific Design

; The present study required that individual teachers be observed, in
'

order to gain as much information on teaching behaviors as possible. As
previous literature has indicated (Flanders, 1970; Rosenshine, 19705, the
data of individual teachers are more valuable and easier to interpret
realistically than group data. Data were collected on two sets of two
teachers. The baselines and intervention were staggered over time which
gives the design a multiple baselinevcharacteristic (seé Figure 6).

The staggering of the baseline in Ehis study was an attempt to pre-
vent the second'group of te;chers from observing and learning feedback
behaviqrs from the first group of teachers. During the baseline the
‘teachers were given detailed informa;ion on preresponse teaching behaviors
which resulted in them concentrating on those rather thén having time to
observe and analyzebthe other set of teachers. On the other hand, an
extended baseline for Group II may have caused some reactivity>as
Horner and Baer (1978) discussed. The multiple-probe which thg authors
recommend as an altgrnative might have been used, however that would not
have been>a realistic teaching situation since teaéhérs are required to
continue teaching once the instructional pr;gram begins. The 'staggering
of the baseline and the intervention replicétes the effectslover time
thus allowing.for experimental control and eliminating historical invali-

>

dating influences (Kratochwill, 1978, p. 70 and 73).

‘Internal and External Validity .
The use of the ABA time-series design requires that the researcher
account for several weaknesses in internal validity, ~The weaknesses

which apply to this design include many of those common to other time-

series designs. As indicated by Kratochwill (1978, p. 18) the threats
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mwmpnm 6. The ABA time-series design showing multiple
‘ baseline characteristic
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to internal validity include: history, maturation, testing, instrumenta-
tion,  instability, change in unit composition and reactive intervention.

Although history could quite likely be a threat to this study, {t
was controlled for by thé staggering of the baselines and intervention.
With continuous measurement of the teacher's instructional episodes, anv
vevents affecting behavior other than treatment would probably have been
detected. These two factors therefore would seem to effectively reduce
any historical confounding. |

Maturation could possibly have caused confounding although 10
instructional sessions was a reiqtively short period of time for untrained
teachers to develop systematic teaching strategies. However once the
teacher.graSped the preresponse behaviors, she may have naturally begun
to use ﬁeedback behaviors. IE would seem somewhat unlikely however that
all the teachers would grasp the behaviors and strategies within the time
span of 10 teaching sessions. Also because previous research in PREP
(McIsaac, 1980) established that experienced teachers were not systemati-
cally fading, it would be safe to aséume that feedback behaviofs would
not occur systematically thr0ugh Qaturation.

Testing would most definitely be a threat in this study. The

-~ i

teachers were aware of being observed (video taped) during each teaching
episode. Alsd, they were given specific feedback on their errors which
would cause the subjects to be highly sensitive, The nature of this
study was such that it necessitated this sensitivity”to testing.

Thé‘threat to internal validity caused by instrumentation was
controlled by videotaping ,thevteéchers in the same’manner and b§ random-
izing the order of instruction daily: The behaviors being observed and
their system of implemeﬁtétion were specifically defined. To resolve any

disagreements the observers referred directly to the definitions and

N



strategies as well ag the specific examples given 1n the bandout material,

Confounding eH.ject s from Instability could have existed during this
study due to the variability of performance of the mentally retarded
students, The mentally retarded children often vary in their attention,
motivation and their emotional status which affects their performance,
This could have caused the teachers to react differently during instruc-
tion with their students. The change of a task step (e.g., moving {rom
the requirements of Task Step One to Task Step Two) would seem to have

' '
also caused'varimbility in the teachers' performances. This could have
been as a result of the new information the teacher was having to give
to the ;hild, and alsé due to the adjustments the child was making to
the additional criteria of the new task step. These factors have to be
considered, as adjustments which would{nurmally occur during instruction
but which might be reduced in their effect with more teaching experience.

The subjects of this «study vemained the same throughout -and the
threat to internal validity due to change in experimental unit:composi~
tion was not a factor.

Reactive intervention did not pose a strong threat because inter-
vention was baséd on data from the preresponse phase of instruction.
Data during baseline reflected errors in preresponse as well as post-
response, however it was the number of errors in,prereéponse which
determine” ~ ~»n treatment begah. " The intervention began then when pre-
responsc were reduced, which was independent of the ba§e1ine data

for feedback errors.

' o
%

Although the prime concern of the investigator must be experimental
control (internal validity), the researcher is still faced with the
¥

problem of external validity. Kratochwill (1978) notes that the researcher

must consider population and ecological invalidating influences which might



reduce the generality of the study, o order to pencralize, the rescearcher
must draw randomly from the accessible and the taryet populat fons
(Kratochwill, 1978, p. 21). The present study has drawn only from an
acceygible population and therefore the results reter only to the untraloed
and Inexperfenced teachers ot the mentally retarded.

The extent to which the ecological or envivommental conditions could
be replicated and genceralized {n other situations is determiped by
addressing ten threats to ecological validity (Kratochwill, 1978, p. 28).
These threats involve: describing the independent variable explicitly,
Hawthorne Effect, novelty and disruption effects, experimenter effects,
pretest sensitization, post test sensitization, intceraction of time of
measurement and intervention effects, history, measurement of the
depcndent variable and referent generality.

The Independent variable was explicitly described by specific

\
behavioral definitions of both the feedback behaviors and the feedback
strategies. All behaviors coded for on the observation instrument were
defined for both teacher and child. Specific examples of the behaviors
and their implementation were also included.

The Hawthérne Effect was an obvious threat to external validity. .
The difficulties posed ip accurately videotaping the teachers resulted
in their awareness of being observed. This is a common fault of observa-
tional research in a teaching situation and is difficult to control.

The effects caused by novelty and disruption along with experimenter
effects were involved as part of the treatment. These effegts were
unavoidable by the nature and purpose of the study. For the teachers,.
the novelty .of reviewihg the;r‘teaChigg behavio® on videotape and
simultaneously receivigg féedbagk froﬁ ?he éxpéyiﬁenter;”was part of the

experimental treatment, The é#bérimenter effects however may khave been

fB1
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a factor with the second observer.  The vesearcher could have wnfnten
-
t fonally influenced the expectations ot the obaerver, To control for
such eftects, the second observer d1d not always see all of the teachers'
eplsodes each day and did not always observe the same teachers each
day.
The threat to external validity due to pretest sensitization was

»

not a factor, as there wasg no pretest on feedback for the teachers,

The subjects were totally wnaware during baseline, that feedback behaviors
were being recorded.  Thervefore, whatever feedback behavior occurred
during baseline instruction, occurred naturally.

Post test sensitization was not a concern, as the teachers were
cont inueusly ebserved for each teaching episode.  The teachers were video-
taped and observed in the same manne v cach instructional session,

The continuousemeasurement of a time-series desipn effectively
limits the effects due to interaction of time of measurement and inter-
vention effects. The last three instructional sessions did not include
any feedback to the teachers: 1t was expected that the teachers would
maintain the behaviors as they occurred during intervention. It wou ld
however have heen interesting to again observe the teachers later in
time or preferably to conitinue measurement unobtrusively.

The threat caused by history was addressed bv continuous measurement
which should inéicate any uncharacteristic change in behavior. Also, by

staggering the baseline and intervention of the two sets of teachers,

the experiment is considered to be repﬁ%ﬁﬁfad cver time (Kratochwill,

RS,
1978, p. 70).
The effects due to the measurement of the dependent varia®le are

addressed by specific behavioral definitions of all teacher belaviors.

The concept of inclusion of feedback behaviors is valid based on previous
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studies (Whincup, 1978; McIsaac, 1980) which have included.feedback as
part of thelteachef postresponse behaviors.” The concept of the feedback
strategies ié assumed valid for this study due to an inability of

previous research to prove independence of preresponse or postresponse

behavior as the necessary determinant in learning new skills (Buell et

al., 1968; Hardiman et al., 1975; Filler, 1976; Close et al., 1978;
McClellan and Willis, 1979). |

Referent generality (Kratochwill, 1978, p. 50) refers not only to

<
-

the external validity butvalso to the phenomenon or concept\ﬁnder'study.
The investigator should not only be conscious of‘the behavior that is
being- changed but also how this behavior éhange may affect non target'
behaviors. The researcher may thenvbe able to discuss tge range of-
possible'outcomesgfo‘be measured in a given study. .
The amount of referent generality could be’ considered weak in the

z

present study. The true funcfion of information feedbagk anq the identifi-
caéion of fhe most effective teéching,behaviors are not tested in this
study. The results of the present stpdy are 1imi§ed tsrdetermining'the
ability of the teaéhers to use feedback duringvinstructién. Further

cdinical testihg,wodld be necessary to discover the true effect of the

teacher's feedback on a child'é‘performance.

The Instrument . B

The inst;ument used for rec;rding the episodes allowed for the
analyﬁis of the preresponse, response and postresponse phases of inétrué-
Aéfgﬁ; The researcher was then‘abie to examine the appropriaigness"og the
behaviors omitted by the child and the teacher.

The observation instriument was basically the same as that used by

2
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McIsaac (1980) withwﬁws exception fh@& the pre- iﬂ@%ruction phase of the
episode was deleted. %”%heﬂeﬁﬁnesponse prompts remaimed the same and

the response category was cééed as correct (C), reSLsted (R), incorrect
(X) or no response (N). Correct and incorrect responses were coded on
' the observational sheet based on the teacber's verbal evaluetion. If
the teacherwindicated to the child that the response was correct or
incorrece then the observers‘@gfed the appropriate response. However
if the teacher's evaluation was wrong (the teacher says "Good" when the
reLponse wasyincorrect) then an error Qas coded (see preresponse édide-
1ine #10). '"Resists (R) or "n9 response (N)'" were coded on the basis

"of specific definitions (see Appendix A). The postresponse feedback

behaviors were modified and the general categories of reinforcement

)

Bral, viépal, verbal) wete included. A "Tagk Step" column.was‘also~
The nember ofbthe task step was verbally dubbedvonﬁo the video-
‘tape when the teacher gave this information to the camera operator
(before the teéching episode began). The observers then recorded this
duriﬁg coding sessions. |

In all there were nineteen teacher behaviors and four child behaviors
which Qere coded during the study (see Figure 11). The teacher“behaviors
inciuded nine preresponse prompting behaviors, seven feedback behaviors
and three categories of reinforcement. Lastly the observation_instrumeﬁt
included a section for reeordinglehe specific number of preresponse and

. postresponse errors. These errors were coded when teachers violated the
X 1

preresponse guidelines and postfesponse strategies given to them during

.-
SO
£

tréining.
The instrument was considered valid since it has been previously
tested (Whincup, 1978) and implemented in teacher evaluation (McIsaac,

1980). The addition of feedback behaviors did not pose a threat to the
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validity of the instfument,‘since these behaviors were beﬁaviorally
similar to the preresponse prompts. The feedback behaviors have, at

least in part, been identified in the literature as behaviors that are

vfrequenﬁly used in teaching (Close et al., 1978; Filler and Bricker,

1976; McLellan and Willis, 1979). However the complexity of the instru-

ment ‘was significantly increased by the additionivi_tbe feedback behaviofs
and the errors, so that reliability may have been adveréely affected

(Hawkins and Dotson, 1973; Johnston andABolstah, 1973, p. 17).

&

Establishing Interobserver Agfeement

Interobserver agreements were initially established prior to tbe
collection of data through observer training sessions. - The main observer
fo? this study was thg investigator. ' A second observer was used for
reliability checks during the study. The>éecond observer was alreédy
very familiar with the definitions of the promp;ing behaviors beéause’?f
her ﬁrevious experience i; the PREP ?rogram. Therefore, training was

only necessary for the preresponse guidelines, feedback behaviors, and

feedback strategies. Training took place over five sessions of approxi-

~

mately one hour each.
During the first three sessions the observers reviewed the material

in the training packet which included: preresponse guidelines, feedback

"behavior definitions, feedback strategies, task seqﬁences and coding

-

instructipns (see Appendix A). These initiai seésibns‘involved examining
thé guidelines, definitions and strategies to clé}ify theif meaning and
purpose. Coding procedures vere introdgced (rules and symbbls) along with
a saﬁple céding sheet.

The next twb sesgions involved observing videotaped teaching episodes

from the PREP Program with the. teaching behaviors beingvidentified and



recorded. Disagreements were resolved through foilow—up discuséion and
further review of the tralning materiqls.

Beéauéeiteachers in .the PREP Program had been previously trained
only in the.preresponse behaviors, the yideotaped episode contained very
few samples of feedback. Therefore it was difficult to get a realistic
observer training agreement, The videotapes then, were useg to assure
agreement in identifying téacher prompting béhaQiors and any errors‘in

preresponse fading, according to the guidelines implemented for this

study. .It was expected that feedback behaviors would not be difficult to
" : ’

identify since the definitions closely paralleled those of the prompting

continuum. The training sessions, then, were directed towards reducing
disagreements in identifying teacher behaviors.

It was reasoned that if the observers were identifying and recording

62

the behaviors as they occurred, then the preresponse and postresponse errors

could be determined in relation to the guidelines andrstrategies. When
the disagreements in identifying behaviors appeared to be adequately
‘eliminated the study began. - ©

The interobserver agreements during the study were calculated using
the recording of preresponse and postresponse‘erroré. The dependent
measures therefore included £h¢ errors committed in implementing the
preresponse guidelines and feedback gtrategies developed for this study.
1f the observers agreed on the specific errors committed then #t followed
that1agreement existed in the:recor?ing of thelteacher behaviors.-

The obsérveré en;ounggréd problems in coding behaviors‘and‘errors
due to unexpected mistakes by the teachers. For example, the teachers
unintentionally jumpéd from task step bne to task step two by cueihg
inéppropriately. The teachey would instrﬁct the ¢hild to perform accord-

ing to criteria included in task step two even though the child had not
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achieved all the requirements of task step one. The problem therefore
for the observers was to decide if an error should be recorded for each
prompt ;n each trial or for the first trial only. Problems such as this
required additional coding rules,

The procedures for observer reliability cﬂecks then were established

as follows:

1) the researcher coded all the teaching episodes

2) the interobserver reliability check was done on 20 to 25% of thé '
episodes by the second observer who randomly chose which epiéodes
wefe to be overlapped

3) the fesearcher sat with the second observer whilé she recordedv
the preresponsevand posﬁresponse occurrence of behaviors

4) the preresponse and postresponse errors were then recorded by
each obserQer independently and percent ?greement was calculdted

using the formula:

v

number .of agréements N
number of agreements + disagreements
a

100.

The observer agfeement check was done on a scored-interval basis
(Hawkins and.Dotson, 1973). Agreements were scored wben both observérs
coded the same error (identified by number) in the particular performance
~trial. Disagreements were scored if each observer recorded a different
error (identified by its guideline or strategy number) or if only one
observer recorded an error iﬁ the particular performance trial.

Thé method of using scored-intervals is discussed by Hawkins épd
- Dotson (1973). The scored—interQél (S—ij‘ag¥6emeﬁt>écore ignores all
intervals in which neither 6bserver scored'ﬁhe behavior as occurring.
Although Hawkins and Dotson state that this is a very.stringent test of
observer agreement, it does ‘test the adequaéyvéf respénse definitions. »

s
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Therefore the purpose qf using such a stringent observer reliability check
was to severely test the clarity and consistency'of the feedback strategles.
This would eventually assist the researcher in making recomméndgtions T
for revision or elimination of feedback strategies.
The inﬁerobserﬁer agreement percentages are,displayed in Tables 4,
5 and 6. The range of éercent agreement for ali coded errors on'a—daily
basis was 40% - 100% with the average percent agreement being 80%. ihis
L

meets acceptable observer agreement standards (Kazdin, 1977, p. 142;

Johnson and Bolstad, 1975, p. 17).

Treatment of the Data

The prefesponse data were incluqed initially to determine if the\
teacher; were systematically employing the preresponse prompting continuum.
Throughout the study these data were recorded to see if.-the low frequency
of preresponse errors could be maintained or if the introduction of feéd-
béck strategies had an adverse affect on the prompting.

The frequency of occurrence of feedback and the fréquency of both
~pr§feéponse and-postrequhse errors per trial are displayed in a summary
table.- To-examine the relatiénship and trend of the teacﬁers' preresponse
and postresponse behaviors, the data were plofted,on individuali
graphs as frequency of occurrence per tridl over sessions. The graphic
presentation was subjected to visual analysis with specific scrutiny of
trend and variability of performance.

Kratochwill (1978) reports that Glass et al. (1975) and Jones et al,
(1975) claim visual analysis has proven just as effec;ive and possibly
. more conservative in detecting significant and nonsignificant;results.

Kratochwill goes so far as to state that when treatment results are

replicated more than once, visual analysis may further reduce the-

3}



i " TABLE 4

THE MEAN PERCENT AGREEMENT OF ALL THE ERRORS FROM
FEACH DAY OF RELIABILITY OVERLAP

Preresponse . Postresponse

927% 86%

TABLE 5

INTEROBSERVER AGREEMENT FOR EACH PRERESPONSE GUIDELINES
FROM THE OVERLAP SESSIONS '

Presresponse ) Percent Agreement on
Guideline Agreements Disagreements  Scored Intervals
1 10 s -
2 21 1 - 95.5
3 11 2 ' 846
4 B 3 . %40.0
5 : 2 :) 0 100.0
6 No &{Curfences during reliability -
i »checks
7 1 » 3 *25.0
8 1 0 © 100.0
9 . ‘ 1 - 0 - $100.0
10 8 1 | 88.8
SR _ 2 0 | 100.0
x = 81.5

*Below acceptable interobserver agreement standards
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TABLE 6

INTEROBSERVER AGREEMENT FOR EACH POSTRESPONSE STRATEGY
FROM THE OVERLAP SESSIONS

Postresponse Percent Agpesitent
Strategy Agreements ‘ Disagreements on Scored Intervals

1 No occurrences during overlap -

2 57 5 | 91.9

3 4 : 0 100.0

4 | 2 3. . *40.0

5 . 2 - 1 . 66. 6

6 No occurrences dU(&PS overlap -

7 8 ““ 3 72.7

8 ‘ 7 10 70.0

9 3 0 100.0

x =

77.3

1

“Below acceptable interobserver agreement standards

probability of a Type I error (Kratochﬁill, 1978, p. 113).

The graphic analysis presents the frequency of feedback behaviér and
the frequency.of feedback errors per tfial over sessions. . The dependent
Variables‘wére examined on a per trial basis because number of trials

varied during each teaching episode.

Data Collection Procedures

The equipment was set up similarly each day for the subjects.to
conduct the teaching episodes. This aided in the videotaping of the

v
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teachers' actions and the recording of the verbal behaviors,

The baseline videokgping of the first set of teachers LEE done with
one color camera. In order to be able to record all the required teaching
episodes within the class‘time period, a second camera vas réquired when
the second set of teachers began teaching.

After each daily session the researcher viewed and coded the behaviors
of the teachers in each teaching épisode. During 20 to 25% of the episodes

the second observer was also recording in order to establish interobserver

agreement and observer reliability.



CHAPTER V

RESULTS

This study attempted to address three problems which relate to
teaching wi,t\hi,n the PRH" Program. The [irst two problems required
th{lt é;pec‘i.fic feedback teaching behaviors be identified and that a
logical system of strategies for implementing the feedback behaviors
be devised. These were.addressed by developing a feedback continuum
of specific behaviors within the categories of physical, visual, and
verbal behaviors. The feedback strategies were essentially based on
the suggestion that the mode of feedback be paired with the mode of
prompt given by the teacher.

The third problem identified in this study was to examine whether
inexperienced teachers could be trained to use the fcedbaék behaviors
in conjunction with the feedback strategies. The teachers werc
presented with materials that explained the teaching behaviors
previously developed in the PREP Program (Prefesponse Prompting
Continuum) adong with preresponse guidelines.' During the treatment
phase, or introduction of feedback during teaching, the teachers were
given behavior definitions and strategies for feedback. Training
sessions‘also included reviewing videotapes of the teachersvduriﬁé
instructional sessions. Data were collected during thevstudy on the
frequentcy of errors which were committed‘by the teachers (subjects).
The data Qere expected to ihdicate if the teachers were able to follow
the guidelines and straﬁegies.

The results for all four subjects are summarized in Table 7 over

the three experimental phases. The teachers provided-between four and

68
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five lrl.‘lls,“du.r:iny, cach of the two dally teaching episodes,  This wans

generally mafntained throughout the treatment and follow-up except that
Teachetd A did drop to an average of 3.8 trials per episode during

) S ¥
follow-up, Pteresponse errors were reduced during basellines, however

it is .int;b.r*.(?sting\n note that the average errors for Teacher A and B

f .
1

hi‘;,;h‘pr"‘ fi'in‘ou;ihout. the study than for Teachers € and D.

; #
., s %2‘ Apwi)
> . . . ) X 'Q‘ 7-" -
preresponse errvors dJor the first set of teachers (A and B) lllt‘ilmm}!

v - I ; o
during follow-up while teachers € and D cont inued to decrease theirss
preresponse errors. %

B ' t;

. ’ R " ) o .
During the treatment phasg, the teachers increased the averape

-ively high baselince

frequency of the feedback behavigrs.. “After rela

rates of feedback error, the teachersydecreas Their errors during

treatment. Teacher A returnel to hfﬁh rates Wi error following treat-
ment while the other teachers maintained or lowered the errors on
the average.

The ratio column indicates the ratio of the irequencies of fecd-
back errors to feedback behaviors. The ratios clearlv decrease during
treatment and are generally maintained during follow-up sessions. N

The final column indicates the average frequency of reinforcement

per trial for baseline, treatment and follow-up phases fo: o h

teacher.
Baseline Phase
The purpose of the baseline period of instruction was to develop

the teachers' use of the preresponse prompting continuum. The

graphs (Figures 7 to 10) illustrate that all of the teachers reduced
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4 their preresponse errors by at least 50% for at least two days.

The graphs also indicate that even though there was little feedback
occurring, the frequency of error was equal to or greater than the
behavior frequency. This is because errors were recorded if feedback

would have been appropriate .but was not given by the teacher.

Treatment Phase » ’ , "7

During the second phase of the study, the préresponse errors
remaiﬁed near or below the baseline level. For>all the subjects, the
preresponse errerS»were well belew one error per trial (Fiéures 7 ;o 10).

The teachers showed an increase in fhe frequency. of feedback

behavior and a decfease in the frequency of feedback error (less than 1

‘per trial). This was especially evidenced with Teachers A and D '

(Figures 7 and 9) who reached feedback'frequencies of approximately 1.20
per trial and had loﬁ error frequencies of .50 per trial and .25 per
tfial respectively. The feedback behaviors of Teacﬁer C (Figure 9)

1ncreased durlng treatment although there may have been a trend toward

this indicated at‘the,end of baseline. The frequency of feedback

errors for Teacher C differs from baseline only in the third day whegg

the error frequency was zero. It might be remembered, however, that-<2

Teacher'C had the fewest Trrors‘during baseline with an average of .59

\
L4

per \frial (see Table 7).
Teacher B's feedback behavior (Figure 8) did not reach as hlgh a
frequency as the other teachers. However, her data 1nd1cates f%e same

.
trend in behavior frequency as the other three teachers.

~
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Follow-up Phase

¥
k

Generally the overall behavior trends remained the same during
ghe three follow—ub sessiohﬁ%as they were during treatment., During
this time the.teachers receivéd no infprmati&n from the Tesearcher
regarding their errors; . . ﬁ

The low frequéncy of preresponse errors continuedﬂfor all four
teachérs (less than 1 perﬁtrial; see Figures 7 to 10 éng Table 7).

The frequency of feedback behavior for Teachers A,FB and C
(Figureg 7, 8 and 9) remained above one per tri:’ Teachers A and C
had a frequency greateg\;han l:SOIbehaviérs per trial and Tehcher B
had a frequency of approximately 1.10 feedback behaviors per trial.
Teacher D (Figure 10) had a decrease in feedback behavior, but the
frequency‘was still above the baseline level. -

&he errors in feedback.continued to decrease for Teachers B and D
(Figﬁrés 8 and 10) during the follow-up phase. Teacher A (Figur§\7)

exhibited a marked increase in error during the first two days of

follow-up, .although ‘the frequency returned to within the treatment

s N
',_ .ﬁ.a
w'@régge on the third day.

Within Subject Variability

14
After the baseline phase, the teachers exhibited little variability

‘*in preresponse errors throughout the study.

There wis some variability, however, in the frequency of feedback

. S e - ,
‘error by individual teachers during the treatment and follow-up

sessions. The most noteworthy is im Teacher C's data (Figure 9).,

’iﬁﬁ'

o ﬁ\}.

OAh
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PIERE  two days of treatment show the error frequency of feedback to
?iar éo the baseline. On the third day, however, the errors drop
‘to cero and increase‘agaib to almost baseline level on the fourtb day.

Variability"of feedback errors during the follow-up was evidenced
in Figure 7. On the second &ay, error frequency rose higher. than

baseline and treatment level, and then returned to .50 errors per trial.

»

£t

Between Subject Variability

The preresponse errors of the first set of teachers (A and B) show
blgher frequencies (Flgures 7 and 8) at the start of basellne than those
of the second set of teac%%rs (C and D) whose frequencies were well
below one per trial. Teachers A and B had preresponse‘error fcequencies
of .90 and 1.10 errors per trial respectively. Teachers C and D had .34
and .67 errors per trial on the first day of baseline. |

Teachers A and C (Figures 7 and 9) began the baseline with bigh‘
frequencles of feedback behavior (.90 and .87 respectlvely) ‘In

&
cmgﬁf%st, T&@!ﬁkrs B and D began with very 1owa£requencies of feedback

T e LY
v o ¥

: eéspectively) on the first day of baseline.

Guidelines and Strategies

Jables 8 to 11 show each subjects' daily errors for individual

-

vprereéponse guideliﬁes and postresponse strategies. It should be noted

that after the first session for Subjects A and B, two preresponse

qﬁ‘ guidelines were added. These were necessary because the teachers made

u

two errors which had not- been anticipated anq'became apparent durlng the

first day of instruction.
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w-? Preresponse Guidekihe and Postresponse‘Strategy

For Each Session

SUBJECT A
‘ : SESSIONS
PRERESPONSE : \ : :
GUIDELINE 1 3 4 5 6 7 8 10
1 6 1 2.
L2 4 4 3 3 3 4 4
3 "1 3
4 1
5
6
7 1
8
9 2
10 1
11 8 2
SESSIONS
POSTRESPONSE ’ ' .
STRATEGY 1 3. 4 5 6 7 8 10
1 ' 2 1
2- 13 - 10 4 -8 2 .10 10 2
3 iy
4 5 L1 1
5 1 197
&
7 7 6 3 1 1
8 . 5 ’
-9 1

8



TABLE 9

Frequency of Errors for Each

Preresponse Guideline and Postresponse Strategy

For Each Session

SUBJECT B
SESSTONS

PRERESPONSE

GUIDELINE 1 2 3 4 5 6 7 - 8 9 10
1 7 1 1 1
2 4 4 4 4 3 4 4 4 2
3 1 : \ 2 1 1 A
4 1 B
5 1 S
6’ 1 E
7 3 N
8 1 1 T
9 1 1
10 5 1 4 1 3 1
11 2 1 1

: SESSIONS

POSTRESPONSE _ ’

STRATEGIES 1 2 3 A 5 6 7 8 9 10

‘ 1 6 o ‘
2 14 9 9 4 410 6 2
3 ~ ' 2 A
4 8 2 1 B
5 2 3 S
6 E
7 8 3 7 3 1 1 3 N
8 T
9
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TABLE 10
Frequency of Errors for Each
Preresponse Guideline and Postresponse Strategy

For Each Session

SUBJECT C

SESSTONS

PRERESPONSE ~

GUIDELINE 1 2 3 4 5 6 7 8 9 10 11
1 4 2 2 1 - 1 1
2 5 1 3 1 1 2 2 2 1 2
3 2 3 1 2 4 2 1
4 2 1
5 1
6 3 2
7 1 1 1
8
9
10 1 3 1 1 2 1 1
11 1 1

SESSIONS

POSTRESPONSE #

STRATEGIES 1 2 3 4 5 6 7 8 9 10 11
L - | e
2 9 6 14 5 5 3 3 1 "
3 4 o '
4 1 4 7
5 .
6 R
7 4 4 3 4 4 1 4
8 1 2 1 2 .
9 2 1



0

TABLE 11

Frequency of Errors for Each

Preresponse Guideline and Postresponse Strategy

SUBJECT D

PRERESPONSE
GUIDELINE

P

POSTRESPONS
STRATEGIES

Nelie SR NN NG EEL WS A

For Each Session

SESSTONS
1 3 4 5 6 7 8 9 10 11
= . N
1 2 3 2 2
2 2 2 1 1 1
1 1
1
1 1
3. 4 3 1 1 3 2 2
2
SESSTONS
E
1 3 4 5 6 7 8 9 10 11
10 16 19 2 1
2 1 S
1
1 1
, 1 2 1 3 2
3 3 3 4 3 3 «~5 2 1
2
%
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’l"lw two preresponse guidelines (10 and 1) required that the
teacher glve a V(.‘rbul fnd{cative to chtbd if the response was correct
or Incorrect and that cach prompt given must be appropriate for the
task step that the child Is learning. 1)[11‘[11;1 session one, Subject A
had one error for puideline 10 and eight errors for pgufdeline 113
Subject B héd'fivu errors for guideline 10 and two errors for pulde-
line 11. 1t can be seen that these er‘ro-rs were easy to correct as
the number of errors for guidelines 10 aund Ll drop off immediately
‘after session one. It should also be noted that Teachers C and D had
fewer errors for these guidelines during session one since the guide-
lines were already in place when they began instruction.

The number of errors for guildeline 2 did not significantly decrease
during the study as all‘four teachers committed errors to guideline 2 -
throughout the. study. This guideline referred to probes which were

N
to be used at least once during each training episode.

There were als; a large number of errors for postresponse strategy
number 2 which suggests that man feedback be given after complete
manipulative and complete @%ﬁonstration from the preresponse phase.
Teacher D was the only subject to eliminate this error during treat-
ment although this teacher did have’difficulty reducing the errors
with strategy 8. V

Finally, it should bé noted that’Tables 8 to 11 display no errors
for sgqg e prerésponse guidelinés and the postresponse strategies.

For exa preresponse guideline 8 and postresponse strategy 6 have

very few or no errors during the study.



CHAPTER VI

DISCUSSTON

This study examined the systematic use of teacher feedback behaviors
as they related to a list of strategiey predented to the subjects,

)

Basically the rationale was to have the teacher provide information to
the child about his performance of a motor skill. '1‘£xt: femibuck information
not only related directly to the rcsponse‘but also coincidea-with tgc
prerespongse prompt.,

The data (gee Figures 7 to :0) show that the teachers reduced their
preresponse errors during the baseline phase to establish consistent and
systematic use of the preregp: prompting continuum. The low frequency
of pféresponse errors was maintained throughout the treatment and follow-
up phases at or below .60 errors pep~trial. Essentially this means that
the teachers were using the prompting continuum to effectively fade
both their assistance and information input. Effective fading results
in the child reaching an ;ndependent performance at each task step within
the Task Séquence.

During the baseline, the frequency ot feedback behaviors for all
the teachers was low. In most cases the data points for frequency of
féédback behaviors during Saseline yas less than .50 per trial. At the
end of the treatment phase all the teach&rs were using at leastvéne
feedback behavior per trial. The range oﬁ the last two days of treatment
was from 1.05 to as high as 2.00 feedback behaviors per trial. More than
one feedback.behavior would occur when pairing verbal feedback with a
physical or visual'feedback behavior. The follow-up data show that all
but one of the subjects maintained a frequency near to that attained

W ‘ i
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during treatment.  Although subject D (Figure 10) did show a drop tn
frequency of feedback behaviors, she st {1l remalned above her baneline
performance.,

The frequency of feedback errors was generally higher than the
frequency ot fteedback behaviory during baseline. This was uu/u result
of recording errvors when feedback should have been provided but was not

glven after a response.  As the frequency of feedback behaviors increased,

¥
i

the frequency of errors decreased during the treatment phase. The
difference between these two f;equunviuu grew signifi?antly gruatcr
throughout the treatment phase. The trend of a high frequency of feed-
back behaviors and a low freqafncy of feedback errors was generally
maintained during the follow-up phase.

The data therefore seem to %ndicate that this desirable trend (a
low frequency of preresponse &nd\}mﬁtresponse errors and a high frequency
of feedback behaviors) is attaggkble through teacher training in a
relatively short period of *$me. Tt also would geem then, that establish-
ing a relationship between prevesponse and postresponse phases of
ingtruction was successfw! {n the present study.

The additional focus on feedback is not a new concept in research
of teéching behavior. Close et al. (1978) examined feedback in the
context of overcorrection procedures to improve efficiency of skill
performance with mentally retarded adults., McLellan and Willis (1979)
used specific praise which when combined with prompting proved very
successful in increasing verbalizations. These studies and others
(Brophy, 1970; filler, 1976) identified and observed a number of teacher
behaviors in order to establish a relationship betyeen teaching behaviors
and learning. Filler;and Bricker (1976) and Filler (1976) obtained b

conf%?ctigg results in determining whether preresponse or postresponse

k%. -



e

s

had a greater fod luence to learnling.,  These vesearchers did not consfder
.
however, a complete range of postible teaching behaviors that could be

uged, nor did these studieds provide any strateples for prevesponse or

poratresponse teaching behaviors,
Unique Problems

In the present study, the focus on establishing a systematic relation-
ship between prevesponse and postresponse behaviors, presented certain
questions and problems, First, a primary objective was to develop

.
consistent teaching techniques by training the subjects with the PREY
Program materials. The guidelines and strategies cho to agsist the
teacher in knowing what behaviors could be used and why. The brubl%m
here was, there was no opportunity to compare the subjects' consistency
with any previous criteria. It was not known if the consistency attained
was at an acceptable level. This was particularly troublesome in trying
to‘determine what criteria should be established fof consistency of pre-
response prompting during baseline. This was crucial in order to

-
detemine when the teachers were ready to receive the . postresponse
training. In reviewing the teaching episodes it seemed reasonable to
expect the teachers to reduce preresponse errors by at least 50%. It is
not known if the general level of consistency attained by these teachers
is what should be expected. There is a strong probability that the
subjects could become more proficient with more experience and periodic
evaluation of their‘teaching. At this point there aoes not seem to be
enough gesearch data to provide answers or criteria for congistencyf

Further research and data may lead to a solution of a sqcond

question or problem raised during the study. There may be a dilemma as
; N
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»

to-what degree structure should exist in teaching interactions and what
opportunity -should be afforded to the teacher to adjust or modify her
- N . , . . ¢ . - b

behavior strategy during instruction. Possibly the basic question is,"

MHas the teaching profession and curriculum developers truly attemptéd

»

t6 incorporate behavioral principles and/ procedures during instruction?"
Perhaps the teacher training has traditionally focused only orr the subject .

area‘conténtvahd\not enough on how the teacher should teach.
Flandéfs‘(l970) and Rosenshine (1970) emphasiéed that the student- }

,teachér interdction is very dynamic and that the most effective taiching
. o . . . A .

g
i

behaviors have not yet been clearly identified. The dynamics of this
interaction are recognized in teaching severely retarded. The teacher

must, be able to adjust to the.children's;vafiability in skill repertoires,

emoti%nal states, perceptual difficulties, communication problems and
physical handicaps.

Despite this cohgtant need to adjust~and”§dagt during instruction,. .
o ; . . - e 5,
Sontag, Burke and York (1973) have affirmed that the identificafioq.of

. . ) ' %
competent teaching behaviors is essential for instructing severely handi-

t A ! w

capéed students,” It followed then, that the development of the pre-
' . , :

response and postresponse strategies for PREP teachers wds important ‘ .

and justified. | o S
Whilé‘examining the data it mu;t be remembered that there was an_
aﬁfempt”to establiéh a consistent relationship between teacher info?ma-
tion before a‘respénse and éfter a reéponse. The iﬁvestigator believed
that this relationship could be predictable and logical..' It was gxpected
thereforé, and the results seemed to indicate, thatawyile the'e?rors
remained relatively iow, the frequency of feedback behavior could be

increased. -This also indicates that generally, the preresponse prompts

86
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and guidelines were compatible with the feedback behaviors and strategies.
N \ . : ‘

If the feedback behavigr increases. as the errors dectease, it can be

assumed that the teachers can employ the behaviors suctessfully in a’

N

systematic manner.

Variability of Teacher Behavior

Tt was noted that there was a distinct difference between the first
. and second set of teachers regarding thevpreresponse errors on day one
of their respective baselines (Figures 7 to 10). The data indicate

that initially Teachers A and B (Figures 7 and 8):had much higher ' A \\

- frequengies .of preresponse errors than Teachers C énd D (Figufes 9 and

10). Al&hough both sets of teachers reduced the preresbonse errors,

r

“

the drop for-Teachers;A and B seemed more dramatic. As a resqlt the

inveétigaterféxtended the baseline for Teachets C and D to 2 fourth

: o : ' . ) : : .
day in order to achieve a 50% reduction in errors.

An obvious explanation fofr the difference would seem to be that

.

the teacher trainer may gain experience and knowledge during the train-

‘ A ’ !
ing of different teachers. This knowledge could then assist the traingr

in future instruction of teachers and result in the elimination of some of éhe

-

errors committed by prévious teachers.

. In fact this does -seem to be correct. During the baseline sessions

for Teachers A and B the researcher did in fact discover some teaching

errors which had not been anticiapted and therefore had_nat'been

!

discussed during training. These not only affected the frequency of
errors but caused some coding problems. The serious errors were pointed .
out to the teachers and further suggestions for correction were given to

L

the subjects. This experience allowed the investigator to anticipate
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teacher preresponse errors., Thus during the training of Teachers C and
D ‘these probable errors were explained and thus avoided when these

<
) L4
teachers began baseline instruction.

The variability of individual teachers was generélly low, "however
Figuré 7 (Teacher A) reflects some variability duriﬁg the treatment
pligse with a drop in feedback behgyior during_sgssion sig. The game
teacher had a'sharp increase in feedback érrors on the first and second days
of‘follow—gp ‘(sessions 8 & 9).The most seribus consideration should be
the increase in feedback errors. Not only did they increase above'the‘
baseline level b;t also increased above the feedback behavior frequency.
This returned the teacﬁing}pattern go_thét.bf the baseliﬁe level. It
might be reasqnable ;6 expect a %eedback behavior frequency 6f(1.00
.pér trial'aS'aCGEptablyh}gh enough, as_ long as'?he frequency of errors
is beloQA.gdyper trial. 1If the teacher has as many dr even more érrors -
than the frequency’éf feedback behavior; it is questionable as to what
:information the child is éetting, how the feedback relates to the
response or p;bmp;land finally, h6W'meanihgfuI’the feedback is to the
child.

The investigator was unable to discbver any consistent factor from
tge data wﬁich seemed to cause performance variability on certain days.
It was noted however that variability did occur on some occasions when
a new task stép was introduced. This could have caused the teacher to

‘make several adjustments in her strategy causing an increase in feedback

errors. _ . On other occasions the child's

Y
;

. : \ .
social behavior (i.e., cooperation.with the teacher or attending) may

™

have caused errors in teacher performance to increase.

~

These factors have to be considered as typical teaching problems

which may always cause some variability in the teacher's strategies. It
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couid probably be expected Fhat with more experience the teééhers wodld
be able to reduce the variability of their perfo;mance.

Prdg;s
-

'The‘use of probes in the présent study was for the purpose ofhtesE-
ing the éhildfé skill performance by reméving a physical prbmpt and usiné
only a verbal prompt. Preresponse guideline 2 states that there should
be at least one probe during each teaching episode. ff the child per-

" formed the tgsk step correctly more than once, the téacher moved~on to
the next task step. |

It was observed during the data cdllection that the use of probes
qould h;ve been more precisely employed. For example it séemed‘unfair
té ask a teacher to give a verbal probe to q\chéld who was performing
at Task Step 1 With Complete Manipulation. 1In all cases of this
circumstance the child only seemed confuse& at-the verbal request. In
such- circumstances the teachers often avoided using a probe during the
‘teaching episode, resulting injaﬁ error being ;oded.

It was also noted- in reziewing_;he videotapes, that at certain
times the teacher shogld have been more persistent in using the probe.
Guideline 3:also stated tﬁat if there was no response or two incorrect
responses, thén the teacher shdﬁld,return to her original prompt.
Howéyer, once the child began to perform without physical assistance it
of;en appeared that more frequent and persiéfent use of‘prébes might
have allowed for quicker progress. This apﬁlied éspecially when‘the

typical prompt level was visual or verbal.

&
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The Interobserver Agreement

The'large number of behaviors which were coded and the number of

possible errors (preresponse and'postrespoﬁse) made the obs®ervational

\

instrument a very complex one. Hawkins and Dotson (1973) and Johnson

and Bélstad (1973) have discussed how the number of beﬂaviors can *

N

adversely affect observer reliability and interobserver agreement.

Although these authors. suggest that lower criteria for acceptable inter-

.

obser;er agreements ( ¢ 80%) should_be considered, no definite suggestion
of‘alternate criteria seem available,

’ Agreements were scored based on the scored-intervals method which
only measures agreement based 6n intervalgjin which at least one observer
records a behavior.‘ Therefofe low interobserver agreements are more |
probable with low frequency.behavfors. Although unscored-interval’

agreements cquld have been calculated, this would not have been as

~stringent a test for definitions since the high frequency would artificially

increase the percent agreeméent. - Since the interdbserver agreement was

calculated on the errors (preresponse and postresponse) which were -

ptevioﬁsly untested, a~stringent test of'defihition was'required. The
scored-interval method of interobserver agreément served this purpose.
The 1q¥ intero?sgtver agreementé for guidelines.4 andv7 plus post-
response strétggy 4 (Tables 4fand 5):ma§ have'beem due to a 1dw frequency
of these errors. This low frequency cogid indiéélé that these guidelines
were not necessary or th;t they were easily ieafnéd and irlq:)lemented"i
withouf error. -Therefore in using‘interobserver agreement in establising
the clarity of a definition one must not onl& éonsi@er percent agreement

but also the frequency with which the guideline or strategy was used.

Low error frequency for a guideline or strategy may. indicate that it is



a strong and valuable teaching tool which ié‘easy'to use. It may -be

_valuable in the future taq establish interobserver agreement on the

3

~ feedback behaviors themsclves in spite of the facf that it would be
btime consuming.

+ Since the\feedbagk.behaviors had ‘not beén tested prior to this
study, their functionality and practicality weré untesﬁed. Feedback¢
strategy, 4 (tﬁe use of touch feedback) had a.low frequency of

‘ occurrence and a low percent of interobserver ;greement. ‘The question
again here is whether or not touch feedback is a uséfui and practical,

feedback teaching behavior. ' ’ .

- ~ N

It would seem that further research is needed to establish criteria

e for evaluating guidelines and strategies for functionality and
practicality. If the number of correct implementations of the guide-
lines and strategies had also been recorded, the data would then have

been more informative for evaluating the guidelines and strategies.

In this study, since only errors were recorded, it is not known how

\
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;‘rﬁ;,_ﬁlhg__AMmanyToppoLLuniLiﬁs%thre‘wﬁrg_ig_gnmmiLthg;grrors.‘;
» Also during -the training or..feedback sessions with»the teaéhers,
comm;nts focused on errors cpmmi;ted so that the_subjeét's mistakes
could be corrected. This may ha&e resulted in othér errors otcurring
liter Q£ich'were not pfesent ear%ier in the sessioﬁs.' Whep examples
of correqt:use of guidelines were presenf, this‘could'also have been
pointed out so as to gvoid'errors later. For example, in Table 9
Subjeéf D increased the'fréquency of errors for postreépoﬁse

s;rategy 8 after training began for feedBack.

'To evaluate the guidelines and strategies, researchers should

consider that just because there .are no errors the guideline or
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strategy 1s unnecessary. The lack of errors‘may merely indicate
that the guideline may be easily trained for use durihg‘instruction.
For examﬁle,.pr;response guideline 8 states that there must be at
least two lévels of prompts used withiﬁ a category before faging to
the next prompt category. Although some teachers had no errors for
this guideline, i& is important to ipclﬁde in training since such a
guideline impi'es the essence of‘using the prompting continuum. . Lt
éonversel , where afhigh‘fréquency of error -does exist fhrdughout

-instruction, it may be that the opportunity to use the guidelihe also

increased.  For example, large numbers of errors for postresponse

.

, .
g#~aregy 2 (pair Mand Feedback with Complete Manipulation or

ik . . "
« oxilore Demotristration) could have occurred due to a high frequency of

oo baitity 3uring earlier sessions. Teachers would be commencing
Vs v :

instruction at complete manipulation for the teaching episodes and

therefore, would have a greater opportunity to' commit an error to

strategy 2 than when they move on to prompt at a verbal level. In fact,

*

the decline in' errors for postresponse strategy 2 may have been due

to fewer opportunities after six or eight instructional days to*

make the errors.



CHAPTER VII '
CONCLUSIONS AND' RECOMMENDATIONS

3

Conclusions

In the pfesent study, the researcher attempted to train teachers
in the systematic ase of the Prerespbnso Prompting Con;inuum and the
Postresponse Feed?ack Continuum within the PREP Program. To develop
systematic use of the teachiﬁg behavioré, a number of preresponse guide-
lines and postresponse strategies were devised based on previoué
research (Mélsaac, 1980) aﬁd observation (Watkinson and Jordan, 1980
see notes). The teachers‘gpplied the guidelines and strategies during
the instruction of two discrete skills from the PREP Program curriculum,.
It'wé; determined that all four subjects were able to gain
consistency in the use of preresponse prompts and maintain this consiét—
ency during the tragning for  feedback behavior and strategies. Further-
more, the t.: hw«r %wire able to increase their use of feedback behaviors

and reduce the amount of error in ulﬁmﬁQwﬁﬁﬁ nehaviors. Based on this

trend, the following conclusions were drawn from the studyi
1) It was possible to train teachers to use some preresponse
guidelines and thus systematically move through the prompting

a

continuum.
~,

2) Through the presentation and training of specific feedback

7

behaviors, the teachers increased‘the frequency of providing
feedbaﬁk‘during instruétion.

3) Thé system of feedback strategies allowed the teachers to
provide feedback to the child which related directly to the

response and coincided with the preresponse prompting.

93"
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O
There should be some caution, however, in applying and accepting thesce
conclusions. Firstly, it must be remembered that it was not within t‘/lw
scope of this étudy to measure the frequency of opportunity for each of
the guidelines and strategies to be‘implemented during instruction.
Thus, althéugh the teachers errgred in some guidelines and strategles
but not in others, the researcher cannot conclude that all of these
strategies were valid and necessary.

Secondly, the rationale for pairing feedback behavior with prompts
in the preresponse -phase of instruction was not based on any specific
eyidence which recommends this as the most effective technique fort
delivering feedback. Therefore, the researcher does not suggest that
the feedback strategies présented are the most effective system of

N

teaching to promote learning. It is suggested, hbwever, that this
B ) \ | | R
may be a starting point for testing and evaluating the teacher's use

of feedback during instruction.

-Thirdly, it must also be noted that the pfereSponse guidelines
and postresponse strategies were only used iﬁ teéching two discrete
skills. It may be difficult or impractical to implement prompts and
feedback in the same manner during instruction‘of continuous skills.

The results and conclusions serve to indicate that teachers can
sysﬁematically implement. and fade‘their intervention during instruction.

The systematic fading of teacher input both before and after the response

is essential if the child is to attain independent performance.

Recommendations

Because of the limited amount of research done on specific teaching



behaviors and strategfes, studies subh as the present one seem to ralse
more questions than are answered.  For this reason, {t would seem that
there are more recommendations for further rescarch than recommendat tons
for implementing the material developed In the present study.

However, there scems to be enough evidence from the results to
warrant the recomnendation that the preresponse puidelines and the
feedback behaviors and strategies be added to the PREP teacher training
materials. 1t is believed that these materials would assist in
developing the teaching competency of the PREP instructors.

In order to assist in the initial training, it might also be

. |
recommended that the teachers not only record their prompts but also
their feedback behaviors. The teachers should be videotaped and then
4
the teacher trainer should compare what actually happened and what the
teacher recorded. It might be expected that there may be some amount

of difference between what happened and what is recorded; however, the

process will make the teacher much more aware of what she is doing and’

why . ’ 5/‘) P

f

The other recommendations from this study suggest in effect that
more research is.required béfore it can be determined if the teaching
matérials_in this study do in fact inérgése teacher effectiveness.
Theréfore, further research is recommended:

1) to further refine the logic and clarity of the guidelines and
strategies by recording the opportunity fhat each may be used
during instrucfion, )

2) to establish criteria for evaluating teaching strategiés,

3) to evaluate the application of the guidelines and strategies

with continous skills as opposed to discrete skills, and



‘)(!

A)  to entabl i[:;h criterfa tor teaching consiatency.
[t 0s only throuph further rescaveh, atmed ot the above points, that
educators will be able to develop some :;1;('<'i1 fe stratepics and criteria
tor eftective teaching. Hothe above points are met, then etfective

teaching can be measured by the student's provress

BN
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RULES FOR CODING *

1. Any béhavior which does not fit into a category as defined
by the &afinitions is to‘be ignored. (adapted from Mcisaac,

1980).

2. All meaningful pieces of information are to be recorded
providing:

a) that they can be categorized

\\\\\ . b) that they are not excluded by the coding‘rules

v (adapted from McIsaac, 1980)

3. Eabh trial is recorded in a horizontal direction from pre-
response to postresponse.

4. The task step number and the trial sequence is to be recorded.
Coding proceedures:

Before coding, it is adv%sable that the observer view
’the entire teaching‘episode<(adapted-fro& Mclsaaé, 1980).
The observer must record the prompting strategy im-
plemented by the instructor; code by level in the "Prerésponse”
ﬁhas;. Any prompt used by the teacher which is’contrary
to the preresponse rules must be marked as a teacher error

.

(J ) and the number of the rule recorded in the "errors"
section of the coding sheet.

The coder must Tecord the child's response in accordance

with the teacher's évaluation.‘ However, if the teacher has

-errored in the evaluation of the response, then an error is

indicated at the response check.

101




Example: Response

Cc R X N

. 4
. In the example the teachér has indicated to the child

that the performance was correct when in fact it was Q?t
correct. The coder therefore has recorded the correct response

but indicated a teacher error (@).

A trial is distinguished by:

Situation: Prompt/s —.response - feedback and/or reinforce-
ment
Situation: Prompt/s - pause (up to 10 sec.) - no respodse

There must be a pause of at least three seconds between prompts
in order to constitufe a new trial.
| A teacher error muét be recordéd if the teacher uses
an inappropriate.prombt.for thertéskgstgp.
Example: If the child is working at task siepvfourl
in the target skill Swing on a Bar, but the'teaphef
physicaily ;ssists the child on to the Ear or off
the Bench to swing, then an inappropriate prompt has
been given for that task step. The error isvrecordea
as follows:
M MP MG
®
s

The observer must record the feedback behavior implemented

.

by the .instructor. This is coded by the level in the "Post-

response' phase. Any feedback given to the child which is”

contrary to the given feedback strategies is checked but a

102
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a-

teacher error must be indicated. The number of the specific
feedback strategy is recorded in the "Errors' section of

the coding sheet.



CODING SYMBOLS
PRERESPONSE,

Physical , o
Complete Manipulation
Manipulative'Prompt

S Minimal Guidance
- ‘ . ..
~ % Visual
Complete Demonstration
Partial Demonstration

Gesture

Verbal
Skill Cue
‘ - Skill Mand

Action Cue
RESPONSE

Correct ’
Resisted
Incorrect

No Response

POSTRESPONSE (FEEDBACK)

4 ) i
¥ ~»

-'Physical .
4 Partial Manipu}ation Feedback
Touch‘Feedback
Visual
 Cue Feedback
Mand/ Feedback
Knowledge of Resﬁlts

Interruptiion

Teacher Error

3 B 2

CD
PD

sc
SM

“AC

Zox. "0

PM
TF

CF

KR

~




105

.

DEFINITION OF RESPONSES

Correct Response — those performances that meet the criteria of

the task step description given in the Prep Manual.

Incorrect Response - those performances that do not meet all

the criteria of the task step description given in the

Prep Manual.
-No Response - the absence of any attempt at an appropriate
performance. ‘An appropriate performance is one- which

reflects the teacher's mand or request.

Resists - 1if the child yells, cries, screams, and physically
pulls away from the teacher or runs away after a prompt,

the behavior is recorded as resists.
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TEACHER TRAINING

Before the teacheré gave any instruction to any child in the‘PREP
practicum sessions, they received 3 one-hour lectures. The purpose of
these lectures was to introduce and e;piain the implementation of PREP
Curriculum materials as well as teaching techniques. The following
schedule outlines the training schedule which led up to baseline
teaching:

TEACHER TRAINING SCHEDULE

Day One 15 hours (Lecture)
- overview of Assessment and the matrix of prompt levels with task
sequences ) :
- the Individual Instruction process including teacher prompting
continuum
Day Two 1 hour (Lecéure)
- teaching techniques (fading, delaying)
- monitoring student progress

Day Three 1 hour (Lecture)

- review in detail one skill sequence (preparation for practice
teaching)

- view videotapes of teaching episodes

- assign children for practice teaching (not childten to be used in
the study) '

s

Day Four ‘Practice Teaching (no data collected)'

Day Five 1 hour (Lecture)

- review in detail task sequences - Jump Down
- Swing on a Bar

Day Six  Practice Teaching

Day Seven 1 hour (Lecture)

- preresponse rules for fading

Day Eight 1 hour (Lecture)
- review preresponse rules
Day Nine

- begin teaching for data collection (baseline)



10Y

All training mhturiul was taken from the PREP Manual (Watkinson and
Wall, 1979). At the end of the daily teaching sessions the videotapes
‘were coded and the reliability checked by a second observer. Before
the next tegching seséion each' teacher viewed the videotapes and was
given feedback., This feedback 5uring baseline concentrated on the
implementation of the prompting continuum and the task sequence. The

. \
first set of teachers had a three day baseline and the seconé set had 4
days of baseline. During this time data was kept on the preresponse
errors and postresponse errors. Once the data indicated the 507 reduction

of preresponse errors then training began for use of the feedback

behaviors and strategies,



Prevesponse Guidelines

An appropriate verbal prompt should accompany any physical or visual
prompt. For example, it the teacher is touching the child's knees,
the appropriate verbal prompt in Jumping Down might be, "Beod vour

knees, "

A probe shouldﬁ be used once during each teaching episode.  The probe
should be from two categories ahead. For example, if instruction is
typically at the physical category, the probe should be at the verbal
category (skill mand). - If the child responds correctly, continue at
the verbal level to establish whether or not it is a typical

performance.

. When there are two consecutive incorrect responses or no responses,

return to the previous prompt level. For example, if the child
responds incorrectly twice in a row with a Manipulative Prompt then
return to a Complete Manipulation Prompt for one or two trials.
Obtain at least two-out-of-three correct responses before fading to
the nextﬂprompt level, (This can be carried from ﬁhe previous
episode). For example, the child would have to respond correctly
two-out-of-three trials at a Demonstration level before the teacher
uses a Partial Demonstration.

Three consecutive correct responses should be obtained at Minimal

. Guidance before giving only a Demonstration.

If a Skill Cue‘has been used as a prompt, a new or different Skill
qu should\not be introduced unless the original error has been
corrected. For example, the teacher should not tell the child to
bend his knees, and then to land on two feet, if he has not correctly

performed bending his knees. " : : :
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The teaching epilsode should woart at the wost tvypreal tesponse
(prompt) from the previoos episode.  For example, it the child wis
Lasgt performing consistently with Miniwal Cuidance, and is ready ta
move to Demonst vat fon, use Minimal Cuidance fov the fivst trfal in
the next teaching episode,

There must be at least two levels of prompts used within a catepory
betfore fading to the next category. Clthe tevel of least assistance
within each category seems likely before tading but way not e
necessgary. )

independent performances at a skill mand tor cach task step must be
attained betore prompting ahead to the next task step.

A verbal indication must be given to the child as to whether or not
the child's performance was correct or incorrect., This evaluation
must conform with the task step criteria.

Fach prompt given must be appropriate for that task step and not

trom a task step previously taught or which has not been taught yet.



Post vespoaie Staat cpde

Approprrate verbal feedboek b gl red with phvsioal oo viwual feed
Back .
Mand feedbiack preitaed it h ompies e LFERTE IS DY IRVE O SPRT TR Oy Lt e

Demongt ratton ol a akill.

When o Mantpobatsve Proapt 1s piven, which is Aapevitic fun onmature .

‘ i

dovertatn bods pavt on parts (e, head, haada, knees, oto, ) theg o

Pavtral Mandpulative feedback ghoutld be plven after the tespomne using

the same body part or parts in the s.ame manpe: .

Toach Feedback a1y paired with Minimal Guidiance whickh spevifroaliy

i

svemapt e a cortain bode part, hervetore the teacher mav temch o
3

’

child's hands to prompt for belding on to the har,  After the e s

the teacher would avain touch the ebhild s hands ot osae. i DRI o
held tight with vour hands. "

A Partial Demonstration prompt which tocuses on the movement of a
specitic bedy part or parts (il.e., foot, feer, kKnees, hands, seat,
ete.) then the specific Partial Demonstration is vepeated in post-
respense with the apprepriate verbal iuformation. | 11, however, a
Partial Demonstration is given to indicate what tarpet skill is to
be performed, then the Mand Feedback should be used,

A Gesture Frompt which is used to indicate the movement of a specific
body part or what piece of equipment is to be used, should be used
also as Gesture Feedback.

When a specific Skill Cue is given then the teacher gives a Cue
Feedback of the same nature, but does not give a specific cue or

performance (i.e., Good, vou bent your knees) if the cue was not

given in the preresponse,
\\\
\



When the child performs a Skill Mand at any task step, the

-

-

teacher should giVe Mand Feedback. -
After two correct responses, the teacher should fade 'to Action

Cue grOMpt’and Knowledge of Results Feedback.

113
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