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ABSTRACT 

The delivery of school psychological services has in 

recent years centered increasingly on the consultative role. 

The implementation of the consultative approach in the school 

setting can be greatly facilitated by a variety of psycho

logist-initiated activities. Inservice training for teachers 

is one extremely valuable tool in this regard for the devel

opment of skills necessary for effective consultation and im

plementation of classroom-based intervention plans. 

It was the purpose of this study to evaluate the rel

ative effectiveness of two teacher training packages under 

two analogue consultation dependent measure conditions in a 

2 x 2 completely randomized factorial design. Subjects in

cluded 56 elementary school teachers in the Amphitheater 

School District in Tucson, Arizona. The packages evaluated 

focused on 1) training in classroom behavior modification 

and consultation, and 2) training in consultative service 

delivery procedures and general multidisciplinary team pro-

cess (a non-specific training control). The analogue con-

sultation dependent measure conditions included 1) specific 

and 2) general Problem Identification, Problem Analysis, and 

ix 



Problem Evaluation behavioral consultation elicitors. The 

effectiveness of these training packages was evaluated rela

tive to knowledge of behavior modification principles and 

concepts, and relative to the frequency of specific cate

gories of consultee verbal behaviors (Bergan, 1977). 

The results of this study suggest that the experi

mental training package was effective in increasing teacher 

knowledge of behavioral procedures. This training was also 

found to be effective in increasing the frequency of teacher 

verbalizations regarding overt child behaviors, behavioral 

observation techniques, and behavioral intervention plans 

during the Problem Identification and Problem Analysis 

phases of analogue consultation. It was found that even 

after training, specific consultant questions were important 

in eliciting consul tee statements related to environmental 

conditions surrounding behavior. The use of more general 

types of consultant verbal behaviors, on the other hand, re

sulted in significantly more vague, unspecified, and irrele

vant types of consultee verbalizations. 

Consultee training should be an integral part of the 

school consultation process. The results of this study in-

dicate that teacher training in the skills necessary for 

effective identification, analysis, intervention, and evalu

ation of chil~ 1earning and behavior problems in the class

room is a very viable approach. 

x 



CHAPTER 1 

INTRODUCTION 

The delivery of school psychological services has in 

recent years centered increasingly on the consultative role 

of the school psychologist. Influences leading to this shift 

in role emphasis from that of the more traditional psycho

metric role have originated in legal as well as professional 

arenas. The passage and implementation of Public Law 94-142, 

The Education for All Handicapped Children Act"of 1975, and 

its requirement that a child be educated in the appropriate 

"least restrictive environment," has led to a tremendous 

increase in the consultative activities of the school psy

chologist. In conformance with the letter and the intent of 

this statute, greater care has been taken that children 

experiencing difficulties in school are removed from the 

regular classroom and educated in a more specialized setting 

only after other educational alternatives have been carefully 

explored. Support for the consultative role can be found 

within the professional literature as well, with a profusion 

of surveys and position papers presenting the benefits of the 

consultation approach and numerous empirical studies demon

strating its efficacy. Behavioral consultation is often 

considered to be one of the most widely practiced approaches 

1 



at this time (Gutkin & Curtis, 1982), and recent reviews of 

the consultation outcome literature (Medway, 1979: 1982) 

reveal that proponents of this model have generated the most 

supportive empirical evidence as well. 

2 

The expansion of the consultant role of the school 

psychologist has been viewed as "one of the most important 

developments in the field of school psychology within the 

last quarter centuryC (Medway, 1982, p. 442). Advancement of 

the behavioral consultation model, particularly for use in 

the schools, has been achieved through the work of Bergan and 

his associates (Bergan, 1970; 1977; Bergan, Byrnes & 

Kratochwill, 1979; Bergan & Tombari, 1975; 1976; Tombari & 

Bergan, 1978). Behavioral consultation is conceptualized by 

Bergan (1977) as essentially a problem-solving model in which 

the role of the consultant is to work with consu1tees in 

specifying problems, designing and implementing intervention 

plans, and evaluating consultation success. 

A number of psychological service delivery approaches 

designed to increase the consultative role of the psycholo

gist in the schools have recently been described at profes

sional conferences and in the literature (e.g., Fairchild, 

1982; Franklin, Dunlap & Shinn, 1982; Grubb, Petty & Flynn, 

1976). Major goals of these approaches include making 

available a much broader range of psychological services in 

the schools, decreasing the time for which children and 

teachers must wait for consultative input, increasing the 



likelihood that the needs of children can be met in the 

regular classroom environment, and increasing the numbers of 

children served by working with teachers and other school 

personnel in further developing their educational problem 

solving and classroom management skills. 

3 

Regardless of the type of consultative service 

delivery format utilized in a particular setting however, 

psychologist-initiated activities can greatly facilitate the 

implementation of desired roles (Lolli, 1980). In-service 

training for personnel within the school setting can be an 

extremely valuable tool in this regard, both in the facili

tation of the consultation role and developing consul tee 

skills necessary for the implementation of intervention plans 

developed. Consultees within the schools need to be aware of 

procedural entry steps involved in obtaining consultation, 

the nature of the consulting relationship itself, and the 

kinds of responsibilities likely to be involved. In addi-

tion, teacher knowledge of behavior modification principles 

and skill in their classroom applications are vital to 

effective consultation and management of student learning and 

behavior difficulties. 

Classroom-based behavior modification programs can be 

used to improve diverse child behavior difficulties including 

performance in academic skills, social interaction, classroom 

management and numerous other problems that may interfere 

with academic progress (Kazdin, 1982). The teacher training 
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literature reveals, in addition, that teachers have been 

successfully trained in a wide variety of behavior management 

skills and in the principles of behavior upon which those 

techniques are based (Bernstein, 1982). Training methods 

found in the empirical literature to be particularly effec

tive include modeling, role playing, and feedback, as well as 

didactic instructional techniques (written material, lecture 

and discussion) when used in combination with one or more of 

the other methods (Bernstein, 1982, Bernstein, in press). 

An important aspect to consider in the facilitation 

of the consultative service model is that as school psychol

ogists attempt to increase their consultative role in the 

schools, other school personnel, particularly teachers, must 

also assume new roles: Namely, those of consultee and behav

ior change agent (Grieger, 1972). Empirical investigations 

have shown that attitudes toward behavior modification can 

have a significant impact upon the effectiveness of behavior 

program outcomes (Kazdin & Cole, 1981; Woolfolk & Woolfolk, 

1979; Woolfolk, Woolfolk & Wilson, 1977). Although very 

little attention has been paid to this issue in the litera

ture, the success of behavioral consultation and the imple

mentation of behavioral interventions in the classroom may 

depend heavily upon teacher attitudes toward behavioral 

principles and concepts (Kazdin, 1980a; 1980b; 1981). 
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The purpose of this study was to evaluate the 

relative effectiveness of two in-service teacher training 

packages: 

1) Training in classroom behavior modification and 

consultation, including specific training developing 

cbnsultee verbal behavior skills, and 2) training in the 

procedural aspects of consultative service delivery and in 

multidisciplinary team processes (a non-specific tr.eatment 

control condition). The effectiveness of these training 

packages was evaluated relative to 1) knowledge of behavior 

modification principles and concepts as demonstrated on a 

paper-and-pencil test, and 2) the frequency of specific 

categories of teacher-consul tee verbal behaviors as measured 

in analogue consultation interviews. The relationship 

between pre-training teacher attitudes regarding behavior 

modification and training outcome was also investigated. 

This study differed from previous studies in its 

examination of teacher training in behavior modification as 

it bears upon teacher verbal behaviors in the consultation 

process. With the increase in the consultative role of the 

school pychologist and the search for ways to facilitate 

consultative service delivery within the schools, this is 

very valuable. Important information was also obtained in 

this study about the impact of teacher attitudes toward 

behavior modification upon training outcome. While 

considered to be important to the effective outcome of 
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behavioral procedures, attitudinal variables have been 

largely neglected in past research. 

The applications of behavior theory within the 

educational setting have been extensive. As noted by Kazdin 

(1981), however, a major limitation in the successful appli

cation of behavior modification to the education of children 

pertains to the effective dissemimation and extension of 

existing procedures and techniques to the large number of 

settings which would profit from their use. In-service 

6 

teacher training is an excellent way in which to approach the 

accomplishment of this goal. It cannot be assumed, however, 

that sufficient knowledge and skill in the use of behavioral 

methods can be taught in brief training workshops to insure 

the proper teacher application of these procedures. 1n

service teacher training must be viewed not as an end but as 

a facilitating agent for the effective use of a behavioral 

consultative model in the schools. On-going consultation 

with teachers following the introduction of these training 

packages is considered essential. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

School psychological service delivery has increas

ingly come to focus on the consultative role of the school 

psychologist and the implementation of behaviorally oriented 

interventions for children within the regular classroom 

environment. This approach serves both as an alternative and 

as an important adjunct to the more traditional psychometric 

assessment role of the school psychologist which typically 

precedes special education placement for children experi

encing serious learning and behavioral difficulties in 

school. The impetus for this shift in role emphasis over the 

years has come from sources both within and outside the 

profession since legislative as well as professional influ

ences impact significantly upon school psychological roles 

and practices (Bersoff, 1982; Oakland & Laosa, 1977). 

The Role of the School Psychologist 

The appropriate and desirable role for the school 

psychologist has been a most persistent concern within the 

profession for a number of years (Sabatino, 1981). Evidence 

attesting to this includes two national conferences held to 

7 
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discuss issues related to the role and function of the school 

psychologist (Cutts, 1955; Ysseldyke & Weinberg, 1981) and 

numerous surveys and articles indentifying and oiscussing 

existing conditions and problems. Historically, while con

sultation has been considered a part of the role of psychol

ogists in the schools, its implementation has been limited 

( Saba t i no, 1981). 

A national survey of school psychologists reported by 

Farling and Hoedt in 1971 indicated that at that point in 

time, individual examinations, preparation of written reports 

and parent-teacher conferences described the essence of the 

role of the school psychologist in this country. Preferred 

"ideal" roles, according to these respondents, included more 

counseling, program planning and evaluation, and behavioral 

management and consultation activities. The authors of this 

study viewed the problem as one of establishing a means for 

change within the school structure, including specification 

of procedures and acquisition of support for transitional 

activities. 

Support for a broader role definition for the school 

psychologist can be found throughout the professional liter

a~ure. A survey of teachers and school psychologists in Iowa 

regarding perceptions of the various roles assumed by psych

ologists in the schools was reported Dy Roberts (1970). Both 

teachers and school psychologists in this study expressed the 

opinion that a much broader role emphasis than that of psych-
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ometrist was needed. Kirchner's (1971) national survey of 

pupil personnel supervisors indicated that a wider scope of 

services delivered by practicing school psychologists was 

perceived as a need by that group as well. A survey of Ohio 

school psychologists and superintendents conducted by Manley 

and Manley (1978) revealed that both of these groups of 

school professionals held the traditional school psychologi

cal role of individual child testing to be of lower relevance 

to school needs than that of resource person and consultant. 

Public school administrators and psychologists in 

Virginia surveyed by Hughes (1979) indicated substantial 

agreement regarding their perceptions of actual time spent by 

psychologists in various job functions. These groups were 

also in agreement that a reduction in the psychometric role 

of the school psychologist would be desirable, but while 

administrators preferred that more time be spent in counsel

ing activities and other more traditional job functions, 

school psychologists indicated a preference for more preven

tive types of interventions. Lesiak and Lounsbury (1977) 

similarly found that elementary school principals in Michigan 

placed more value on school psychologist counseling, special 

class screening, and school/community 1iason types of activ

ities, while school psychology supervisors placed more 

emphasis on establishing preventive programs and conducting 

research and in-service workshops. 
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A survey of Iowa school principals and teachers con

ducted by Landau and Gerken (1979) indicated that principals 

perceived the psychometric role of the school psychologist as 

both most prevalent and most desirable, but teachers felt 

that psychologists in their schools spent too much time 

testing and that more consultation activities were needed. 

Elementary school principals surveyed nationally by Senft and 

Snider (1981) indicated that screening, assessment, and con

sultation roles of the school psychologist were viewed as 

particularly helpful. Changes in school psychological ser

vices indicated as desirable by these respondents included 

more time from the school psychologist and increases in group 

and individual counseling, preventive activities, and in

service training. 

Members of the New York State Association of School 

Psychologists surveyed by Leva ann Rywick (1977) indicated 

that these psychologists were experiencing some degree of 

freedom in their role performance and were conducting needed 

consultation in their schools. Cook and Patterson (1977) 

s~rveyed practicing psychologists in Nebraska and found that 

consultation was considered to be the most important function 

by respondents, both ideally and on the job. Significantly 

more time was reportedly spent by these psychologists, how

ever, in traditional assessment activities. A survey con

ducted by Waters (1973) revealed that school psychologists 

operating under a consultation model for six months in the 



" 

Houston area had conducted more consultations with school 

personnel than individual evaluations of children. This 

approach was rated as more valuable than a psychometric 

emphasis by the consumers of these psychological services. 

Barbanel and Hoffenburg-Rutman (1974) surveyed practicing 

school psychologists in New York and reported that respon

dents viewed consultation about the individual child with 

teachers, with pa~ents, and with other professionals in the 

school as the three most important functions in their jobs. 

11 

In a national survey of school psychologists, Ramage 

(1979) found that present and ideal roles and functions were 

fairly congruent. Psychologists still indicated however, a 

preference for doing fewer psychoeducational evaluations and 

more counseling, research, and in-service training for 

teachers. In another national sample of practicing school 

psychologists, Meacham and Peckham (1978) found that the 

consultation function was becoming more central in the actual 

role of the school psychologist and that consultation would 

be a primary role in the ideal situation according to the 

preferences of these respondents. Szmuk, Docherty, and 

Ringness (1979) investigated the ideal consultant role in the 

schools as perceived by teachers and psychologists in 

Wisconsin and found that while there was a discrepancy 

between the two groups regarding perceptions of what was 

actually accomplished in consultation, expectations of 

teachers for the role of the school psychologist agreed 
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closely with an emphasis on consultation activities. 

Undoubtedly the most important legislative influence 

on the delivery of school psychological services in recent 

years has been the passage and implementation of Public Law 

94-142, The Education for All Handicapped Children Act of 

1975. This statute makes possible the provision of federal 

financial support for special education and related services 

to state and local education agencies for children meeting 

certain eligibility requirements and was designed to insure 

all persons the right to a free and appropriate education. 

Among the many safeguards provided by P.L. 94-142, it is 

required that children be educated, to the maximum extent 

appropriate, within the least restrictive environment, that 

is, within a regular classroom setting (Bersoff, 1982; 

Reynolds, 1982; Sattler, 1982). Because children experienc

ing difficulty in school can be removed from the regular 

classroom and educated in a more specialized setting only 

after other educational alternatives have been carefully 

explored, the need for psychologists to serve as consultants 

in the schools has greatly increased (Bersoff, 1982; Gutkin 

& Curtis, 1982; Medway, 1982). 

Consultation 

The trend as expressed in the literature is clearly 

in support of a consultative model of psychological service 

delivery. Lambert, Sandoval, and Corder (1975) analyzed 

teacher evaluations of psychological services extended by 
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university interns in the San Francisco Bay area and found 

that school psychologists functioning as consultants were 

well received in that role. These investigators also 

reported that teacher perceptions of school-based consultants 

differed somewhat from those regarding other psychologists 

serving schools in that area and that teachers had requested 

more consultant services and fewer traditional school psych

ology services from the intern consultants. Fairchild (1976) 

compared the effectiveness of the traditional diagnostic 

model of school psyhological services with the consultant 

service model in working with elementary school teachers on 

the basis of two variables: 1) the time lag between teacher 

referral of a student and psychologist feedback, and 2) 

teacher perceptions of intervention effectiveness. The 

results of this study revealed that the consultant model of 

service delivery had led to recommendations that were as 

effective, if not more effective, in the opinion of teachers, 

and that feedback to teachers had been much more immediate in 

the model de-emphasizing the administration of time-consuming 

tests. 

The effects of a school psychological consultation 

program implemented in Vermont were evaluated by Ritter 

(1978) through an analysis of teacher referral patterns over 

a seven-year period. This author reported that consultation 

services appeared to contribute to a pattern of decreasing 

student referrals by teachers over time, and it was suggested 
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that consultative training and development of teacher 

instructional and classroom management skills may have 

enabled these teachers to better handle any additional 

student problems with less consultant involvement. Gutkin, 

Singer, and Brown (1980) found a strong positive response by 

teachers in a mid-western community experiencing school-based 

consultative services. These investigators found that 

teachers who worked with school psychological consultants 

tended to view student problems as significantly less severe 

than teachers who did not have these services available to 

them. These results were interpreted as further evidence 

that conSUltation serves to increase the types of problems 

with which teachers feel they can cope. 

In addition to these demonstrated school-related 

benefits with the use of consultation, the empirical evidence 

on conSUltation outcome is also positive. Mannino and Shore 

(1975) reviewed 35 consultation outcome studies published 

between 1958 and 1972 in an attempt to determine the overall 

effectiveness of consultative intervention. While these 

authors reported widely varying methodological quality across 

studies, 69% of the studies reviewed demonstrated a positive 

change in the client, the consultee, or the system targ~ted 

for change as a result of consultative input. A review of 29 

studies published between 1972 and 1977 examining the effec

tiveness of school consultation was conducted ·by Medway 

(1979). This author reported that 76% of the studies 
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reviewed demonstrated one or more positive effects resulting 

from consultation intervention. Several methodological 

limitations in these studies were noted including a lack of 

appropriate experimental control procedures, failure to 

control for individual consultant and consultee character

istics, infrequent use of multiple dependent measures 

assessing behavioral changes as well as attitudinal vari

ables, and the lack of follow-up data collection. Despite 

these methodological problems, Medway concluded that the 

consultative approach to problem solving in the schools was 

generally effective. 

The expansion of the consultant role of psychologists 

in the schools has been viewed as "one of the most important 

developments in the field of school psychology within the 

last quarter century" (Medway, 1982, p. 442). The work of 

Bergan and his associates (Bergan, 1970; 1977; Bergan, Byrnes 

& Kratochwill, 1979; Bergan & Tombari, 1975; 1976; 

Kratochwill & Bergan, 1978) has heavily supported the 

consultative model in the schools. Bergan (1970) stated that 

"the central task to be accomplished by psychological serv

ices in school settings is that of bringing relevant knowl

edge from the field of psychology to bear on the education of 

children" (p. 315). 

While models of consultation differ greatly in terms 

of theoretical orientation, goals, and types of intervention 

employed, some agreement does exist across models concerning 
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the defining characteristics of consultation (Reschly, 1976). 

These characteristics include indirect service to the client 

through the consultee, active involvement of the consultee in 

the consultation process, a voluntary, colleague-type rela

tionship between consultant and consultee, and a process in 

which knowledge utilization and problem-solving are funda

mental (Bergan, 1977; Gutkin & Curtis, 1982; Reschly, 1976). 

Three consultation models described by Reschly (1976) 

include mental health consultation, organization develo~ment 

consultation, and behavioral consultation. Gutkin and Curtis 

(1982) described a fourth type of consultation called 

problem-solving consultation. Mental health consultation, 

also referred to as the "medical model" (Bergan, Byrnes & 

Kratochwill, 1979) and "process" consultation (Jason & 

Ferone, 1978; Jason, Ferone & Anderegg, 1979), developed out 

of an increasing emphasis on prevention of mental illness. 

Consultants operating under this model atte~pt to assist 

consul tees in gaining insight into problems experienced so 

that better emotional adjustment can develop and clients may 

benefit from the healthier interactions that result. 

Organizational development consultation evolved out of social 

psychology and attempts to improve the functioning of complex 

social systems by facilitating needed innovation and change 

within the organizational structure itself. Consultants 

working out of the problem-solving consultation model attempt 

to maximize the likelihood of effective problem solution by 
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applying a specific set of principles within a prob1em

solving sequence (Gutkin & Curtis, 1982). This model is 

similar in many respects to behavioral consultation which 

Bergan (1977) defines as "the application of behavioral 

theory and research in consultation services" (p. 4). In 

this model the consult~nt assists the consultee in specifying 

and behaviorally defining problems and then in developing 

plans to alter environmental contingencies so that desired 

changes in behavior are more likely to occur (Bergan, 1977; 

Gutkin & Curtis, 1982; Reschly, 1976). 

Another consultative model which appears in the 

literature is "ecological" consultation. This model is 

similar in some respects to both organizational development 

consultation and to behavioral consultation. Consultative 

feedback in this rr·.·yje1, however, focuses on "social climate," 

curriculum, and architectural variables (Jason, Ferone & 

Anderegg, 1979). 

Bergan (1977) conceptualizes behavioral c~nsu1tation 

as essentially a problem-solving model. The role of the 

consultant in this approach is to work with the consul tee in 

specifying problems, in designing and implementing plans to 

solve those problems, and in evaluating the success achieved 

in alleviating the problems. The goals of behavioral consul

tative problem solving are to promote the mental health and 

educational development of children and youths and to produce 

clearly specified changes in behavior. Bergan describes con-



, I 

18 

su1tative problem solving as a series of four stages: 1) 

problem identification in which the problem to be solved is 

specified and verified in that a discrepancy is found to 

exist between the current and the desired level of behaviors 

of concern, 2) problem analysis in which variables that might 

facilitate-the achievemeilt of problem solution are identified 

and a plan to solve the problem is developed, 3) plan imple

mentation in which the consul tee implements or supervises 

implementation of the intervention plan developed, and 4) 

problem evaluation in which the consultant and consul tee 

determine whether or not problem solution has been achieved 

by comparing data collected during plan implementation with 

the level of acceptable performance specified in problem 

identification. The consultative phases are accomplished in 

a series of three interviews along with a number of 

additional consu1tant-consu1tee contacts designed to help 

insure appropriate data collection and implementation of the 

plan. In addition to the many beneficial influences demon

strated by the utilization of this model in the solution of 

school-related problems, the development of this approach has 

facilitated the systematic examination of interview verbali

zations through consultation analysis coding (Bergan & 

Tombari, 1975) allowing for more precision in both research 

and training efforts. 

Behavioral consultation appears to be one of the most 

widely utilized approaches at this time, and its proponents 
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possess the most empirical su?port as well, having produced a 

number of well-controlled studies demonstrating its effec

tiveness (Gutkin & Curtis, 1982). Jason and Ferone (1978) 

compared the effectiveness of "process" or mental health 

consultation with behavioral consultation in helping teachers 

to manage disruptive children in two first grade classrooms 

in Chicago. The behavioral consultation approach included 

discussions of behavior modification principles, individual 

behavior interventions, and feedback to teachers regarding 

the contingencies applied. Process consultation in this 

study included clarifying, supportive and reflective consul

tant responses intended to help the teacher better understand 

difficulties encountered and to improve his/her ability to 

work with problem children. It was found that behavioral 

consultation led to a significant reduction in ?roblem 

behaviors and a significant increase in teacher attention to 

more appropriate student behaviors. The process consultation 

intervention resulted in no significant behavior changes. 

A study further evaluating the differential effec

tiveness of behavioral and process consultation as well as 

that of ecological consultation was conducted by Jason, 

Ferone and Anderegg (1979). Children in an inner-city school 

demonstrating disruptive behavior in the classroom were 

observed in baseline, treatment and follow-up experimental 

phases on variables sensitive to behavioral, process and 

ecological consultation dimensions. Ecological consultation 
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classrooms evidenced no consistent changes, while process 

consultation classes demonstrated some significant increases 

in academic achievement levels. Significant reductions in 

observed and teacher-rated behavioral problems were demon

strated only in those classes where behavioral consultation 

had been provided. 

The effects of two conditions of IIclient-centered ll 

consultation on student teacher problem descriptions and 

remedial plans were investigated by Conoley and Conoley 

(1982). The client-centered approach utilized in th~s study 

included the behavioral model's emphasis on problem identi

fication (Bergan, 1977) and also the mental health monel's 

focus on IImotivational contributions from consultee and/or 

client to the problem" (Caplan, 1970; Conoley & Conoley, 

1982, p. 324). It was found in this study that analogue 

consultation both with and without prior child observation by 

the consultant resulted in improved student teacher problem 

description skills. While the data from the no-child-obser

vation group indicated that consul tee descriptions become 

better at the end of the consultation sessions, data from the 

consultation with child-observation group suggested that the 

problems were less well described by consul tees at the end of 

the session as compared to the beginning. Further investi

gations of these effects is needed. 

The effects of behavioral and medical consultation 

models were investigated by Bergan, Byrnes and Kratochwill 



(1979), and it was found that behavioral consultation was 

significantly more effective than the medical model in 

assisting the instruction of a hypothetical child in addi

tion. Results also suggested that behavioral consultation 

augmented by a task analysis report specifying certain 

prerequisite skills was more effective than behavioral con

sultation without the task analysis component. Bergan and 

Tombari (1976) investigated the impact on the efficacy of 

behavioral consultation of several consultant variables 

including measures of efficiency, interviewing skills, and 

flexibility in applying psychological principles. These 

investigators found th~t the consultant predictor variables 

had the greatest impact on the problem-identification phase 

of the problem-solving process and that behavioral consult

ants successful in identifying problems were almost always 

successful in solving those problems as well. 
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Teacher verbalizations about children's classroom 

problems as a function of medical-model or behavioral-model 

cues were also investigated by Tombari and Bergan (1978). In 

this study a behavioral cue in consultation called for 

verbalizations about a child'i behavior or the conditions 

immediately surrounding it. A medical-model cue, on the 

other hand, more generally requested teachers to describe 

their concerns about the child's problem and its possible 

c"auses and consequences. It was found that behavioral and 

medical-model cues elicited child behavior descriptions 
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congruent with their respective theoretical perspectives. 

The results of this investigation indicate that consultant 

cues are important variables for directiy influencing teacher 

verbal behavior during consultation. 

Consultation with highly skilled behavioral consult

ants was found by Curtis and Watson (1980) to result in 

significantly more improvement in teacher problem clarifi

cation skills than consultation with individuals demonstrat

ing lower levels of consultation skill. Consultant skill 

levels were based upon Bergan's (1977) Consultation Analysis 

Record which emphasizes specific behavioral analysis of 

verbal interactions occurring during consultation. The 

Problem Analysis Checklist (Bergan, 1977) was utilized to 

assess each consultee's problem clarification skills as 

measured and analyzed through an audio recording of consul tee 

verbalizations during an interview. Teachers working with 

highly skilled consultants were found to spend more time 

describing a child with specific, factual information than 

teachers working with less consultative skill or those 

receiving no consultative contact. Verbalizations related to 

procedures for measuring performance and incidence of 

behavior remained somewhat low for all subjects after 

consultation. 

Elementary school teachers shown videotapes of con

sultation in the school setting using either behavioral or 

mental health consultation techniques were found by Medway 
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and Forman (1980) to prefer the behavioral consultation 

approach. It was reported that teachers responded 

particularly favorably to the behavioral consult,·~t's 

supervisory role, determination of environmental variables, 

and recommendation for behavioral recording procedures. It 

was suggested that teacher preference for the behavioral 

approach may account, in part, for higher overall effec

tiveness rates reported for behavioral as compared to mental 

health consultation outcome studies (Medway, 1979; 1982). 

Gutkin (1981) assessed the relative frequency of consultee 

lack of knowledge, skills, confidence, and objectivity in the 

school setting in an attempt to evaluate Caplan's (1963; 

1970) hypothesis that the majority of consultation cases 

result from a lack of consultee objectivity. The results of 

this study indicated that significantly more consultation 

cases resulted from consul tee lack of knowledge, skills, and 

confidence than from lack of objectivity. While the limit

ations of this study call for cautious interpretation of 

these results, the authors call into question the usefulness 

of Caplanian mental health consultation techniques in the 

schools and suggest that a more behavioral approach geared to 

development of teacher knowledge and skill in problem

solving, behavior analysis and communication would be more 

appropriate. The results of this study also suggest the need 

for in-service training of teachers in classroom management 

techniques. 
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Recent reviews of the consultation outcome literature 

(Medway, 1979; 1982) revealed that overall, the behavioral 

consultation model appears to be particularly effective. A 

need for improvement in the area of research, both concept

ually and methodologically, was pointed out however. Medway 

(1982) noted the need for consultation investigations using 

larger subject samples than have been generally reported in 

the literature in the past. More information is also needed 

on consultant and consul tee characteristics so that important 

links between such variables as experience, education, 

attitude, and consultation outcome can be investigated 

(Medway, 1979; 1982). 

In summ~ry, considerable support exists within the 

professional literature as well as from legislative sources 

for school psychological service delivery which focuses on 

the behavioral consultative approach. Major reasons for this 

widespread support include the following: 1) the need for a 

much broader range of services in the schools than the tradi

tional psychometric role can provide (Kirchner, 1971; 

Roberts, 1970; Waters, 1973), 2) greater likelihood that the 

needs of children can be met in the least restrictive, regu

lar classroom environment (Nelson & Stevens, 1981; Reynolds, 

1982), 3) reduction in the time lag for providing interven

tions for student difficulties and feedback to teachers 

(Fairchild, 1976), 4) a potential long-range benefit that 

involvement in consultation with the school psychologist may 
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enable teachers to develop skills for better handling of 

similar future problems in the classroom (Gutkin, Singer & 

Brown, 1980; Ritter, 1978), and 5) the possibility that, 

ulti~ately, services provided by psychologists working within 

the school setting may reach much larger numbers of children. 

In essentially a preventive approach to school psychological 

service delivery, services may extend not only to specific 

children who are experiencing difficulty in school or in the 

home but, indirectly, to virtually all children in the 

schools (Bardon & Bennett, 1974; Kupisch, 1978; Reynolds, 

1982) • 

Consultative Service Delivery Models 

The delivery of consultative school psychological 

services can be handled in a wide variety of ways. One 

strategy proposed by Fairchild (1982) is that of the school 

psychologist as an assessment consultant to the multidisci

plinary team functioning within the school setting. This 

conceptualization of the role of the school psycholgist was 

conceived with the goal of maximizing the effectiveness of 

psychologists in the schools by developing a viable school 

psychological service alternative to that of primarily 

diagnostician. School psychologists functioning under this 

model shift the focus of their responsibilities in the 

schools from psychometrist to more emphasis on synthesis of 

infor~ation, development of systematic referral, assessment, 

and evaluation procedures, instrument selection for portions 
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of assessments which could be equitably distributed among 

qualified team members, and training of teachers and other 

child study team members. The primary advantage of this 

approach involves the broad range of service activities made 

possible with this type of focus on the consultative role. 

Another service delivery model destined to increase 

consultation responsibilities for school psychologists was 

described by Stewart-Lester (1982). This approach attempts 

to carefully account for testing responsibilities which can 

realistically only be handled by certified school psycholo

gists and psychometrists by suggesting 1) the cost-efficiency 

of contract testing and evaluation, and 2) the structuring of 

referral channels such that the opportunity for consultation 

with teachers is significantly increased. Implementation of 

the second component of this model is facilitated by simply 

requesting that teachers contact the school psychologist for 

a conference before making a formal referral. The advantages 

of this approach to service delivery include the expansion of 

the consultation role, an avenue for possible elimination of 

unnecessary testing, and more immediate response to the needs 

of children. This author conceptualizes the approach in 

terms of Bergan's (1977) model of consultation in which the 

initial psychologist-teacher conference serves the function 

of a problem identification interview. Whether or not testing 

is found to be a necessary step at that particular point in 

time, the teacher and psychologist can proceed in the 
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development of an immediate classroom-based intervention 

plan. Grubb, Petty and Flynn (1976) have conceptualized a 

similar strategy for the delivery of school psychological 

services in which initial consultation by the school psy

chologist is designed to playa major role. Development of 

immediate classroom alternatives prior to for~al special 

education evaluation is a key focus in this approach as well, 

and the active participation of teachers in the development 

of intervention plans is emphasized. 

'An extension of this consultative model is the'Child 

Study Team approach described and piloteq by Franklin, Dunlap 

and Shinn (1982). In this approach, consultation by the 

school psychologist with the classroom teacher of a child 

experiencing academic or behavioral difficulties is the 

first step in a series of available consultative opportun

ities. If consultative phases of problem identification, 

problem analysis and problem evaluation conducted by the 

school psychologist with a classroom teacher result in con

sultant and consul tee determination that a solution has not 

been attained for the identified problem, additional 

problem-solution brainstorming can be requested from a Child 

Study Team functioning on a volunteer basis within the 

school. This team consists essentially of all members of the 

multidisciplinary team within the school: The principal, 

classroom teachers, the school psychologist, the school· 

nurse, special education teachers, and the speech and 
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language therapist. Intervention plans generated with the 

help of this team and implemented by the classroom teacher 

with assistance from team members as appropriate, are later 

evaluated by the team for progress toward problem solution. 

If at any time during this entire consultation ?rocess, 

formal special education evaluation appears to be necessary, 

this process is begun as well. 

The expansion of multidisciplinary team functions to 

include consultation services is invaluable in attaining 

recognition by staff as a general school resource as well as 

in achieving optimal cost effectiveness (Pryzwansky & 

Rzepski, 1983). Given the wide range of problems which can 

arise in the school situation, team "brainstorming" and 

assistance for teachers in making classroom changes can 

contribute tremendously to the efforts of anyone school

based consultant. Such an approach can be utilized to 

provide specific follow-up support on referred children as 

well as for teacher concerns regarding general classroom 

needs. In many instances potential problems in a classroom 

or in the school as a whole can be avoided entirely in this 

way (Pryzwansky & Rzepski, 1983). 

The advantages of multidisciplinary consultation 

models such as those described above include those benefits 

related generally to an emphasis upon the consultative role 

in the schools as well as those accrued through the contri

bution and cooperation of several types of professionals 
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functioning together. A variety of school personnel working 

together can provide a wealth of backgrounds, skills, and 

ideas for a problem-solving effort. This approach is very 

much in keeping with the intent of P.L. 94-142 which requires 

that multidisciplinary teams be responsible for the planning 

and implementation of special programs necessary for the 

education of children. In addition, the opportunity for 

professionals to participate in this type of constructive 

problem-solving interaction frequently leads to the stimu

lation of new ideas and the development of new skills for 

these individuals. Motivation for teachers to solve problems 

of students in their classrooms without unnecessary testing 

is frequently increased as well, given the input and encour

agement of fellow classroom teachers. 

Facilitation of the Consultation Role 

Regardless of the type of consultative service 

delivery model utilized in a particular school setting, a 

number of psychologist-initiated activities can serve to 

facilitate the implementation of desired roles. Dissemi

nation of information is one vital aspect in this facili

tation process, and a number of ways in which to approach 

this type of activity in the schools have been suggested by 

Lolli (1980). There are several prime interest groups within 

a school district that must be informed of the range of 

potential psychological services that can be made available. 

Included among these groups are administrators, teachers, 
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parents, and the students themselves. Lolli points out the 

importance of meeting with each of these interest groups and 

keeping them abreast of available school psychological 

services for which their general awareness and input are 

essential. Speaking to students as a classroom group, at 

parent organization meetings or in parent-training groups are 

excellent ways of reaching these interest groups. The oppor

tunity to offer in-service programs through which faculty 

members may be apprised of available programs and procedures 

as well as interesting innovations is another avenue which 

should not be overlooked (Conoley & Conoley, 1982; Lolli, 

1980) • 

In-service training for personnel within the school 

setting can be an extremely valuable tool both in the facil

itation of the consultation role and in developing needed 

consul tee awareness and skills. If the school psychologist 

is to successfully meet the needs of children in the least 

restrictive environment, the means must be found for dis

seminating as much information and developing as many 

effective child management skills as possible (Gutkin & 

Curtis, 1982; White & Pryzwansky, 1982). Since it is the 

classroom teacher who has the most direct contact with 

students in the school setting, in-service teacher training 

is a promising way in which to approach the attainment of 

these goals. 
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In addition to skill development, teacher consul tees 

need to be aware of procedural entry steps involved in 

obtaining consultation, the nature of the consulting rela

tionship itself, and the kinds of "contracts" that are likely 

to be involved. It is very important, in other words, that 

consul tees not only. acquire the skills necessary to implement 

consultation plans developed but that they be apprised in 

advance of consultee prerogatives and responsibilities 

(Reynolds, 1982; Sandoval, Lambert & Davis, 1977). 

Consul tee training has been viewed as an integral 

part of the consultation process in the schools (Bardon & 

Bennett, 1974). Two consultant objectives identified by 

Bergan (1977) for the plan implementation ?hase of behavioral 

consultative problem solving are 1) determining the skill 

adequacy of the consultee and/or other plan executors, and 2) 

ascertaining the feasibility of conducting skill training. 

If the consultant determines that training is both needed and 

feasible, a third plan implementation objective of designing 

procedures to enhance the mastery of needed skills is in

cluded. School psychologists should be proficient in consul

tation, both as initiators and as trainers (Reynolds, 1982; 

Sabatino, 1981). 

An in-service training area vital to the effective 

management of learning and behavioral difficulties in the 

classroom is that of teacher training in the principles and 

application of classroom behavior management procedures. 
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Classroom-based behavior management programs can be utilized 

to improve diverse child behavior difficulties including 

performance in traditional academic skills, social inter

action, classroom management, and other special problems that 

may interfere with academic progress (Kazdin, 1982). The 

extensive literature on behavior modification with children 

leaves little doubt that contingency management can effec

tively be used to increase desirable and decrease undesirable 

social and academic child behaviors (Kazdin, 1981; Ross, 

1981; Sulzer-Azaroff, 1981). A substantial body of evidence 

also exists supporting the efficacy of training teachers in 

the application of these child behavioral management proce

dures (Bernstein, 1982; Kazdin, 1980, Ross, 1981). Indeed, a 

most efficient way in which to alter learning and behavioral 

difficulties in the classroom is to train teachers in a set 

of procedures for systematic behavior change, which then, 

with on-going consultative input, can be used as a basis for 

handling virtually any classroom behavior problem (Patterson, 

1971; O'Leary & O'Leary, 1977). 

Teacher Training 

Teachers have been successfully trained in a wide 

variety of behavior management skills as well as in the 

principles of behavior underlying those procedures. However, 

inadequate training can lead, not only to a failure in 

obtaining effective classroom behavior control, but even to 

serious misapplication of procedures and abuse if cautions 
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are not observed (Farnham-Diggory, 1981; Kazdin, 1981; Stein, 

1975) • In order for behavioral procedures to be effectual in 

obtaining student behaviors which are conducive to learning 

in the classroom, they must be implemented carefully, system-

atica1ly, and consistently. In order to determine the tech-

niques most likely to promote the acquisition and responsible 

application of behavior change skills, a substantial number 

of research investigations have been conducted. Most teacher 

training research reports results on the efficacy of combina

tions of various training procedures, but a few studies have. 

attempted to evaluate training component effectiveness as 

well (Bernstein, 1982; Bernstein, in press; Kazdin, 1980). 

Among the methods frequently studied are written manuals, 

lectures, discussion, modeling, role playing, cuing, and 

feedback. 

The written manual has been a particularly popular 

training approach for presentation of basic principles and 

introduction to behavior management procedures. A great 

variety of child behavior management manuals are available 

(Bernal & North, 1978). However, there is little evidence of 

adequate evaluation of this type of training (McMahon & 

Forehand, 1980). Other didactic instructional methods fre

quently utilized include lectures and discussion of prin

ciples and practices. One of the most consistent findings 

reported for didactic instruction in general, is that it is 

not sufficient when application of skills is the goal of 
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training (Bernstein, 1982). While instruction appears to 

contribute to knowledge of behavioral principles as assessed 

verbally, it is apparently inadequate in achieving actual 

classroom performance of behavior management skills. 

The effects of observational learning upon skill 

acquisition have been studied extensively (Bandura, 1977; 

Rosenthal & Zimmerman, 1978), and the efficacy of modeling 

and role playing in the training of behavior change agents 

has been consistently reported (Bernstein, 1982; in press). 

Modeling training has been conducted in analogue situations, 

on videotape or film, and in actual classrooms. Role playing 

frequentl{ ~ccompanies modeling in training, particularly 

when new skills are being taught (Bois, 1972). Modeling 

involves the demonstration of skills by someone already 

competent in their application, and role playing allows 

trainees the opportunity to rehearse those skills in the 

training setting before their actual use is attempted in the 

classroom. One of the most frequently reported training 

methods is feedback. Feedback training involves providing 

individuals with verbal, written, videotaped or gra~hically 

displayed information about their own behavior. Most teacher 

training programs employ some sort of behavior feedback to 

trainees, and a wide variety of these techniques have been 

studied. See Table 1 for a summary of the research support

ing these teacher training techniques. 



Table 1. Summary of teacher training research 

Studies demonstrating 
training method 
effectiveness 

Didactic Instruction 

Carnine & Fink, 1978 

Clark, Macrae, Ida 
& Smi th, 1975 

Cossairt, Hall & 
Hopkins, 1973 

Greenwood, Hops, 
~\1a 1 ker , Guild, Stokes, 
& Young, 1979 

Hall, 1971 

Hall, Fox, Willard, 
"Goldsmith, Emerson, 
Owen, Davis & Portia, 
1971 

Hall, Panyon & 
Rabon, 1968 

Hundert, 1982 

Johnson & Sloat, 
1980 

Kazdin, 1974 

Koegel, Russo & 
Rincover, 1977 

Package/ 
Component 
Analysis 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

N 

13 

2 

3 

50 

1 

6 

3 

2 

13 

6 

11 

35 

Design 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

Group 

Reversal 

Reversal 

Reversal 

Multiple 
baseline 

Group 

Group 

Multiple 
baseline 



Table 1. (Continued) 

Studies demonstrating 
training method 
effectiveness 

Didactic Instruction 

Madsen, Madsen, Saudar
gas, Hammond, Smith, & 
Edgar, 1970 

McKeown, Adams & 
Forehand, 1975 

Rollins, McCandless, 
Thompson & Brassell, 
1974 

Speidel & Tharp, 1978 

Modeling 

Carnine & Fink, 1978 

Clark, Macrae, Ida & 
Smi th, 1975 

Hall, 1971 

Hall, Fox, Willard, 
Goldsmith, Emerson, 
Owen, Davis, & Portia, 
1971 

Koegel, Russo & 
Rincover, 1977 

Madsen, Madsen, Saudar
gas, Hammond, Smith, & 
Edgar, 1970 

Package/ 
Component 
Analysis 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

N 

32 

20 

16 

6 

13 

2 

1 

6 

11 

32 

Design 

Group 

Group 

Group 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

Reversal 

Reversal 

Multiple 
baseline 

Group 

36 



Table 1. (continued) 

Studies demonstrating 
training method 
effectiveness 

Modeling 

Nagle & Gresham, 1979 

Ringer, 1973 

Rutherford, 1973 

Sloat, Tharp & 
Gallimore, 1977 

Speidel & Tharp, 1978 

Role Pla:(ing 

Burka & Jones, 1979 

Carnine & Fink, 1978 

Greenwood, Hops, Walker, 
Gui Id, Stokes, & Young, 
1979 

Jones & Eim'2rs, 1975 

Jones, Fremouw & 
Carples,' 1977 

Jones & Miller, 1977 

Package/ 
Component 
Analysis 

Component 

Component 

Component 
& Package 

Component 
with role 
playing 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

N 

1 

1 

20 

5 

6 

3 

13 

50 

2 

12 

4 

" 
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Design 

A-B-C 

Multiple 
baseline/ 
Reversal 

Group 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

~ultiple 
baseline 

Group 

Multiple 
baseline 

pyramid 

Reversal 



Tab le 1. (cont i nued) 

Studies demonstrating 
training method 
effectiveness 

Role Plaling 

Madsen, Madsen, Saudar-
gas, Hammond, Smi th, & 
Edgar, 1970 

McKeown, Adams & 
Forehand, 1975 

Feedback 

Carnine & Fink, 1978 

Clark, Macrae, Ida 
& Smith, 1975 

Cooper, Thomson & 
Baer, 1970 

Cossairt, Hall & 
Hopkins, 1973 

Greenwood, Hops & 
Delquadri, 1974 

Hall, Panyon & 

Rabon, 1968 

Horton, 1975 

Hundert, 1982 

Package/ 
Component 
Analysis 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

Package 

N 

32 

20 

13 

2 

2 

3 

3 

3 

2 

2 

38 

Design 

Group 

Group 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 

Reversal 

Multiple 
baseline 

Multiple 
baseline 



Table 1. (continued) 

Studies demonstrating 
training method 
effectiveness 

Feedback 

Kazdin, 1974 

Koegel, Russo & 
Rincover, 1977 

Madsen, Madsen, Saudar-
gas, Hammond, Smi th, & 
Edgar, 1970 

Parsonson, Baer & 
Baer, 1974 

Rutherford, 1973 

Sloat, Tharp & 
Gallimore, 1977 

Speidel & Tharp, 1978 

Thomson, Holmberg & 
Baer, 1978 

Package/ 
Component 
Analysis 

Package 

Package 

Package 

Component 

Package 

Component 

Package 

Component 

N 

6 

11 

32 

2 

20 

3 

6 

24 

39 

Design 

Group 

Multiple 
baseline 

Group 

Multiple 
baseline 

Group 

Multiple 
baseline 

Multiple 
baseline 

Multiple 
baseline 



Training Research Using Teacher-Reported 
Classroom Interventions 

Several authors of teacher training articles in the 
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literature have conducted in-service workshops or some other 

type of training program with teachers and then simply 

collected data on child classroom behaviors targeted by those 

teachers for behavioral intervention. Frequently, in this 

type of study, data collection has been conducted by the 

teacher trainees themselves as part of the training package 

without the use qf any type of check on observer reliability 

or adequate research design. Due to these methodological 

inadequacies, inferences regarding the effectiveness of these 

teacher-implemented interventions are frequently question-

able. A more serious criticism, however, relates to the fact 

that no child behavior data were collected before teacher 

training, and no teacher behavior data were collected at any 

point in time. Thus, even when objective baseline and post-

intervention data on child behaviors have been collected, it 

is unknown what changes in teacher behavior have occurred 

specifically as a result of training, if any, and whether or 

not successful child behavior intervention programs carried 

out by teachers were actually the result of training 

received. 

One study utilizing this approach to the evaluation 

of teacher training was conducted by Anderson, Fredericks, 

Baldwin, Dalke and McDonnell (1978). These investigators 
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trained teachers in a data-based in-service training model 

involving group presentation of behavior management prin

ciples and individual teacher instruction in the application 

of these principles to the classroom; however, the nature of 

these training procedures were not clearly specified. Data 

were collected by teachers without provision for inter

observer reliability assessment, and these data were reported 

only in terms of the number of behavioral programs considered 

by the authors to be successful in decreasing inappropriate 

student behavior. While it was reported that 17 teachers 

conducted 34 behavioral programs and that 88% of these pro

grams resulted in decreased inappropriate child behavior, no 

evaluation can be made regarding the effectiveness of either 

the training program or any of the teacher-implemented child 

behavior interventions. 

A study conducted by Zimmerman and Zimmerman (1971) 

also simply reported numbers of teacher-conducted behavior 

modification projects after a training program had be~n 

presented. Training in this study included background 

reading, discussion of behavior problems and classroom 

management techniques, lectures, and presentation and dis

cussion of individual classroom projects. That a respectably 

large number of these teacher projects (26) were carried out 

utilizing a wide variety of behavioral techniques, was ad

vanced as evidence of training success. No attempt was made 

to evaluate the success or failure of these interventions. 
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Inferences about the effectiveness of a training 

package developed by Andrews (1979) were based upon three 

case studies conducted by teacher trainees. This investi

gator reported that 14 teacher volunteers from elementary 

classrooms were trained with a written manual, lectures, and 

individual instructions in the classroom application of 

behavior modification principles. Homework assignments for 

the in-service training program included data collection and 

intervention with target children in the respective teachers' 

classrooms. These studies reported pre- and post-interven

tion repeated observational assessments and dramatic child 

behavior improvements, but interobserver agreement was not 

assessed and no teacher behavior data were gathered. Since 

the only teacher-related data that were collected were 

subjective course evaluation reports indicating satisfaction 

with the training, no conclusions can be drawn about the 

effectiveness of this training package. 

Similarly a "consultation seminar" was conducted by 

Canter and Paulson (1974) in which teachers were trained in 

the implementation of functional-behavioral intervention 

skills. Training methods utilized included didactic instruc

tion (readings, lectures, and discussions), approximately an 

hour of instructor observation and feedback within the class

room setting, and homework assignments in which teachers 

conducted behavioral intervention projects with children in 

their classes. Evaluative data included teacher records kept 
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on these child behavior interventions and teacher responses 

to attitudinal questionnaires. These data reportedly sup

ported the effectiveness of the training model, however only 

one case study example was reported. These authors noted a 

need for more direct in··class observation of teachers, 

audio-visual aids to demonstrate appropriate intervention 

approaches, and more evaluative data measuring the effective

ness of the teacher training package. 

An in-service training package involving the presen

tation of information through readings, lectures, and discus

sion was also reported by Martin (1973). Poorly defined 

student and teacher behaviors were measured in an A-B design 

format with a few data points included. Observer agreement 

was assessed, but no generalization measures were collectede 

An increase in teacher approval behaviors of 15% were 

reported with a slight increase in teacher disapproval as 

well. Pupil on-task behavior showed no substantial change 

during the experiment. Martin (1975) reported another 

teacher training study in which lectures, modeling, role

playing, graphed feedback, and index card reminders were 

utilized. Several categories of teacher behavior were 

recorded in this study, and observer reliability was 

assessed. Teacher "positive actions" were found to increase 

from 30% at baseline to 52% after training had been con

ducted. The methodological weaknessses in both of these 

studies ~ake the effectiveness of these training packages 
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difficult to determine. 

Teacher training in which readings, classroom man

agement projects, and the use of university student "mini

consultants" was investigated by Tyler (1981). Teacher 

reports on behavior modification results indicated that of 

44 attempts to decrease specific undesirable behaviors, 77% 

showed a decrease of 50% or more. Twenty attempts to in

crease positive behavior rates resulted' in a 100% success 

rate with increases of greater than 50%. Overall, 13 

teachers successfully changed behaviors in their classrooms 

in 60 to 70 attempts. These results are interpreted by the 

authors as demonstrating the effectiveness of their training 

consultation package. Design and collection procedures are 

unclear, making interpretation of this study difficult. 

A more sophisticated type of research design was 

reported by Hall (1971) and Hall, Fox, Willard, Goldsmith, 

Emerson, Owens, Davis and Porcia (1971). However these 

studies were again limited to child behavior data in experi

ments carried out by teachers who had been trained in child 

behavior management. These investigators trained elementary 

and junior high school teachers in the use of contingent 

attention and ignoring through the use of reading assign

ments, lectures, discussion, modeling, individual and group 

consultation, homework, graphed and quiz feedback, and 

reinforcement through academic credit. Behavioral interven

tion projects were conducted by teachers in A-B-A-B designs 
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with observation of particular student target behaviors and 

including interobserver agreement reliability assessments. 

Reversal phases in these studies were extremely short (only 

two data points in some cases) minimizing the potential 

disadvantage of this design yet effectively demonstrating 

that the interventions were responsible for changes in child 

behavior. While these results do not show clear evidence of 

training package effectiveness, the experiments did demon

strate that teachers in a variety of classroom settings were 

able to obtain reliable observation records and carry out 

experimental manipulations successfully utilizing the types 

of resources available in most school settings. 

In summary, a variety of teacher training techniques 

have been investigated with teacher-collected child behavior 

data included as the only measure of effectiveness for 

teacher-conducted classroom intervention projects. It is 

very important in this type of research that data on teacher 

behavior be collected and analyzed so it can be determined 

what changes, if any, have occurred in the responses of the 

individuals trained as a result of the training received 

(Bernstein, in press). Additional child behavior data pro

vides valuable information regarding the actual effects of 

changes in teacher behavior on classroom interactions, how

ever, these data should be collected by independent observers 

and carefully assessed for interobserver reliability. 
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More adequate experimental designs are also essential 

for the evaluation and future utilization of these training 

methods. The methodological weaknesses found in the studies 

reviewed above make it impossible to evaluate the efficacy of 

the training packages described. Two general categories of 

experimental designs that have been used to more adequately 

handle these methodological issues include single subject 

time-series designs and between-groups comparison designs. 

Training Research utilizing Single 
Subject Time-Series Designs 

Single case time-series research designs have fre-

quently been employed in the evaluation of teacher training 

techniques. The most effective utilization of these designs 

for that purpose is to collect data on training-relevant 

teacher behaviors before, during, and after the introduction 

of the training component(s). It is advisable to also col-

lect data on student behaviors that would presumably be 

influenced by expected changes in teacher behavior. If 

teacher responses change significantly after training, the 

efficacy of those training methods will have been demon-

strated. If, in addition, student classroom behaviors show 

definite improvements, as would certainly be the goal of any 

teacher training program, further evidence of training 

expediency will have been obtained. The advantages of this 

type of research design are that only small numbers of 

teachers and classrooms are required and important sources of 
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individual variability in relation to the various techniques 

can be revealed. Time-series designs generally rule out such 

basic threats to validity as history, maturation and testing 

by varying the order in which different treatment and control 

conditions are implemented, as in the case of behavior 

reversals, or by introducing the intervention(s) to different 

individuals or behaviors at different points in time, as in 

the multiple baseline design. In either case, significant 

behavioral effects can be attributed to the intervention or 

training rather than to extraneous events (Hersen & Barlow, 

1978)_ Multiple baseline designs have been particularly 

popular for evaluation of teacher training research, undoubt

edly due to the impossibility of withdrawing most training 

conditions completely, as well as the ethical and practical 

limitations of reversal design utilization. Frequent~y the 

multiple baseline and reversal design formats are combined 

however for additional demonstration of training technique or 

child behavior intervention effects. 

An A-B-C time series design was utilized by Nagle and 

Gresham (1979) in their evaluation of two teacher training 

strategies in which modeling alone and modeling with informa

tion feedback were employed. Dependent measures in this 

study included length of teacher comm< 1ds (number of words) 

and student compliance rate as a function of commands. The 

results of this study were that while modeling alone drama

tically reduced the number of words in teacher commands with 



a concomitant effect of an increased child compliance rate, 

modeling with informational feedback had little additional 

effect. It was noted by these authors that such threats to 

internal and external validity as mUltiple treatment inter

ference and reactive effects of experimental arrangements 

were weaknesses in the study and that the use of reversal, 

multiple baseline or control groups designs would be neces

sary to clarify these experimental effects. 
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A substantial number of investigators have chosen the 

multiple baseline experimental design for evaluation of 

entire teacher training packages. Koegel, Russo and Rincover 

(1977) utilized the multiresponse baseline design to deter-

mine the effectiveness of the combination of a written man

ual, videotape, and teaching performance feedback in train

ing teachers in behavior modification techniques selected for 

individual target children. Student and teacher behaviors 

were observed, and observer agreement and maintenance after 

training were assessed. The training procedures were found 

to be effective for all 11 teachers in increasing behavior 

management skills. After training, the teachers' correct use 

of the procedures generalized to new target behaviors and 

different children. It was also demonstrated that when the 

teachers consistently used the procedures correctly, their 

teaching was effective in modifying student behavior. 

Another teacher training package was evaluated by 

Spiedel and Tharp (1978). Lectures, discrimination training, 



49 

modeling, guided practice and feedback were combined by these 

investigators and evaluated with a multiple baseline design 

across six experienced classroom teachers. Six teacher beha

viors were observed and coded, and observations were checked 

for reliability. Two of these teacher behaviors were speci

fically trained, and four were observed but not trained so 

that generalization could be assessed. Follow-up data were 

also collected to test training durability. Training effects 

were found to be significant, specific to those behaviors 

trained, and maintained for five months. 

A training package utilized by Clark, Macrae, Ida, 

and Smith (1975) included written instructions, modeling, 

verbal feedback and graphed feedback. Subjects participating 

in this study were undergraduates in a practicum training 

situation with quizzes and grades operating as performance 

contingencies. This study took place in a training center, 

and observational data were collected in a classroom for the 

mentally retarded. A multiple bas~line design across teach

ing behaviors was used in this study with categories of 

teacher behavior including the appropriate use of teacher 

praise, correction, and response cost procedures. Observer 

agreement was assessed, but no follow-up data were collected. 

The data suggested that the package was effective in estab

lishing use of a variety of teaching skills and in increas

ing teaching praise rates. Trainees demonstrated the appro

priate use of most of the skills trained before any contact 



with feedback, quizzes or grades so it was inferred that 

these contingencies may not have been a necessary part of 

this training package. 
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Jones and his associates (Burka & Jones, 1979; Jones 

& Eimers, 1975) utilized a role playing training package to 

train teachers in a broad range of behavior management pro

cedures emphasizing limit setting, prompting, and differ

ential reinforcement of othe~ (DRO) more appropriate behav

iors. The training package included explanation and modeling 

of skills, discussion, role playing in a simulated classroom 

environment in which participants alternated playing the 

roles of teacher and "good" and "bad" students, feedback on 

performance, and rearrangement of classroom furniture. Both 

studies utilized multiple baseline designs and collected 

observational data on student behaviors before, during, and 

after completion of teacher training. A limitation of both 

of these studies was that no direct assessments of teacher 

behavior were conducted. Observer agreement was assessed in 

both studies but neither study addressed generalization or 

maintenance issues. The results of these studies indicated 

that teacher training was instrumental in reducing disruptive 

student behavior and increasing productivity (Jones & Eimers, 

1975), and appropriate verbal participation (Burka & Jones, 

1979). 

Jones and Miller (1977) collected behavioral data on 

students as well as teachers trained with the same role 
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playing package described above. A reversal design (A-B-A) 

for implementation of appropriate teacher respon~ing to 

student behavior demonstrated that training significantly 

changed teacher responding and that appropriate teacher 

consequences for student behaviors resulted in reduced dis

ruptiveness in the target classroom. Follow-up data col

lected three months later indicated that skills learned by 

the teachers were still being used effectively. Jones, 

Fremouw and Carples (1977) demonstrated that teachers trained 

in their classroom mangement skill package could then 

successfully train other teachers in the same manner. It was 

found through the use of a pyramid training research design 

that student disruptiveness had decreased at least as much 

for the group of teachers trained by other teachers as for 

the students of the originally trained teachers. Serving as 

trainers appeared to benefit teachers, especially those who 

had benefitted least from the original training sessions. 

This study is limited, however, in the respect that only 

student behavior data were collected. 

Horton (1975) trained teachers to discriminate 

behavior-specific praise from general praise by having 

teachers read a definition of the target behavior, discuss 

that definition with an instructor, and score correct and 

incorrect videotaped teacher behaviors until a criterion of 

100% accuracy had been attained. Following this training 

sequence, tea~hers were asked to increase their 
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behavior-specific praise rates in the classroom, and daily 

audiotaped feedback was made available to them regarding 

their success. The first experimental phase involved 

classroom instruction in reading only; a second experimental 

phase included language arts and math as well. A multiple 

baseline design across two fourth grade teachers was utilized 

in an A-B-A-C intervention format with the second baseline 

phase consisting of removal of experimenter feedback. The 

teacher behaviors measured in this study indicated that 

behavior-specific praise rates had increaseo after training; 

however, these effects were restricted to subject-matter 

areas in which training had been, conducted. 

Carnine and Fink (1978) trained one teacher and two 

aides in a class for the developmentally delayed and evalu

ated the effects of their training program through the use of 

a multiple baseline across subjects design. These investiga-

tors trained two direct instruction techniques, rate of 

presentation and signalling, with a written manual, live 

modeling, and videotape feedback. Teacher responses were 

coded in terms of a specified sequence of teacher-child

teacher interactions, and child achievement was assessed on 

the Wide Range Achievement Test (WRAT). Follow-up data were 

collected as were interobserver reliability assessments. One 

serious limitation of this study was that teachers were given 

and asked to read the written manual while baseline data were 

being collected. A descriptive research investigation 



" 

53 

conducted in conjunction with this study provided information 

on the performance of intensively trained teachers whose 

performance was monitored and used as a standard of compari

son for untrained teachers before and after training. Low 

implementation levels demonstrated during baseline for the 

untrained teacher and teacher aides in this study indicated 

that training was necessary. with implementation of the 

training package, all three subjects increased their levels 

of appropriately signalling pupil responses and accelerated 

their rates of presentation well above the comparison 

standard. Observations made one week and four weeks after 

completion of training indicated that performance levels had 

been maintained. 

The use of a manual, training exercises, and feedback 

were investigated by Hundert (1982) for training two teachers 

of the multihandicapped deaf in measurement skills (setting 

objectives and measuring pupil performance) and behavior mod-

ification programming skills. A multiple baseline design was 

utilized by this author with dependent measures on teacher 

behavior modification program writing and implementation for 

target student behaviors. Behavior modification programs 

were written by teachers and entered on forms to facilitate 

their evaluation, and teacher approval, prompting, instruct

ing and correcting responses were observed in the classroom. 

Teacher ratings of pupils on an adaptive behavior scale were 

also obtained. Observer agreement was assessed, and 



g2neralization measures across pupils and target student 

behaviors were collected. It was found that measurement 

training had little general effect upon either teacher or 

pupil behavior, but after programming training, teachers 

increased both their program writing and correct use of 

behavior modification procedures. This training was 

generalized across pupils and target behaviors, and along 

with these effects, improvement in student behavior was 

demonstrated. Since the same package of teacher training 

methods were used in both measurement and programming 

training, the effectiveness of these methods apparently 

interacted with the types of skills being trained in this 

study. 
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A multiple baseline study across three teachers 

conducted by Cossairt, Hall and Hopkins (1973) evaluated both 

the component and package effectiveness of instructions, 

feedback, and feedback plus social praise in the training of 

teachers to utilize more praise in the classroom. Dependent 

measures in this study included teacher verbal praise, pupil 

attending and productivity in the form of permanent products, 

and even experimenter verbal interactions with teachers. 

Observer agreement was assessed on these data collection 

procedures, and three-week follow-up data were collected as 

well. The results of this study indicated that introduction 

of the entire package to one teacher in a single experimental 

condition produced more teacher praise for student attending 



behavior, and post-checks indicated that high rates of 

teacher praise and student attending were maintained. 

Component analysis results were not as clear. FeedbacK 

increased teacher praise more effectively than instructions 

with one subject and not with the other. Feedback plus 

social praise produced more teacher praise for student 

attending behavior with both of these teachers, but post

checKs indicated a decrease in praise rates from those 

previously attained. 
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Van Houten and Sullivan (1975) investigated the rel

ative effectiveness of instructing teachers in the use of 

counting and graphing their own behaviors with specific 

criterion praise rates to be attained, and the use of audi

tory cues delivered via the school P.A. system. These 

authors reported the use of a multiple baseline design across 

three classroom teachers with training introduced in an 

A-B-C-A-C-A for~at. Specific teacher praise categories were 

observed, and interobserver reliability assessments were 

conducted. It was found that the introduction of auditory 

cues markedly increased teacher praise rates but that self

recording was relatively ineffective with these teachers. No 

follow-up data were collected. 

Cooper, Thomson, and Baer (1970) studied the combined 

efficacy of four types of feedback upon teacher delivery of 

contingent attention. Examples of appropriate attending 

behavior, daily success and failure rates feedback, and more 
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frequent reports of appropriate attending rates were provided 

as training. A multiple baseline across two Head Start 

teachers was utilized in an A-B-A reversal format. Disrup-

tive and appropriate pupil responses were observed as well as 

four specific categories of teacher attending behavior; 

observer agreement checks were conducted. Both teachers 

showed an increase in attending to appropriate child 

responses after feedback regarding those behaviors was 

provided. The data indicated that training increased only 

those specific attending behaviors trained and not all 

attending behaviors in gen~ral. 

Parsonson, Baer and Saer (1974) provided two teacher 

aides in a program for the institutionalized mentally 

retarded with frequent-interval observer feedback on their 

use of contingent attention for generalized child behaviors. 

A multiple baseline experimental design was utilized across 

teachers, and five categories of teacher attending behaviors 

were observed. The categories of appropriate and inappro

priate child behaviors were also coded, and observer relia

bility checks were conducted. These investigators conducted 

follow-up observations for 11 weeks after feedback was with-

drawn to determine training maintenance. For both teacher 

aides, the effect of training was an increase in appropriate 

child behavior attention which was apparently durable. 

Ringer (1973) combined the multip~e baseline and 

reversal experimental designs in examining the training 
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effects of live modeling in a teacher's fourth grade 

classroom. A token reinforcement approach to decreasing the 

disruptive, inappropriate behaviors of 10 target children was 

designed cooperatively by the teacher and the experimenter to 

be particularly transferrable to management by that teacher. 

This behavioral program was then modeled for and assumed by 

that teacher in an A-B-A-C reversal format, demonstrating the 

effectiveness of the environmental contingencies implemented 

as well as the ability of the teacher to implement the 

procedures independently. Teacher and pupil behaviors were 

observed and observer reliability assessed. It was found 

that when the "token helper" withdrew from the classroom, the 

teacher was able to manage the token system and maintain 

disruptive behaviors at lower than baseline levels. Specific 

increases of teacher social attention to appropriate pupil 

behavior did not occur however. 

The use of classroom behavior management assignments, 

immediate (bug-in-the-ear) obse"rver feedback, graphed daily 

feedback, and self-monitoring were investigated by Thomson, 

Holmberg and Baer (1978) in a multiple baseline design across 

24 teachers with reversal design formats for child behavior 

intervention evaluation. These authors trained pre-school 

student teachers in a laboratory setting as well as Head 

Start teachers and orphanage day care workers in field school 

settings in the effective use of priming and reinforcement 

procedures in the classroom. Dependent measures included 



58 

teacher behaviors as well as student verbal behaviors and 

peer interactions. Observer agreement assessments were 

conducted, and generalization measures across settings, 

children and time were collected. It was found that the 

self-monitoring and immediate observer feedback methods were 

the most successful training techniques; assignments and 

graphed feedback were found to be much less effective. The 

authors suggested that, while none of :rese methods was 

evaluated in combination with any of the others, certain 

combinations of these techniques might be better than any of 

them in isolation. 

Sloat, Tharp and Gallimore (1977) investigated the 

incremental effectiveness of six classroom-based teacher 

training techniques through the use of a multiple baseline 

design in which training was staggered across two small 

groups of teachers and baseline data collected before and 

after each training component. Training techniques inves

tigated were didactic instruction, modeling and role playing, 

videotape feedback, direct coaching, graphed feedback, and 

graphed feedback with goals. The five elementary classroom 

teachers who participated in this study were observed daily 

during their regular teaching activities and scored on 18 

specific teacher praise behavior categories. Interobserver 

agreement was assessed, and follow-up data were collected one 

week after completion of training. These authors reported 

training effects for modeling plus role playing, video 
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feedback, and graphed feedback with goals but not for direct 

coaching or graphed feedback without goals. 

To summarize, single subject time-series designs have 

been widely used to demonstrate teacher training effects. 

Multiple baseline and reversal designs as well as combina

tions of these two design approaches have been utilized to 

demonstrate both the package and component effectiveness of a 

number of teacher training techniques (see Table 1). It has 

been found that didactic instruction can be effectively used 

for teacher training in combination with a variety of other 

teacher training methods including modeling (e.g., Hall, 

1971), roleplaying (e.g., Greenwood et al., 1979), and 

feedback (e.g., Hundert, 1982). Component analyses reveal 

that modeling and feedback can be effective training methods 

in isolation as well (e.g., Nagle & Gresham, 1979; Parsonson, 

Baer & Baer, 1974; Sloat, Tharp & Gallimore, 1977). A role 

playing training package developed by Jones and his associ

ates has been found to be very effective in teacher training 

(e.g., Jones & Eimers, 1975), and the combination of all four 

training methods, instruction, modeling, role playing, and 

feedback, has been found to be an effective training package 

as well (e.g., Carnine & Fink, 1978). 

While single case designs provide an excellent way to 

conduct preliminary investigations of training technique 

effectiveness, it is not possible to determine the relative 

effectiveness of treatment packages in this manner (Hersen & 
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Barlow, 1976). For comparisons of packages of training 

procedures, group designs are most appropriate. Teacher 

training studies utilizing between-group comparison designs 

have been reported in the literature and are reviewed next. 
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Training Research utilizing Between-Groups Comparison Designs 

Another major research methodology category employed 

in the evaluation of teacher training techniques is the 

between-groups design in which groups receiving different 

training packages and/or components are compared. Indivi-

duals are selected and assigned to groups in such a way as to 

minimize differences prior to training, usually by randomi

zation, and threats to internal validity are ruled out 

primarily through the use of various types of control groups 

(Kazdin, 1980). A group design is particularly appropriate 

when the purpose of a study is to determine the effectiveness 

of a given procedure or set of procedures on a well-defined 

group. Whereas the single-subject design is particularly 

sensitive to individual variability and, therefore, more 

generalizable to other similar individuals, the group design 

is utilized to study behavior changes of groups, and the 

results are therefore more generalizable to other similar 

groups of individuals. 

Madsen, Madsen, Saudergas, Hammond, Smith and Edgar 

(1970) evaluated the success of a teacher training package 

including discussion, role playing, videotape and observer 

feedback with 32 elementary school teachers in the 
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application of rules, approval, ignoring and disapproval in 

the classroom. A posttest-only control group design was 

utilized with control group teachers matched with experi

mental group teachers on years of teaching experience and 

grade level taught. Post-training observational data were 

collected on four categories of teacher behavior and one 

category of student behavior; no observer reliability 

assessments were made. The authors reported that the results 

of this investigation indicated training package effective

ness both in increasing positive classroom behaviors of 

teachers and decreasing inappropriate student behaviors, but 

only percentages of the various behavior categories were 

presented. No statistical analysis was conducted. 

Ward and Baker (1968) trained teachers in the use of 

contingent attention in the classroom and collected pre- and 

post-training data on four categories of teacher behavior and 

disruptive and appropriate student behaviors. Other children 

in the same classes as the teachers' target children were 

used as controls for student data, and one teacher not 

included in training served as a control for teacher behavior 

data. Four teachers and 12 first grade children served as 

experimental subjects in the study. Teacher training con

sisted of discussion of behavior modification principles and 

feedback on appropriateness of attention delivered in the 

classroom. T-tests were conducted on data for differences 

between baseline and trained behavior levels. The behavior 
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of students whose teachers had participated in training 

showed a significant improvement from baseline treatment 

levels while no significant changes were found for the 

same-class control children. The amount of teacher atten

tion to target children remained the same from baseline to 

training conditions; however, the proportion of attention to 

task-relevant child behavior increased. 

A pretest-posttest control group design w~~ vtilized 

by Rutherford (1973) to investigate the effects of his 

training procedures which included a modeling videotape, a 

feedback videotape, combined modeling and feedback video

tapes, and a no-training control condition. This investi

gator collected observational data on the number of positive 

and negative responses teachers gave to children, and inter

observer reliability assessments were conducted. An analysis 

of covariance was conducted with pretest scores as covari

ates, and t-tests were run for differences between adjusted 

means. Results of this study indicated that the modeling 

videotape alone and the modeling and feedback videotapes com

bined were effective, while the feedback videotape in isola

tion was not effective in changing teacher behaviors. No 

generalization or follow-up measures were included in this 

study. 

Greenwood, Hops, Walker, Guild, Stokes, Young, 

Keleman and Willardson (1979) also utilized the 

pretest-posttest control group design and analysis of 
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covariance procedures in their evaluation of a comprehensive 

teacher training package. In their behavior management 

training package were included a written manual, instruction 

sessions, consultant prompts, feedback and praise, role 

playing, and teacher payment contingencies. They observed 

and recorded behaviors in 50 elementary school classrooms on 

four categories of teacher behavior, several categories of 

individual student behaviors, and two categories of class 

behavior as a whole. Student measures of social adjustment 

and achievement and teacher training participant satisfaction 

data were also obtained. Results indicated significant 

effects for the experimental group for increases in teacher 

approval and student appropriate classroom behavior, and 

decreases in four categories of student inappropriate 

behavior. Program satisfaction ratings were positive, and 

continued use of the program was reported a year later. 

Teacher training designed to increase the appropriate 

use of reinforcement in the classroom was investigated by 

Kosier and Severson (1971). Training components consisting 

of didactic instruction (lecture and discussion), instruction 

plus individual feedback and consultation, and instruction 

plus video feedback and consultation were presented to 20 

elementary school teachers in three experimental groups. A 

no-training control group was also included. Dependent 

measures included observational data on teacher and student 

responses, and interobserver agreement was assessed. An 
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analysis of variance and Dunnett's test were conducted on the 

data obtained. It was found that, while teacher praise to 

the class as a whole increased, teachers in the experimental 

groups increased only slightly their amount of praise to 

disruptive students. A significant difference was not demon

strated between the instruction-only training group and the 

groups trained with instruction plus feedback and consul

tation. 

Bowles and Nelson (1976) trained teachers in the use 

of praise and prompts through an in-service training workshop 

consisting of lectures and discussion, modeling, videotapes, 

and practice in classroom behavior management, and compared 

the effectiveness of this package of training components with 

in-class bug-in-the-ear feedback training. Thirteen teachers 

were included in the study and assessed before and after 

training on a paper-and-pencil test of behavior modification 

principles as well as on several specific in-class response 

categories. Observer agreement was assessed, and generali

zation data from the training setting to the classroom was 

obtained. An analysis of variance was conducted on pre- and 

post-training difference scores and a Newman-Keuls post hoc 

analysis was conducted on the bug-in-the-ear component 

training results. The workshop apparently did not produce 

significant classroom behavior changes because the only 

measure which reflected a difference between experimental and 

control groups as a resqlt of the in-service training package 



65 

was the paper-and-pencil test on behavior modification. 

Increased teacher prais~ and contingency statements were 

produced, however, with the bug-in-the-ear direct classroom 

training component. 

Walker and Buckley (1972) conducted a teacher train-

ing study as part of a larger investigation on the effective 

use of the token economy in the classroom. Their teacher 

training package included a written manual, discussion, 

"direct training" in behavior modification techniques (which 

was not well specified), and consultation and monitoring of 

classroom teacher responses. Teacher behaviors were observed 

in the classroom, and a repeated measures analysis-of-

variance was conducted on the data obtained. In this study 

significant differences were not obtained for teacher train-

ing and control group means. 

The use of information, instructions to practice, and 

performance feedback as a package for training teachers in 

the use of classroom behavior management teChniques was 

investigated by Johnson and Sloat (1980). These investi-

gators 'collected seven specific categories of observational 

behavior data on teacher behaviors in the classroom as well 

as anonymous teacher evaluations of the training itself. A 

repeated measures analysis of variance and Newman-Keuls post 

hoc analysis indicated significant increases in positive 

teacher behaviors and decreases in negative teacher be~aviors 

after completion of the training program. These performance 
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levels were found, however, not to have been maintained at 

follow-up five months later. Teacher satisfaction with the 

training was indicated. 
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Hay, Nelson, and Hay (1977) investigated the efficacy 

of simply training teachers in classroom observational 

procedures through written instruction and discussion for 

improvement in classroom behavior management. Eight elemen

tary school teachers were observed before and after training 

for frequency of praises, prompts and criticisms delivered in 

the classroom in response to appropriate, disruptive and 

passive student behaviors exhibited. Observer reliability 

checks were conducted, and a repeated measures analysis of 

variance was conducted on the frequency of each teacher 

verbalization over the experimental phases. An analysis of 

variance was also conducted on s"tudent behavior change. The 

results indicated that the frequency of prompts (but not 

praise or criticism) to students systematically observed by 

the teacher increased significantly after training. Students 

observed by the teacher also showed more appropriate behavior 

in the classroom than students who were not observed. 

An in-service training workshop was conducted by 

Rollins, McCandless, Thompson and Brassell (1974) before the 

start of the school year in which readings on behavior 

modification, discussion sessions, classroom practice with 

videotaped feedback and peer observation, and practice in 

data collection, behavior identification and programming were 



utilized to train the effective use of reinforcement, 

extinction and a token system in the classrooms of 16 

teachers. After school started, four categories of teacher 
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positive reinforcement behavior and five categories of 

punishment behavior were observed in the classroom as well as 

attentive and disruptive student responses. Intellectual and 

achievement child measures were also obtained. Checks on the 

reliability of observational data collection were gathered as 

well as follow-up data the following school year. An 

analysis-of-variance was conducted on the data obtained, and 

it was found that compared with matched control teachers and 

classes, the teachers who had participated in the in-service 

training showed higher frequencies of positive reinforcement 

and lower incidences of punishment. The experimental classes 

were significantly less disruptive and more attentive. It 

was also reported that the experimental classes demonstrated 

more gain on both intellectual and achievement measures. 

Kazdin (1974) utilized a factorial design to 

determine the efficacy of a training package including 

lectures and discussion, reading assignments on operant 

principles, signalling when to reinforce in the classroom, 

and daily feedback. The six elementary school teachers 

included in this study were observed on two specific approval 
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and disapproval response categories as well as physical 

contact, verbal comment and facial attention. Observer 

agreement was calculated and an analysis-of-variance was 

conducted on the teacher behavior data. The results indi

cated definite individual changes in teacher behavior as a 

result of the training package. No assessment was conducted 

on child behavior change or behavior generalization. 

McKeown, Adams and Forehand (1975) utilized a 

factorial design also to compare teacher training in behavior 

modification via a written manual, with training via lectures 

and role-playing and training including all three componentse 

A no-instruction control group was also included in this 

study. Dependent measures collected before and after train

ing included classroom observations of student disruptive 

behaviors and a written assessment of teacher knowledge of 

behavior modification principles. Observer agreement checks 

were made during data collection, and an analysis-of-variance 

was conducted on the data as well as a correlational proce

dure between increases in teacher knowledge of behavior 

modification and decreases in student disruptive behavior. 

The results indicated that teachers receiving lectures and 

role-playing training gained more in knowledge of behavior 

principles. It was also found that disruptive student 

behavior decreased only in the classrooms of those teachers 



receiving that combination of training component, either 

alone or with the training manual component added. 
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In summary, these studies all utilized between-groups 

comparison experimental designs. As noted, this is the 

design of choice when the research purpose is to compare the 

effectiveness of packages of training procedures for well

defined groups. The studies reviewed were found to demon

strate the effectiveness of teacher training packages utili

zing didactic instruction plus role playing (e.g., Greenwood 

et al., 1979; McKeown, Adams & Forehand, 1975), didactic 

instruction plus feedback (e.g., Johrson & Sloat, 1980; 

Kazdin, 1974), modeling plus feedback (e.g., Rutherford, 

1973), and didactic instruction plus role playing, modeling, 

and feedback (e.g., Madsen et al., 1970). These studies were 

generally adequate methodologically, using appropriate 

dependent measures, controls for extraneous variables, and 

experimental designs, and analyses. One fairly common 

limitation found in the studies utilizing group designs for 

evaluation of teacher training is the failure to adequ3tely 

demonstrate training maint(nance and generalization. 
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Sum~ary of Teacher Training Research 

A number of teacher training studies reported in the 

literature utilized only the child behavior data collected by 

teacher train~es for assigned classroom intervention projects 

in evaluation of the teacher training procedures. Due to the 

lack of teacher behavior data and adequate experimental 

design, these studies provide no useful evidence for the 

efficacy of teacher training methods. More sophisticated 

empirical support has been reported in the literature, 

however, through the use of a variety of single-case 

time-series and between-group comparison designs. Single

subject designs utilized in teacher training research include 

reversals, multiple baselines, A-B-C designs, and combin

ations of these various evaluation approaches (see Table 1). 

These experimental designs handle basic threats to validity 

much more adequately than the approach described, and these 

studies provide us with a wealth of infor~ation regarding the 

effectiveness of a variety of teacher training methods. 

Between-group comparison designs have also been used to 

demonstrate the efficacy of teacher training procedures. In 

this type of design, randomization and the use of various 

types of control groups are generally utilized to provide 

valid evidence of training effects. It has been noted that 

group designs are most appropriate when single case investi

gations have provided useful preliminary information 

regarding training technique effectiveness and when 
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generalization to well-defined training groups is the purpose 

of research. 

Overall, the teacher training research points to a 

number of effective training options. Didactic instruction, 

modeling, role playing, cuing, and feedback training tech

niques have all been used to effectively train teachers in 

the use of classroom behavior management techniques. Didac

tic instruction should be used only in combination with other 

training methods such as modeling, role playing, and feed

back. Role playing training reported in the literature 

generally includes a modeling component, however modeling and 

feedback appear to be effective when used in isolation as 

well as in combination with other methods. The use of didac

tic instructional techniques (written materials, lectures and 

discussions) in combination with modeling, role playing and 

feedback have been found effective both in single-case time

series designs and between group comparison research (Carnine 

& Fink, 1978; Madsen et al., 1970). 

A limitation common to the teacher training research 

overall, appears to be a dearth of evidence for general

ization and maintenance of teacher training effects 

(Bernstein, in press). In a review of the generalization of 

behavioral teacher training, Robinson and Swanton (1980) 

reported only six studies attem9tin9 to establish that train

ing had resulted in generalized change and three studies 

providing convincing evidence of that. 
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Generalization was defined by Robinson and Swanton as 

occurring: 

if and only if either one of two possibilities 

holds: Either (a) similar effects are demon

strated in a nontraining condition where no con

trolling events are scheduled, or (b) similar 

effects are demonstrated in a nontraining con

dition where the events scheduled are (1) less 

costly than the training events, and (2) not 

similar to those scheduled in the training con

dition. 

The three studies found by these reviewers to demonstrate 

generalized behavior change were described in some detail 

above. Koegel, Russo and Rincover (1977) evaluated a 

training package that included the use of a written manual, 

videotaped modeling, and trainer feedback. This combination 

was found to be effective in training skills which general-

ized to a variety of children and target behaviors. Horton 

(1975) increased rates of specific teacher praise through the 

use of feedback which generalized to subject areas other than 

that in which it was trained, and Parsonson, Baer and Baer 

(1974) also utilized feedback to train preschool teachers to 

apply correct social contingencies to several classes of 

child behaviors. Generalization in these studies appeared to 

be related to two variables: The type of training provided 

and teachers' attitudes toward the training. Generalization 
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appeared to be promoted by extensive training involving a 

range of conditions in which skills can be learned. It was 

also found that teachers whose training generalized to other 

situations and subjects held more favorable attitudes toward 

their training than those who did not (Robinson & Swanton, 

1980) • 

Relevant Parent Training Research 

Additional research which can be brought to bear on 

the present investigation includes studies in which parents 

have been trained to use behavioral management procedures. 

Behavioral training studies have been conducted investigating 

the use of didactic instruction, modeling, role playing, and 

feedback training approaches for parents as well as for 

teachers. Due to the somewhat mor2 a~vanced state of the 

parent training research area, some of these studies are 

particularly relevant for consideration here. 

An evaluation of four training techniques including 

written presentation, lecture presentation, vioeotaped 

modeling, and modeling plus role playing was conducted in ~ 

between-groups experimental design by Nay (1975). The 

dependent measures utilized in this study were a multiple

choice questionnaire assessing all aspects of behavioral 

information presented, and an audiotaped analogue in which 

typical behavior problems were presented for which appro

priate multiple-choice responses were required. This 

investigator found that the written assessment revealed no 
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significant differences between treatment groups. However in 

the audio-simulated situations, modeling with role playing 

was found to be superior to written and lecture presenta

tions, but not to modeling alone. 

Component analyses of parental feedback training were 

conducted in time-series experimental designs by Budd, Green 

and Baer (1976) and Doleys, Doster and Cartelli (1976). Both 

of these studies demonstrated significant behavior changes 

after introduction of a feedback training component. Doleys, 

Doster and Cartelli found that preliminary training via 

written materials, lecture, and role playing resulted only in 

small behavioral changes and that parental feedback was a 

necessary training procedure. 

A between-groups study conducted by Flanagan, Adams 

and Forehand (1979) investigated parent training via written 

presentation, lecture presentation, videotaped modeling, and 

role playing. Three response measures were utilized in this 

study: A multiple-choice questionnaire assessing knowledge of 

principles and procedures presented, an audio-tape analogue 

assessing performance skill in the application of behavioral 

procedures, and an at-home trial of parental skill involving 

interaction with a child. These investigators reported that 

all treatment groups were superior to the control group on 

the questionnaire knowledge assessment. Differences between 

treatment groups were apparent on the audiotap2 analogue 

assessment in which role playing was found to be superior to 



the lecture presentation groups, and on the at-home assess

ment where modeling was found to be more effective than the 

written presentation. 

The effectiveness of written manual instruction, 

filmed modeling, filmed modeling plus a brief individual 

check-out, and individual modeling and rehearsal training 

methods were investigated by O'Dell, Mahoney, Horton and 

Turner (1979) in a between groups experimental study. The 

dependent variables assessed were skills demonstrated in a 

role playing situation and a consumer satisfaction attitu-

dinal measure. These authors reported no differences among 
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training models in parent attitude responses. Measures of 

parent skills attained showed all training models to be 

significantly better than no treatment. Filmed modeling plus 

the brief individual check-out were found to be superior to 

all of the other training approaches. 

O'Dell, Krug, Patterson and Faustman (1980) conducted 

another between-group study that investigated the use of ~ 

take-home written manual, individual modeling plus manual, 

and filmed modeling plus manual. A multiple-choice assess

ment instrument and in-home observations were utilized to 

assess dependent variables in this study. It was found that 

all three training methods were superior to no treatment, 

however no significant differences getween groups were 

demonstrated. 
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Hudson (1982) investigated parental training via 

verbal instruction, verbal instruction plus systematic 

training of behavioral principles, and verbal instruction 

plus modeling and role playing in a between-group experi

mental design. Several dependent measures were collected in 

this study including a multiple-choice assessment of know

ledge of behavior principles, videotaped behavioral assess

ment of skill application, completion of home child skill 

training, child development as assessed on the Denver 

Developmental Scree~ing Test, and two assessment procedures 

related to parental satisfaction with training procedures. 

It was reported that inclusion of training in general 

behavior principles did not improve the performance of the 

parents participating in this study and that it was necessary 

to include modeling and role playing components which more 

directly shaped parental behavior. 

A study investigating modification of mothers' 

behaviors and attitudes through a videotape modeling group 

discussion program was conducted by Webster-Stratton (1981). 

This between-group study examined the effectiveness of a 

training package in which standardized modeling vignettes and 

therapist-led discussions were utilized. Dependent measures 

included observations of parent-child interactions in an 

analogue setting, an attitudinal measure assessing five 

dimensions characterizing parental perceptions of parent

child interactions, and a consumer satisfaction 



questionnaire. The results of this study indicated that 

treatment and control groups differed significantly on 

observational measures but not on the attitudinal variables 

assessed. 
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Acquisition of parenting skills via four training 

methods as predicted on the basis of parent characteristics 

was investigated by O'Dell, O'Quin, Alford, O'Briant, Bradlyn 

and Giebenhain (1982). The training methods utilized 

included a written manual, an audiotape, videotaped modeling, 

and live modeling and rehearsal with a child. Outcome was 

assessed via an in-home observation of parental reinforcement 

skills. It was found that all training methods were superior 

to a minimal instructions control group. The audiotaped 

manual was less effective than the written manual or live 

modeling with rehearsal. There were no significant differ-

ences among the written, videotaped, or live modeling 

rehearsal training methods. Parent reading level and demo-

graphic characteristics were significantly related to 

training effectiveness in the control group and in groups 

receiving written or live modeling plus rehearsal training. 

These characteristics did not affect outcome in the group 

receiving videotaped modeling training, so it was concluded 

that videotaped training more consistently trained a wider 

range of parents. 

An instrument to assess parental knowledge of 

behavioral principles has been d~veloped by O'Dell, 
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Tarler-Benlolo, and Flynn (1979). This instrument, entitled 

Knowledge of Behavioral Principles as Applied to Children 

(KBPAC), is a 50-item multiple-choice test designed to assess 

verbal understanding of basic behavioral principles. A 

Kuder-Richardson reliability coefficient of .94 was reported 

for this instrument as well as a split-half correlation of 

.93. These data were collected from a large sample (147 

persons) including teachers, parents, mental health profes

sionals, and graduate students in psychology. Thus, the 

instrument appears to possess satisfactory content validity 

and good internal consistency. It appears to be useful for 

future research in the area of child behavior management 

where a general measure of this type of knowledge is needed. 

In a review of behavioral parent training generali

zation and maintenance research, Sanders and James (1983) 

concluded that only limited aspects of these questions have 

been addressed. While the efficacy of parent training has 

been supported on the basis of generalization over time and 

maintenance of training effects, generalization across set

tings, behaviori, and individuals have not been extensively 

researched. The predominant behavioral training generali

zation strategy within the field appears to remain "train and 

hope" (Sanders & James, 1982; Stokes & Baer, 1977). 
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In summary, empirical support for training methods 

involving written manuals (O'Dell,Krug, Patterson & Faustman, 

1980; O'Dell et al., 1982), modeling (Flanagan, Adams & 

Forehand, 1979; Nay, 1975; O'Dell, Mahoney, Horton & Turner, 

1979; O'Dell et al., 1982), role playing (Flanagan, Adams & 

Forehand, 1979), feedback (Budd, Green & Baer, 1976; Doleys, 

Doster & Cartelli, 1976), modeling plus manual (O'Dell, Krug, 

Patterson & Faustman, 1980), and modeling plus discussion 

(Webster-Stratton, 1981) can be found within the parent 

training literature. Parent training studies have been 

conducted investigating the relationship between trainee 

characteristics and attitudes and training outcome as well 

(O'Dell, Mahoney, Horton & Turner, 1979; O'Dell et al., 1982; 

Webster-Stratton, 1981). Videotaped modeling was found to 

train more consistently a wider range of parents (O'Dell et 

al., 1982), however meager research results involving the 

interaction of attitudes and trainee skill acquisition have 

been inconclusive. 

The parent training literature, therefore, like the 

teacher training literature appears to indicate that didactic 

instruction in various combinations with modeling, role 

playing, and feedback can be used to provide effective 

train'ing in the management of child behavior. Videotaped/ 

filmed modeling appears to be a particularly promising train

ing method, however its usefulness with teachers of varying 

characteristics has been less well established than with 
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parents at this point. A neglected variable, both in the 

parent and teacher training research appears to be that of 

trainee attitudes toward behavior modification and the 

possible interaction of attitudes with training outcomes. 

Further examination of this important variable is warranted. 

Teacher Attitudes 

As discussed in detail above, a major trend today in 

the delivery of psychological services in the schools is to

ward an emphasis on consultation. One very important aspect 

of this shift in focus from a more traditional approach to 

service delivery is that the teacher, as consultee in the 

consultative relationship, acts as a primary behavior change 

agent for the child in the classroom. The use of behavior 

modification techniques in the classroom have been found to 

provide practical and viable methods for bringing about be

havior change in children experiencing learning and behav

ioral difficulties. The success of these behavior modifica

tion procedures and of consultative service delivery models 

generally, however, depends heavily upon teacher awareness, 

skill, and cooperation in handling the roles of consultee and 

behavior change mediator. Since teachers are asked to assume 

these responsibilities, consideration must be given, not only 

to procedural and skill level issues, but also to whether or 

not the classroom teacher really accepts the concepts and 

principles of behavior theory. While very little attention 

has been addressed to this issue in the published empirical 
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literature, teacher attitude toward behavior modification is 

an important variabl: in the implementation of classroom

based behavioral programs (Grieger, 1972; Musgrove, 1974). 

Attitudes toward behavior therapy have been found to 

impact significantly on the effectiveness of behavioral 

program outcomes. Research has suggested that the label 

"behavior modification" itself can result in negative evalua

tions of treatment procedures (Kazdin & Cole, 1981). 

Describing classroom behavior ~odification procedures as 

"humanistic education" has been found to result in more 

favorable outcome valuations (Woolfolk, Woolfolk & Wilson, 

1977). Whether sources of bias originate from reactions to 

operant conditioning philosophy, from reports of unsavory 

behavioral practices, or simply from inaccurate notions about 

behavioral procedures themselves, attitudes appear to have a 

definite impact upon the successful application of behavior 

management procedures (Woolfolk & Woolfolk, 1979). 

Attitudes have been conceptualized by Baron and Byrne 

(1977) as consisting of three components: 1) the cognitive 

component, 2) the affective component, and 3) the behavioral 

component. The cognitive component consists of categories 

used to classify subject stimuli and beliefs associated with 

those categories; the affective component involves feelings 

of like or dislike toward a subject; and the behavioral 

component comprises particular predispositions toward action 

in regard to a subject. Questionnaires and attitude scales 
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have typically been used to assess each of these attitudinal 

components; however, the degree of congruence among them is 

essentially unknown (Hannah & Pliner, 1983). 

Relatively little research has been conducted in 

which the attitudes of teachers and the impact of those atti

tudes on the educational process has been examined. Even 

less attention has been focused upon teacher attitudes speci

fically toward behavior modification. Teacher attitudes have 

been measured in essentially an evaluation of consumer satis

faction related to behavior modification training programs 

(e.g., Ryan, 1976; Vane 1972). Armer and Tho~as (1978) con

ducted a study investigating attitudes toward interdisci-

plinary collaboration in pupil personnel services teams. 

Investigations have been also conducted on teacher attitudes 

toward students, especially those with handicaps, and the 

behavioral effects of those attitudes in the classroom and on 

mainstreaming efforts (Good & Brophy, 1972; Hannah & Pliner, 

1983; Horne, 1979). 

Grieger (1972) suggested several teacher attitudes 

believed to impact upon behavior modification consultation, 

but this work is speculative and based upon the author's 

professional experience rather than empirical research. 

Attitudes believed by Grieger to interfere with behavior 

modification problem-solving attempts included the following: 

1) the child needs fixing, in which teachers perceive child. 

behavior as relatively independent of situational variables, 
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with the stimulus for action perceived as coming primarily 

from within the child; 2) it is wrong to express negative 

feelings, where teachers consider it inappropriate to bring 

child difficulties in the classroom to the attention of the 

school psychologist or another professional; 3) children must 

not be frustrated, in which as few demands as possible are 

placed upon a child experiencing learning, behavioral, or 

emotional difficulties; 4) the "should-ought syndrome, where 

it is assumed that without training, children can be expected 

to acquire a behavioral repertoire conforming to societal 

standards; 5) the "he makes me" syndrome, in which the child 

is held responsible both for the child's actions and the 

teacher's behavioral and emotional responses; and 6) children 

are blameworthy for their actions, in which it is suggested 

that children freely choose to do unacceptable things. Each 

of these attitudes is suggested as possibly interfering 

significantly with successful learning of behavior management 

principles and procedures and with their implementation in 

the classroom. 

Weissenburger, Fine and poggio (1982) examined the 

"existential life positions" (p. 265) of classroom teachers 

as presented by Transactional Analysis theory as they relate 

to consultation outcomes. These authors found the consult

ant's perceived facilitativeness to be the main predictor of 

desirable conusltation outcomes. It was noted that this was 

consistent with earlier work of Schowengerdt, Fine and Poggio 
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(1976) in which the teacher view of the consultant as being 

empathetic, warm, and understanding was determined to playa 

large part in whether or not the teacher viewed consultation 

as a success. 

Empirical research related to teacher attitudes 

toward behavior modification in the classroom is extremely 

scarce, however Musgrove (1974) did develop a scale to 

measure attitudes toward behavior modification and admini

stered it to teaching faculties of elementary schools in 

Florida. This instrument consists of 20 Likert scale items 

with a five-point scale of strongly agree, agree, neutral or 

undecided, disagree, and strongly disagree. The absolute 

range of scores possible on the scale was a low of 20 and a 

high of 100, with a score of 60 indicating a neutral or 

undecided attitude. Musgrove obtained in his sample a range 

of scores from 20 to 96 with a mean of 64 and a standard 

deviation of 13. The standard error of measurement was 3.2, 

and a Kuder-Richardson reliability coefficient of .94 was 

obtained. An average inter-item correlation was found to be 

.44, and no validity coefficients are available. An item 

analysis comparing the scores of the top 27% with those of 

the lowest 27% of the sample indicated discriminations 

between the two groups at a highly significant level (p< 

.001). The standardization sample for this instrument 

consisted of elementary school teachers who were rr~Jo~i

nantly female, and Musgrove cautions against generalizing to 
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the general population of teachers at all levels. The scale 

does appear to possess content and face validity, and the 

data indicate that the scale discriminates varying teacher 

attitudes. 

In his review of recent school consultation research, 

Medway (1982) points out the need for multiple dependent 

measures assessing behavioral and attitudinal consultation 

variables with more emphasis placed, among other things, upon 

consultee characteristics as a link to consultation outcome. 

A related issue is that of the social validity of training or 

treatment effects. It is important that the effects of 

treatment interventions be evaluated on the basis of the 

applied or social significance of behavioral goals, proce

dures, and effects (Kazdin, 1977; Wolf, 1978). Do behavioral 

changes effected actually make a difference in the lives of 

the individuals involved? Given the importance of the 

teacher as consul tee and behavior change agent for any 

consultative service delivery effort in the schools, the 

attitudes and characteristics of these individuals would 

appear to be important variables to investigate. 
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Ethical Considerations 

The applications of behavior theory and consultation 

in educational settings have been extensive, major contribu

tions including the development of a large number of tech

niques with solid empirical bases. As noted by Kazdin 

(1981), a major limitation in the successful application of 

behavior modification to the education of children pertains 

to the effective dissemination and extension of existing 

procedures and techniques to the large number of settings 

which would profit from their use. As discussed above, 

in-service teacher training is an excellent way in which to 

accomplish this goal. Some caution must be noted with the 

adoption of this type of approach however. 

The question has been raised as to whether or not 

enough information can be disseminated in short-term teacher 

in-service workshops to allow these participants to properly 

apply the principles taught. The possibility of serious 

misapplication of procedures by teacher trainees whose only 

exposure to behavioral methods has been at this type of 

training session is viewed by Stein (1975) as a potentially 

serious ethical issue. While the behavioral approach to the 

solution of human behavior problems has been advanced as 

possibly the most ethical means of accomplishing a client 

change, this argument can be based only on the premise that 

applications of empirically validated principles will be 

precise and systematic, fully explicated to behavior change 
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agents, and carefully monitored as to process and outcome. 

It cannot be assumed that a brief introduction of behavioral 

principles and procedures to educational personnel will in 

any way accomplish these basic ethical requirements without 

carefully structured approaches aimed at increasing the 

probability of the appropriate application of behavioral 

methods (Stein, 1975). 

One possible approach to the solution of this problem 

is that of making available to all behavior modification 

trainees the opportunity for on-going consultative follow-up 

for the development and implementation of any behavior pro

grams attempted by these individuals (Sattler, 1982; Stein, 

1975) • In-service training, essentially, should be viewed 

not as an end but simply as a means for facilitating the more 

effective utilization of behavior modification in the schools 

(Conoley & Conoley, 1982). As noted above, consultee train

ing is an integral part of the consultative school psychol-

ogist role. It is important for ethical as well as for 

practical reasons that in-service teacher training conducted 

by school-based consultants remain within this consultative 

context. 

Summary and Statement of Purpose 

A perusal of the literature available at this time 

suggests several things. First, the trend in recent years in 

the delivery of school psychological services appears to 
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strongly be in the direction of a consultative model. A 

variety of service delivery options have been presented; 

especially promising are those with specified approaches for 

increasing the likelihood of consultation with classroom 

teachers before formal requests for special education evalu

ation are made. Second, a number of activities initiated by 

school psychologists can serve to facilitate the implementa

tion of the consultation role in the school setting (Lolli, 

1980). In-service training for teachers is one extremely 

valuable tool in this regard, both in the development of 

teacher-consul tee cognizance of procedural entry steps, the 

nature of the consulting relationship, and the types of 

responsibilities likely to be involved, and in the 

development of skills necessary in the implementation of 

classroom-based intervention plans. Consultee training is 

viewed as an integral part of the school consultation process 

(Bardon & Bennett, 1974; Bergan, 1977; Reynolds, 1982; 

Sabatino, 1981). 

Third, the teacher training literature reveals that 

teachers have been successfully trained in a wide variety of 

behavior management skills as well as in the principles of 

behavior upon which those techniques have been based. 

Training methods found to be particularly effective include 

modeling, role playing and feedback as well as didactic 

instructional techniques such as written material, lectures 

and discussion when used in combination with one or more of 
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the methods listed above (Bernstein, 1982; in press). 

Large-N, between-group experimental research can now be 

conducted most appropriately in the teacher training area 

because extensive preliminary small-N time-series research 

has already been conducted investigating the effectiveness of 

a variety of training techniques. Fourth, it has been noted 

that the success of behavioral consultation in the school 

setting and of the implementation of behavioral procedures in 

the classroom may depend heavily upon teacher attitudes 

toward behavior ·modification ~oncepts. Teacher attitude is a 

variable receiving very little empirical attention in the 

past and one worthy of investigation. Finally, it has been 

noted that it cannot be assumed that sufficient knowledge and 

skill can be imparted to teachers in the short-term workshop 

situation to insure that misapplication of procedures will 

not occur. In-service teacher training must be viewed not as 

an end but simply as a facilitating agent for the effective 

use of behavior modification and behavioral consultation in 

the schools. 

It was the purpose of this study to evaluate the 

relative effectiveness of two in-service teacher training 

packages: 1) Training in classroom behavior modification and 

consultation, including specific training developing consul

tee verbal behavior skills, and 2) training in consultative 

service deliver¥ procedures and multidisciplinary team 

processes (a non-specific treatment control condition). The 
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effectiveness of these training packages was evaluated 

relative to 1) knowledge of behavior modification principles 

and concepts as demonstrated on a revised version of O'Dell's 

(1979) KBPAC, and 2) the frequency of specific categories of 

teacher-consul tee verbal behaviors as measured in portions of 

three analogue behavioral consultation interviews. The 

relationship between training outcome and teacher attitudes 

toward behavior modification as measured by Musgrove's (1974) 

scale was also be investigated. 

Two types of analogue consultation interview depen

dent measures were utilized: 1) Specific problem identifi

cation, problem analysis, and problem evaluation consultant 

elicitors, and 2) General problem identification, problem 

analysis, and problem evaluation consultant elicitors (see 

Appendix C). Since past research indicates that the types of 

verbal cues provided can directly influence teacher verbali

zations in consultation (Tombari & Bergan, 1978), subjects 

were -blocked on the basis of the differentiation in the 

specificity of behavioral consultation elicitors utilized. 

Subjects in each training condition were randomly assigned in 

equal numbers to each of these interview dependent measure 

conditions. A Completely Randomized Design (Myers, 1979) was 

utilized in this study with pre-training measures on teacher 

attitudes and knowledge of behavioral principles and post

training measures on knowledge of behavioral principles and 

the analogue consultation interview depenqent measures. 
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The experimental training condition was designed to 

develop teacher knowledge and skill in classroom behavior 

management and consultee verbal behavior. Training 

techniques utilized in this in-service package included a 

manual, lectures, and discussions on the identification and 

analysis of classroom behavior problems, basic principles of 

human behavior, the development and evaluation of classroom 

intervention plans, and the importance of specific types of 

consultee verbal behaviors in consultative problem solving. 

A film presenting effective methods for dealing with problem 

students, and a videotape demonstrating consultative verbal 

interactions in problem identification, problem analysis, and 

problem evaluation interviews were also viewed. 

The non-specific training control condition was 

designed to apprise subjects of procedural entry and team 

process aspects of the Child Study Team service delivery 

approach and teacher-consul tee opportunities and responsi-

bilities in this behavioral consultative model. No training 

in behavior management or specific consultee verbal behavior 

skills were presented in· this in-service package. Training 

techniques utilized in this condition included written 

~aterials on the Child Study Team approach, lectures on 

consultative service delivery procedures and team processes, 

videotapes demonstrating the overall operation of this model, 

and activities in which multidisciplinary team processes were 

examined and rehearsed. 
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The following research hypotheses were investigated: 

1) training in behavior modification and consultation would 

be significantly more effective (p<.05) than a non-specific 

training control condition relative to scores obtained on a 

written measure of knowledge of behavioral principles and 

procedures. 

2) training in behavior modification and consultation would 

result in significantly more consul tee Problem Identification 

Interview (PII) responses in the following message content 

and process categories: behavior (overt-specified) specifi

cation, behavior setting specification, and observation 

(behavioral-specified) specification. (Each of these cate

gories is defined in Table 3) 

3) training in behavior modification and consultation would 

r?;"Llt in significantly more consultee Problem Analysis 

Interview (PAl) responses in the following message content 

and process categories: behavior (overt-specified) 

specification, behavior setting specification, observation 

(behavioral-specified)) specification, and plan (behavioral

specified) specification. 

4) training in behavior modification and consultation would 

result in significantly more consultee Problem Evaluation 

Interview (PEl) responses in the following message content 

and process categories: behavior (overt-specified) 

specification and evaluation, behavior setting specification, 

observation (behavioral-specified) specification, and plan 
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(behavioral-specified) specification and evaluation. 

S) participation in the general analogue consultation 

dependent measure condition would result in significantly 

more Problem Identification (PI), Problem Analysis (PA), and 

Problem Evaluation (PE) consul tee responses in the following 

message content and process categories: behavior (covert-

unspecified) specification, inference, and evaluation, 

observation (anecdotal-unspecified) specification, plan 

(general-unspecified) specification and evaluation, 

background environment specification, individual charac-

teristics specification, and "other" specification (see 

Table 3). 

6) participation in the specific analogue consultation 

dependent measure condition would result in significantly 

more PI, PA, and PE consultee responses in the following 

message content and process categories: behavior (overt-

specified) specification and evaluation, behavior setting 

specification, observation (behavioral-specified) specifi

cation, and plan (behavioral-specified) specification and 

evaluation. 

7) analysis of the pretest measures related to knowledge of 

behavioral procedures and attitudes toward behavior modifi

cation would result in a significant prediction of training 

outcome. 



The following null hypotheses were statistically 

tested: 

1) There would be no significant difference (p < .05) 

between the experimental training and the control training 

groups relative to scores obtained on a written measure of 

knowledge of behavioral principles and procedures. 
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2) There would be no significant differences between 

subjects in the experimental training/specific consultant 

verbalization (Sv) condition and subjects in the experimental 

training/general consultant verbalization (Gv) condition 

relative to the frequency of obtained responses in specific 

a) Problem Identifiction (PI), b) Problem Analysis (PA), 

and c) Problem Evaluation (PE) consultation verbalization 

categories (see Table 3). 

3) There would be no significant differences between 

subjects in the experimental training/Sv and subjects in the 

control training/Sv conditions relative to the frequency of 

obtained responses in specific a) PI, b) PA, and c) PE 

consultation verbalization categories. 

4) There would be no significant differences between 

subjects in the experimental training/Sv and subjects in the 

control training/Gv obtained responses in specific a) PI, 

b) PA, and c) PE consultation verbalization categories. 

5) There would be no significant differences between 

subjects in the experimental training/Gv and subjects in the 

control training/Sv conditions relative to the frequency of 



obtained responses in specific a) PI, b) PA, and c) PE 

consultation verbalization categories. 
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6) There would be no significant differences between 

subjects in the experimental training/Gv and subjects in the 

control training/Gv conditions relative to the frequency of 

obtained responses in specific a) PI, b) PA, and c) PE 

consultation verbalization categories. 

7) There would be no significant differences between 

subjects in the control training/Sv and subjects in the 

control training/Gv conditions relative to the frequency of 

obtained responses in specific a) PI, b) PA, and c) PE 

consultation verbalization categories. 

8) There would be no significant a) written knowledge or 

b) analogue consultation dependent measure outcome prediction 

on the basis of scores obtained on a written measure of 

attitudes toward behavior modification (i.e., no sIgnificant 

covariation of attitudes on written knowledge or analogue 

consultation responses). 



Table 2. Message classification categories 

Message 
Source 

Message 
Content 

Consultant Background 
Environment 

Consul tee 

Behavior 
setting 

Behavior 
(Covert-Unspecified) 

Behavior 
(Overt-Specified) 

Individual 
Characteristics 

Observation 
(Anecdotal-Unspecified) 

Observation 
(Behavioral-Specified) 

plan 
(General-Unspecified) 

Message 
Process 

Specification 

Evaluation 

Inference 

Summarization 

Validation 

Plan 
(Behavioral-Specified) 

Other 

(Bergan, 1977, p. 30) 

Message 
Control 
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Elicitor 

Emitter 
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Table 3. Message category definitions 

Message Content 

Background-environment 

Behavior-setting 

Behavior 
(Covert-Vague) 

Behavior 
(Overt-Specified) 

Individual
Characteristics 

Definition 

verbalizations concerning "remote" 
environmental conditions related 
to behavior -- remote in time, 
location, or both 

verbalizations referring to ante
cedent, consequent, and sequential 
conditions occurring contiguously 
to a behavior 

verbalizations about behavior-
covert processes, vague descrip
tions which are not possible to 
measure, e.g. "hassles" other 
children, "thinks", "feels" 

verbalizations about behavior-
overt actions, which can be mea
sured and which answer the ques-
t ion, " Wh a t did he / she do?" 
(strength of behavior, goals for 
behavior, tasks performed, recor,ls 
of action), e.g. "hits," "kicks," 
"writes" 

verbalizations about individual 
attributes -- describing condi
tions or states of the individual 
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Table 3. ~essage category definitions (Continued) 

Message Content 

Observation 
(Anecdotal
Unspecified) 

Observation 
(Behavioral
Specified) 

Definition 

verbalizations referring to anec
dotal or vague recording activi
ties with no specified target 
behavior and no specific behav
ioral recording technique either 
named or described (e.g. "I'll 
write down some of the things 
that happen.") 

verbalizations referring to speci
fic behavioral observational tech
niques, either named or described 
with specified target behaviors 
(e.g. "I will mark down on a card 
every time I see him hit another 
child this week.") 



';, 

CHAPTER 3 

METHOD 

Subjects 

Subjects in the present study included 56 elementary 

school teachers from the Amphitheater School District who 

were asked to volunteer to participate in a research training 

project regarding teacher consultation and the Child Study 

Team approach. All elementary school teachers in the dis

trict, with the exception of special education teachers, were 

asked to participate in the study. Subjects were recruited 

through a letter from the School Psychology Department 

briefly explaining the project, describing monetary incen

tives available, and encouraging their participation (see 

Appendix A). The letters were delivered to each teacher's 

school mailbox and included a registration form that teachers 

were instructed to complete and return to the School Psych

ology office. Teachers volunteering to participate in the 

project received, in the same manner, a questionnaire and 

informed consent form which they were asked to complete and 

bring with them to the training session. The questionnaire 

contained items regarding subject demographic information and 

experience, including age, sex, number of years teaching 

99 
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experience, grade level taught, previous courses and experi

ence with behavior modification, and experience with school 

psychologist and Child Study Team consultation (see Appendix 

B) • 

The subjects included 50 females and six males. Ele

ven teachers were between 20 and 29 years of age; 30 teachers 

were between 30 and 44 years of age; and 15 teachers were 

between 45 and 55 years of age. Eight teachers indicated 

having between one and three years of teaching experience; 28 

indicated having between four and ten years of experience; 10 

teachers had between 11 and 20 years of experience; and ten 

teachers indicated having over 20 years of teaching experi

ence. Twenty-nine subjects were primary grade level 

teachers; 24 subjects taught at the intermediate grade 

levels; and three subjects indicated teaching all grades, 

kindergarten through sixth grade. The highest degrees earned 

by subjects were as follows: Bachelor degree - 31, Masters 

degree - 24, and Doctoral degree-1. 

Nineteen subjects indicated previously having at 

least one college-level course in behavior modification; 12 

teachers had previously been exposed to behavior modification 

in a workshop or in-service training setting; and 25 teachers 

indicated minimal exposure or independent learning of this 

material. Subjects were asked about what percentage of their 

students they had discussed with a school psychologist during 

their teaching careers. Thirty subjects indicated that they 
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had discussed one to five percent of their students with the 

school psychologist, 17 subjects had discussed six to ten 

percent of their students; and nine teachers indicated that 

they had brought 11% to 25% of their students to the atten

tion of a school psychologist. Thirty-six teachers indi

cated discussing two to five students with the school 

psychologist during the past year; and ten subjects indi

cated discussing more than five students with the school 

psychologist. Fourteen subjects had never participated in a 

Child Study Team meeting; six had participated one time; 

three had attended Child Study Team meetings more than once, 

but for the same student; 18 teachers had participated two to 

five times; and 15 subjects had been regular Child Study Team 

members. A pretest assessirrg knowledge of behavior modifi

cation concepts was administered before training began to 

determine the entry level of all participants on this 

variable (described below). Training was conducted during a 

two-day period after school had recessed for the summer, and 

subjects were paid for their participation at a rate of $8.00 

per hour. 

Experimenter and Trainers 

The experimenter was a fourth-year educational 

psychology female doctoral student with two years of experi

ence functioning as a part-time school psychologist. She had 

extensive school-based experiences in this capacity as well 

as in course-related practicum and internship experiences in 



individual consultations with teachers, parents, and 

students, consultations as a member of Child Study Teams 

functioning in two elementary schools, implementation of 

behavior modification programs in the classroom and in the 

home, and behavior therapy with individual children. 
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Trainers in this study included one female, third

year educational psychology doctoral student with one year of 

school psychology internship experience as well as extensive 

course-related practicum experiences, one female, fourth-year 

educational psychology doctoral student with five years of 

experience as a functioning school psychologist, and one 

male, Ph.D. licensed psychologist with eight years of experi

ence as a school psychologist, as well as several years of 

experience in private practice as a psychologist. All 

trainers had extensive school-based behavioral consultation 

and behavior modificution experience. 

Raters 

Two school psychologists with Educational Specialist 

degrees from the University of Arizona in Educational Psych

ology were hired to serve as independent raters for the 

consultation message content and process data collected. The 

raters had experience scoring consultation verbalizations 

through course work in behavioral consultation, and 

additional training was provided by the experimenter. The 

reliability of coders was established both for the task of 
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assigning utterances to units of observation and for the task 

of coding units of observation in terms of content and 

process categories. Reliability was assessed in assigning 

verbalizations to units of observation by having the two 

raters code verbalizations into sets of 50 units. Fifty 

statements were coded from each of the three types of inter-

views. Inter-rater reliability for content and process cate-

gories was established for problem identification, problem 

analysis, and problem evaluation interviews using the Kappa 

coefficient (Bergan & Tombari, 1975; Hartmann, 1977). The 

obtained Kappa coefficients for each of the three interviews 

were as follows: Problem Identification .76, Problem 

Analysis .74, and Problem Evaluation .79. The raters were 

uninformed as to the purpose of the study and the hypo

theses under investigation. 

Experimental Setting 

All training sessions and the administration of 

dependent measures were conducted in the library of a junior 

high school in the Amphitheater School District. 

Dependent Measures 

Pretest 

Musgrove's (1974) Scale to Measure Attitudes Toward 

Behavior Modification was administered before training began. 

This Likert scale attitudinal measure consists of 20 items 



104 

with a five-point scale ranging from strongly agree to 

strongly disagree (see Appendix C). The absolute range of 

scores possible on the scale is from 20 to 100 with a score 

of 60 indicating a neutral or undecided attitude. Musgrove 

reported a Kuder-Richardson reliability coefficient of .94 

and an average inter-item correlation of .44. An item 

analysis comparing the scores of the top 27% with those of 

the lowest 27% of the sample indicated highly significant (p 

< .001) discriminations between the two groups. 

Another pre-training measure administered was a 

modified version of the Knowled~e of Behavioral Principles as 

Applied to Children (KBPAC; O'Dell, Tarler-Benlolo & Flynn, 

1979). The KBPAC is a multiple-choice test designed to 

assess knowledge of basic behavioral principles as applied to 

children in various practical situations. O'Dell, Tarler

Benlolo, and Flynn (1979) reported a Kuder-Richardson 

reliability coefficient of .94 for this instrument and a 

split-half correlation of .93. Test items were adapted for 

the present study to pertain more to classroom teachers and 

school-based behavior problems rather than to parents. Two 

alternate forms of this test were developed, each consisting 

of 22 items (see Appendix C). Modifications and division of 

KBPAC items into two forms were modeled after the revisions 

made by McReynolds (1982). This investigator reported an 

obtained test-retest correlation of Form A with Form B over a 

three-week period of .82. The odd-even split-half 
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correlation obtained was .71 for Form A, .79 for Form B, and 

.88 for the full set of 46 items. Test-retest and split-half 

correlations for the present modified version of this instru

ment were determined with 28 elementary and junior high 

school teachers from two school districts in the Tucson 

metropolitan area. The test-retest reliability coefficient 

obtained for this version of the instrument (44 items) was 

.87. The split-half correlation obtained was .68 for Form A, 

.73 for Form B, and .85 for the full set of 44 items, as 

corrected by the Spearman-Brown formula. In this study, Form 

A was administered before training, and Form B will be 

administered after training. 

Posttest 

Measures were of two general types. The first type 

of post-training assessment was written measure of knowledge 

of behavioral principles (Form B of the KBPAC described in 

detail above). The second type of assessment included fre

quency measures on 40 message content and process categories 

of consul tee verbalizations (Bergan, 1977) obtained in 

analogue problem identification, problem analysis, and plan 

evaluation consultation interviews. Subjects were asked to 

provide written responses to videotaped problem identifi

cation, problem analysis, and problem evaluation consultant 

instructions and verbalizations (either general or specific 

in nature; see Appendix C for scripts of videotaped 



consultant verbalizations and Consultee Verbal Response 

Form) • 
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Message content dependent measure categories included 

behavior (covert - unspecified), behavior (overt -

specified), background-environment, behavior setting, 

indivil~al- characteristics, observation (anecdotal -

unspecified), observation (behavioral - specified), plan 

(general - unspecified), plan (behavioral - specified), and 

"other" (see Tables I and 2 for message classification 

categories and definitions). Message process dependent 

measure categories included specification, positive evalua

tion, negative evaluation, and inference. Summarization and 

validation message process subcategories were not included as 

dependent measures due to the infeasibility of eliciting 

these types of consul tee verbalizations in the analogue 

interview assessment situation. Teacher consul tees were 

instructed not to respond with verbalizations in the elicitor 

message control subcategory since it was not possible in the 

analogue consultation situation to provide consultant 

responses for those verbalizations. 

Consultation-Analysis Records (see Appendix F) were 

completed on each subject for each of three interview ana

logues. Consultee emitters were scored according to Bergan's 

consultation coding system (1975; 1977). Consultee 

problem-identification, problem analysis, and problem 

evaluation checklists for problem-centered consultation were 
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developed and utilized to summarize the frequency of subject 

verbal unit use for the purposes of statistical analysis (see 

Appendix F). 

An additional post-training measure administered was 

designed to assess teacher satisfaction with the training 

received. Social validation questionnaires developed for 

both the training and the control group conditions contain 

Likert scale items designed to assess satisfaction with the 

training overall as well as the specific training components 

presented (see Appendix C). 

Procedure 

Subjects were randomly assigned to two experimental 

groups: 1) an experimental training group, and 2) a non-

specific training control group (Kazdin, 1980). Subjects in 

each of these training conditions were then randomly assigned 

to one of two analogue consultation dependent measure condi

tions (general or specific in terms of consultant elicitor 

verbalizations). A Completely Randomized Design (Myers, 

1979) was utilized with independent variables including type 

of training (experimental versus non-specific control) and 

type of consultation question (specific versus general) . 

Pre-training measures were administered on attitudes toward 

and knowledge of behavior modification principles, and 

post-training measures on knowledge of behavioral principles 

and verbal responses to analogue consultation interview 
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dependent measures. Training will be conducted in one 

eight-hour session for each group. Both training packages, 

the Behavior Modification and Consultation Package 

(experimental training condition) and the Consultative 

Service Delivery Package (control condition), will include 

filmed/videotaped modeling and didactic instructional 

components. 

Behavior Modification and Consultation Training 

Before training began, teachers were asked to com

plete written pretest measures, the Scale to Measure Atti

tudes Toward Behavior Modification and Form A of the KBPAC. 

After a brief introduction to the training situation and an 

overview of the type of training activities to follow (see 

Table 4 for summary of all training components), subjects 

were given Martin and Lauridsen's (1974) manual entitled 

Developing Student Discipline and Motivation: A Series for 

Teacher In-Service Training. This manual includes 

information regarding classroom problem identification, 

behavioral observation, analysis of classroom behavior 

problems, basic principles of human behavior, the development 

of behavioral intervention plans, the use of social and 

non-social reinforcers, and steps in problem evaluation. 

Teachers were asked to carefully read the first four chapters 

(28 pages) of this manual. 
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Table 4. Training Components Across Conditions 

Experimental Training 

1. Pretest Measures Completed 

2. Brief Introduction 

3. Read Manua 1 

4. Lecture on Behavioral 
Specification & Observa
tional Methods; Activities 

5. Break 

6. Videotaped Problem Identifi
cation Interview Consulta
tion Demonstration 

7. Discussion 

8. Lunch Break 

9. Film on Child Behavior 
Management 

10. Read Manual 

11. Lecture on Analysis of 
Child Problems in the 
Classroom and the Develop
ment of Intervention Plans; 
Activity 

12. Break 

130 Videotaped Problem Analysis 
and Problem Evaluation 
Consultation Demonstration 

14. Discussion 

15. Post-Training Measures 
Completed 

Non-Specified 
Training Control 

Pretest Measures 
Completed 

Brief Introduction 

Read Handouts 

Lecture on Child Study 
Team Process 

Discussion 

Break 

Group Process Activity I 
(Team Processes) 

Lunch Break 

Lecture on Multidiscip
linary Team Process 

Group Activity II 
(Team Processes) 

Discussion 

Break 
Group Activity III (Team 
Processes) 

Discussion 

Post-Training Measures 
Completed 
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A videotaped lecture was then presented to the group 

focusing on the identification and specification of target 

behaviors and methods for observational data collection (see 

Appendix D). During this lecture, the subjects were asked to 

complete three short practice exercises: 1) specification of 

three undesirable child target behaviors, 2) specification of 

three desirable child target behaviors, and 3) specification 

of an observational data collection system that could be used 

for one of the target behaviors identified (see Appendix D 

for instructions and handouts). The videotaped lecture was 

stopped for these activities and started again upon their 

completion until the entire lecture had been presented. 

Teachers were then given a short break. After this, they 

viewed a videotaped Problem Identification consultation 

interview demonstration between a school psychologist and a 

classroom teacher (see Appendix D for interview script). l\ 

short discussion period followed. 

After lunch, subjects viewed a 30-minute film 

entitled "Catch 'em Being Good: Approaches to Motivation and 

Discipline" by O'Leary and Schneider (1983). This film 

presents research-based methods for dealing with students 

experiencing academic and social difficulties. Effective 

positive behavioral applications of teacher disciplinary 

action are contrasted with more traditional but generally 

ineffective ways of responding to common classroom behavior 

and academic performance problems. Approaches are 
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demonstrated for coping with constant and inappropriate 

demands for teacher and peer attention, lack of attentive

ness, incomplete classwork and homework, and poor writing. 

The film depicts real-live classroom situations in which the 

effectiveness of positive attention, soft reprimands, 

response cost, peer support, daily report cards, and student 

self-evaluation are demonstrated. Following the film, 

subjects were asked to read chapters five through eight (36 

pages) of the Martin and Lauridsen training ~anual. 

A videotaped lecture was then presented focusing on 

basic principles of behavior modification, the analysis of 

classroom academic and behavior problems and the development 

of classroom intervention plans (see Appendix D). During the 

course of this lecture and the discussion session that 

followed, subjects were asked to specify a target behavior 

for a hypothetical child and to develop a classroom interven

tion plan for that child (see Appendix D for child descrip

tion and activity instructions). Following a short break, 

subjects viewed a videotape modeling Problem ~nalysis and 

Problem Evaluation interviews as well as a short videotaped 

lecture on the role of the Child Study Team in the 

consultative service delivery approach implemented in the 

Amphitheater School District (see Appendix D for scripts). 

After this a short discussion session was co~ducted in which 

any questions were answered. 
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After all training had been completed, three post-

training dependent measures were administered. Teachers were 

divided into two assessment groups (previously assigned on a 

random basis), and one of these groups completed Form B of 

the KBPAC and the Training Evaluation Questionnaire while the 

other group, in another room, provided written responses to 

videotaped Problem Identification, Problem Analysis, and 

Problem Evaluation consultant verbalizations and instruc-

tions. Teachers in the analogue consultation assessment 

situation (general condition first) were each given a Record 

Form on which to write their responses and a written "Child 

Description" of Eric, the hypothetical client. All instruc

tions and verbalizations were administered through a video

taped consultant (see Appendix C for instructions, scripts, 

and subject record form). After the instructions had been 

presented, the videotape was stopped, allowing the subjects 

time to read the written child description, and then the 

videotaped consultation began. After each consultant 

question, the videotape was stopped, giving the teachers time 

to write their responses on the record forms. When this had 

been completed for all three types of interviews, the two 

groups of teachers were asked to exchange places and to 

complete the remaining dependent measure assessment tasks. 



113 

Consultative Service Delivery Training 

Before training began, these control group subjects 

were asked to complete written pretest measures precisely as 

described for the experimental training condition above (see 

Table 4 for a summary of all training components). The con

tent of this training package related to the procedures and 

processes of the Child Study Team service delivery approach. 

Teacher consultee opportunities and responsibilities in this 

behavioral consultative model and multidisciplinary group 

processes in general were presented. However, no training in 

behavior management or consul tee verbal behavior skills was 

conducted in this in-service package. 

After a brief introduction and overview of the 

training to be presented, written materials were read by the 

subjects for approximately 20 minutes. These materials 

included a description of the Child Study Team approach to 

consultative service delivery, and all entry and referral 

process steps involved in the implementation of' the model 

(see Appendix E). A 20-minute videotaped lecture was then 

presented to the group describing the implementation of this 

model within the Amphitheater School District. This lecture 

included a visual depiction of consultation with the school 

psychologist (without modeling of consultant or consultee 

verbalizations) and a demonstration of Child Study Team input 

(without the use of any specific verbal behavior descrip

tions, observations or plans). Following this videotape, a 
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discussion session was conducted in which any comments or 

questions regarding the concepts presented were addressed. 

After a break, subjects participated in a group activity 

designed to facilitate group interaction in the multidis

ciplinary team process (Kolb, Rubin & McIntyre, 1979; see 

Appendix E). 

114 

After lunch, a 15-minute videotaped lecture was 

presented in which the various roles involved in the process 

of multidisciplinary team interaction were presented and 

discussed (see Appendix E for lecture script and handouts). 

Subjects then broke into groups for an activity designed to 

increase sensitivity to non-verbal communication styles in 

which they were asked to engage in a cooperative 

puzzle-building task (see Appendix f0r activity description 

and instructions). A short break followed this, and then 

another group activity was conducted in which subjects 

attempted to cooperatively rank order items in a "survival" 

game (see Appendix E). This exercise was designed to further 

develop group interaction skills. Upon completion of these 

activities, teachers completed the Team Development Scale 

(Dyer, 1977; see Appendix E), and a short discussion session 

was conducted. 

After all training had been completed, dependent 

measure assessments were administered in precisely the same 

manner as described above. Control group subjects were 

afforded the opportunity to view the training condition film 
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and videotape and to obtain written materials utilized in 

that training package after all training had been completed 

and all dependent measures collected. Subjects were told 

that no additional monetary compensation would be available 

for that training. 



CHAPTER 4 

RESULTS 

Due to the inclusion of multiple dependent measures 

in this study, a multivariate analysis of covariance (MANOVA) 

was employed for the analogue consultation dependent vari

ableso The use of this statistical procedure provided 

protection from possible alpha slippage by simultaneously 

accounting for all of the variation associated with consultee 

verbal behavior in one multivariate F test for each interview 

type (Problem Identification, Problem Analysis, and Problem 

Evaluation). Where significant overall differences were 

detected, separate univariate F tests were conducted for each 

verbal behavior category in order to determine the specific 

nature of those effects. An analysis of covariance (ANCOVA) 

was employed with the written pretest-posttest data on 

knowledge of behavioral principles and procedures. The 

covariates in each of these analyses included beginning 

subject differences in behavior modification attitudes and 

knowledge. A statistical computer program (BMDP 4V.4, Dixon r 

1981) was utilized to analyze these data. All multivariate 
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tests of significance were based on Wi1k's Lambda Criterion 

Tests of Significance (Marascuilo & Levin, 1983). 

Behavior Modification Knowledge and Attitudes 

The means and standard deviations of pretest and 

posttest Knowledge of Behavioral Principles Ind Concepts 

(KBPAC) scores for subjects in each of the four treatment 

conditions are presented in Table 5. Attitude scale means 

and standard deviations across conditions are shown in Table 

6. The analysis of covariance on KBPAC posttest scores, 

presented in Table 7, demonstrated a significant training 

effect (p<.Ol) but no significant question type or training x 

question type interaction effects (p>.05) for this me~sure. 

These results indicate that subject KBPAC scores aid change 

significantly after training in behavior modification and 

consultation. Question type apparently had no significant 

bearing on this particular dependent measure. The 

covariates, attitude scale scores and KBPAC pretest scores, 

were found to account for a significant amount of the 

variance in this analysis (p<.OOl), suggasting that these 

measures in combination did predict training outcome on this 

measure. 



Table 5. 

Means and Standard Deviations of KEPAC Scores 
at Pretest and Posttest 

Treatment Condition n Pretest 

Training/ 
General Questions 14 M 14.71 

SO 4.60 

Training/ 
Specific Questions 14 M 13.Sfi 

SO 2.45 

Contro1/ 
General Questions 14 M 13.71 

SO 2.27 

Contro1/ 
Specific Questions 14 M 13.43 

SD 2.93 

llfl 

Posttest 

16.36 
3.34 

16.71 
4.21 

12.93 
3.97 

11.86 
3.84 
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Table 6. 

Means and Standard Deviations of Attitude Scale 

Treatment Condition n M SO 

Training/ 
General Questions 14 75.79 6.83 

Training/ 
Specific Questions 14 77014 6083 

Control/ 
General Questions 14 70.43 11038 

Control/ 
Specific Questions 14 68.14 9028 
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Table 7. 

Analysis of Covariance on KBPAC Posttest Scores 

Source df SS MS F P 

Covariates 
(KBPAC Pretest, 2 289.57 144.78 11.98 .0000 
Attitude Scale) 

Training (A) 1 69.91 69.91 7.23 s0097 

Question Type (B) 1 .77 .77 .01 s9294 

Training x Question 
Type (AB) 1 4.52 4.52 .47 .4970 

Error 483.15 9.66 
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Analogue Consultation Verbal Behavior 

The means and standard deviations of consultee verba

lizations emitted by subjects across conditions in analogue 

Problem Identification, Problem Analysis, and Problem Evalua

tion consultation interviews are presented in Tables 8, 9, 

and 10 respectively._ 

Problem Identification 

Results from the multivariate analysis of covariance 

on Problem Identification consultee verbalizations revealed 

significant training (p<.03) and question type (p<.OOl) 

effects but no significant training x question type inter

action effect (see Table 11). The attitude scale and KBPAC 

pretest score covariates did not predict training outcome 

significantly on these measures. Univariate analysis of 

covariance results on Problem Identification consul tee ver

balizations for training and question type effects are dis

played in Tables 12 and 13. 

Significant main effects for training were demon

strated for behavior (overt - specified) specification 

(p<.002) and observation (behavioral - specified) specifi

cation (p<.04) verbal behavior categories. Significant 

effects for question type were revealed for behavior setting 

specification, (p<.OOOl) and "other" specification (p<.OOnl) 

consultation verbalization categories. These results indi

cate that training in behavior modification and consultation 
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significantly increased teacher verbalizations in specific 

behavior and observation Problem Identification consultation 

content categories (see Figure 1). This training apparently 

did not significantly alter the frequency of consultee ver

balizations in the behavior setting specification category. 

Teachers in the specific behavioral consultation question 

type condition were found to have emitted significantly more 

behavior setting specifications as well as significantly 

fewer behavior (covert - unspecified) specifications, infer

ences/individual characteristics specifications and "other" 

specifications (see Figure 2). 

While significant main effects were demonstrated for 

training and question type, the interaction between these 

independent variables was not found to be statistically sig

nificant. As displayed in Figure 3, subjects in the control 

group/specific question condition emitted more behavior 

(overt-specified) specifications than did subjects in the 

control group/general question condition. However, subjects 

in the training group/specific and training group/general 

question conditions both emitted significantly more behavior 

(overt-specified) verbalizations than either of the control 

group conditions. Subjects from both the treatment and 

control groups in the general question condition emitted 

significantly more behavior (covert - unspecified) and in~i

vidual characteristics category utterances than did subjects 

in the specific question condition. 



Table 8. 

Means and Standard Deviations of Problem 
Identification Consultee Verbalizations 

Treatment 
Condition 

Training/ 
General 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification 

Behavior 
(Covert-Unspecified) 

specification, Inference/ 
Individual Characteristics 

Specification* 

Observation 
(Behavioral-Specified) 

Specification 

Observation 
(Anecdotal-Unspecified) 

Specification 

Behavior Setting 
Specification 

Other Specification 

n M 

14 4.93 

14 5.64 

14 .71 

14 .86 

14 1.14 

14 2.86 

* Due to the low frequencies observed, these verbal 
behavior categories were combined to insure sufficient 
data for analysis 
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SO 

2.56 

2.34 

1. 38 

1. 08 

1.10 

1. 66 



Table 8. (Continued) 

Means and Standard Deviations of Problem 
Identification Consul tee Verbalizations 

Treatment 
Condition 

Training/ 
Specific 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification 

Behavior 
(Covert-Unspecified) 

Specification, Inference/ 
Individual Characteristics 

Specification. 

Observation 
(Behavioral-Specified) 

Specification 

Observation 
(Anecdotal-Unspecified) 

Specification 

Behavior Setting 
Specification 

Other Specification 
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n M SD 

14 4.93 1.27 

14 1.79 1.89 

14 .93 .83 

14 .36 .63 

14 2.29 1 .• 27 

14 0 0 



Table 8. (Continued) 

Means and Standard Deviations of Problem 
Identification Consultee Verbalizations 

Treatment 
Condition 

Controll 
General 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification 

Behavior 
(Covert-Unspecified) 
Specification,Inferencel 

Individual Characteristics 
Specification 

Observation 
(Behavioral-Specified) 

Specification 

Observation 
(Anecdotal-Unspecified) 

Specification 

Behavior Setting 
Specification 

Other Specification 
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n M SD 

14 2.29 2.23 

14 5.36 2.65 

14 0 0 

14 .64 1.08 

14 .21 .43 

14 3.86 2.83 



Table 8. (Continued) 

Means and Standard Deviations of Problem 
Identification Consultee Verbalizations 

Treatment 
Condition 

Cantrall 
Specific 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification 

Behavior 
(Covert-Unspecified) 

Specification,Inferencel 
Individual Characteristics 

Specification 

Observation 
(Behavioral-Specified) 

Specification 

Observation 
(Anecdotal-Unspecified) 

Specification 

Behavior Setting 
Specification 

Other Specification 
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n M SD 

14 4.00 1.88 

14 2.64 le39 

14 043 051 

14 1.00 .68 

14 2.57 1 0 28 

14 .43 1.09 



Table 9. 

Means and Standard Deviations of Problem 
Analysis Consultee Verbalizations 

Treatment 
Condition 

Training/ 
General 
Questions 

Category 

Plan 
(Behavioral-Specified) 

Specification 

Plan 
(General - Unspecified) 

Specification 

Behavior 
(Overt - Specified) 
Specification/Behavior 
Setting Specification * 

Behavior 
(Covert - Unspecified) 
Specification, Inference/ 
Individual Characteristics 

Specification * 

Other/Observation 
Specification 

n M 

14 3.29 

14 

14 .29 

14 1.36 

14 1. 00 

* Due to the low frequencies observed, these verbal 
behavior categories were combined to insure sufficient 
data for analysis. 
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SO 

2.84 

2.86 

.61 

1.60 



Table 9. (Continued)" 

Means and Standard Deviations of Problem 
Analysis Consultee Verbalizations 

Treatment 
Condition 

Training/ 
Specific 
Questions 

Category 

Plan 
(Behavioral-Specified) 

Specification 

Plan 
(General - Unspecified) 

Specification 

Behavior 
(Overt - Specified) 
Specification/Behavior 
Setting Specification 

Behavior 
(Covert - Unspecified) 
Specification, Inference/ 
Individual Characteristics 

Specification 

Other/Observation 
Specification 
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n SO 

14 3.43 1056 

14 3057 1074 

14 071 .27 

14 0 0 

14 .29 .61 



Table 9. (Continued) 

Means and Standard Deviations of Problem 
Analysis Consul tee Verbalizations 

Treatment 
Condition 

Control/ 
General 
Questions 

Category 

Plan 
(Sehavioral-Specified) 

Specification 

Plan 
(General - Unspecified) 

Specification 

Behavior 
(Overt - Specified) 
Specification/Behavior 
Setting Specification 

Behavior 
(Covert - Unspecified) 
Specification, Inference/ 
Individual Characteristics 

Specification 

Other/Observation 
Specification 
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n M SD 

14 029 .73 

14 .57 2.34 

14 071 .27 

. 1 tl .57 1.40 

14 .50 1.10 



Table 9. (Continued) 

Means and Standard Deviations of Problem 
Analysis Consul tee Verbalizations 

Treatment 
Condition 

Control/ 
Specific 
Questions 

Category 

Plan 
(Behavioral-Specified) 

Specification 

Plan 
(General - Unspecified) 

Specification 

Behavior 
(Overt - Specified) 
Specification/Behavior 
Setting Specification 

Behavior 
(Covert - Unspecified) 
Specification, Inference/ 
Individual Characteristics 

Specification 

Other/Observation 
Specification 
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n M SD 

14 2.21 3.00 

14 4.43 1. 50 

14 0 0 

14 014 .36 

14 .71 .27 



Table 10. 

Means and Standard Deviations of Problem 
Evaluation Consultee Verbalizations 

Treatment 
Condition 

Training/ 
General 
Questions 

Category 

Behavior 
(Overt-Specif~ed) 

Specification, 
Inference/Evaluation * 

Behavior 
(Covert-Unspecified) 

Specification, 
Individual Characteristics 

Specification * 

Plan 
(Behavioral-Specified) 

Specification, Evaluation * 

Plan 
(General - Unspecified) 

Specification, Evaluation * 

Other/Observation 
Specification * 

n M 

14 

14 2000 

14 

14 .71 

14 .43 

* Due to the low frequencies observed, these verbal 
behavior categories were combined to insure sufficient 
data for analysis. 
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SO 

1.41 

1.47 

.27 

1.14 

1.60 



Table 10. (Continued) 

Means and Standard Deviations of Problem 
Evaluation Consultee Verbalizations 

Treatment 
Condition 

Training/ 
Specific 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification, 
Evalu.a tion 

Behavior 
(Covert-Unspecified) 

specification, 
Inference, Evaluation/ 
Individual Characteristics 

Specification 

Plan 
(Behavioral-Specified) 

Specification, Evaluation 

Plan 
(General - Unspecified) 

Specification, Evaluation 

Other/Observation 
Specification 
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n M SD 

14 1057 1.02 

14 1.14 1. 35 

14 .21 043 

14 .21 .43 

14 .36 .50 



Table 10. (Continued) 

Means and Standard Deviations of Problem 
Evaluation Consul tee Verbalizations 

Treatment 
Condition 

Control/ 
General 
Questions 

Category 

Behavior 
(Overt-Specified) 

Specification, 
Evaluation 

Behavior 
(Covert-Unspecified) 

Specification, 
Inference, Evaluation/ 
Individual Characteristics 

Specification 

Plan 
(Behavioral-Specified) 

Specification, Evaluation 

Plan 
(General - Unspecified) 

Specification, Eva1 ua tion 

Other/Observation 
Specification 
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n M SD 

14 036 .63 

14 1.86 1.83 

14 a 0 

14 .50 094 

14 1.14 .86 



Table 10. (Continued) 

Means and Standard Deviations of Problem 
Evaluation Consultee Verbalizations 

Treatment 
Condition 

Control/ 
Specific 
Questions 

Category. 

Behavior 
(Overt-Specified) 

Specification, 
Evaluation 

Behavior 
(Covert-Unspecified) 

Specification, 
Inference, Evaluation/ 
Individual Characteristics 

Specification 

Plan 
(Behavioral-Specified) 

Specification, Evaluation 

Plan 
(General - Unspecified) 

Specification, Evaluation 

Other/Observation 
Specification 
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n M SO 

14 .93 .83 

14 2.57 1.40 

14 0 0 

14 .50 .76 

14 .79 1. 42 



Table 11. 

Multivariate Analysis of Covariance on 
Problem Identification Consul tee Verbalizations 

Source 

Covariates 
(KBPAC Pretest, 
Attitude Scale 

Training (A) 

Question Type (B) 

Training x 
Question Type 
(AB) 

df 

12 

6 

6 

6 

Likelihood 
Ratio * 

19.97 

17.88 

146.73 

12.40 

* Rao's approximation (Rao, 1973) 

F 

1.59 

2.68 

22.01 

108"6 
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P 

.1096 

.0260 

00000 

.1089 
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Table 12. 

Univariate Analyses of Covariance on Problem Identification 
Consul tee Verbalizations for Training Effect 

Category df SS MS F p 

Behavior 
(Overt-Specified) 1 40.10 40.10 lle17 00016 
Specification 

Behavior 
(Covert-Unspecified) 
Specification, 
Inference/ 1 4.05 4.05 .93 .3393 
Individual Character-
istics Specification 

.Observation 
(Behavioral-Specified) 1 3016 3.16 4.61 00361 
Specification 

Observation 
(Anecdotal-Unspecified) 1 .14 014 .14 .7101 
Specification 

Behavior Setting 
Specification 1 2.40 2.40 2.05 .1589 

Other 
Specification 1 2.06 2.06 070 .4055 
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Table 13. 

Univariate Analyses of Covariance on Problem Identific ~tion 
Consul tee Verbalizations for Question Type Effect 

Category df SS MS F P 

Behavior 
(Overt-Specified) 1 13.25 13.25 3.69 .0604 
Specification 

Behavior 
(Covert-Unspecified) 1 152.14 152.14 34.94 .0000 
Spec i f·ica t ion, Inference/ 
Individual Characteristics 
Specification 

Observation 
(Behavioral-Specified) 1 1.87 1.87 2.74 .1040 
Specification 

Observation 
(Anecdotal-Unspecified) 1 .54 .54 .05 .8181 
Specification 

Behavior Setting 
Specification 1 41.10 41.10 34.89 .0000 

Other Specification 1 143.24 143.24 4.8.85 .0000 
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Figure 1. Significant effects obtained across training groups for 
Problem Identification verbal behavior cateqories 
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While training group/ specific question condition subjects 

emitted fewer non-specific behavior specifications than 

control group/ specific question condition subjects, teachers 

in the treatment group/ general question condition emitted 

slightly more of these non-specific behavior verbalizations 

than did control group/ general question condition subjects. 

Problem Analysis 

Multivariate analysis of covariance results for Prob

lem Analysis consul tee verbalizations also showed significant 

overall training (p<.005) and question type (p<.04) effects 

but no significant training x question type interaction ef

fect (see Table 14). The covariates were not statistically 

significant for this set of analogue consultation dependent 

measures either. Tables 15 and 16 display the Problem Anal

ysis univariate analysis of covariance results obtained for 

training and question type effects. 

A significant training effect (p<.002) for the plan 

(behavioral - specified) specification category of Problem 

Analysis analogue consultation was revealed (see Figure 4). 

No other significant training effects were demonstrated for 

this consultation interview type. A signific~nt question 

type effect was shown for the behavior (covert - unspecified) 

specifications, inferences/individual characteristics specif

ications verbal behavior category (p<.004) for this type of 

interview as well. 



Table 14. 

Multivariate Analysis of Covariance on 
Problem Analysis Consu1tee Verbalizations 

Source 

Covariates 
(KBPAC Pretest, 
Attitude Scale) 

Training (A) 

Question Type (B) 

Training x 
Question Type 
(AB) 

df 

10 

5 

5 

5 

Likelihood 
Ratio * 

1 .. 69 

21 .. 84 

13.94 

10.39 
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F P 

.. 16 09982 

4 .. 02 .. 0041 

2057 .0396 

1.91 .1107 



Table 15. 

Univariate Analyses of Covariance on Problem Analysis 
Consu1tee Verbalizations for Training Effect 

Category df SS MS F 

Plan 
(Behaviora1-
Specified) 1 53.50 53.50 10046 

Specification 

Plan 
(General-Unspecified) 1 4.65 4.65 .94 
Specification 

Behavior 
(Overt-Specified) 
Specification/ 1 .21 .21 1.63 
Behavior Setting 
Specification 

Behavior 
(Covert-Unspecified) 
Specification, 1 .94 .94 .78 
Inference/Individual 
Characteristics 
Specification 

Other Specification 1 1.78 1.78 1.62 
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P 

.0022 

.3360 

.2083 

.3823 

.2085 



Table 16. 

U~ivariate Analyses of Covariance on Problem Analysis 
Consu1tee Verbalizations for Question Type Effect 

Category df SS MS F 

Plan 
(Behavioral-
Specified) I 15.50 15.50 3.03 
Specification 

Plan 
(General-Specified) 1 2011 2011 .43 
Specification 

Behavior 
(Overt-Specified) 
Specification/ I .31 .31 2.35 
Behavior Setting 
Specification 

Behavior 
(Covert-Unspecified) 1 11002 11002 9.15 
Specification, Inference/ 
Individual Characteristics 
Specification 

Other Specifica.tion 1 4.39 4.39 4000 
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P 

.0880 

.5163 

01318 

.0039 

.0509 
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Training in behavior modification and consultation aQpears to 

have significantly increased teacher verbalizations related 

to specific plans in consultation. In addition, the speci

ficity of consultant elicitors had a significant effect on 

consultee use of non-specific behavioral utterances in the 

Problem Analysis phase of analogue consultation. 

Interaction of training x question type was found not 

to be significant for this set of consultation dependent 

measures. As shown in Figure 5, specific consultant elici

tors resulted in more specific behavioral plan verbalizations 

by control group subjects than did general consultant elici

tors. However, training group subjects in both question type 

conditions emitted significantly more of these specific plan 

utterances than subjects in either of the control group con-

ditions. It was found that significantly more non-specific 

behavior verbalizations were emitted by subjects in both 

control and training general question conditions than by 

subjects in the specific question conditions as well. 

Problem Evaluation 

Multivariate analysis of covariance results for Prob

lem Evaluation consul tee verbal responses can be found in 

Table 17. No significant overall main effects were found for 

this set of analogue consultation dependent measures, however 

the question type effect for this interview analogue did ap

proach significance (p<.055). 
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Significant training effect for the plan (behavioral -
specified) specification Problem Analysis verbal behavior 
category diagrammed across groups by consultant elicitor 
condition. 



Table 17. 

Multivariate Analysis of Covariance on Problem Evaluation 
Consul tee Verbalizations 

Likelihood 
Source df Ratio F P 

Covariates 
(KBPAC Pre-
test, Attitude 10 12.04 1.16 .3297 
Scale) 

Training (A) 5 6.02 1.11 .3697 

Question Type (B) 5 12.81 2036 .0551 

Training x 
Question Type (AB) 5 9.50 1. 75 01427 
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Social Validation 

Training and control group Social Validation Rating 

Scale results are presented in Table 18. The overall scale 

rating for the training group was 4.1 (on a Likert scale of 

five), and the overall scale rating for the control group was 

2.9. Individual items for these training evaluation rating 

scales can be found in Appendix c. 



Table lB. 

Mean Ratings for 

TRAINING 

Item 

1 

2 

3 

4 

5 

6 

7 

B 

9 

10 

Overall 
Scale Rating 

the Social Validation Rating Scale 

GROUP CONTROL GROUP 

Mean Rating Mean Rating 

4.3 3.4 

4.3 3.0 

3.B 2.1 

3.6 20B 

4.2 3.1 

4.2 3.1 

3.2 206 

3.B 3.2 

4.2 206 

4 .. 1 2.5 

4.1 2.9 

(See Appendix C for Social Validation Scale items) 
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CHAPTER 5 

DISCUSSION 

It was the purpose of this study to evaluate the 

relative effectiveness of two teacher training packages under 

two analogue consultation dependent measure conditions in a 

2 x 2 completely randomized factorial design. The training 

packages evaluated included 1) training in classroom 

behavior modification and consultation, and 2) training in 

consultative service delivery procedures and multidiscip

linary team processes (a non-specific treatment control 

condition). The analogue consultation dependent measure 

conditions included 1) specific Problem Identification (PI), 

Problem Analysis (PA), and Problem Evaluation (PE) behavioral 

consultation elicitors, and 2) general PI, PA, and PE 

behavioral consultation elicitors •. The effectiveness of 

these training packages was evaluated relative to 1) know

ledge of behavior modification principles and concepts as 

measured on a revised version of O'Dell's (1979) KBPAC, and 

2) the frequency of specific categories of consultee verbal 

behaviors (Bergan, 1977) as measured in ~ortions of three 

analogue behavioral consultation interviewso Pre-training 

individual variation relative to knowledge of behavioral 
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procedures (KBPAC, Form A) and attitudes toward behavior 

modification (A Scale to Measure Attitudes Toward Behavior 

Modification, Musgrove, 1974) was removed statistically in 

each of the analyses conducted. 
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It was hypothesized that training in behavior 

modification and consultation would be significantly more 

effective relative to a written measure of knowledge of 

behavior modification principles and procedures than training 

in the non-specific control condition. The significant 

training effect obtained for the KBPAC posttest provides 

support for this research hypothesis. Inspection of group 

means on this measure reveals that the training group 

improved at posttest while the control group actually did 

less well overall at posttest than before training. 

It was predicted that the experimental training pack~ 

age would result in significantly more consultee PI interview 

responses in the following message content categories: 

behavior (overt - specified), behavior setting, and obser

vation (behavioral - specified). Significant findings for 

overt behavior specifications and behavioral observation 

specifications indicate that training was effective in 

increas.ing the frequency of consul tee verbalizations in these 

categories. The behavior modification and consultation 

training package apparently provided insufficient focus upon 

the specification of behavioral antecedents, consequences, 

and sequential events, however, since no significant effect 
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was demonstrated for the behavioral setting category. 

It was similarly hypothesized that teachers receiving 

training in behavior modification and consultation would emit 

significantly more post-training consul tee PA verbalizations 

in the behavior (overt - specified), observation (behavioral 

- specified), and plan (behavior - specified) message content 

categories than teachers receiving the control training 

package. Support for this research hypothesis was obtained 

relative to behavioral plan specifications, indicating that 

training in behavior modification did significantly alter 

this category;consultee verbal behavioro Significant 

findings were not obtained for overt behavior and behavioral 

observation specification cat2gories in Problem Analysis, but 

it is possible that a somewhat narrowed focus on elicitors 

related specifically to intervention plans in the PA analogue 

consultation itself served to contribute to this outcome. 

It was predicted that the experimental training 

package would result in significantly more PE consul tee 

responses in the following message content categories: 

behavior (overt - specified), behavior setting, observation 

(behavioral - specified), and plan (behavioral - specified) G 

The lack of significant findings in this phase of consul

tation may be an artifact of the PE consultation dependent 

measure itself since only two elicitors were included in this 

portion while four PI and six PA elicitors were presented. 

This measure may simply have been too brief to detect a 
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training effect. Moreover, the training was much more 

heavily concentrated upon the PI and PA aspects of behavior 

specification, behavioral observation, and plan development. 

While these important consultation verbal behavior skills may 

have been expected to generalized to PE analogue interview 

responses as well,' this did not occur. 

Research hypotheses advanced relative to the general 

versus the specific nature of consultant elicitors presented 

subjects across groups were as follows: 1) subject partici

pation in the general analogue consultation dependent measure 

condition would result in significantly more PI, PA, and PE 

consultee responses in the covert behavior, anecdotal obser

vation, general plan, background environment, individual 

characteristics, and "other" message content categories, and 

2), subject participation in the specific analogue consul

tation dependent measure condition would result in signifi

cantly more PI, PA, and PE consul tee responses in the ov~rt 

behavior, behavior setting, behavioral obse.rvation, and 

behavioral plan message content categories. 

Significant findings for PI consul tee verbalizations 

indicated that subjects in the general condition emitted 

significantly ~ covert behavior and individual character

istics specifications, significantly ~ "other n specifi

cations, and significantly fewer behavior setting specifi

cations than subjects in the specific consultant verbali

zation condition. Problem Analysis results related to 
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question type indicated that subjects in the general 

consultation condition emitted significantly more responses 

in the covert behavior and individual characteristics speci

fication categories here as well. These results suggest that 

very general consultation questions tend to elicit behavioral 

specifications which are much more vague and much less 

observable than very specific consultation questions. 

Significantly more irrelevant or "other" category responses 

also apparently tend to be elicited by a consultant utilizing 

general types of verbalizations. On the other hand, very 

specific consultant verbal behaviors were found in this study 

to elicit significantly more behavior setting spcifications 

than general consultant verbalizations. While the training 

itself was not effective in obtaining a significant number of 

consultee verbalizations in this category, the use of very 

specific elicitors apparently did accomplish this important 

goal in behavioral consultation. 

Finally, it was hypothesized that analysis of 

attitudinal and behavioral knowledge pretest measures would 

result in significant prediction of training outcome. In 

other words, it was expected that these covariates would ac

count for a significant portion of the variance in training 

outcome analyses. The results obtained suggest that prior 

knowledge of behavioral concepts and attitudes toward 

behavior modification did not significantly impact on the 

effectiveness of this training package as measured via 
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analogue behavioral consultation. These pre-training 

measures apparently did predict post-training performance on 

the KBPAC. Since the pretest scores on both of these 

measures were analyzed as combined covariates, it is unknown 

which 0: the two scales contributed more to this significant 

covariate effect. It might be conjectured, however, that 

data from Form A of the KBPAC would be more effective in pre

dicting post-training outcome on Form B of the KBPAC than 

data from a less closely related attitude scale. 

In summary, the results of this study suggest that 

training in classroom behavior modification and behavioral 

consultation can significantly increase teacher knowledge of 

behavioral principles and concepts and the frequency of 

teacher verbalizations related to specific child behaviors, 

observation techniques, and intervention plans in behavioral 

consultation. It was found that even after training, speci-

fic consultant questions are important in eliciting consul tee 

statements related to antecedents consequences and sequential 

environmental events. The use of more general types of con

sultant verbal behaviors tends to elicit vague, unspecified, 

and irrelevant consultee verbalizations. 

The results of this study, as related to the speci

ficity of consultant verbal behaviors, are consistent with 

previous research. As reviewed above, Tombari and Bergan 

(1978) found that medical-monel consultation cues, generally 

requesting teachers to describe their concerns about child 
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problems, tended to elicit general problem descriptions 

congruent with medical-model assumptions about human 

behavior. A behavioral cue in consultation, on the other 

hand, calling for verbalizations specifically about a child's 

behavior or the environmental conditions surrounding 

behavior, tended to elicit specific types of consul tee 

verbalizations congruent with the behavioral orientation in 

psychology. Curtis and Watson (1980) found that consu1tee 

problem clarification skills could be significantly improved 

following consultative contact with highly skilled behavioral 

consultants. 

The present study further indicates that consul tee 

verbal behaviors vital to effective behavioral constultation 

can be increased through direct in-service training in 

classroom behavior modification and consultation. While 

skillful consultant skills are essential to successful 

consultative problem solving in the schools, the results of 

this study suggest that teacher training in basic behavioral 

principles, concepts, and verbal behaviors may also be a 

viable approach for increasing the effectiveness of psycho-

logical service delivery. Increasing the frequency of 

consul tee verbalizations related to specific child behaviors 

and strategies for measuring and modifying problem behaviors 

in the classroom would certainly serve to facilitate the 

consultative process. 

As indicated throughout the rather substantial body 
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of teacher training literature and further substantiated by 

this study, a training package including didactic written 

materials and lectures as well as modeling and practice of 

behavioral skills can be quite effective. Significant 

effects across multiple dependent measures in this study 

provide considerable support for the effectiveness of the 

training techniques utilized. Since these techniques were 

presented and analyzed in combination, no evaluation can be 

made at this time of the various individual package 

components. 
. 

Social validation rating scale results indicate over-

all satisfaction of teacher subjects with the experimental 

training package. A mean scale rating of 4.1 was obtained on 

a five-point Likert scale. Teachers indicated that the in-

formation presented was generally considered useful (4.3) and 

that they would make use of the information and skills devel-

oped in their teaching next year (4.2). Suggestions for im-

proving the training package included using 1I1ive ll rather 

than videotaped lectures; introducing more behavior change 

techniques for a variety of typical school-related behavior 

problem patterns; and including ~ore small group discussion 

and teacher input on useful behavior change tactics in the 

classroom. 
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Implications and Suggestions for Future Research 

Given the trend in recent years toward the consulta

tive model of school psychological service delivery (e.g. 

Medway, 1982), it would seem important for school psycholo

gists to investigate and engage in activities which might 

serve to facilitate the implementation of this role (Lolli, 

1980). The results of the present study suggest that in

service training for teachers can increase the effectiveness 

of consultative endeavors in the school setting by 1) In

creasing teacher knowledge of behavior management principles 

and procedures and 2) increasing the frequencies of categor

ies of teacher-consul tee verbal behaviors which are essential 

to successful problem solution. Consultee training is an 

integral part of the school consultation process (Bergan, 

1977; Reynolds, 1982), and in-service teacher training in the 

skills necessary for effective identification, analysis, 

intervention, and evaluation of child le~rning and behavior 

problems in the classroom appears to be a very viable avenue 

for facilitative efforts. 

It is important for teachers to be aware, not only of 

procedural guidelines and consul tee responsibilities, but al

so of effective ways in which to approach problem solving in 

consultation. Too frequently classroom teachers are not even 

sure how to go about obtaining assistance for a child experi

encing difficulty in school, especially if that child would 
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be unlikely to qualify for for~al special education services. 

Dissemination of this type of information is vital to effec

tive school psychological service delivery, but this is cer

tainly not enough. Skill in the precise specification of 

child behaviors, methods for objective measurement of beha

viors of concern, and basic approaches for effective solution 

of child learning and behavior problems should be included in 

the repertoire of all teachers. Many classroom teachers do 

not have these skills, however, and the behavioral consultant 

in the school setting frequently finds hims~lf/herself pre

senting basic behavioral concepts ano problem-solving ap

proaches again and again to individual teachers. Whil~ this 

one-to-one consultative contact is essential and basic to the 

behavioral consultative model, this entire process could be 

greatly improved and facilitated with in-service teacher 

training designed to impart essential information and skills 

to these school professionals who have, by far, the most 

direct contact with children throughout the school year. 

It has repeatedly been demonstrated that behavior 

modification principles and techniques can be successfully 

taught to classroom teacher (Bernstein, 1982; Kazdin, 1981). 

It is also known that consultants can successfully work with 

teachers in solving child learning and behavior problems 

(e.g. Bergan, 1977; Bergan, Byrnes & Kratochwill, 1979; 

Medway, 1979; 1982; Medway & Forman, 1980). The results of 

this study suggest, in addition, that teacher training in 
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behavior modification and consultation can significantly 

alt~r teacher verbal behaviors in consultation. Implementa

tion of training programs designed to develop teacher skills 

related to effective behavioral consultation and classroom 

management are badly needed. The expansion of the role of 

the school psychologists beyond the traditional psychometric 

function frequently requires some facilitative action by 

school psychologists themselves. Consultation is viewed as a 

vital role for psychologist working in the schools today. 

Effective behavioral consultation requires that school psych

ologists be trained in the utilization of highly skilled ver

bal behaviors. Teacher verbalizations in consultation can 

also be trained, however, and effective consultative service 

delivery may require that in-service training in behavior 

modification and consultation be made available to classroom 

teachers. Development of consul tee skills in a deliberate 

and systematic fashion through teacher in-service training is 

a role of the school psychologist that should not be over 

looked. 

Future studies in this area should address three gen-

eral concerns. As pointed out by Bernstein (1982; in press), 

independent direct observations of trainees in interaction 

with clients and consultants) is important in netermining 

whether the skills taught to teachers actually influence 

their behaviors in the school environment. While this train

ing package appears to have effectively altered both teacher 
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knowledge and consul tee verbal behavior, it cannot be assumed 

from the results of this study that the skills demonstrated 

in the training situation will generalize to the classroom or 

to consultation conducted within the school setting. The col

lection of observational data in the natural environment is, 

therefore, a logical extension of this study. Determination 

of whether or not generalization has occurred across settings 

as well as across behaviors and time is important for the 

further evaluation of these training procedures. Where gen

eralization is not being achieved, procedures for insuring 

this need to be developed and built in. 

A second area for future work is related to the sys

tem utilized to code consul tee verbalizations. Three of 

Bergan's (1977) message content-categories (behavior, obser

vation, and plan) were divided and redefined for the present 

research in order to more specifically analyze the types of 

verbal behaviors demonstrated by teachers trained in behavior 

-modification and behavioral consultation. While the expected 

training effects were obtained, for the most part, and ade

quate coder reliability was obtained, careful inspection of 

coder disagreements reveals that further specification and 

refinement these verbal behavior categories is warrDnted. It 

was found that while the definitions of, for example, plan 

(behavioral-specified) and plan (general-unspecified) speci

fication are quite clear and non-overlapping, teacher verbal

izations emitted tended not to fall unambiguously within 
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either of these two verbal behavior categories. More speci-

fic rules for classification of responses would be necessary 

to achieve a more impressive coefficient of inter-rater reli

ability on this measure. 

Finally, additional research should be directed at 

the component analysis of teacher training packages such as 

the one utilized in this study. It is quite apparent at 

this time that instructions alone are not sufficient in 

teaching behavioral skills (Bernstein, 1982; in press). 

various combinations of training approaches also appear to 

be effective (see Table 1). But, the relative value of these 

various procedures individually and in combination is essen

tially unknown. Nothing can be concluded from the present 

study as to the effectivenes of the various training compo

nents included. Due to the wide range of consultee train

ing demands in the school setting, more specific information 

would be extremely valuable. Teacher training in behavior 

management and consultation is a very promising method for 

improvement of psychological service delivery in the schools. 

For maximal benefits to be reaped from this, however, addi

tional refinement and investigation of training techniques 

is necessary. 
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ftomphitheoter 
1IIIIIIpublic schools 
,25 East Prince Road Tucson, Arizona 85705 (6021887·5500 

May 9, 1983 

Dear Teacher, 

I, Terry Anderson, a school psychologist with Amphitheater School 
District, am undertaking a research training project for Amphitheater 
which focuses on teacher consultation and the use of the Child Study 
Team approach. Procedures useful to regular classroom teachers in 
dealing with a wide variety of students (e.g .• learning disabled. 
emotionally handicapped, gifted. bilingual) experiencing difficulty 
in school will be included in this training. Sudden Growth funding 
has been made available for this project, and participants will be 
paid for time spent in training. 

Two one-day training sessions will be offered. Participants will 
be assigned randomly to one of the two training sessions, Training 
will be conducted on Tuesday. June 14 and Wednesday. June 15. 1983 at 
Cross Junior High School (100a W. Chapala). Each session will last 
approximately eight hours. Teachers who participate in this project 
will receive $64.00 and will be paid_the day of the training, 

Participation in the project is entirely voluntary. Only the 
first 60 regular classroom teachers who register for this training 
can be included, and no special education teachers can be included 
in the training at this time. Those who volunteer must commit to 
participating in the project and must agree to have both days free. 
even though only one will be scheduled. if you have any questior.s 
regarding this project, please contact me at 888-7600 or 621-3060. 

Sincerely, 

~U"L~~ 
Terry Anderson 
School Psychologist 

I am interested in participating in the one-day training on teacher 
consultation and the Child Study Team on~ne 14 or June 15, 1983. 

Name, ______________ Telephone No. _______ _ 

~hool ____ ~--------------------~te,---------------------

PLEASE RETURN TO THE SCHOOL PSYCHOLOGY OFFICE. 701 W, Wetmore Rd. 

For Office Use Only - date received ___________ _ 
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TO: All elementary school teachers 

FROM: Terry Anderson, School Psychologist 

DATE: Hay 18, 1983 

There are still a few openings for regular classroom teachers 

wishing to participate in the teacher training project on 

teacher consultation and the child study team on June 14 and 

15, 1983. The training is eight hours in length for each 

teacher, and those individuals participating will be paid 

$64.00 upon completion of the training. Please return your 

registration form as soon as possible to THE SCHOOL PSYCHOLOGY 

OFFICE, 701 W. WETMORE RD. 

I am interested in participating in the one-day trainin~ on 
teacher consultation and the child study team on June 14 or 
15, 1983. 

Name, ___________________________ Telephone ~o. ________________ __ 

School ____________________ ___ 

For office use only - - Date received ____________________ __ 

166 



May 2:3, 1983 

Dear __________ _ 

Thank you for your 1nterest 1n the training study on 
teacher consultation and the Child Study Team. You have 
been scheduled to attend this training on June __ , 1983 
at 8:00 A.l~. for approxina.tely e1ght hours at the Crt'"' s 
Junior High School library (1000 :J. Chapala). Due tv the 
scheduling demands of the workshop, it 1s very important 
that you arrive and check in promptly for this training. 
Any teacher who has not checked 1n by 8:05 A.}!. on the 
day of the training will have to be replaced with an 
alternate so that the training can proceed on schedule. 
If for some reason you find that you will be unable to 
attend the training session, please not1fy the School 
Psychology Office (701 W. wetmore Rd., 888-7600) as soon 
as possible. 

You will find a Consent Form and a short :;ackground 
Information Questionnaire attached. Please fill these out 
and bring them with you on the day of the training. Your 
check for $64.00 will be ready for you at the end of the 
tra.1n1ng session. I am looking forward to seeing you. 
If you have any questions regarding this project, please 
contact me at a88-7600. 

S1ncerely, 

.;& '.! !.~J /; '!,1., : M' ''-'' 

Terry Anderson 
School Psychologist 
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Consent Form 

Consultation Training Program 

Teacher's name: --------------------------------
School: ______________________ ___ 

The present research project is concerned with training 
teachers in teacher consultation and the use of the Child Study 
Team. The project will require one day of training, comprised of 
videotaped demonstrations, lectures, and role playing activities. 
participants will be asked to complete two short questionnaires 
as well as training evaluation materials. 

I consent that any data collected as a result of my parti
cipation in this teacher training project ~ay be u~ed for ~ata 
analysis purposes. I understand that my anonymity ~ill be ~re
served at all times in the use of this material, and all data 
collected will be kept strictly confidential. 

I have been assured that participation in this consultation 
training project is entirely voluntary and that I may withdraw 
from participation at any time, however, I will forfeit all 
monies to be received. I.understand that the day I participate 
in the training, June 14 or 15, 19~3. ~ill :e =ete~~inp.d on ~ 
random basis for research ~urposes and I must participate on the 
day assigned. I understand, also, t~at I will receive Sh4.oo 
upon completion of my part of the training project. Further, 
understand that I will have the opportunity to be completely 
informed of the results of this project and have any of my 
questions answered fully after the data have been analyzed. 

I agree to participate in this research project. 

Signature: ______________________________________________ __ 

Date: ________________ __ 



BacksrQund Information 

1. What 1s your name? 

2. What is your age? 

a. 20-24 
b. 25-29 
c. :30-:34 
d. :35-44 
e. 45-54-
f. 55 or over 

,. What is your sex? 
Female 
~:aJ.e 

4. How many years have you taught school? 

a. 1 year 
b. 2-:3 years 
c. 4-10 year::l 
d. 11-20 years 
o. over 20 years 

s. What grade level are you presently teaching? 

&. 
b. 
c. 

_ e. fourth grade 
t. fifth grade 

____ g. sixth grade 
_d. 

kindergarten 
first grade 
second grade. 
third erade 

6. In what school are you now teachir~? 
a. Coronado e. 
b. Donaldson £. 
c. Harelson 
d. Holoway 

g. 
-h. 

Keeling 
~l<l.Sh 

Prince 
Walker 

1. What is the highest degree you've earned? 

&. Bachelor 
b. roasters 
c. Doctorate 

8. To what extent have you been exposed to behavior modification principles? 
a. ~:entioncd in an under-t;raduate course. 
b. ·Indcrcndent lcarnins 
c. A worlczhop or in-~ervicc in beha.vior :nodif!.ca.tion principles 
d. One colle~e-lcvel course in behavior modific~tion 
e. More than one colle~e course in behavior modiflcation 

principles and applications. 
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9 .. How many students have you discussed with a school psychologist 
this school year? 

a. llone 
b. One 
c. Two to five 
d. ~;ore than five 
e. The class as a unit 

10. During your teaching career, about what percent of your students 
have you discussed with a school psychologist? 

a. None· 
b. 1-5% 
c. 6-1C% 
d. 11-25% 
e. 25-50% 

- t. 50-75% 

11. During the past year, how many times did you participate in a 
Ch1ld Study Team meeting? 

a. Never 
b. One time 
c. l!aore than once, but for the- same student 
d. Two to five times, more than one student 
e. Nost of the meetings, as a team member 
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A SCALE TO MEASURE ATTITUDES TOWARD BEHAVIOR MODIFICATION 

Code Name '----------------

He are interested in your feelings about the following 

statements concerning Behavior Modification. Read each 

statement carefully and decide how yOU feel about it. 

PLEASE'respond to each item whether or not you have had 

direct experience with Behavior Modification. 

If you strongly agree with the statem.nt, encircle 

SA below the statement. 

If you ~gree, encircle A below the statement. 

If you are undecided_or uncertain, encircle? below 

the statement. ~.:.:; 

If you disagree, encircle D below the statement. 

If you strongly disagree, encircle SD belo~ the 

statement. 

1. The benefits of Behavior Modification have been exaggerated. 

SA A ? D so 

2. Behavior Modification has unlimited p055ibilities. 

SA A 1 D SO 

. :. 

3. I wish my education was accomplished under Behavior Modification 

Ilethods. 

SA A 1 o so 

4. Behavior ~Iodification is unable to meet the demands of a complex 

social order. 

SA A 1 D SO 



s. The extra time involved in dispen~ing rewards is ~worth the 

improvement seen as a result of using Behavior Modification. 

SA A ? D SD 

6. Behavior Modification causes too much friction among the 

children in the classroom. 

SA A ? D SD 

7. Behavior ~fodification helps a child to learn hOI'/' to cope with 

his environment. 

SA A ? D SO 

8. More money should be spent on Behavior Hodification programs. 

SA A 1 S SD 

9. Behavior Modification makes a child stop Iforking when rel~ards 

are not available. 

SA A ? D SD 

'10. Behavior Modification strengthens moral development. 

SA A ? D SD 
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11. Behavior Modification will advance education to a higher level. 

SA A ? o SD 

12. More people would support (favor) achavior Modification if they 

knew more about it. 

SA A ? o SO 

13. Behavior Modification enables us to make the best possible use 

of our lives. 

SA A ? o SD 

14. Ali teachers should be prohibited ~rom using Behavior Modification 

in. their classrooms. 

SA A ? o so 



IS. Behavior Modification is just another name for tyranny. 

S~ ? D SD 

16. The added expense involved in purchasing rewards is not worth 

the eventual gain from a program of Behavior Modification. 

SA A ? D SD 

17. Behavior Modification improves overall classroom conditions. 

SA A ? D . SD 

18. Behavior Modification aids learning. 

SA A D SD 

19. Behavior Modification helps to improve relationships between 

children. 

SA A 1 D SD 

20. Behavior Modification helps to produce d~sired behavior. 

SA A ? D .. SD 
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KDPAC 

FORM A 

(Code) Name. _________ _ 

Directions: Read each question and each of its four possible answers. 
Sometimes more than one answer could be correct under certain circum-

'stances; however, you should select the best answer or the answer that 
is most generally true and circle the letter correspor.dinG to the answer. 
Be sure to circle only one letter for each question. Also, be sure to 
answer every question even if you must guess. 

Example. 

Probably the most important influence in a young child's life is his/her ••• 

a. Toys 
b. Television 
c. P~nts 
d. Friends 

1. Desirable and undesirable behavior are most alike in that they are: 

a. The result of emotions and feelir~s. 
b. Habits and therefore difficult to change. 
c. Ways the child expresses himself. 
d. The result of learning. 

2. A child begins to whine and cry whenever his teacher explains why 
he can't go outside. How shoul~ the teacher react? 

a. Ask the child why going outside is so important to him. 
b. Explain that it is a ~eac~er's righ~ to r.~e sucn cieci~ions. 
c. Explain again why he should not GO outside. 
d. Ignore the whining and crying. 

j. Which of the following is most important for teachers in controlling 
a child's behavior in the classroom? 

a~ --fhe rules the teacher rr.al:es about behavior. 
b. The teacher's understanding of the child's feel1~~s. 
c. The behaviors to which the teacher attends, 
d. Being strict, but also warm and gentle. 

4. In changing a child's classroom behavior a teacher should initially 
try to use: 

a. About one reward for every punishment. 
b. About one reward for e'lery fiv~ punishments. 
c. About five rewards for every punishment. 
d. Practic:;;.lly all rewards. 
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5. Which of the following ~tatcments 1s most true? 

a. People usually fully understand the. reasons for their actions. 
b. People are often unaware of the reasons for their actions. 
c. People's actions are mostly ca~ed on l~~ic. 
d. It is necessary to under~tand the reason for a person's behavior 

before trying to change the behavior. 

6. If punishment is used for a behavior such as hitting another child in 
the classroom, which of the following procedures is probably best to 
use? 

a. 11ake the child do extrn school work. 
b. Clearly express your disapproval. 
c. Remove the child to a boring situation each time. 
d. A reasonable spanking. 

7. A child has been rewarded each time he puts away his P.E. equipment. 
In order to keep this equipment put away without havine to use a 
reward, the next step should probably be to: 

a. Have a talk about how pleased you are and then stop giving the 
reward. 

b. Give the reward about one out of five times. 
c. Give the reward almost everJ time. 
d. You must always reward it every time. 

8. Each time the teacher starts to read to the class. six year old Billy 
begins making a lot of noise which prevents the class from enjoying 
reading time. The best way for the teacher to get 2illy to be quiet 
while she reads is to: 

a. Severely reprimand him when this occurs. 
b. Pay close attention and ?rnise hi~ when he listens to the story 

and ignore his noisy behavior. 
c. Call him to her and carefully explain how important it is for 

class to have reading time each time this occur~. 
d. Tell him that he won't get to play outside if he continues. 

9. A good rule to remember regarding the usc of rel.-ards in the class
room is: 

a. Do not reward with gold stars if possible. 
b. Catch a child doing something rir,ht and reward him/her. 
c. Reward good behaVior and always punish bad behavior. 
d. Rewards arc not necess~J when you use punishment procedures. 

10. Which of the following is true about punishment? 

a. Punishment teaches repect. 
b. Punishment should always be used to reduce aggressive behavior 1n 

the classroom. 
c. Punishment can teach a child new behaviors. 
d. Some punishccnts can result in a child uecom1ng aggressive. 
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11 •. A teacher is teaching a kinderEarten child in her cla~~ to hit a 
thrown ball with a bat. r/hich of the following methods will probably 
most help him to learn to hit? 

a. Let him try to hit the ball without saying anything, so the child 
can learn on his own • 

b. . Occasionally tell him what he is doing wrong. 
c. Occasionally tell him what he is doing right. 
d. Tell him almost every time he does something righ~. 

12. Which of the following is ~ an important step in a behavior. change 
program? 

a. Make certain the child feels ashamed for his misbehavior. 
b. Decide on a particular behavior that you wish to change. 
c. If necessary, break the selected behavior down into smaller steps. 
d. Select a proper time and situation for measuring the behavior. 

13. Two third grade boys fight constantly in the classroom. The teacher 
decides to praise them when they interact nicely. However, they still 
continue to fight. Punishment may be necessary. I~hat is probably 
happening? 

a. They don't want the teacher's praise. 
b. The benefits of fighting are stronger to them tr.an their teacher's 

praise. 
c. They have too much anger toward each other to control. 
d. They are at a stage they will gro~l out of. 

14. If you want a child to say "please" and "thank you" at the table, it 
is probably most important to: 

a. Reprimand him when he forgets to say them. 
b. Explain why good manners are important. 
c. Remember to compliment him when he remembers to say them. 
d. Praise other children in the class when they use these words. 

is. A teacher tells a third ~rade student that she cannot ~o on a field 
trip with the class because she didn't finish any of her wor:~ all r:eek 
as she had promised. She reacts by shouti~~, crying and promisir.g she 
will finish all her wor!t when she get~ back. What should the teacher 
do? 

a. Ignore her and go on the field trip. 
b. Take her on the field trip but m~,e her finish her work when they 

return. 
c. Calm her down and go help her finish her work together. 
d. Talk to her and find out why she doesn't take respon~ibllity for 

finishing her work by he~elf. 
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16~ In ch.a.ncing a child's behavior it 1s mo:;t important to use: 

a. l'.ethods wh1ch have been tested by others. 
b. Consequences which are rewardir~ to the child. 
c. Consequences which are punitive to the child. 
d. Rewards which do not bribe the child. 

17. Stan, a new kindergarten student, is doing a number of things that 
greatly disturb his teacher. It would be best for him/her to: 

a. Try to eliminate all of these undesirable behaviors at once. 
b. Select just a few ~ehaviors ~o deal with at first. 
c. Select the sinGle behavior he/she finds most disruptive and 

concentrate on changing that. 
d. Hait for 28 to ;0 da.ys ~efore beginning to try to chan~e his 

behaviors to ~~e certain they are stable and persistant. 

1C. Jimmy, an eight-year old emotionally handicapped boy, says obscene 
words, but only in front of his teacher. She has been chocked and 
makes her feelings clear to him. How should she react when he uses 
obscene words? 

a. Wash his mouth out with soap. 
b. Ignore him when he uses obscene words. 
c. Tell him how bad he is and hQw'she doesn't like him when he uses 

those words. 
d. Explain to him the reason such words are not used in school. 

19. If you want to make a behavior a. long-lasting habit, you should: 

20. 

a. Reward it every time. 
b. First reward it every t~me an~ then reward it occasio~al11' 
c. Promise something the child wants very. much. 
d. Give several reasons why it is important and remind the child of 

the reasons often. 

Which would be the ~est example of an appropriate ~2y to praise 
Mary, a 7-year-old learning disabled child for putti~ her books 
away? J 

a. 
b. 
c. 
d. 

Good girl, r:ary. 
I love you, ~:ary. 
I like the way you helped me put the bool(s away 
I'll tell your parents how nice you were the ne~t time 
come to school. 

they 

21. A pre-school child often screams for several minutes and ~ets his 
parents' attention. :'Ihich of the followine 1s probably the best. way 
for hiS/her parents to reduce hiS/her screaming'? 

a. If there is nothing physically wrong with the child, iq.nore his/her 
screaming even thoU8'h the first few times he screams even louder. 

b. Distract the child with something he/she find:; interestinG 
whenever he/She screams. 

c. Ignore all noises the child m~es. 
d. None of the above. Young Children hnve good reasons for screamiOG' 
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22. The frequency (how often) a child's behavior occurs is probably 
mostly controlled by: 
&. The child's attitude ~bout his/her behavior 
b. ~lhat happens to him/her at the san:e time the beha.vior occurs. 
c. What happens to him/her just before the behavior occurs. 
d·. What ha.ppens to him/her just after the behavior occurs. 
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KDPAC 

FORM B 

(Code)Name, ________ _ 

Directions: Read each question and each of its four possible answers. 
Sometimes more than one answer could be correct under certain circum
stances: however, you should select the best answer or the an~wcr that 
is most generally true and circle the letter corresponding to the answer. 
Be sure to circle only one letter for each question. Al~o, be sure to 
answer every question even if you must guess. 

Example. 
Probably the most important influence in a young child'~ life is his/her 

a. Toys 
b. Television 
c. Parents 
d. Friends 

1. Probably the most important idea to keep in mind when first changing 
behavior in the classroom is: 

a. To use both rewards and punishment. 
b. To reward every time the desired behavior occurs. 
c. To be flexible about whether or not you reward. 
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d. To be sure the child understands why you want the behavior to change. 

2. Most problem behavior in children is probably: 

a. A reaction to deeper emotional ?r0blems. 
b. Due to a lack of communication in 'the home. 
c. ACCidentally taUGht by the child's teachers and/or parents. 
d. Due to a stage which the child will outgrow. 

3. Which of the following is the least likely way for children to react 
to a teacher who punishes them-?--

a.. The child will try to avoid the teacher, 
b. The child will have admiration and respect for the teacher. 
c. The child may copy the teacher's methods and do similar things 

to classmates. 
d. The child will associate the punishment with the teacher. 

4. Teachers who use lots of rewards for good behavior and few punish
ments will probably tend to have children in their classroo~s who: 

a. Do not underztand descipline. ' 
b. W111 not cooperate unless they are "paid." 
c. Take advanta~e of their teachers. 
d. Are well-behaved and cooperative. 



5. Which of the following is most effective in getting a child to do 
school work? 

a. "When you finish your school work, you can join us for the 
popcorn party." 

b. '~ou can h~ve popcorn i£ you promise to do your school work 
when you finish eating." 

c. "If you don't do your cchool work today. you can't have any 
popcorn ~Ii th us tomorrow." 

d. Explain the importance 'of school work and the dangers of 
putting things off. 

6. Which of the following is the most effective form of punishment 
in the long run for reducing a child'c undesirable behavior? 

a. Scolding him/her every time he/she does it. 
b. Occasional~y scolding him/her when he/She does it. 
c. Sending him/her out of the classroom for five minutes every 

time he/she does it. 
d. Sending him/her out of the classroom all afternoon every time 

he/she 'does it. 

7. If a child very gradually receives rewards less and less often 
for a behavior, what is most li!~elj" to happen? 

a. He will soon stop the behavior. 
b. He will be more l~~nlj" to behave that ~~y for a lor~ time. 
c. He will not trust the person giving the rewards. 
d. None of the above. 

8. In a reading group, the teacher gives each child candy plus praise 
for each correct answer. ';/hicl\. of the followi.~g :::t::Lter.:ents is 
most true? 

a. The candy is a bribe and doesn't belong in a ~chool setting. 
b. At first, the children wor~~ to earn the candy and may later 

work for the praise alone. 
c. Children shouldn't be "paid" for doing their school wor!:. 
d. It probably doesn 't ma!~e much difference whether or not candy 

is used because the children ~ho want to learn to read will 
do so and the others won't. 

9. A 9-year-old learninrr d12abled boy loves playing catch with a ball. 
What is most likely to h:l.ppen if each time he is playi~ nicely 
with his friends, an older boy invites him to pia}' ball? 

a. He will always be asking the older boy to pl~y ball. 
b. He will play nicely with his friends more often. 
c. He will be annoyed with the older boy for lnterfcrir.~ with 

his :lCtivit1es 
d. He will be encouraeed to teach his friend::: to play ball. 
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10'. To record. gr<1ph and note the direction of the change of a behavior 
is, 

a. A minor. optional step in a behavior chanee program. 
b. An important step in a behavior chan~e program. 
c. A procedure employed only by scientists for research. 
do" Time consuming and complicated. Therefore, these procedures 

should only be used in special cases. 

11. Punishment, as a. way to get rid of an undesirable behavior in the 
classroom, is best used when: 

a. You are very upset. 
b. You want to teach the child the right way to behave. 
CG The behavior may be ~erous. 
d. Scolding doesn't seem to be effective. 

12. If you want a child to develop proper study 'habits, you should: 

a. Encourage him to do his homewor~. 
b. Help him' to see school as pleazant. 
c. Reward him whenever he studies. 
~. Give him ~ood reasons why he will need school. 

13. A 12-year old emotionally ·handica.pped girl often cries over any small 
matter that bothers her. now should her teacher initially react to 
best reduce her crying? 

a. Reward her when she reacts without crying. 
b. U&e a mild punishment when she cries. 
c. Try to find out what is really troubling the child and deal with 

that. 
d. Provide her with something interesting so she will stop crying. 

14. A teacher found out that scoldin~ a boy in her kinder.;arten cl~ss did 
not seem to stop him from ~ic!(ing other children on the plaYl:~round. 
Another teacher suggested that rathe~ than scoldir~ him, she should 
send him to be by himself. The room he is sent to should oe: 

a; Another classroom, so he will still have something to do. 
b. Small and dar~.:. 
CG As uninteresting as possible. 
d. A large room. 

1SG, Which reward delivered at home is probably best to help a 9-year old 
child improve hiS/her arithmetic skills? 

&G Three "scratch 'n sniff" stickers for each evenin~ he/she studies. 
b. One st!cker for everJ three problcms worl:ed correctly. 
c. A doll~r for ea.ch ~ood grade on his report card. 
d. A roller skating party for passing a.rithmetic for the rest of the 

year. 
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16. A major problem haz been gettine 7-year old Leon to eo to his 
adaptive physical education class. His teacher has decided to 
change this ~d wants to measure the frequency with which he 
goes to his P.E. class. ~Ihat is the best way for her to do this? 

a. Each day he has adaptive P.E., record whether or not he goes to 
P.E. class. 

b. Chart his behavior all day long on those days, up to and includir.g' 
P.E. class to try to find out what causes his not wanting to ~o 
to class. 

c. Each week, make a note of how easy or difficult it has been to 
get him to go to P.E. class. 

d. AsIc Leon to !,eep his own record each wee!<. 

17. A teacher 2.,"Teed to reward Hike, an emotionally handir pped 4th 
grader, with a "scratch 'n sniff" sticker each day if he brines his 
homework back to school completed, If the teacher forgcts to give 
r.ike the sticker for a. few days, what is most likely to happen? 

a. Hike will continue to complete and turn in homework because he 
realizes how important this is. 

b. 11ike will stop doing his homeworl~. 
c. l~ll:e will begin to do extra credit assignment~, as Hell a.o his 

assigned homewor!;:, so hiz teacher will notice how well he's 
doing and remember t.o /;i ve him the stickers, 

d. ~ake will start to misbehave-in class to take out his ange~ 
about not being rewarded. 

18. The first step in changing a problem behavior in the classroom iz to: 

a. Reward the child when he/she is behaving nicely. 
b. Punish the child for misbehavior. 
c. Carefully observe the behavior. 
d. Seek help from someone ~Iho is more objective, 

19. Johnny, a new first erade transfer ~tudent from another district, 
has just torn up a new book. Of the following choices, which 1s the 
best way for his teacher to discipline him? 

a. Tell him he will be taken to the prinCipal's office later in the 
afternoon, 

b. Immediately send him out of the clazsroom for a few minutes. 
c. Explain to Johnny about the wrongpess of his action. 
d. Angrily scold Johnny so that he will learn that such an act is 

bad and upsetting to his teacher. 

20. Listed below are four methods used to change behavior. Ifhich 1::; 
usually the bezt technique to eet Frank, a.n emot.1onally han<.ilcapped 
:first srader, to ::;top chewine on.pencils and crayons? 

a. Punish the undes.tred behavior. 
b. I~norc the behavior. 
c. Reward him for desirable behavior in the situation in which he 

usually mi~behavcs. 
d. Explain to the child why his behavior is undesirable. 
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21. The most Urtely reason a child mi~behave::; is because: 

a. He is expressing angry fee lines which he often holds inside. 
b. He has learned to miscehave. 
c. He was born with a tendency to misbehave. 
d. He has not been properly told that his behavior is wrong. 

22. Which of the following is probably most important in helping a child 
behave in desirable ways in the classroom? 

a. To teach him/her the importance of self-discipline. 
b. To help him understand right and IIrong. 
c. Providing consistent consequences for his behavior. 
d. Understanding his moods and feelings as a unique person. 
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Dependent Measure Analogue Interview 

Introduction 

Good Afternoon. We are now going to simulate a 

consultation interview situation. I will be playing the 

part of the consultant, and each of you will be writing 

your responses, as consultees, on the Record Forms which 

you have been given. We realize that this situation is 

quite artificial. You will, of course, not be able to ask 

the consultant any questions in the interview segments to 

follow, since a videotaped consultant cannot respond to 

those questions. For that reason you are asked not to 

write down any questions on your record forms. Please 

just respond as best you can to the instructions and 

questions which will follow. 

We will be simulating parts of three different types 

of interviews. Try to imagine that you have referred 

Eric, a child in your third grade class for the initial 

consultation step in the Child Study Team approach. We 

are meeting now to consult about his problems. You have 

written on the initial referral form that Eric is hyper

active and aggressive in school. He is distracting to 

other students in your class, and is not dOing well 

academically. 
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Please take a few moments now to review carefully 

the written description of this child which you have been 

given, and then we will begin our first simulated con

sultation interview. 
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PROBLEM IDENTIFICATION CONSULTANT SCRIPT (General) 

1. I have the note that you left for me about Eric. Tell 

me your concerns about this child. 

(Consultant then changes position and voice inflection 
slightly and says: "Teachers, please write a response 
that you might give to this question after the number 1 
on your Record Forms.") 

2. What has been happening in your classroom with Eric? 

(Write your response on the blanks after number 2.) 

3. What would you like to see happen with this child? 

4. How could we find out more about what1s happening? 

PROBLEM ANALYSIS CONSULTANT SCRIPT 

(We will assume now that a week has passed and that we are 
meeting a second time to further analyze this problem.) 

5. Tell me what has happened this past week with Eric. 

6. What else has happened with regard to this problem? 

7. What do you think we could do to improve this 
situation? 

8. What else might be tried? 

9. What could you do to help Eric in the classroom? 

10. How would you like to handle this problem then? 



PROBLEM EVALUATION INTERVIEW SCRIPT 

11. How have things been going with Eric? 

12. Do you think things have improved at all for this 
student? Why? 
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PROBLEM IDENTIFICATION CONSULTANT SCRIPT (Specific) 

1. I have the note that you left for me about Eric. You 

mentioned that he is quite hyperactive and aggressive 

in school and that he usually doesnlt finish his 

assignments. You mentioned that, right now, his 

hyperactivity concerns you the most. Tell me about 

this. What is it that Eric does when he is hyperactive 

in your classroom? 

(Consultant then changes position and voice inflection 
slightly and says: "Teachers, please write a response 
that you might give to this question after the number 1 
on your Record Forms.") PAUSE .... 

2 .. Okay, now give me another example of what you mean. 

(Write your response on the blanks after number 2.) 
PAUSE . . 

3. What;s your goal for Eric? What do you want him to 

do? 

4. How could you record, for the next week, Ericls 

hyperactive behaviors so that we could get a more 

precise look at this problem? 
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PROBLEM ANALYSIS CONSULTANT SCRIPT 

(We will assume now that a week has passed and that we are 
meeting a second time to further analyze this problem.) 

5. Okay, let's take a look now at the record you have 

kept this past week and discuss further the problem 

you have been having with Eric. What did you notice, 

in particular, that happened just before Eric behaved 

inappropriately this week? 

6. What .happened after Eric had done this? 

7. Now we need to develop a plan to improve Eric's 

behavior. What could be done before Eric starts 

these inappropriate behaviors to make it less likely 

that this will happen? 

8. What could be done after this type of problem has 

occurred that might improve Eric's behavior in the 

classroom? 

9. What could be done when Eric behaves appropriately 

to help solve this problem? 

10. What will be our plan, then to help Eric behave' 

more appropriately? 



192 

PROBLEM EVALUATION INTERVIEW' SCRIPT 

(We will assume now that another week has passed, and we 
are meeting once again to see how things have been going.) 

11. How have Eric's behaviors changed this week while 

the plan was being implemented? 

12. Do you think, then, that the plan was effective for 

Eric? What specifically has happened to bring you 

to that conclusion? 
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Child Description 

Eric is a child in your third grade classroom. He is 8 

years old and has never been retained. He passed recent vision and 

hearing screenings conducted by the school nurse. Eric has two 

older sisters and one younger brother. His parents have had a very 

difficult time financially for the past 2 or 3 years, and as a re

sult of these difficulties, Eric's family has moved three times in 

two years. This is Eric's third school since he entered the second 

grade last year. Since entering your class Eric has been hyperactive 

in the classroom and distracting to his classmates. He is performing 

very poorly academically, largely because he rarely completes any of 

his assignments. Eric is also frequently very aggressive both in the 

classroom and on the playground. 

**** You will need to call upon your experiences with children in 

generating the details of this situation for the simulated consul

tation interviews to follow. 
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ANALOGUE n:TERVIE'll RECORD FORM 

Code Name ________ _ Date _________ _ 

1, __________________________________________ __ 

z, _________________________ __ 

),------------------------------------------

4, ________________________________________ _ 
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s. 
===--~-

6. 

8. ===----
9. ===----



196 

10. 
---~---

11. -=-------
12. 

==---~---



(Code) Name. _________ _ 

Social Val1dat1.on Rating Scale 

Ve are interested in your evaluation of the training you have received. 
Please read each statement carefully. If you strongly agree with the 
statement, encircle SA below the statement. If you agree, encircle A 
below the statement. If you are undecided or uncertain, encircle U 
below the statement. If you disagree, encircle D below the statement. 
If you strongly disagree, encircle SD below the statement. 

1. The information provided at this workshop regarding the precise 

specification of student behavior is useful for classroom teachers. 

A u . D SD 

2. I did ~ find the training manual selected for this workshop to 

be helpful in understanding the principles and procedures presented. 

A u D SD 

:). As a result of this training, my confidence in dealing with student 

learning and behavior problems in the classroom has increased. 

A u D SD 

4. I found the consultation interview demonstrations helpful in 

developing my own problem identification. problem analysis. and 

problem evaluation skills. 

u, D SD 

S. The information provided in this training regarding the observation 

and recording of student problems in the classroom is ~ useful 

tor teachers. 

u D SD 

6. I do ~ expect to make use of the classroom behavior management 

procedures presented at this workshop in my teaching next year. 

u D SD 

7. I tound th~ videotaped lectures to be a helpful training approach. 

u D SD 
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8. As a result of this training, my understanding of the Student Study 

Team approach to, special service delivery has increased. 

SA. A u D SD 

9. This training should be made ,available to all elementary classroom 

teachers in the district. 

SA. A u D SD 

10. Overall, the training presented at this workshop was not very useful. 

A u D SD 

Additional CommentsJ 

Your participation in and feedback regarding this training 1.::; greatly 
appreciated. 
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(Code) Name. ________ _ 

Social Validation Rating Scale 

We are interested in your evaluation of the training you have received. 
Please read each statement carefully. If you strongly agree with the 
statement, encircle SA below the statement. If you agree, encircle A 
below the statement. If you are undecided or uncertain, encircle U 
below the statement. If you disagree, encircle D below the statement. 
If you strongly disagree, encircle SD below the statement. 

1. The information provided at this workshop regarding the legal 

aspects and the rationale for special service delivery is useful 

for classroom teachers. 

A u D SD 

2. I did mU find the handouts received at this workshop useful in 

understanding the information presented. 

A u o SD 

J. As a result of this training, my confidence in dealing with student 

learning and behavior problems in the classroom has increased. 

A u o SD 

4. I found the a.ctivities conducted a.t this workshop useful in 

developing my interaction skills in a grQIP situation. 

A u o SD 

,. The information provided at this workshop regarding mult1disciplinary 

group processes are ~ useful for teachers. 

A u o 1:>D 

6. I do not expect to use the information presented in this training 

in the course of the next school year. 

A u o SD 

7. I found the videotaped lectures to be a helpful training approach. 

A u o SD 



8. As a result of this training, my understanding of the Student Study 

Team approach to special service delivery has increased. 

SA A u D SD 

9. This training should be made available to all elementary classroom 

teachers in the district. 

SA A u D SD 

10. Overall, the training presented at this workshop was not very useful. 

A u D SD 

Additional Comments: 

Your participation 1n and feedback regarding this training is greatly 
appreCiated. 

" 

200 



APPENDIX D 

EXPERIMENTAL GROUP TRAINING MATERIALS 

.,. 
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June 15 Consultation and Student Study Team Trainin& 

Schedule: 

8:00 Check in 

8:20 Complete questionnaires 

9:00 Read training manual, pages 1-28. 

9:30 Videotape presentation and activities 

10:40 -Break 

11:00 Videotape demonstration 

11:15 Discussion 

12:00 Lunch break 

1 :00 Film 

1:30 Read training manual, pages 29-64 

2:15 Videotape presentation and activity 

3:00 Break 

3:15 Videotape demonstration 

3:45 Discussion 

4:00 Complete questionnaires 
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TREATMENT CONDITION LECTURE 1 

Behavior management or behavior modification is the 

teaching of desirable behaviors and the elimination of 

undesirable behaviors through an organized and systematic 

application of the methods and experimental findings of 

behavioral psychology. 

The first step in the process of behavior management is 

to clearly and specifically identify the behavior to be 

changed. This is called the target behavior, and if it is 

defined well, there will be no confusion about exactly what 

that behavior is and when it has or has not occurred. In

stead of stating, for example, that you want Johnny to stop 

being aggressive, you must state precisely what you want 

him to do. Do you want him to stop hitting others, stop kick

ing others, stop throwing things, or what? To make sure that 

a target behavior is specifically and objectively stated, it 

should be able to pass the Is the Behavior Specific and Ob

jective test or the ISBO test. This test involves asking 

the following questions: 

1) with your behavior definition, could you count the number 

of times that the behavior occurred in, for example, a 15-

minute period, a one-hour period, or one day? Or, could you 

count the number of minutes that it takes for the child to 

perform the behavior? That is, with your definition of the 

behavior, would it be possible for you to tell someone that 

the behavior occurred "X" number of times or "x" number of 
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minutes today? Your answer should be "yes". 

2) With your behavior specification, will a stranger know 

exactly what to look for when you tell him or her the target 

behavior you are planning to modify? That is, can you 

actually see the child performing the behavior when it 

occurs? Your answer should be "yes". 

3) Can you break down the target behavior into smaller beha

vioral components, each of which is more specific and observ

able than the original target behavior? Your answer should 

be "no". If the target behavior or behaviors you choose fails 

any question on this test, it should be redefined until it 

passes the test. Real progress toward solution of the prob

lem cannot occur until it is perfectly clear to everyone in

volved what it is that needs to change. 

As a practice exercise to help you in the identification 

of target behaviors, choose a child now that was in your 

class last year who you felt showed some undesirable beha

viors. Then list on the piece of paper which you have been 

given the specific undesirable target behaviors which need 

to be changed. When you have done that, apply the ISBO test 

to each behavior on your list. Then show your list to the 

teacher sitting next to or across from you, and ask that tea

cher if he or she knows exactly which behaviors you would 

like to change in the child. If the behaviors pass the ISBO 

test and another teacher feels that he or she could correctly 

identify the behavior without ambiguity, you can be confident 
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that you have objectively specified the target behavior. 

After this has been done, write next to each behavior you 

have specified whether each behavior should be eliminated 

completely, reduced in the number of times it occurs, or re

stricted to certain appropriate situations. After you have 

completed this exercise, we will continue our discussion. 

STOP VIDEOTAPE AND ALLOW TIME FOR TEACHERS TO COMPLETE 

EXERCISE 
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IS THE BEHAVIOR SPECIFIC AND OBJECTIVE? 

The I.S.B.O. Test 

1) With your behavior definition, could you count the num

ber of times that the behavior ocurred in, for example, 

a l5-m i nute pf~r iod, a one-hour per i od, or one day? Or, 

could you count the number of minutes that it takes for 

the child to perform the behavior? That is, with your 

definition of the behavior, would it be possible for you 

to tell someone that the behavior occurred "X" number of 

times of "X" number of minutes today? Your answer 

should be "yes". 

2) with your behavior specification, will a stranger know 

exactly what to look for when you tell him or her the 

target behavior you are planning to modify? That is, 

can you actually see the child performing the behavior 

when it occurs? Your answer should be "yes". 

3) Can you break down the target behavior into smaller be

havioral components, each of which is more specific and 

observable than the original target behavior? Your 

answer should be "no". If the target behavior or beha-

viors you choose fails any question on this test, it 

should be redefined until it passes the test. 

(Taken from Morris, 1976.) 



1 ~ 

2. 

3. 

1. 

2. 

3. 

(Code) Name: ________________________ ___ 

Identification of Undesirable Target Behaviors 

TARGET 
BEH1\VIORS 

Behavior Should Ae: 

F.liminated 
Reduced 
Restricted 

(Choose One) 

1. 

2. 

3. 

Precise Behavior Descriptions 

(Ad~Pted from Morris, 1976) 
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Just as undesirable behaviors should be specifically 

stated desirable tdrget behaviors also need to be specifi

cally identified and stated. These behaviors can then either 

be strengthened, increased, developed, or expanded in a 

child. By stating that a behavior should be strengthened, 

we mean that it is not occurring as often as we wish, and we 

want to increase the number of times it occurs. Some desir

able behaviors do not have to be strengthened or developed in 

a child. The child performs these behaviors adequately but 

only in a few settings. Here the child must be taught to ex

pand the number of settings or situations in which the behav

ior occurs. An example of this might be the child who com

pletes assignments accurately in the resource room for the 

learning disabilities teacher, but does not accurately com

plete the same type of work in the regular classroom. In 

this case the child has to be taught to expand the situa

tions in which he or she will do the desirable thing. 

Once again how, as a practice exercise, think of a child 

whose behavior you would like to change. This time, list 

those desirable target behaviors which you feel he or she 

should demonstrate. Make sure that they are specifically 

stated and that each target behavior passes the ISBO test. 

Show your list to an other teacher at your table and again 

determine whether he or she knows exactly what it is that 

you would like to see that child doing. When you have done 

this and are certain that the behaviors are specifically 



stated, indicate next to each behavior whether you want to 

strengthen, develop or expand the target behavior. 

STOP VIDEOTAPE AND ALLOW TIME FOR TEACHERS TO COMPLETE 

EXERCISE 
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1. 

2. 

3. 

1. 

2. 

3. 

TARGET 
BEIIAVIORS 

(Code) Name: -------------------------

Identification of Desirable Target Oehaviors 

Behavior Should Be: 

Strengthened 
Developed 
Expanded 

(Choosp. I)ne) 

1. 

2. 

3. 

Precise nehavior Descriptions 

(Adapted from Morris, 1976) 
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Once the target behavior has been identified and a deci-

sion has been made whether to eliminate, reduce, restrict, 

strengthen, develop, or expand that behavior, the next step 

in a behavior management program is to observe and count the 

behavior. Research has shown that our own estimations of how 

often a behavior occurs are extremely inaccurate when com

pared with actual recordings. For example, an extremely an

noying behavior may seem to occur more frequently than it 

actually does. For this reason, taking some baseline rec

ords before we actually start to change problem behavior is 

important in later determining the succes or failure of the 

plan that is developed and implemented. Neither observing 

the behavior nor counting it has to be difficult, but in or

der to make sure that these activities don't occupy too much 

time, it is necessary to develop an observation plan that you 

can live with in your classroom situation. What may be con

venient for one teacher, won't necessarily work out for an

other. Some careful thought needs to be given to this im

portant part of behavior management in the classroom so that 

you don't get discouraged at this important stage of the pro

cess. 

Behavior recording, when efficient, requires very little 

time and with careful planning it can be done in the clasroom 

without interfering significantly with all of the other 

things that have to go on there. The nature of the target 

behavior you have specified will determine, at least to some 
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extent, the type of behavior record that will be useful. For 

example, one of the simplest types of records a teacher can 

keep on a student behavior involves the counting of permanent 

products. If a major concern about a child is the number 

and/or the quality of academic assignments completed in a 

week, this information can be obtained easily in the course 

of routine checking of assignments and recording of grades. 

If you were interested, for example, in increasing the number 

of assignments a child completed in a weeks' time, it would 

simply be a matter of checking the assignments turned in by 

that child that particular week and comparing that to what 

had been assigned to get a baseline percentage of work com

pleted. If your target behavior involves something other 

than the amount or the quality of academic work completed, a 

different type of record will be needed. Probably the easi

est way to record behaviors that do not occur too fre

quently is to tally the behavior on an index card each time 

it occurs. Again, the only prerequisite for keeping such tal

lies is that the behavior be clearly defined in observable 

terms so that you are sure when that particular behavior has 

actually occurred. This type of continuous recording of each 

behavioral event, or frequency countingis best used for be

haviors that are discrete units, or behaviors that are easily 

defined as separate and distinct, such as a correct response, 

or hitting another child, rather than something more continu

ous, such as on-task behavior. This type of recording is also 
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best for behaviors that occur less than 20 times a day. Some 

very creative ways to keep this kind of record have been de

vised by busy teachers. One possibility is to keep a number 

of paperclips in your pocket or on top of your desk, and each 

time the behavior occurs, add another clip to a paperclip 

chain. You will have to determine what will work for you and 

your particular teaching style when attempting to keep this 

type of behavior record. 

For behaviors that occur at extremely high rates, beha

viors that are difficult to continuously observe, or behav

iors that cannot be broken down into small discrete units, 

other recording techniques must be used. A technique called 

time sampling can be used to record behaviors that occur at 

high rates, or are difficult to observe over time. Time samp

ling involves recording behavior at certain times during the 

day rather than continuouly. This procedure can be used when 

(1) you are interested in knowing how often during the day 

(or part of the day) the target behavior occurs, and (2) when 

your plan is to strengthen, eliminate, or greatly reduce the 

occurrence of this behavior. With the time sampling tech

nique, at the selected recording time, you simply observe the 

child for 3 to 5 seconds and determine if he is or is not 

performing the target behavior. If he is performing that 

particular behavior at that point in time, you place a plus 

sign next to that time on a recording sheet; if he is not 

performing the target behavior you place a minus sign. The 
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number of time periods you choose is determined by how often 

the target behavior occurs and the constraints on your own 

time. The addition, the observation periods need not occur 

at regular intervals. You may want to try different observa

tion periods -- sometimes observing every 15 minutes and at 

other times observing once every hour or two. If you would 

look at the handouts which you have received that are labeled 

Table 5 and Table 6, you will see two types of record sheets 

which are useful for the time sampling technique of behavior 

recording. Table 5 shows a sample form for time sampling on 

a regular basis, and Table 6 shows a form that might be used 

for time sampling on an irregular basis. In addition, you 

may be able to devise some recording forms of your own to 

meet your own particular set of needs. 

Another major method of observing a target behavior is 

to observe on a continuous basis only during scheduled ses

sions. Here, one or two short sessions per day or three to 

five sessions per week are planned when it would be conveni

ent to observe how often the behavior does or does not occur. 

How long these sessions are depends on the target behavior of 

interest and the availability of time in your teaching sche

dule. 

Another record of child behavior which many of you have 

kept on a daily basis, possibly without thinking of it as a 

behavior record, is simply initialing a card or assignment 

book for a particular child at the end of a period or at the 
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end of the day~ This is a signal for parent or other school 

personnel that certain behaviors have or have not occurred 

that day. For some target behaviors, this type of record 

provides a very adequate indicatin of what is going on. You 

must be careful with this type of record, as with any other 

however, to be certain that the target behavior is carefully 

specified and that the record kept is a measure of that 

particular behavior and not something else that the child 

may be doing. 

If the target behavior you have specified focuses most 

on the length of time a particular behavior takes to get 

started or how long it lasts when it is performed, it may be 

necessary to measure that behavior with a stopwatch instead 

of a tally sheet. Your school psychologist can help you in 

devising a child behavior record that is useful and conveni

ent for you to keep. He or she may also be able to supple

ment your behavior records with additional observations con

ducted while visiting your classroom or watching a particu

lar child on the playground. Whatever type of record is kept, 

implicit in the observation of a child's target behavior is 

counting how often it occurs. In systematic behavior manage

ment approaches, we do not simply get an impression of how 

often the event occurred, we actually count the number of 

times it took place. This permits us to gain an objective 

understanding of how good, bad, or severe the child's beha

vior is. 
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Please take a few moments now to look over the lists of 

target behaviors which you have made. Select one of those 

target behaviors and think for a few minutes about how you 

might be able to measure that behavior. What type of record 

is most appropriate for that particular type of behavior, and 

how might you actually go about keeping such a record during 

the course of your teaching day? Jot down your proposed be

havior record on the piece of paper that has been given to 

you for that purpose. 

STOP VIDEOTAPE AND ALLOW TIME FOR TEACHERS TO COMPLETE 

EXERCISE 



Table 5 
SAMPLE. FORM FOR TilE TIME-SM-tPLlNG OnSERVt\TION .. \L ApPROACH 

ON A REGULAI( BASIS 

, ' 

+ = Yes, the ,behavior occurred Chilej s nome: ________ _ 

- = No, Ihe behavlO,r did nol occur Week of: _________ _ 

OBSERVATION SHEET 
Day of the week min. Hour in the, Day 

9:00 10:00 11'00 1:00 2'00 
Monday 

~I I I I I I 
Tuesday 

~I I I I I 
j 

Wednesday 

~I I I I I I 
Thursday 

~I I I I I I 
Friday 

~I I i I I 
j 

(Taken from Morris, 1976) 

" 
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Table 6 
SAMPLE FORM FOR THE TIME-S/\~1(>I.ING OnSERVATIONAL ApPROACH 

ON AN lRItEGULAI( BASIS 

+ = Yes. the behaviar occurred Child's name: _______ _ 

- = No. the behavior did nat occur 
Date: ___________ _ 

DAILY OBSERVATION SHEET 

8:30 9:50 I :q5 

8:40 10:05 1:50 

8:45 10: 35 2:00 

9:00 10:40 2:30 

9: 15 10:55 2:45 

9:20 1'00 3:00 
9:25 1:05 
9:40 I: 15 

----

(taken from Morris, 1976) 
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(Code) Name: __________________ _ 

Target Behavior Record 

Look over the lists of desirable and undesirable 

target behaviors you have specified. Select one of those 

target behaviors and develop a method of recording that 

behavior which would be convenient for you. Jot down 

your proposed behavior record here. 



220 

The student Study Team model of psychological service 

delivery which many of you have experienced in your schools 

within the past two years is designed to provide prompt, 

accessible support to teachers in dealing with precisely the 

types of behaviors that you have been specifying and devising 

methods to record this morning. Although classroom teachers 

can meet the needs of many children with learning and beha-

vior problems within the regular classroom setting, situa-

tions arise when teachers need assistance. The Student Study 

Team is a building-level system for supporting classroom 

teaches on a regular basis. The team its~lf typically con-

sists of the school psychologist, special education teachers, 

the school nurse, a speech pathologist, the principal, and 

regular classroom teachers. The teams are based on the belief 

that teachers have the skills and knowledge to effectively 

teach many students with learning and behavior problems by 

working together in a problem-solving process. 

Some of the advantages of having such a team operating 

within the school include: 

1. Helping teachers work with 
a. Children who have unique learning and behavior 

patterns including gifted and bi-lingual children, 
b. Children who do not qualify for special education, 
c. Children who are being maintreamed from special 

education classes. 

2. Continuously improving teachers' skills in analyzing and 
solving classroom problems. 

3. Decreasing the time that children and teachers must wait 
for consultative input. 

4. Increasing the likelihood that the needs of children can 
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be satisfactorily met in the regular classroom environ
ment, thereby helping to meet the "least restrictive 
environment" requirement of Public Law 94-142. 

In essence, the Student Study Team model is designed to 

serve eventually all children in the school, whether or not 

they qualify for special education services. The first step 

in this process is the initial consultation with the school 

psychologist or another member of the Student Study Team such 

as a learning disabilities teacher or speech pathologist. A 

brief, initial referral form is completed in which the prob-

lem behavior is stated as specifically as possible, and the 

referring party is contacted as soon as possible to discuss 

the problem and to begin generating possible solutions. 

You will now see a videotaped demonstration of what 

might take place at the first meeting of a teacher and a 

school psychologist in the Student Study Team consultative 

process. This interview is conducted for the purpose of 

Problem Identification and you will note the efforts made by 

the participants in this interview to carefully specify prob-

lem behaviors as well as to obtain some baseline behavior re-

cords before developing a plan to intervene with the problem 

behavior. 

After lunch today, we will be going through what is in-

volved in the rest of the Student Study Team process a well 

as the types of behavior change programs that might be gener-

ated by a teacher, either independently or as a part of this 

school-based team support system. (adapted from ~1orris. 1976) 
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Training Condition - Video Consultatin Demo 

Behavior Scenario - Gifted Child 

Michael is an attractive eight-year-old second grade 

student in your school who attends the resource program for 

gifted students once per week. Michael reads two years above 

grade level and receives his reading instruction in a third 

grade classroom. He does not complete any assignments inde

pendently in either of his classes. He usually crumples his 

papers and shoves them in the back of his desk. Michael has 

recently begun to take other students' papers ~nd put his own 

name on them. Michael is generally accepted by his class

mates, but he tends to keep to himself and rarely engages in 

group activities on the playground. Michael's parents were 

divorced about two years ago, and Michael sees his father 

every other weekend. His mother visits the school at least 

once per week, hysterical about Michael's behavior at horne. 
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PROBLEM IDENTIFICATION SCRIPT 

Consultant: Hi Melissa, I have the note you left for me 

about Michael. Let's take a few minutes to dis

cuss what's been happening. (Referring to note:) 

Let's see, you wrote that he hasn't been com

pleting his assignments in class ••• 

Consul tee: Yes. 

Consultant: Describe Michael's behavior for me. 

Consultee: Well, that's the thing I'm most concerned about 

right now, I guess, but it's really several 

things. As I told you in the note, Michael is 

in REACH--he's a bright little boy, but he 

just doesn't do anything in class. He goes 

over to Mrs. Johnson's third grade class for 

reading. He tests out at a fourth grade reading 

level on an Informal Reading Inventory, and he 

reads well. He participates in reading group 

and in my group instruction too, but indepen

dently, he does nothing. I've tried motiva

ting him with stickers in my classroom, but he 

doesn't respond to that at all. 

Consultant: What other behaviors are a concern with Michael? 
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Well, lately he's become more of a problem in 

the classroom too. He's outwardly cooperative 

and everything, but ••• 

Consultant: How is he cooperative? 

Consultee: Well, he takes assigned work to his desk without 

any argument or anything, but then he just ~oes 

nothing with it. When I ask him for his work, 

he says he doesn't have it, and later, I'll find 

his papers wadded up in the back of his desk, 

not even started. 

Consultant: OK. Now ••• 

Consultee: 

Consultant: 

Consul tee: 

His mother is having a terrible time with him at 

home too. She's been in my classroom twice al

ready this week, in tears over what is going on. 

I don't know what to tell her. It's such a 

sh-ame. He could do so much. 

(Writing a note.) I'll contact her too and see 

what we can work out at home. Is there any

thing else that concerns you about Michael? How 

does he get along with the other kids? 

The other kids seem to like him and everything, 

although lately I've been getting complaints 

that, when they leave their desks for a minute, 
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for a drink or something, Michael takes their 

papers and turns in what they have done with his 

own name on it. I haven't really caught him do

ing that, although it is possible that that's 

where the partially finished papers I've re

ceived from him have come from. Other than that, 

though, the kids seem to like him. He doesn't 

play with other children too much at recess, 

though. He usually does something on the swings 

or in the sandbox by himself. 

Consultant: OK. So overall then, Michael is having diffi

culty both at school and at home. 

Consul tee: Uh huh. 

Consultant: He has qualified for participation in the Reach 

program and is reading at a fourth grade level, 

but you suspect that the only work evet ~urned 

in has been taken from other students. 

Consultee: That's possible, yes. 

Consultant: Most work is not completed in either of his 

classes, and usually, you find he's undone 

papers crumpled up in his desk somewhere. 

Consultee: Right. 
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Consultant: And you mentioned that this is the problem you 

are most concerned about right now. 

Consultee: Yes. I'd really appreciate it if you would call 

his mother though. There are some things going 

on at home too that really need to be dealt with. 

I mentioned to his mother yesterday that I would 

be speaking with you about Michael. She's very 

receptive to your input. 

Consultant: Good. OK, let's discuss in more detail, then, 

Michael's problem with completing work indepen

dently. Describe a situation that occurred 

within the last day or so that is a good example 

of what you've been telling me about. 

Consultee: OK--this morning for math, we discussed a basic 

place value concept (elaborate). We did ex

amples of the work at the board, and he volun

teered answers several times. He came up and 

did the exact type of problem correctly on the 

board that was assigned for independent work, 

but he didn't even attempt to do anything on his 

paper. I found that particular worksheet with 

his name on it in the wastebasket today. 

Consultant: OK. Give me another example of this type of 

thing. 
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Well--OK--yesterday, Mrs. Johnson caught me at 

lunchtime and told me that Michael hasn't turned 

in a reading worksheet all week. He participates 

in the group quite eagerly, but nothing written 

ever comes in. He is supposed to bring some of 

that work back to my room and hand it in the 

next day, but I haven't even seen that work for 

weeks. He must dispose of it on the way back to 

class. I don't know what in the world to do 

with him. 

Consultant: OK. Tell me, in your classroom, what happens 

just before this problem occurs? Is it usually 

a group work type of situation? 

Consultee: Yes, usually we discuss a concept, in math or 

whatever as a group, and then I give them time 

to practice the problems related to that concept 

independently. They really need to learn how to 

work on their own too! 

Consultant: Yes, they do. So you give the children group 

instruction ••• ls the whole class involved at 

this point? 

Consultee: For math, yes. Not for reading. I have four 

reading groups, but Michael goes out for that. 
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Consultant: Right. OK. So then independent seat work is 

assigned. Then what happens? 

Consultee: Well, Michael goes to his desk ann very quietly 

does nothing. I work with children having dif-

ficulty at that point, and if I go over to his 

desk and work a problem through with him, he 

willingly does it for me. He never has a prob

lem understanding what he is to do, but then I 

go on to the others and the paper is never 

turned in. He just sits there, gazing about the 

room, and when I ask for completed work, he 

doesn't have it. 

Consultant: What do you do at that point? 

Consultee: Well, I've kept him in at recess several times, 

and if I sit right then with him, he'll do a few 

more problems, but the minute I leave, he stops 

working. 

Consultant: What else have you done in response to his work 

not being done? 

Consultee: Well, as I mentioned, I have offerred to give 

him stickers for completed work, and he seems 

interested in doing that, but he hasn't yet 

earned a sticker. Those,are about the only 
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things I've tried. I usually try to send work 

not completed home with my students, but Michael 

has never brought anything back. I've never had 

a kid like him in my classroom. He could do 

that work so easily and then be free to do some

thing else, but he just sits! 

Is it just math and reading that this problem 

involves? 

No--it's everything. He never completes given 

writing assignments either. Once in awhile, 

he'll get interested in a science project we're 

doing as a class and complete some things. He 

can do the work. I've seen him do it, and I've 

tried to challenge him with some more interest

ing kinds of things when his work is finished, 

but he hardly ever finishes! He has to learn 

his skills too. It's not fair to him or to .the 

other kids for him to be exempt from the less 

interesting skill areas! 

Consultant: Yes. I think I can see the problem. Let me 

just briefly summarize to make sure I've under

stood everything. You said this problem of not 

completing work occurs in math, reading, and 

writing. Once in awhile, he does complete some~ 
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Right, or a play related to our work in social 

studies--but we can't do that type of thing all 

the time. 

Consultant: Ok--and usually you give group instruction first 

and he participates and demonstrates that he can 

do the work but then doesn't do any of it alone. 

Is that about right? 

Consul tee: Yes. 

Consultant: And you've tried keeping him in at recess time 

and motivating him with stickers, but that 

hasn't worked well. 

Consul tee: No, it hasn't. If I stand right there, he'll do 

it, but independently, it makes no difference if 

it's class time or recess. He doesn't do any

thing. I'm afraid if he doesn't practice these 

skills a little bit, he won't retain them, but I 

can't get him to do it. 

Consultant: OK. How often does Michael actually complete an 

assignment? 
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Oh. I don't really know--maybe once or twice a 

week at most. Some weeks he doesn't turn in a 

thi ng. 

OK. Maybe once or twice a week. How often 

would Michael have to turn in his work in order 

to get along OK? 

At this point, I'll be very happy with 75% of 

the time. Half of the time would be a big 

improvement, but that's really not enough. 

Consultant: OK. What other kinds of things is Michael 

really good at? 

Consultee: Well, let's see. He does a lot of things well. 

As I mentioned, he participates well in class 

instruction; he has brought back some excellent 

projects from REACH. 

Consultant: Has the REACH teacher had any problem with him 

that you know of? 

Consultee: No, not that I'm aware of, but he's only there a 

couple of hours each week. 

Consultant: OK. I'll contact her, though, for some more 

input. What else does Michael do well in your 

classroom? 
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Well, he loves to help some of the other kids 

with their work if I let him. He would have to 

do more of his own work, though, before I would 

allow much of that type of thing. 

Consultant: About how long each day do Michael and the other 

students spend doing seat work? 

Consultee: Oh, let's see--maybe an hour altogether in the 

morning, and another 45 minutes or so in the 

afternoon. That is, if they don't finish up 

right away and do something else of their own 

choice. Michael spends at least that much time 

sitting there--more if I keep him in for his 

recess. 

Consultant: OK--so let me get this all down now. (Writing) 

Consultee: 

Michael does approximately one or two assign

ments per week. He spends approximately two 

hours a day avoiding this type of task; and you 

would like to see approximately three-fourths of 

his written work coming in. 

Right. 

Consultant: OK. We need some record of Michael's completed 

assignments: How often assignments are com

pleted, what assignments are completed, anrl so 

on. This record will give us a better idea of 
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how frequently this behavior is occurring, and 

it may give us some clues about the nature of 

this problem. Also, the record will help us 

decide whether any plan we intervene with is 

effective or not. 

OK. I could just keep anything he completes to 

show you. 

Consultant: OK--will you have a record of those assignments 

not completed also? 

Consul tee: Yes. I'll have that in my lesson plan book. 

Consultant: OK, good, then we could compare what he has 

finished with what was assigned and come up with 

a percentage of work completed. 

Consul tee: Uh huh. I can figure that out before we meet. 

I'll get that information from his reading 

teacher, too, this week. 

Consultant: OK. Great. Could we meet at this same time 

next week then? 

Consultee: Sure, that would be fine. 
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Consultant: Good. Meanwhile, I'll contact Michael's mother 

and his REACH teacher. I'll also be by during 

the school day sometime within the next week and 

observe Michael's behavior. 

Consultee: OK. Thank you. See you later. 
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PROBLEM ANALYSIS SCRIPT 

Consultant: I see you have your record on Michael's assign

ments with you. That's great. Let's take a 

look and see how much work he completed within 

the last week. 

Consultee: OK. Well, he did complete three assignments out 

of a total of twenty he was given. This in

cludes only independent work assigned and it's 

from both my class and his reading class. 

Consultant: Alright. So that's fifteen percent completed 

then. 

Consultee: Right. 

Consultant: And you have as a goal at least 75% of assign

ments complete. 

Consultee: Yes. I'll consider that a minimum. 

Consultant: So we definitely have a problem with Michael, 

don't we? 

Consultee: Yes. 

Consultant: OK. Let's take a closer look at your records. 

It looks like Michael completed his math on 

Tuesday and his reading on Tuesday and Wednesday 
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Tuesday was a pretty ~ood day for Michael then. 

What happened before reading and math assign

ments were made that day? 

Nothing unusual in my classroom except that the 

assignment in math was quite a bit shorter than 

usual that day. It was something all the kids 

understood pretty well so I cut down the number 

of practice problems. The big thing for Michael 

was the REACH field trip though, I'm sure. The 

REACH class had a field trip after Michael's 

reading class on Wednesday, and the REACH tea

cher announced that anybody behind in regular 

class assignments wouldn't be allowed to go. 

He really got down to work for once. 

Consultant: Was Michael allowed to go on the field trip 

then? 

Consultee: Oh, yes. We were so pleased at the improvement 

we said he could go. The REACH class visited 

the micro-computer lab at the University so 

Michael was pretty excited. He loves anything 

to do with computers. 

Consultant: So you think that Michael's work on Tuesday and 

Wednesday was related to that particular field 

trip then. 
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Definitely. He knew he couldnlt go along unless 

he did his work those two days. He had no prob-

lem finishing either. 

getting down to work. 

It was just a matter of 

Consultant: He didnlt do too much then, the other three 

days. 

Consultee: No, nothing. He just sat daydreaming as usual. 

Consultant: How can we use what welre learned this week 

about MichaelIs behavior to develop a plan to 

improve his performance overall? 

Consultee: Well, Michael might work for some extra computer 

time at school, and we do have computers avail

able for him to use. He would just have to fin

ish his work first. 

Consultant: O.K. That sounds good. What would Michael have 

to do to get an extra 15 minutes of free time a 

the computer? 

Consultee: Well, lId say held have to at least complete his 

reading and math assignments for the day. 

Consultant: Would it be possible for you to check to make 

sure that had been done each day? 
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1111 need to check with his reading tea-

cher frequently, though, so I know what his 

assignment was in there. I could do that. 

Consultant: O.K. Good.. Maybe we should ask Michael, 

though, whether or not he would be interested in 

this type of motivator. 

Consultee: 11m sure he would. He was so excited after the 

field trip on Wednesday. He even told the rest 

of the class about it. Also, the REACH teacher 

said she has some new software the kids are very 

interested in right now. I think this would def

initely be worth a try. 

Consultant: Great. What youlll do then is to tell Michael 

that when he has finished his math and reading 

assignments for the day, he can go spend 15 min

utes on the computer. 

Consultee: Yes. He could go at 1:00 each day if he had done 

his work. Supervision wouldnlt be a problem at 

that time. 

Consultant: What about the rest of his work? 
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Consultee: Well, that varies quite a bit from day to day, 

but he could have another five minutes on the 

computer for every additional assignment com

pleted. That should work out about right. 

Consultant: What about the size of Michael's assignments? 

Does he need as much practice as some of the 

other kids in your class, or do you think we 

could cut some of that down for him if he really 

knows how to do it? 

Consultee: Yes, that's a possibility. He probably could get 

by with quite a bit less practice, especially in 

math. I can talk to his reading teacher about 

that too. 

Consultant: Good. So then Michael can earn 15 minutes each 

day on the computer for completing his math and 

reading assignments and an additional 5 minutes 

per day for any other assignments completed. 

Consultee: Right. 

Consultant: And Michael's assignments will be cut down some

what whenever it involves something he really 

doesn't need a lot of practice on. 

Consultee: Right. Also, those computer programs Michael en

joys are related to a variety of academic areas. 
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Really, he'll be getting some additional practice 

there, too. 

Consultant: Great. I'd like for you to continue collecting 

Michael's completed assignments also,so that we 

can check in_a few days to see if we've made any 

improvements in this problem. 

Consultee: O.K. That's no problem. Should we meet at the 

same time again in a week then? 

Consultant: Sure. Good luck. 

Consultee: Thanks. 



241 

PLAN EVALUATION SCRIPT 

Consultant: Hi, how has it been going with Michael this 

week? 

Consul tee: Really well. Michael completed 16 out of 21 

assignments this week, and he at least did a 

portion of the rest of his work. 

Consultant: (Figuring) That's 76% of his work completed 

then. 

Consul tee: Right. He's really doing a lot better. 

Consultant: Can we say we have reached our goal of in

creasing ~lichael's work completion then? 

Consul tee: Yes, I had hoped for at least 75%, so we1ve 

accomplished that much. 

Consultant: Would you say that the computer reinforcement 

Consul tee: 

program was responsible for increasing 

Mi chael ' s output? 

Yes, I would, and also cutting down some of 

the drill involved. Michael will even come 

to me now and tell me that he's done four or 

five problems of a certain type in math and 

that he knows how to do them, and requests 

that he be allowed to do something else that 

he ;s interested in instead. I think that 

possibility for him has made a big difference. 
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Consultant: Good. Do you think this plan might work with 

Consul tee: 

other gifted children? 

Yes, I do. I donlt know whether computer time 

would always work, but the concept of letting 

them earn time doing something more challeng

ing and interesting for them seems very useful. 

Consultant: Should we continue the program as it is then, 

Consul tee: 

or are there some modifications that should be 

made? 

I think lid like to continue it as it is for 

awhile. Michael may want to work for something 

else later on, but for right now, this is 

work; ng very well. 

Consultant: Our immediate goal has been met, then. 

Consul tee: Yes. 

Consultant: live been working with Michaelis mother on 

some things at home and will continue to do 

that for awhile. Are there some other areas 

of concern you sti 11 have about Mi chael l s 

behavior? 

Consultee: Well, he still plays alone a great deal of 

the time, but 11m less concerned about that 

now that he seems to be so much more involved 

in what is going on in the classroom. He has 

begun working with other students a little 

as a peer tutor within my classroom after he 



has finished up his work, so I think lid 

like to wait awhile and see how that goes. 

Consultant: OK. 1111 check with you in two or three 

weeks then, to see how things are going. 

Consul tee: Fine. Thanks alot for your input. 
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TREATMENT CONDITION LECTURE 2 

This morning we discussed the importance of carefully 

specifying child behaviors that we wish to eliminate, 

reduce, restrict, strengthen, develop, or expand through 

the use of behavior modification procedures. We also 

reviewed several methods for recording child behaviors. 

This important aspect of any behavior management program 

helps us in determining the severity of the problem and 

the success of the plan implemented to alleviate that 

problem. This afternoon we will briefly review the basic 

principles involved in developing a classroom behavior 

management program, discuss some important aspects involved 

in the use of these procedures, and develop an intervention 

plan for a hypothetical child experiencing difficulty in 

school. 

As was mentioned in the training booklet which you 

have been reading, a behavior which is followed by a reward 

Or reinforcing consequence will increase in strength. In 

other words, a person who is reinforced for demonstrating 

a certain behavior will be more likely to behave in that 

same way again in the future. Each day of our lives we 

are reinforced in a variety of ways for our behaviors. We 

are rewarded with a salary for working, with a smile or a 
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thank you for helping other people, and we are rewarded by 

a word of approval by our supervisors at work for doing a 

good job. In the classroom a word or gesture of approval 

immediately following a behavior, if it is reinforcing, 

serves to strengthen that behavior. Successful teachers 

are usually very much aware of what is most rewarding for 

their students, but consequences that are rewarding for 

some students may not be effective as a reinforcement for 

others. For example, a teacher may see that Susie beams 

and works harder if she says to her, "WOw! 11m really 

proud of yoU!" However, that very same statement may make 

Mary wince and quit working. (Hall, 1971; Morris, 1976). 

There are a wide variety of events which are re

inforcing for most students -- attention, approval, 

opportunities to do things which they enjoy or to work 

with preferred classroom materials. Stickers or a positive 

note to parents are often very reinforcing for elementary 

school children, and many times parents are more than 

willing to follow up at home with a special activity for 

improved school behaviors~ 

POsitive reinforcement has an important function in 

both the learning of new behaviors and in the maintenance 

of old ones. Reinforcement that follows every desired 

response is called continuous reinforcement. It is most 

effective in the acquisition of new behaviors. Inter

mittent reinforcement. on the other hand, is most 



effective in maintaining behavior once it has been 

established. In attempting to improve the study habits 
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of a child who works very infrequently, the teacher should 

attend often to that student when he or she is studying. 

After the student's study behaviors have been strengthened, 

the teacher should give his or her attention to those 

particular behaviors somewhat less often because inter

mittently reinforced behavior tends to be maintained better 

than that which is continuously reinforced. 

The more quickly the reinforcement follows the target 

behavior the more effective it will be. The teacher who 

comments on how well her pupils are working during the 

period while they are actually working, will reinforce 

them more effectively than the teacher who waits until the 

end of the day to tell the class how well they had studied. 

This is especially true if some of the students didn't 

really study very well during the last period of the day. 

A token reinforcer is earned for a desired behavior, 

saved, and then exchanged for a desired object or activity 

at some later time. Token systems include the use of 

points, chips, marks on a report card, or other tangible 

items which can be traded for desired items and activities. 

Some token systems use such things as special activities, 

field trips, popcorn parties, early dismissal from class, 

or time with a parent or teacher as back-up reinforcers. 

Token systems can be very effective in managing the behavior 
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of entire classes as well as the problem behaviors of one 

or two individuals. One thing to remember about token 

systems is that they should be used only where they are 

needed, and they should be kept as simple as possible. 

Token systems can usually be withdrawn gradually to allow 

natural reinforcers to take over. It is sometimes 

necesssary to use tokens and tangible reinforcers with 

children who have never responded to intrinsic reinforcers 

such as adult approval or pride in accomplishment. Such 

students will often work very hard for token reinforcement 

which allows them to earn something that they want to have 

or want to do. After these children have come into contact 

with adult approval and have been praised for a job they 

really did well, the tokens can usually be withdrawn. 

Then reinforcers occuring more naturally in the environment 

can take over in maintaining the desired behavior. 

(Buckley & Walker, 1970). 

An effective technique to use in developing a behavior 

that a child has never performed or one that occurs at a 

very low level is called shaping. With this procedure, 

closer and closer approximations to the desired behavior 

are reinforced with each step gradually leading to the 

final behavioral goal. For example, a child who has never 

been known to go all morning without disrupting the class 

may need to be reinforced for behaving appropriately for 

five minutes, then ten, then fifteen, for half an hour, 
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for an entire period, and finally for the entire morning. 

Without shaping, this child may never engage in appropriate 

behaviors long enough to be reinforced. 

When a behavior is never reinforced, it will decrease 

in strength and may entirely disappear. The process of 

removvng reinforcement until a behavior occurs very 

infrequently or not at all is called extinction. For 

example, a student who tattles on his classmates will 

usually stop this behavior if the teacher ignores him or 

her whenever it occurs. How rapidly the behavior decreases 

with extinction depends on the way in which the child has 

been reinforced for that behavior in the past. If the 

child has been intermittently reinforced for a long period 

of time, it will take a very long time to extinguish the 

behavior. Since most learned behaviors in our environment 

have been maintained by inconsistent (and thus intermittent) 

reinforcement, it takes patience and consistent non

reinforcement of the behavior to eliminate it by 

extinction. When reinforcement for a behavior is 

withdrawn, oftentimes the child will increase the frequency 

and the magnitude of the undesirable behavior in order to 

continue to receive the reinforcement. It is important, 

therefore,to remember that a behavior you are trying to 

eliminate through extinction or ignoring, may actually 

increase for awhile. When a behavior gets worse in this 

waY9 a teacher might easily conclude that the technique is 
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simply not working, give up and respond in some way to the 

behavior. If this happens, the behavior will actually be 

even more difficult to eliminate because the child has 

1 ear ned t hat II eve nth 0 ugh the tea c her some tim e s i g nor e s 

me, I can get her attention eventually if I keep it up long 

enough and hard enough." Once it has been decided to ignore 

an undesirable behavior, it is very important to carry it 

through. Paying attention to that behavior, even once, 

actually strengthens the inappropriate behavior through 

intermittent reinforcement. 

Although extinction takes a great deal of patience" and 

perseverance, many desirable behaviors can be successfully 

decreased in this way. Behaviors that will not lead to 

any possible physical harm or danger can be safely ignored. 

Typical behaviors for which this procedure would be 

appropriate include being a pest, clowning around, making 

nOises, talking out, saying bad words, and frequently 

leaving one's seat. A question that frequently arises 

with the use of this procedure is, "Maybe I can ignore a 

child's behavior long enough to eliminate it, but what if 

the other children in my class pay attention to it?" If 

this is a problem for a par~icular undesirable behavior, 

it sometimes helps to reinforce the other children for 

ignoring this behavior at the same time. Teaching your 

class to ignore such inappropriate behaviors will help a 

great deal in successfully decreasing the occurrence of 
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these behaviors in your classroom. Another important pOint 

to remember when using extinction is that whenever an 

inappropriate behavior is ignored, an opposite, appropriate 

behavior should be reinforced to replace it. This not only 

provides the child with a positive alternative for previous 

inappropriate behavior, but it also gives the teacher not 

one but two effective behavior management procedures working 

together to change behavi"or of concern. (Morris, 1976; 

Silverman, 1980). 

For some behaviors, simply ignoring the child is not 

enough to eliminate the behavior without an excessive 

expenditure of time. For those behaviors, time out from 

positive reinforcement is often an effective alternative. 

The method of time out involves removing the child from a 

situation in which he or she can be rewarded. Generally, 

this method makes use of an uninteresting place near the 

classroom or school office where the child has no one to 

talk to, has nothing to play with, and no academic 

assignment to occupy him or"her. The time the child 

spends in such a place need not be long in duration. Even 

five minutes is frequently long enough to be effective. 

But it is important that the teacher or principal not 

lecture or scold the child or show through their facial 

expressions that they are upset in any way by what has 

happened. Many times getting a teacher all worked up is 

very reinforcing for a child and worth the consequences, 
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especially if the admiration of other children can be won 

in the process. If a chat with the teacher about an 

undesirable behavior or a visit to the principal is chosen 

as the method for dealing with a problem in the classroom, 

it is important that this action be taken very privately 

and swiftly and that the experience is aversive enough to 

be effective. Students who continually behave in such a 

way as to incur this type of punishment are somehow being 

reinforced by it. In this case, another approach for 

solving the problem should be considered. 

Punishment, as a behavior management technique, is a 

procedure in which an aversive consequence is introduced 

for undesirable behavior, resulting in a decrease in the 

occurrence of that behavior. It is important to realize, 

however, that punishing a child for inappropriate behavior 

will not necessarily insure that he or she will engage in 

more desirable behavior. For example, a child who is 

punished for talking out in class may stop that particular 

behavior but will probably not begin attending to academic 

work instead. If punishment is used, it should be used 

mainly to halt a behavior that is potentially dangerous 

or a behavior which is preventing the occurrence of 

appropriate behavior. When using punishment it is very 

important to insure that once appropriate behavior does 

occur, it is reinforced. One significant problem associated 

with the use of punishment is that the person administering 
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the aversive consequence may become aversive for the child 

as well. This is an important reason why teachers and 

parents should use positive reinforcement rather than 

punishment whenever possible. (Hall, 1971). 

The principles and procedures which I have just 

reviewed with you are basic to classroom behavior manage

ment. When dealing with child behavior problems, the 

antecedents and consequences surrounding those behaviors 

must be developed. Now, in order for you to get some 

practice in using the behavior management procedures you 

have been reading and hearing about this afternoon, you 

will be given a hypothetical child behavior problem for 

which an intervention plan is to be developed. Please 

imagine that a child named Elena is enrolled in your first 

grade class. She attends English as a Second Language or 

ESL classes for 20 minutes, three times per week. Elena's 

mother reports that she speaks fluent Spanish at home, but 

has only recently begun to use some English phrases. At 

school~ Elena does not speak to anyone in either language. 

She doesn't play with other children, and she makes no 

attempt to interact either in the classroom or on the 

playground. You have attempted to teach Elena some pre

reading skills but have had no success thus far. 

Your task is to select and specify one particular 

behavior which needs to be changed with this child. Then 

you are to develop a plan, based on the behavior management 
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principles and procedures we have discussed, that might be 

useful in solving this child's identified problem. Please 

feel free to use the training booklet and any handout that 

has been provided to you. (Adapted from Morris, 1976). 

After completing this task, you will be viewing 

additional interview demonstrations in which the problem 

is further analyzed, an intervention plan developed, and 

the effect of the intervention is evaluated. 

If the 3-step consultation process between the 

psychologist and the referring party does not produce 

positive, acceptable results, the problem is then referred 

to the next step of the Student Study Team process. The 

second step in this model is to refer the student to the 

school Student Study Team. A Team meeting is scheduled, 

and at this meeting team members discuss the student's 

presenting problems and possible solutions to those 

problems that might not have been raised during the 

informal consultation processs. The purpose of the Student 

Study Team meeting is to develop strategies to help the 

student to become more successful in the regular classroom. 

Essentially, this meeting is a brain storming session. The 

referring teacher comes to the Student Study Team meeting 

prepared to discuss his or her concerns about the student, 

what remediation attempts have been implemented, and where 

the student currently stands in terms of academic achieve

ment and social-emotional adjustment. It is important that 
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the referring teacher be open to suggestions from the team 

and willing to try to implement their recommendations. 

The Student Study Team meeting should be seen as an 

opportunity for sharing techniques and methods which have 

been successful in the past as well as an avenue for pro

viding additional support to a teacher dealing with a 

difficult child. In all cases, the referring teacher has 

already implemented interventions in the classroom 

independently or through consultation with the school 

psychologist and is seeking additional input. This 

process is most successful for those teachers who are 

willing to learn from their colleagues through a give

and-take of suggestions and information. The Student 

Study Team provides an ideal opportunity for professional 

growth. The other members of this team come to the 

meeting prepared to listen carefully to the referring 

teacher's report and to be flexible in modifying 

suggestions to fit the needs of the referred student. 

The outcome of this meeting should be a number of 

specific suggestions or interventions that can be 

implemented right away to help in solving the student's 

problems. (Franklin, Dunlap & Shinn, 1982). 

After the Student Study Team meeting, follow-up 

consultations are conducted, as needed, either with the 

school psychologist or with the team as a whole to continue 

to monitor and evaluate the student's progress. As this 



process continues, a number of different situations may 

occur. It may be determined that the student's problems 

have been remediated sufficiently and that no further 

consultation or intervention is necesssary. If this is 

the case, plans should be made to gradually withdrawn 

the intervention so the possibility of a complete reversal 

in the child's behavior is minimized. A second possibi

lity is that the child's situation has improved, but not 

to the pOint where the intervention is no longer needed. 

In this case, the intervention and the monitoring process 

should be continued. The other possibility for a 

particular student is that the intervention may not have 

been successful at all. If this is the case, it may mean 

that the intervention should be altered in some way, or 

it may indicate that the most appropriate action is to 

evaluate the child for possible placement in special 

education. The Student Study Team would again meet to 

make this determination. It should be noted at this 
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point that the possibility does exist that a child referred 

to the Student Study Team will be experiencing such severe 

and educationally significant difficulties that a special 

education evaluation is indicated without delay. When 

this occurs, suggestions should still be given to the 

classroom teacher for dealing with the child, but an 

evaluation can be initiated at the first meeting of the 

Student Study Team as well if that is the decision of 



that team. (Franklin, Dunlap & Shinn, 1982). 

If a special education evaluation is recommended, 

additional steps in the process mandated by P.L. 94-142 
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are begun. Parental consent must be obtained, and a 

multidisciplinary evaluation and conference must be 

conducted within 60 days. The multidisciplinary conference 

(MOe) is held to discuss the results of that evaluation and 

whether or not the child meets the eligibility criteria 

for placement in a special education program. Whether or 

not the child is placed in a special program, education 

within the.r~gular classroom environment will continue to 

some extent, and additional recommendations will need to 

be made for developing an appropriate program for that 

student. An important advantage of the Student Study Team 

approach is that needed suggestions for the regular class

room teacher can be made very early in the referral 

process, and if a special education evaluation is indicated, 

consultative support is available throughout the entire 

process. If the multidisciplinary evaluation team 

determines that special education placement is not 

appropriate, the Student Study Team is still availabl~ 

to the classroom teacher for consultative input, if 

necessary, in helping him/her to deal with that child's 

problems for the rest of the school year. (Franklin, 

Dunlap & Shinn, 1982). 

The Student Study Team approach results in a number 
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of advantages for everyone involved. For the teachers, 

the number of necessary meetings is significantly reduced 

since all initial referrals do not have to be taken through 

the traditional screening meeting. And, because the ratio 

of evaluations performed to students found eligible for 

special education services is higher, fewer multidiscip

linary conferences are held which result in child 

ineligibility for placement. Perhaps the most beneficial 

feature is one that has already been noted. This is that 

the teacher is able to receive needed consultative input 

much sooner with this approach than has typically been 

possible in the past. For the student, several advantages 

are obtained with the Student Study Team approach. 

Intervention is begun shortly after the initial referral 

is made, and therefore, progress can hopefully be made 

much more quickly toward a solution for the problem. 

Assuming the problem is interfering with the student's 

academic progress, this stumbling block can be removed 

as soon as possible in order to improve the rate of 

academic growth. If the problem is one of a behavioral 

nature, immediate remediation may help the student to be 

more readily accepted by his or her peers as well. The 

specialists working in the schools also reap benefits 

from this model. Because many evaluations which do not 

lead to effective interventions or services can frequently 

be eliminated with this approach, more time is available 



to provide direct services to various students, work 

within the regular classrooms, consult with other pro

fessionals, and conduct in-services. (Chalfant, undated; 

Franklin, Dunlap & Shinn, 1982). 
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Often classroom teachers do not realize that they do 

have many of the skills necessary to work with student 

problems. It is also very important that the classroom 

teacher become aware of the types of consultation services 

available to them and the ways in which they can take 

advantage of them. If a student in your class is having 

a problem you are not sure how to handle, fill out the 

brief referral form for the first step in the Student 

Study Team process so that your school psychologist is 

made aware of this situation as soon as possible. If 

positive changes do not result from informal consultation 

with your school psychologist, you may request further 

assistance from the Student Study Team working in your 

school. You can contact your school psychologist to 

arrange this, or; if you wish, to work with you again on 

this problem on an individual consultation basis. Another 

possibility to be aware of is the opportunity to function 

as a regular member of the Student Study Team in your 

school. Classroom teachers are needed to work in this 

capacity, and this frequently provides an excellent growth 

experience for all of the professionals that are involved. 



Hypothetical Child Behavior DescriPtion 

Elena is a child enrolled in your first grade class. She 

attends English as a Second Language (ESL) classes for 20 minutes 

three times per week. Elena's mother reports thnt she speaks 

fluent Spanish at horne, but has only recently begun to use some 

English phrases. At school, Elena does not speak to anyone in 

either language. She doesn't play with other children, and she 

makes no attempt to interact either in the classroom or on the 

playground. 

Instructions 

Your task is to select and specify one particular behavior which 
needs to be changed with this child. ~hen develop a olan, basen 
on behavior management principles and procedures. 
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Intervention Plan 

Turget Behavior Specification: 

, 

Intervention Plan: 
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STUDENT STUDY 1'C/\~l PlWCI~DURES 

In order to meet the gonl of providing appropriate, 

least re~;trictive programming for all children, the sCLlOol 

psychologist offers both direct and indirect Gervices to 

"exceptional" ()nd "non-exceptional" students. The Student 

Study Team appro()ch provides the followin9 levels of service: 

1. Initial Consultotion 
At this L2'Jcl, t~achcrs, principles, or 
porcnts request assistance with a student 
problem. 

a. The referring party cont~cts the school 
psychologist and/or completes a brief 
Initial Referral form 

b. The referring party is cont;Jcted to dis
cuss the problem and to gcnernte posslb~e 
solutions. 

c. Follow-up consultation is provided as 
necessary 

2. Refc~rral to Stud(~nt Stu(ly Team 
The StudC[lt Study 'f'·2.]rll ::i-cr'ves'-a~; a resource in 
the school to aSGist in solving sturlcnt diffi
culties s~ort of a formal Sr~cial Educ~tion 
evaluntion. 'l'hrough this ap[J.i~O:lCll, lW)r<': '-\35is-
tance is made available to tcnchers ~~rliGr in ._----
the refeiral process. 

a. The referring p~rty cont0cts the school 
p~-;ychologi.st and u;qt1E'SCS the assist:lnc~: of 
the Student Study T,:~(~m r.md/oL' cOtnr'ir.:-t.::.?s a 
written Re~erral for ~~~ist~nce form. 

b. A Studont Study T8am meeting is s~h~JuLc~ ~t 
Itlhich tile students' r)::i2~-;Gnt irj(J pr.'jble!n!J and 
possibll~ solution~) to tl10sc pr.oblems ~HQ 
c1 1. s c U :3 ;; e. d • .em i n t c r v e n t ion .i::; ci f~ s i (J nell for 
the student. 



c. The effects of the Student Study Team consul
tation are reviewed formally within a 30-day 
period. Several decisions are possible based 
upon this: 

1) The consultation criteria have been met 
and the consultation is no longer needed. 

2) The consultation criteria have not been 
met and the child is referred for-evalua
tion to consider eligibility for special 
education services. 

3) The consultation criteria have not been 
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met but substantial progress toward criteria 
performance has been made. In this case, a 
second Student Study Team Consultation, not 
to exceed three months, can be initiated. A 
second review meeting will be called to 
evaluate performance of the consultation 
objectives during the second consultative 
period. 

4) The decision to continue beyond the one
month period should be made in cases where: 

a) the child is a primary grade student and 

b) data collected during the Student Study 
Team Initial Consultation period indi
cates that the student will be perform
ing satisfactorily within six months 
from the date of the formal Referral for 
Assistance. 

d. At any time in the process, referral for evalu
ation for possible Special Education placement 

may be considered. 

3. Referral to Evaluate for possible Special Education 
Placement 

a. A decision to refer for possible Special Educa
tion placement will be made at a review meeting. 

b. Parental permission for evaluation will be 
requested. 

c. The referring teacher will be notified regarding 
the progress of the evaluation within 30 calen
dar days after this meeting. 



263 

4. Ac a d em i c Te s tin 9 
The learning disabilities specialists and/or other 
educational specialists will perform necessary aca
demic evaluation. These findings may dictate the 
breadth and scope as well as the ultimate necessity 
of additional psychoeducational assessment. 

5. Psychoeducational Evaluation 
A psychological evaluation will be conductd by the 
school psychologist as indicated by the needs of the 
individual student. 

6. Multidisciplinary Team conference 
A meeting is held with appropriate personnel to dis
seminate evaluation results and develop instruc
tional objectives. 

a. To consider the results of the evaluation 

b. To determine eligibility for Special Education 
or alternative programs 

7. Students Who Are Not Eligible 
Students who are evaluated may be found to be ineli
gible for Special Education services. These students 
should be considered individually for specification 
of an appropriate program within the regular class
room setting. Programming may include additional 
consultation. 
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P S Y C H 0 LOG 1ST 
CON S U LT A T ION 
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STU DEli T 
STU D Y 
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I 
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1. Request for student assistance 

by parent, staff, or student. 

1. Conference l:etl':een School Psy
chologist ,Hid referring party, 

2. Discus" pI'ohlem, possible SO~Li
tions udd/Ol' other actions, 

1. If Step 2 does no t pI'oduce po!: i -
tive, acceptable reslilLs. the pre, 
bleiii is LIi:~n r·~fe"l"(.!d to ~!:Q SL:.1· 
dent Study Teaiii f(lI' selection or 
the Least Resticti','e Al tel'native 
Plan, 

2. Establish 1 revie~ date. 

1. If Step 3 docs not produce posi
tive, acc~ptJble results, an 
evaluation may be m.:!de after 
parent periiiission is obtained rOl' 
review by the Multidisciplinary , __ --'-C.uo uI.<U:{lIlC(lc;c. ________ _ 

,1. At the comlll'::!tion of Slep 4, 
the ~lultidiscilliln.jl'y Conf(!r
ence I'd 11 convene to di SCllS~ the 
eVcl11lllLion.1nd I'ccon::I'!!nd ,1D['lrC1p· 

__ ...j.D.I:hl.l1.!...~Ll 011. _____ _ 



REFERRJ\L TO SClIOOr.. I?S,{ClIOLOGI5T 

Student's Nw~e ______________________________ __ 

Referring Person ____________________________ __ 

Date 

What is the problem? 

The school psychologist is in your Rchool on 

Date 
of nirth 

School 

----------------

------------------
Grilde -----------------

--------------------------
Every ilttempt will be made to contact you within one week. 
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APPENDIX' E . 
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June 14 Student Study Team Training 

Schedule: 

8:00 Check in 

8:20 Complete questionnaires 

9:00 Read Student Study Team handout 

9:10 Videotape presentation 
/ 

9:30 Discussion 

9:45 Break 

10: 15 Activity 

11 :45 Lunch break 

1:00 Vid(!otape presentation 

1 :20 Activity 

2:30 Break 

2:45 Activity 

3:15 Discussion 

3:45 Complete questionnaires 
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STUDENT STUDY TEAM PROCEDURES 

In order to meet the goal of providing appropriate, 

least restrictive programming for all children, the school 

psychologist offers both direct and indirect services to 

"exceptional" and "non-exceptional" students. The Student 

Study Team approach provides the following levels of service: 

1. Initial Consultation 
At this level, teachers, principles, or 
parents request assistance with a student 
problem. 

a. The referring party contacts the school 
psychologist and/or completes a brief 
Initial Referral form 

b. The referring party is contacted to dis
cuss the problem and to generate possible 
solutions. 

c. Follow-up consultation is provided as 
necessary 

2. Referral to Student Study Team 
The Student Study Team serves as a resource in 
the school to assist in solving student diffi
culties short of a formal Special Education 
evaluation. Through this approach, more assis
tance is made available to teachers earlier in 
the referral process. 

a. The referring party contacts the school 
psychologist and requests the assistance of 
the Student Study Team and/or completes a 
written Referral for Assistance form. 

b. A Student Study Team meeting is scheduled at 
which the students' presenting problems and 
possible solutions to those problems are 
discussed. An intervention is designed for 
the student. 



c. The effects of the Student Study Team consul
tation are reviewed formally within a 30-day 
period. Several decisions are possible based 
upon this: 

l} The consultation criteria have been met 
and the consultation is no longer needed. 

2} The consultation criteria have not been 
met and the child is referred for-evalua
tion to consider eligibility for special 
education services. 

3} The consultation criteria have not been 
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met but substantial progress toward criteria 
performance has been made. In this case, a 
second Student Study Team Consultation, not 
to exceed three months, can be initiated. A 
second review meeting will be called to 
evaluate performance of the consultation 
objectives during the second consultative 
period. 

4} The decision to continue beyond the one
month period should be made in cases where: 

a) the child is a primary grade student and 

b) data collected during the Student Study 
Team Initial Consultation period indi
cates that the student will be perform
ing satisfactorily within six months 
from the date of the formal Referral for 
Assistance. 

d. At any time in the process, referral for evalu
ation for possible Special Education placement 

may be considered. 

3. Referral to Evaluate for possible Special Education 
Placement 

a. A decision to refer for possible'Special Educa
tion placement will be made at a review meeting. 

b. Parental permission for evaluation will be 
requested. 

c. The referring teacher will be notified regarding 
the progress of the evaluation within 30 calen
dar days after this meeting. 
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4. Academic Testing 
The learning disabilities specialists and/or other 
educational specialists will perform necessary aca
demic evaluation. These findings may dictate the 
breadth and scope as well as the ultimate necessity 
of additional psychoeducational assessment. 

5. Psychoeducational Evaluation 
A psychological evaluation will be conductd by the 
school psychologist as indicated by the needs of the 
individual student. 

6. Multidisciplinary Team conference 
A meeting is held with appropriate personnel to dis
seminate evaluation results and develop instruc
tional objectives. 

a. To consider the results of the evaluation 

b. To determine eligibility for Special Education 
or alternative programs 

7. Students Who Are Not Eligible 
Students who are evaluaten may be found to be ineli
gible for Special Education services. These students 
should be considered individually for specification 
of an appropriate program within the regular class
room setting. Programming may include additional 
consultation. 
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REFEP.IV'L 1'0 SCilOOL PS'fCI!OLOG I S'J' 

S t uclcn t's N.:l::1e ________________ _ 

f.!eferrinq Person __________ • ___ _ 

Date 

What is the prcb18m? 

Da te 
bE l1irth 

School 

Gru(1c 

-------------

ThQ school psycholoqist is in your r-;chool on _________________ _ 

Every attc;nrt Hill be made to contact you within one! ~Jcck. 
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CONTROL CONDITION LECTURE 1 

The Student Study Team model of psychological service 

delivery which you have just been reading about and which 

many of you have already experienced within the past two 

years in your schools, is one of a variety of approaches 

that can be taken in an attempt to meet the needs of 

children. A number of factors must be carefully considered 

in the implementation of any systematic means for deliver

ing services to students, and in order to fully understand 

and appreciate the issues involved, some important 

background information is needed. 

First, there are some important legal issues which 

impact on all of us involved in the education of children. 

Public Law 94-142, The Education for All Handicapped 

Children Act of 1975, has definitely had the most impact 

on the education of children experiencing any of a wide 

variety of difficulties in school. The purpose of 

P.L. 94-142 is to insure that all handicapped children 

have available to them a free, appropriate public 

education, including, if necessary, special education and 

related services to meet their unique set of needs. Two 

of the elements inherent in this law which are parti

cularly relevant to our topic today, are the notions of 



-the multidisciplinary team and the least restrictive 

environment. 

This legislation and its regulations require that 

decisions regarding whether a student qualifies for 

special education be made by a multidisplinary team and 

that this team use several specific criteria and sources 

~f 'information in arriving at its decision. The 

multidisciplinary team consists of a variety of 

professionals in the school; the exact make-up of this 

team depends upon the nature of the child's problem. It 

usually includes a special education teacher with know-' 

ledge relating to the particular problem the child is 

experiencing, a school psychologist, the school nurse, 
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the speech pathologist if speech or language difficulties 

are present, the principal, and the classroom teacher or 

teachers working with that child. The operation of an 

educational multidisciplinary team is a very important 

concept from a legal standpoint and certainly not a new 

one. Secondly, P.L. 94-142 mandates that all children, 

including those with identified handicaps such as learning 

disabilities, emotional handicaps, physical handicaps, and 

other handicapping conditions, must be educated, to the 



greatest extent possible, with children who are not 

handicapped. This means that removal from the regular 

educational environment can occur only when the nature 
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of the handicap is so severe that education in the regular 

classroom with the use of supplementary aids ~nd services 

~~nnot be satisfactorily achieved. The underlying 

requirement here, of course, is that consistent attempts 

must be made to educate that child within the regular 

classroom. If a student requires special services, the 

Child must still participate in regular classroom 

activities as much as this is possible. 

As classroom teachers, you are well aware of the 

nature of the responsibility this legal requirement 

imposes. It is in the effort to meet these legal 

obligations and the needs of individual children with 

problems that special service delivery models are 

devised and implemented. The Student Study Team model 

is very much in keeping with the letter and the intent 

of the P.L. 94-142. First of all, the typical Student 

Study Team is multidisciplinary. It typically consists 

of the school psychologist, special education teachers, 

the school nurse, a speech pathologist, the principal, 
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and regular classroom teachers. Secondly, a major purpose 

of the Student Study Team approach is to help in effective

ly serving all children, handicapped or not, within the 

l~ast restrictive environment. Although classroom 

teachers can meet the needs of many children With learning 

and behavior problems within the regular classroom setting, 

situations arise when teachers need assistance. In many 

instances, teachers feel that they have no place to turn 

for help. The Student Study Team is a building-level 

system for supporting classroom teachers on a regular 

basis. The ~eams are based on the belief that teachers 

have the skills and knowledge to effectively teach many 

students with learning and behavior problems by working 

together in a problem-solving process. 

Some of the advantages of having such a team operating 

within the school include: 

1. helping teachers work with 

a. children who have unique learning and behavior 

patterns, including gifted and bi-lingual 

children, 

b. children who do not qualify for special 

education, and 



c. ~hildren who are being mainstreamed from 

special education classes. 

2. c.ontinuously improving teachers' skills in 

analyzing and solving classroom problems. 

3. decreasing the time that children an~ teachers 

must wait for consultative input. 

4. increasing the likelihood that the needs of 

children can be satisfactorily met in the 

regular classroom environment, thereby helping 

to meet the "least restrictive environment" 

requirement of P.L. 94-142. 
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In essence, through a broadening of the scope of this 

type of service in the schools, the Student Study Team 

model is designed to serve virtually ~ children in the 

school, whether or not they qualify for special education 

services. The Student Study Team process is designed to 

provide prompt, accessible support to teachers. The first 

step in this process involves initial consultation. This 

occurs when a parent, teacher, or other school staff 

member initially refers a child due to a problem that has 

been occurring. A brief, initial referral form is com

pleted and left for the school psychologist, QL the school 
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psychologist may be contacted directly to begin the 

referral process. After the school psychologist receives 

the intiial referral form, the referring party is contacted 

~o discuss the problem and to generate possible solutions. 

The school psychologist meets with the teache~ as soon as 

possible to carefully identify and analyze the problem 

that has been occurring. Together, the school psychologist 

and the teacher generate a plan to be implemented in the 

classroom. A series of follow-up consultations with the 

school psychologist may be necessary to solve the student's 

problem, but many times the problem can be solved at this 

point, thereby reducing the number of meetings competing 

for valuable teacher time. 

If the informal consultation between the psychologist 

and the referring party does not produce positive~ 

acceptable results, the problem is then referred to the 

next step of the Student Study Team process. The second 

step in this model is to refer the student to the school 

Student Study Team. A team meeting is scheduled, and at 

this meeting, team members discuss the student's presenting 

problems and possible solutions to those problems that 

might not have been raised during the informal consultation 



· I 

279 

process. The purpose of the Student Study Team meeting ;s 

to develop strategies to help the student to become more 

successful in the regular classroom. Essentially, this 

meeting is a brain storming session. The referring teacher 

comes to the Student Study Team meeting prepaied to discuss 

his or her concerns about the student, what remediation 

attempts have been implemented, and where the student 

currently stands in terms of academic achievement and 

social-emotional adjustment. It is important that the 

referring teacher be open to suggestions from the team and 

willing to try to implement their recommendations. The 

Student Study Team meeting should be seen as an opportunity 

for sharing techniques and methods which have been success

ful in the past as well as an avenue for providing 

additional support to a teacher dealing with a difficult 

child. In all cases, the referring teacher has already 

implemented interventions in the classroom independently 

or through consultation with the school psychologist and 

is seeking additional input. This process is most success

ful for those teachers who are willing to learn from their 

colleagues through a give-and-take of suggestions and 

information. The Student Study Team provides an ideal 
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opportunity for professional growth. The other members of 

this team come to the meeting prepared to listen carefully 

to the referring teacher's report and to be flexible in 

modifying suggestions to fit the needs of the referred 

student. The outcome of this meeting should be a number 

of specific suggestions or interventions that can be 

implemented right away to help in solving the student's 

problems. 

After the Student Study Team meeting, follow-up 

consultations are conducted, as needed, either with the 

school psychologist or with the team as a whole to continue 

to monitor and evaluate the student's progress. As this 

process continues, a number of different situations may 

Occur. It may be determined that the student's problems 

have been remediated sufficiently and that no further 

consultation or intervention is necessary. If this is the 

case, plans should be made to gradually withdraw the 

intervention so the possibility of a complete reversal in 

the child's behavior is minimized. A second possibility 

is that the child's situation has improved, but not to the 

point where the intervention is no longer needed. In this 

case, the intervention and the monitoring process should 
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be continued. The other possibility for a particular 

student is that the intervention may not have been success

ful at all. If this is the case, it may mean that the 

intervention should be altered in some way, or it may 

indicate that the most appropriate action is ~o evaluate 

the child for possible placement in special education. The 

Student Study Team would again meet to make this determina

tion. It should be noted at this point that the 

possibility does exist that a child referred to the Student 

Study Team will be experiencing such severe and educa

tionally significant difficulties that a special education 

evaluation is indicated without delay. When this occurs, 

suggestions should still be given to the classroom teacher 

for dealing with the ch"ild, but an evaluation can be 

initiated at the first meeting of the Student Study Team 

as well if that is the decision of that team. 

If a special education evaluation is recommended, 

additional steps in the process mandated by P.L. 94-1~2 

are begun. Parental consent must be obtained, and a 

multidisciplinary evaluation and conference must be 

conducted within 60 days. The multidisciplinary conference 

(MDe) is held to discuss the results of that evaluation 
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and whether or not the child meets the eligibility criterid 

for placement in a special education program. Whether or 

not the child is placed in a special program, education 

within the regular classroom environment will continue to 

some extent, and additional recommendations will need to 

be made for developing an appropriate program for that 

student. An important advantage of the Student Study Team 

approach is that needed suggestions for the regular class

room teacher can be.made very early in the referral 

process, and if a special education evaluation is indicated, 

consultative support is available throughout the entire 

process. If the multidisciplinary evaluation team deter

mines that special education placement is not appropriate, 

the Student Study Team is still available to the classroom 

teacher for consultative input, if necessary, in helping 

him/her to deal with that child's problems for the rest of 

the school year. 

The Student Study Team approach results in a number of 

advantages for everyone involved. For the teachers, the 

number of necessary meetings is significantly reduced since 

all initial referrals do not have to be taken through the 

traditional screening meeting. And, because the ratio of 



evaluations performed to students found eligible for 

special education services is higher, fewer multidiscip

linary conferences are held which result in child 

ineligibility for placement. Perhaps the most beneficial 

feature is one that has already been noted. This is that 

the teacher is able to receive needed consultative input 

much sooner with this approach than has typically been 

possible in the past. 
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For. the student, several advantages are obtained with 

the Student Study Team approach. Intervention is begun 

shortly after the initial referral is made, and therefore, 

progress can hopefully be made much more quickly toward a 

solution for the problem. Assuming the problem is inter

fering with the student's academic progress, this stumbling 

block can be removed as soon as possible in order to 

improve the rate of academic growth. If· the problem is 

one of a behavioral nature, immediate remediation may help 

the student to be more readily accepted by his or her peers 

as we 11 . 

The specalists working in the schools also reap 

benefits from this model. Because many evaluations which 

do not lead to effective interventions or services can 



frequently be eliminated with this approach, more time is 

available to provide direct services to various students, 

work within the regular classrooms, consult with other 

professionals, and conduct in-services. 

Often classroom teachers do not realize that they do 

have many of the skills necessary to work with student 

problems. It is also very important that the classroom 

teacher become aware of the types of consultation services 

available to them and the ways in which they can take 

advantage of them. If a student in your class is having 

a problem you are not sure how to handle, fill out the 

brief referral form for the first step in the Student 

Study Team process so that your school psychologist is 

made aware of this situation as soon as possible. If 

positive changes do not result from informal consultation 

with your school psychologist, you may request further 

assistance from the Student Study Team working in your 

school. You can contact your school psychologist to 

arrange this, or, if you wish, to work with you again on 

this problem on an individual consultation basis. Another 

possibility to be aware of is the opportunity to function 

as a regular member of the Student Study Team in your 
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school. Classroom teachers are needed to work in this 

capacity, and this frequently provides an excellent growth 

experience for all of the professionals that are involved. 

(Adapted from Chalfant, undated, and Franklin, Dunlap & 
Shinn, 1982.) 
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"G R 0 U P E X ERe I S E I" 

I N T ROD U C T ION 

As members of a Multidisciplinary Team, a great deal of com-

munication is essential. We are now going to participate 

in a group exercise that allows us to meet four important 

objectives: 

1. To understand the barriers to effective communication and 
to explore ways of eliminating some of these barriers 

2. To increase the ability to listen and to understand an
other person 

3. To increase sensitivity to other than verbal modes of 
communication and, 

4. To give feedback to group members on their personal com
munication style * 

A rational mechanical view of the process of communi
cation could be depicted in the following manner: 

Person A --------------------- Person B 

In other words, A says something to Band B hears what A 

said. In reality, however, communication is seldom this 

simple. Communication is much more than just the words that 

flow between people. All behavior conveys some message 

it is a form of communication. In the broadest sense, when 

we study the concept of interpersonal communication we must 

examine interpersonal relationships in general. 
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In the example of the rational mechanical process depic

ted, person A brings to the interaction with person B much 

more than just the content of the message he wishes to con

vey. He brings himself as a person. Person A has an image 

of himself as a person and to varying degrees of specificity 

and intensity (it may.be a first impression) he also has a 

set of attitudes and feelings toward person B. The message 

to person B, therefore, in addition to a certain content, 

may well contain some cues as to who A feels he is as a per

son (e.g., confident and secure versus tentative and wary), 

how A feels about B as a person (e.g., warm and receptive 

versus cold and uncaring), and how A expects B to react to 

his (A's) communication. 

This picture becomes somewhat more complex when we rea

lize that A may be only partially aware of all that he may be 

communicating to person B. This can create what Warren 

Bennis has called an "arc of distortion" A communicates 

something to B that he did not intend, B reacts to this unin

tended communication and confuses A, who may not understand 

why his intended communication was responded to so strangely. 

A common example of this is the boss, who, unaware of his 

threatening tone of voice, asks for his employees' honest op

inion of his actions. He is surprised at his employees' lack 

of candor. 

The focus thus far has been upon A -- the sender of the 

communication. A mirror image is operating with respect to 
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person A. All that A communicated (intended or otherwise) 

will be received by B through his set of perceptual filters. 

Bfs response to A will be partly a function of what B 

heard. Listening is a selective process 

want to hear and what we expect to hear. 

we hear what we 

In the case of interpersonal communication, one's very 

presence in the situation can have an impact on the nature of 

the interaction. Talking to a rock is a static process be

cause a rock does not react; talking to another person is a 

dynamic process because the other person does react and that 

reaction influences our future reactions. 

To successfully improve the ability to communicate with 

others, it is essential to understand the gaps in our com

munication with others. The most effective way to do this is 

for others to provide us with feedback about what they heard 

us say (both the words and feelings) and how it affected them 

(the impact it had). We can then compare the "intended ver

sus the actual" consequences, and be in a better position to 

change our communication behavior. The crucial issue here is 

not that there is one right style of communicating, but one 

of congruence: Am I communicating what I want to be com-

municating? Are my words and actions consistent with my 

feelings or am I "managing" my communications in ways that I 

don't realize? 
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Feedback is one way of helping other people to consider 

changing their behavior. (Remember, all behavior conveys 

some message and is, therefore, a form of communication.) It 

is communication to a person (or group) which gives that 

person information about how he affects others. As in a 

guided missle system, feedback helps an individual to keep 

his behavior "on target" and thus to better achieve his 

goals. Feedback that can help another person improve has the 

following characteristics: 

1. It is descriptive rather than evaluative. Describing 
one's own reaction leaves the other individual free to 
use it or not to use it as he sees fit. Avoiding evalu
ative language reduces the need for the other individual 
to react defensively. 

2. It is specific rather than general. To be told that one 
is "domineering" will probably not be as useful as to be 
told "Just now, when we were deciding the issue, you did 
not listen to what others said and I felt forced to ac
cept your arguments or face attack from you." 

3. It takes into account the needs of both the receiver and 
giver of feedback. Feedback can be destructive when it 
serves only our needs and fails to consider the needs of 
the person on the receiving end. 

4. It is directed toward behavior that the receiver can con
trol. Frustration is increased when a person is reminded 
of some shortcoming over which s/he has no control. 

5. It is solicited, rather than imposed. Feedback is most 
useful when the receiver has asked for it. 

6. It is well timed. In general, feedback is most useful at 
the earliest opportunity after the given behavior (depen
ding, of course, on the person's readiness to hear it, on 
support available from others, and so on). 

7. It is checked to ensure clear communication. One way of 
doing this is to have the receiver try to rephrase the 
feedback he has received to see if it corresponds to what 
the sender had in mind. 
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8. When feedback is given in a group, both giver and re
ceiver have opportunity to check with others in the group 
on the accuracy of the feedback. Is this one person's 
impression or an impression shared by others? 

Feedback, then, is a way of giving help; it is a correc-

tive mechanism for individuals who want to learn how well 

their behavior matches their intentions i.e., to better 

understand the gaps in communication with others. 

The following exercise is meant to help you get feedback 

on your own style of communicating. The process of giving 

and receiving feedback demands the most in communications 

skills to be effective. 



PRO C E D U R E F·O REX E R CIS E 

For this exercise, the class should split into groups 

of four. (If there are extra individuals, groups of five 

should be formed with two observers.) 

1. One member of the group is selected as an observer. 

2. Place three chairs in a line in front of the observer 
and the other three members each take seat. These 
chairs should be close together. The group now looks 
as follows: 

A B C 

D 

3. A and C are supposed to ignore the fact that the other 
exists; as far as C is concerned, only he and Bare 
seated there. 

4. A and C are to try and get Bls undivided attention in 
a conversation as best they can. A should guard 
against answering CiS questions to B and the same for 
C to A because to repeat, A is to ignore CiS presence 
and C is to ignore Als presence. The observer should 
help to enforce this rule if necessary. (Time: 5 
minutes) 

5. Observer should record observations on Observer Record
ing Form provided. 

6. Repeat steps 1-5 until everyone has had a chance to be 
in each position -- i.e., do the exercise four times. 

7. Discussion: Two quartets should get together (i .e., to 
form groups of eight) to discuss their reactions to the 
exercise (form both the position of observers and par
ticipants) with particular focus on how it felt to be 
in each position. The focus should be on the process 
(how, with what feelings, etc.) of what was communi
cated, not so much the substance (the topic) of what 
was communicated. 
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Clearly, this situation is extreme and highly 

exaggerated. Try to draw out concepts and analogies 

that have wider relevance than this admittedly unique 

situation. 
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INTERPERSONAL COMMUNICATION OBSERVER RECORDING FORM 

Your role during this part of the exercise is important 

since one goal for todayls unit is that individuals get 

feedback on their styles of interpersonal communication. 

In giving feedback during the discussion, try to follow 

the guidelines that were outlined in the Introduction. A 

few suggested dimensions to focus upon are listed here. 

1. Who was more aggressive? Passive? 

2. What methods (verbal, physical) were used by A and C 
to get Bls attention? What methods seemed most 
successful? 
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3. Did B try to satisfy both A and C equally? What did B 
do in response to their efforts? 

4. How did A or C react to being ignored? How did they 
seem to feel in their position? Upon what basis did 
you decide they felt that way? 



5. How did B seem to feel about his position -- enjoying 
the power, concerned about keeping A and C happy, 
withdrawn? 

6. What kinds of nonverbal communication were exhibited 
by each of the three parties? With what effects? 

7. What kinds of motivation did each exhibit? What did 
they do that made you feel that way? 

(Taken from Kolb, Rubin & McIntyre, 1979.) 
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CONTROL CONDITION LECTURE 2 

This afternoon we are going to discuss three aspects 

Of the multidisciplinary team process. First, we will be 

briefly discussing the rationale for the development of the 

multidisciplinary team. Secondly, we will review some of 

the various roles team members assume when engaged in the 

team meetings, and lastly, we will discuss some guidelines 

for effectively conducting a team meeting. 

The multidisciplinary team requirement of P.L. 94-142 

which was discussed this morning, has had a significant 

effect on the delivery of special services within the 

schools. The multidisciplinary team is specified by this 

law as the unit responsible for the evaluation of children 

experiencing difficulties in school. This is done in order 

to minimize the ehances of erroneous classification of 

children. For the most part, the multidisciplinary team 

approach has been welcomed in the schools as a way for 

improving the education of children with special needs. 

Through such an approach, school professionals with 

different perspectives and areas of expertise are able to 

come together in the evaluation of students and share 

information and ideas for effective individual educational 

programming. The effectiveness of this model has been 
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debated by school professionals, and much remains to be 

learned both about team process involved in this decision

making approach and about ways to improve the functioning 

Of multidisciplinary teams. In many respects, group 

decision-making involves expending a great deal more effort 

than would be required with decisions made by individuals. 

Group efforts are justified, however, when the decisions 

to be reached are complex and require several different 

yet complementary skills. It has been found that under 

conditions of decision complexity, group members can often 

supplement one another in terms of information and skill, 

generally resulting in novel and creative solutions to 

problems. (Bray, Coleman & Gates, 1981; Golin & Ducan5, 

1981) 

A multidisciplinary team typically brings together 

personnel who have a wide variety of skills in such things 

as assessment, diagnosis, counseling, behavior management, 

and instruction. It follows that with such skills 

available, the decisions made by a multidisciplinary team 

should be superior to those made by anyone individual on 

that team. In addition, it has been found that people 

tend to do a much better job of carrying out decisions of 

which they have been a part than decisions which others 

have made for them. Regardless of the mission assigned to 

groups, certain principles have been identified which must 

be followed to maximize group performance. Quite simply 



297 

stated, groups must have clearly defined goals, and group 

members must understand what is expected of them and of 

other members functioning in the group. Research has 

shown that without training, groups are frequently no more 

effective in making decisions than individuals. Since 

group functioning is so important within the school setting, 

this afternoon we will be discussing and practicing a few 

very simple techniques designed to better understand and 

facilitate group processes. (Bray, Coleman & Gotts, 1981). 

In order for groups to function, certain roles must be 

filled. These roles tend to fall into three general 

categories: task oriented roles, maintenance oriented 

roles, and leadership roles. Task oriented roles are 

needed to get the job done. Maintenance oriented roles 

help to build and maintain group feeling, and the leader

ship role serves to provide direction for the whole 

process. People who fill these roles are not limited to 

anyone kind of role. The same person may be able to 

fill all three role types. On the other hand, some 

individuals may handle one of these functions much better 

than the others. How an individual relates to others in 

the group situation is very important in determining which 

roles will be assumed by that person. (Chalfant, undated). 

People who take on the work of helping a group get a 

particular job done are assuming task roles. There are 

several specific roles involved under the overall heading 



of task orientation. The initiating role is taken by the 

person who suggests tasks or goals. If the group is 
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without direction, the initiating person often is able to 

define the group's problem and to suggest ideas for solving 

it. The information seeker is the group member who requests 

facts. This person seeks out relevant information about 

some concern of the group and often asks for suggestions 

and ideas. The information giver is the person who has the 

facts to offer. He or she provides information about a 

concern of the group and gives suggestions and ideas for 

problem solution. The clarifier is a person in the group 

who works to clear up any confusion that may exist. This 

is done by interpreting and reflecting ideas and suggestions 

that have been given. A person who pulls related ideas 

together, restating suggestions after the group has dis

cussed them assumes the summarizing role. Often this 

person offers a decision or choice for the group to accept 

Or reject. A person who takes on the role of consensus 

testing checks with the group to see how much agreement 

has been reached. The consensus taker tries to find out 

if the group agrees on a solution to a problem it faces. 

(Chalfant, undated). 

A second series of roles help to build and maintain 

group rapport. These maintenance roles help group members 

feel comfortable together. In this general category, the 

role of encourager involves being ready and willing to 



give others recognition. Expres~ the feelings of the 

group is a role taken by a person who can sense the moods 

of group members and is willing to talk about them. A 

compromiser is often needed to help find a middle group 

that is attractive to those who hold conflicting ideas. 

Another role in groups is assumed by the person who keeps 

communication flowing between all group members and often 

suggests ways in which members can best discuss the 

problems of the group. (Chalfant, undated). 
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Most groups also have a formal or an informal leader, 

although leadership sometimes shifts from one person to 

another. Leaders can either be appointed or they can 

emerge from the group. These responsibilities may include 

re-directing discussion to the problem at hand, time 

keeping, and/or record keeping. 

Not all roles taken by group members are productive. 

Occasionally, self-oriented functions occur within the 

group which serve to block the group's progress. This 

orientation may be characterized by someone who monopo

lizes the discussion or becomes overly aggressive. Group 

members who attack other's comments and ideas do nothing 

to promote the group's purpose. Blocking occurs when 

people become negativistic, resistant, and refuse to 

compromise. Self-oriented roles must be kept in check by 

the task, maintenance, and leadership roles. (Chalfant, 

undated). 
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There are four guidelines which specifically help to 

effectively conduct the multidisciplinary or Student Study 

Team meeting. First, it is important to be supportive of 

the referring teacher's need for assistance. As noted this 

morning, the team procedure is an opportunity for sharing 

techniques and methods which bave been successful in the 

past with other students. In all cases, the referring 

teacher has already implemented a variety of interventions 

in the classroom, independently or through consultation 

with the school psychologist. This teacher is seeking 

additional input. 

Second, ~ttempt to overcome your own need for more 

information, and try to respond to the need of the 

referring teacher. Try to keep your comments limited to 

the point being discussed. Be succinct in your responses 

and contributions since time for these meetings is limited. 

Before raising new points, help other team members explore 

their contributions thoroughly. 

Third, respond appropriately to the responsibilities 

of the leader and to the needs of other team members. 

Included in this is being on time for the meeting. As 

teachers, you all know that almost every minute of your 

work is scheduled, and waiting for late colleagues is 

annoying. 

Fourth and finally, it is important that each team 

member become familiar with the case by listening 



carefully to referral information, identifying the 

student's areas of strength and areas of weakness, and 

considering all suggestions. 
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Because teachers are highly skilled professionals, 

they can be valuable resources in the multidisciplinary 

team process. This process can result in programs designed 

to accomplish specific and positive educational plans for 

students. If the guidelines discussed are utilized 

successfully, a Student Study Team can become a unified, 

cohesive group of people with special skills. Each team 

member is a valuable asset to the multidisciplinary team 

process, and by combining their individual talents, the 

Student Study Team will be a highly effective and 

professional asset to the school. 

(Adapted from Chalfant, undated). 



G R 0 U P E X E R CIS E II 

Introduction 

Today we have had a chance to explore our personal com-

munication styles and listen to some information relating to 

the effective operation of Multidisciplinary Teams. Now you 

will be participating in a group exercise which is designed 

to: 

1. Increase your sensitivity to non-verbal 
communication styles, and 

2. to develop an understanding of the main-
tenance, task leadership or self-oriented 
roles you may assume in a group 

PROCEDURE 

Arrange in groups of five around a table. Each group 

will have 2 or 3 observers. Each group is given an envelope 

with pieces of cardboard for forming squares. Each player 

takes all of the pieces marked with a single letter of the 

alphabet. The task of your group is to form five squares of 

equal size. The task will not be completed until each of you 

has a perfect square of the same size as that held by others 

in your group. 

GOAL 

To have each player form a 6" square. 
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GROUND RULES 

1. You may pass one of your pieces to another player 
at one time. 

2. You may not talk. 

3. You may not gesture. 
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4. You may not touch another person's pieces or take 
them. You may only accept them when they are passed 
to you. 

OBSERVER 

Who was more willing to give away puzzle pieces? 

Did anyone finish a puzzle and then withdraw while others 
struggled? 

HOw many persons in the group were actively involved in put
ting the pieces together? 

How did the group cooperate? 
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What things encouraged people to cooperate with one another? 

What things seemed to block cooperation? 

How is this type of cooperation related to other tasks in 
school? 

(taken from Lawhead & Price, 1982) 
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ROLE CLASSIFICATIONS 

1. Task Oriented Roles 

a . Initiating role 

b . Information seeker 

c . Information giver 

d. Clarifier 

e. Summarizing role 

f. Consensus te s te r 

2 . Maintenance Roles 

a . Encourager 

b . Compromiser 

c. Communication 
Facilitator 

3. Leadership Ro 1 e 

4. Self-Oriented Roles 

Get Job Done 

suggests tasks/goals 

requests facts 

offers facts 

interprets, reflects 

restates 

checks for agreement 

Build and Maintain Group 
Feeling 

gives recognition to others 

finds middle ground for con
flicting ideas 

keeps discussion flowing 

Re-directs discussion; time 
keeping; record keeping 

Monopolizing; aggressiveness; 
resistance; refusal to com
promise 

(adapted from Chalfant, undated) 



G R 0 U P E X ERe I S E III 

Allotted Time: 

Since we now have completed exercises which facilitate 

our awareness of your personal communication styles and you~ 

sensitivity to your nonverbal behavior, you will now parti

cipate in a group exercise which will incorporate all of to

day's information. Keep in mind the possible roles that 

other team members may incorporate in the team process. 

Procedure: 

Divide into groups of six people. Read the description 

of the lunar survival game. You will have 

complete your survival list. 

(source unknown) 
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30 minutes to 
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LUNAR SURVIVAL GAME: LOST ON THE MOON 

You are in a space crew originally scheduled to rendezvous 
with a mother ship on the lighted surface of the moon. 
Mechanical difficulties, however, have forced your ship to 
crash-land at a spot some 200 miles from the rendezvous 
point. The rough landing damaged much of the equipment 
aboard. Since survival depends on reaching the mother ship, 
the most critical items available must be chosen for the 
200-mile trip. Below are listed the fifteen items left 
intact after landing. Your task is to rank them in terms 
of their importance to your crew in its attempt to reach 
the rendezvous point. Place number 1 by the most important 
item, number 2 by the second most important, and so on, 
through number 15, the least important. 

Box of matches 

food concentrate 

50 Feet of nylon rope 

Parachute silk 

Portable heating unit 

Two .45-caliber pistols 

One case of dehydrated milk 

Two 100-pound tanks of oxygen 

Stellar map of the moon's constellation 

Life raft 

Magnetic compass 

5 gallons of water 

Signal flares 

First-aid kit containing injection needles 
308 

Solar-powered FM receiver-transmitter 
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LOST ON THE MOON: Scoring Key 

(15) 
( 4) 
( 6) 

( 8) 
(13) 

( 11) 

( 12) 
( 1 ) 

3) 

9 ) 

(14) 

( 2) 
( 10 ) 
(7) 

( 5) 

Box of matches (little or no use on the moon). 
Food concentrate (supplies daily food). 
50 feet of nylon rope (useful in tying the injured, 
helps when climbing). 
Parachute silk (shelter against sun's rays). 
Portable heating unit (useful only if landed on dark 
side). 
Two .45-caliber pistols (self-propulsion devices 
could be made from them). 
One case of dehydrated milk (food; mixed with water). 
Two 100-pound tanks of oxygen (fills respiration 
nee d) . 
Stellar map of the moon's constellation (one of the 
principal means of finding directions). 
Life raft (its carbon dioxide bottles could assist 
in self-propulsion across chasms and the like). 
Magnetic compass (probably no magnetized poles, thus 
useless). 
5 gallons of water (replenishes water loss). 
Signal flares (Distress call within line of sight). 
First-aid kit containing injection needles (ora) 
pills or injection medicine valuable). 
Solar-powered FM receiver-transmitter (distress 
signal transmitter, possible communication with 
mother ship). 
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