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Abstract: The role of organizational
structure in classroom based early
childhood intervention programs was
explored. Nine characteristics were
identified as necessary components
for an effective system. The operation of
a curriculum evaluation feedback
model which incorporates these nine
components is described and
discussed in terms of the in-
terrelationships among the elements

of the system.
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Exceptional Children

In recent years there has been an iritensive
search for the critical factors which influence
growth and development in disadvantaged
and handicapped preschool children. This
search has explored the problem from all
levels and perspectives. At the classroom
level, new curricula and materials have been
developed and studied, relevant staff charac-
teristics have been identified, and various
theoretical positions have been expressed in
program designs and then evaluated. Indeed,
these are important factors and their selection
and evaluation should be carried out with
considerable care. However, the continuing
analysis of program effectiveness has re-
cently led us to recognize a variety of other
variables which can significantly influence
the success of early intervention, classroom
based programs. In fact, in many instances,
these additional factors appear to constitutea
condition necessary for success.

Taken together, the factors just referred to
are perhaps best described by the term
organizational structure. This, in turn, is
related to the “systems"” concept which is
presently receiving more attention from
special educators (see Lerner, 1973). Essen-
tially, this refers to the explicit and implicit
ways in which the elements of a program are
defined and the ways in which they interact
with one another.

A number of investigators have recognized
the importance of this organizational compo-
nent, although the design and systematic
analysis of formal systems are clearly lack-
ing. For example, in a review of research of
early childhood intervention programs,
Karnes (1973) noted,
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Attention to individual differences, precise
planning, inservice education, parental
involvement, and on-going evaluation ap-
pear to be important components of any
preschool program, especially for the disad-
vantaged and handicapped. (p. 142)

Similarly, Weikart (1972) pointed out the
absolute necessity for daily planning and
supervision. Spicker (1971) also suggested
that common elements of successful interven-
lion programs include assistance by a rese-
arch staff and structure in terms of short and
long term goals and daily lesson planning.

At the National Children's Center we
attempted to design a mode of operation for
the classroom level which incorporated these
and related findings. We identified nine
characteristics an effective system should
contain, and these characteristics will be
elaborated upon as the model is described
more fully. Specifically, we determined that
to be useful a system should be designed to
provide direction, permit the individualiza-
tion of instruction, be adaptable, ensure
accountability, maintain a strong evaluation
component, provide a link to research, be
feasible, provide for teacher training, and be
empirically based.

With this background, then, I would like to
describe the details of an organizational
system for the classroom which has recently
been developed at the Experimental Pre-
school. Although this model was designed
within a behavioral framework, the general
concepts and methods appear to have rele-
vance for a wide range of orientations.

Description of the System
Providing Direction

Conceptually, our program operates at three
levels (see Figure 1). First, a planning level
exists in which all behavioral objectives,
criteria for success, necessary reinforcers,
and instructional sequences for those objec-
tives are mapped out. The specificily of these
objectives may vary, but in this program they
are highly focused. This permits a determina-
tion of baseline levels of performance on these
objectives and placement of the child in the
curriculum accordingly.

The planning level provides direction, the
first characteristic of this system. In this
regard, Weikart (1972) noted that a successful
curriculum is one which guides the teacher by
providing an activity structure which ensures

Behavioral Cri;:: lon Reinforcement Instructional Planni
Objective success System sequence ing
Generalization
- Level I- Level II - e
on-line p—=| cumulative Crm:‘nodn?
data record reached ¢ y
[ Evaluation
Re-program ‘—r
Original
behavioral
r ] objective Re-program
Teacher 2-week Additional
Re-progrom| goals resources
FIGURE 1. Curriculum evaluation feedback system.
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that his energies are not diverted to irrelevant
and presumably nonfunctional interactions.
The structure inherent in the model at the
planning level does in fact insure a constant
focus on relevant interactions and, more
importantly, directs an organized relation-
ship between planning and evaluation. In
addition, the planning level generates a
product which is a public statement of goals
and objectives. In this way the program lends
itself to careful examination and review by
those participating in it and by professionals,
parents, the advisory council, and other
community members. Recent criticisms of
behavioral programs have focused on the
frequent tendency to maintain tangible rein-

lessons but simultaneously record behaviors
as well. The Level I record sheet contains
information which includes the behavioral
objective on which each child is currently
working, an indication of whether criterion
has been reached, and notes on any other
relevant information. During unstructured
periods or related play, social, and cultural
activities, other forms of data collection
procedures are used.

Generally, lessons are presented to a group
of four or five children. However, although
there are questions directed to and appropri-
ate for the group (intended to increase general
attending skills or for children at the same
level), each lesson is actually designed on an
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FIGURE 2. Results of three children working through a particular curriculum at different rates.

forcement systems unnecessarily (Forness &
MacMillan, 1972) and the failure of many to
perceive behavioral interventions as implicit
value judgments (see Winett & Winkler, 1972).
These criticisms underscore the importance
of creating conditions for critical examination
of the program’s objectives.

Evaluation and

Individualization

On the second level, we evaluate our planning
in the classroom by recording the outcomes of
our instructional interactions during each
lesson and nonlesson activity. Level I evalua-
tion (see Figure 1) refers to the recording of
each child's responses to critical probe
questions related to each behavioral objective
during every lesson unit. Of course, this
requires the teacher to not only present
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individual basis with different teacher-child
interactions and separate materials. In accor-
dance with prior planning, the teacher inter-
acts sequentially with the children to provide
and elicit different information from each
member of the group. Consequently, the
curriculum, as translated into specific behav-
ioral objectives, the gathering of baseline
data, the instructional methodology, and the
recording technique are all compatible with
the second characteristic a classroom based
system should contain—a means for individu-
alizing instruction.

Data from each lesson are then transferred
to cumulative records while assessing
whether criterion has been reached at each
point. Figure 2 illustrates the form of the data
generated by this technique. The graph shows
three hypothetical though representative
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results of three children who have worked
through a particular curriculum at different
rates. The numbers on the vertical axis reflect
previously defined behavioral objectives
while the horizontal axis reflects the number
of sessions or lessons. Vertical increments
indicate that the child has reached criterion
on the probe questions for that lesson unit. As
illustrated, child A proceeded quite rapidly
through the 20 steps of the curriculum, never
failing a lesson and frequently reaching
criterion on two or more objectives in a single
lesson period. Child B proceeded at a moder-
ate rate, finding difficulty only at certain
points, while child C learned at a slow rate
with considerable problems at various points
in the curriculum.

The description of a child's progress in the
form of cumulative records readily lends
itself to effective planning and decision
making. An evaluation system which pro-
vides all critical information at a glance is
essential to this function. Inspection of these
records (see Figure 3) permits a rapid determi-
nation of the child's rate of learning, types and
number of specialized programs, the out-
comes of generalization and review probes,
and an immediate identification of any
problem areas. It should also be noted that a
cumulative record exists for each instruc-
tional area. Thus, if a child is working on five
language areas concurrently, five separate
cumulative records are used. Consequently,
this process is consistent with Gallagher's
(1973) notion that for evaluation (another
characteristic of the system) to be valuable in
planning and decision making, it must be an
intrinsic part of the total program.

Teacher Training and Accountability

If criterion is reached on any objective, we, of
course, proceed to the next step. However, if it
has not been reached over a period of time
(three lessons without success is a rule of
thumb), then we enter the third level of our
model, the reprogram level. Here we assess
what is wrong. For example, the reinforcer
may not be sufficient or appropriate, or the
task may be too complex or not sequenced
properly. The reprogram may initially be a
modification by the teacher, following a
procedure similar to Cartwright and Cart-
wright's (1972) diagnostic teaching model.
However, if the problem is persistent or
severe, a short term goal program is designed,
usually intended for a 2 week period.Here an
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inlensive analysis of the situation is con-
ducted, and a step by step program is written
jointly by the teachers and consulting staff.
Following a successful reprogram, we return
to the original behavioral objective.

There are numerous behavior. patterns
unique to each child which are in-need of
attention but are not generally part of a social
or academic curriculum. Whenever a teacher
recognizes such an area of concern and feels it
warrants special attention, an intervention
program is designed within the context of the
short term goal procedure. This technique
provides a simple and immediate means of
adapting the program to attend to subtle
forms of behavior. Furthermore, the short
term goal procedure forms the basis for an
important segment of the inservice training
program, another requirement for a useful
system, supplementing other procedures for
instructing teachers in reinforcement princi-
ples (Hall, Panyan, Rabon, & Broden, 1968;
Rule, 1972).

Specifically, the 2 week goal identifies the
target behavior in objective and measurable
terms as well as the setting and antecedent
events. Additionally, it requires an analysis
of task variables in relation to the child's
current repertoire and is followed by the
development of a step by step behavioral
program. This program includes the process
of collecting baseline data, a definition of the
units and type of measurement (e.g., periodic
probes, time sampling, frequency counts), a
written sequence of instructional procedures,
a statement of the criteria for each program
component, and an identification of the
reinforcers to be used. This information is
then summarized in graph form.

Typically, most of the initial short term goal
programs relate to behavioral and instruc-
tional control. As the year progresses, how-
ever, reprograms for academic objectives in
many areas as well as various social-
emotional programs become the focus of
attention. At the outset, most of the programs
are written primarily by the consulting staff
but as the teachers gradually acquire the
various skills needed to effectively carry out
this procedure, they perform this function.
Consequently, this technique generates ex-
tensive experience in writing, implementing,
and evaluating a wide range of educational
programs.

As this overview has revealed, the interre-
lationships of the elements of our model
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assure accountability at many levels. Care-
fully defined goals and objectives and the
measurement of change are essential to any
notion of accountability (Jones, 1973). Our
planning and evaluation levels require a
continuing assessment of each instructional
activity, as well as provide adecision rule and
method for devising new programs when
difficulty develops. Certainly, the many
issues surrounding the concept of account-
ability are complex and beyond the scope of
this article. However, as the description of our
model suggests, we operate in general agree-

week goal procedure also generales a series of
programs which may be catalogued for future
use or incorporated directly into the program
planning level. Moreover, the redefinition of
behavioral objectives and changes al the
planning stage provide a ready channel for the
input of new conceptual or theoretical ideas.

It was necessary to devise an operational
procedure which guided our activities and
generaled the essential data but did not
interfere with the teacher's instructional
activities or ability to alter an instructional
sequence to take advantage of unexpected
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FIGURE 3. Record of one child.

ment with Jones' (1973) proposal regarding
accountability:

Rather than seek measures of student,
teacher, and school characteristics and
performance for purposes of deciding who
is responsible, the measures be obtained
and the relationships studied to determine
what has been accomplished, and how
the achievement of objectives can be
facilitated. (p. 641)

Adaptability and Feasibility

The concept of accountability is related to
another characteristic of the system, adapt-
ability. Any useful system must be designed to
ensure its own modification as a result of new
inputs. The continuous monitoring of each
child's performance provides ample feedback
for this purpose. In addition, rules for meeting
objectives and reprogramming exist. The 2
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ways to enhance the learning experience.
That is, the system must be feasible. Qur
experience has shown that the data recording
and related planning and evaluation methods
become a natural part of the teaching process.

Research and Empiricism

Blackman (1972) recently described the
general lack of impact of educational re-
search. He argued that this research has been
too far removed from day to day classroom
situations and advocated that researchers
pay more attention to teachers' needs. Our
system has certain characteristics which
relate to this point. By maintaining explicit
behavioral objectives and an evaluation
system, the form of teacher generated prob-
lems generally corresponds more closely to
that which researchers feel is necessary to
conduct their work. The identification of
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persistent problems through continuous eval-
uation and the short term goal procedure
facilitate communication among teachers and
researchers. Moreover, behaviorally based
research methods, such as multiple baseline
designs, are highly compatible with teacher
selected problems and are typically carried
out within the classroom setting. 1 have
described elsewhere aresearch-service model
(Guralnick, 1973) designed to meet these
needs.

Finally, the system must be empirically
based. Although our model was conceived
within a behavioral framework, the adoption
of a particular set of principles is both
unnecessary as well as antithetical to effec-
tive programing. Regardless of theoretical
predispositions, it is safe to conclude that,
fundamentally, educators are all interested in
the influence of environmental variables,
whether these be toys and other materials
adjusted to the child's developmental level or
a more structured didactic approach similar
to the one described here. What [ am suggest-
ing is that these influences be measured in a
manner that permits their evaluation on a
short term basis and, correspondingly, that a
system be maintained to assure the modifica-
tion of activities as a result of these
assessments.

An examination of recent trends in behav-
ioral research and programing reveals that
education is in fact approaching the state of
affairs, as Winett (1973) noted, in which
behavioral programs reflect "a broadly based
model of environmental influences™” (p. 209).
He further pointed out that this conceptual
framework is highly compatible with even
open classroom approaches, since consider-
able structuring of the teacher's role in the
form of individualizing, planning, and assess-
ing actually does take place. Recent research
on the role of ecological factors in the
classroom (Kounin & Gump, 1973) and the
design of day care centers (Doke & Risley,
1972) clearly demonstrate the potential value
of this concept of general environmental
modification. Moreover, the methodology of
behavior modification can be extremely
useful in assessing the outcomes of these
environmental variables while not interfering
with essential classroom functions (Gural-
nick, 1973; Winett, 1973).

Conciuding Comments

At this point we cannot determine the
boundary conditions for the effectiveness of
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our model and I expect that it will undergo
considerable change as new information
becomes available. Suffice it to say that it has
worked successfully for us in a structured
setting. Also, it has generality with regard to
the entire range of handicapping conditions,
since it has been useful for children with
virtually no functional speech or socially
appropriate behaviors to children with no
developmental difficulties whatsoever.
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