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The purpose of this study was twofold. First, to determine if planned

interventions could increase untrained undergraduate students' use of positive and

specific skill feedback while a teaching fundamental motor skill to children who are

disabled. Second, to qualitatively assess the effect of specific verbal feedback on

student motor performance. Six undergraduate students enrolled in the Adapted

Physical Activity and Lab class at Oregon State University served as teachers for 6

children who were classified as having a mild to moderate disability. Teachers were

individually videotaped teaching the same fundamental motor skill each week for 14

weeks in the actual clinic setting. Week 4 teachers were sequentially introduced to the

intervention package which included: (a) defining specific skill feedback and

discussing its role in skill development, (b) a single viewing of a master teacher

videotape, (c) verbally and physically reviewing critical elements of skill being taught,

and (d) reviewing teacher feedback and student motor performance each lesson. A

variation of the single subject, multiple baseline design across subjects was used to



assess the effect of the intervention package on teacher feedback and student motor

performance.

Single subject data analysis techniques indicated untrained teachers were

already using corrective specific feedback while the intervention package developed

successfully increased their use of positive specific skill feedback. In addition,

evidence suggests a positive relationship between teachers' use of specific skill

feedback and student motor performance. Based on these findings, it appears specific

verbal feedback behavior of untrained volunteer teachers can be increased as a result

of the intervention package developed. It is recommended that future studies replicate

this study with a larger number of teachers/students and over a longer period of time.



Effect of Intervention Strategies On Specific
Verbal Feedback of Volunteers and its Secondary

Effect on Qualitative Motor Performance

by

Jeanne E. Gately

A THESIS

submitted to

Oregon State University

in partial fulfillment of
the requirements for the

degree of

Master of Science

Completed December 13, 1991
Commencement June 1992



APPROVED:

Redacted for Privacy
Pras4sor of Exercise and Sport Science in charge of major

Redacted for Privacy
, .

Chair of the Depart of Exercise and Sport Science

Redacted for Privacy
Dean of College of Health and Human Performance

Dean of (

Redacted for Privacy

\J

Date thesis is presented December 13. 1991



DEDICATED TO

Bobby Gately

Leaving home to attend graduate school was especially difficult with the loss of

my brother. In his own silly, competitive, and special way he supported me in

everything I did; especially the idea of graduate school. I wish he were here to see

the final product, and about a million other things too.

We think of you in silence
and make no outward show.

But what it meant to lose you
no one will ever know.

Your golden heart stopped beating
with tender hands at rest.

God broke our hearts to prove
He only takes the best.

To some you may be forgotten
to others a part of the past.

But to us who loved you dearly
your memories will always last.

Nothing can be more beautiful
than the memories we have of you.

To us you were someone special
God must have thought so too.



ACKNOWLEDGEMENTS

The success of this research project can be attributed to several individuals

sharing their ideas, expertise, and most of all their valuable time. I think it would be

fair to say that most of the individuals I have come in contact with at Oregon State

know that I can be a person of very few words. It is my hope that the few words I

share with you here will be just the right ones to not only recognize the contributions

each person has made, but to sincerely thank each one of them.

This project would not have been possible without the participation of two

important groups of people, the children and undergraduate students who volunteered

to participate. The extra effort on part of the parents to consistently bring their

children to clinic and to additional filming sessions was above the call of duty and

most appreciated. The undergraduate students who volunteered to participate brought

enthusiasm, dedication, and a little laughter to each filming session. They made the

unpredictable element often found in applied research much more organized and

manageable, even when things broke or disappeared.

The advice, guidance, and oh so important specific feedback my committee has

given me over the past year has been invaluable. To Drs. Jeff McCubbin, John

Dunn, Barbara Cusimano, and Jodi Engel I give you my sincerest thanks for sharing

your expertise in the field of teacher education and more specifically teaching

individuals who are disabled. I feel honored to have had the opportunity to work with

these individuals in addition to other faculty at Oregon State, who are considered by

many leaders in their respective fields. Special recognition is in order for Drs. Jeff



McCubbin and Barbara Cusimano with whom I have worked with most closely.

Having access to Dr. Cusimano's expertise in the field of teacher preparation was

critical in developing and refining the actual research question. As far as Dr.

McCubbin goes, well, I can probably come up with something good to say.

Truthfully, I can say this project would not be what it is today without the great time

and effort he has put into it. His genuine care and concern for me not only as a

student, but as an individual over the past 2 1/2 years has meant a great deal to me.

One other person associated with the Movement Studies program also deserves special

recognition, Karen Hayden. From the first day I arrived at Oregon State her endless

energy and generous manner were apparent to me. She has been there to lend a hand

to me on more than one occasion. In honor of Karen's work, I think a research

project should be undertaken to better assess how secretaries such as Karen withstand

the years of unorganized, crisis filled students performing theses.

Finally, I wish to recognize the people in my life who are most dear to me,

my family. As a family we have all grown, changed a little, and explored life a little

differently. Yet the values we hold as a family have never changed with love and

respect for one another guiding our way. I feel it is the love and support they have

given me over a lifetime that has made me what I am today. As I sit here writing the

acknowledgements to this research project, I can now answer a question my family

has been asking for a very long time. That question is "are you finished with school

yet?" After 7 years of undergraduate and graduate school I can finally say, "yeah I'm

done . . .for now!"



TABLE OF CONTENTS

Page

CHAPTER 1 INTRODUCTION 1

Statement of the problem 4
Research hypothesis 4
Operational definitions 5
Delimitations 6
Limitations 6
Assumptions 7

CHAPTER 2 REVIEW OF LITERATURE 8

Importance of information feedback 9
Functions of feedback 10
Applied research on feedback theory 11
Research with individuals who are disabled 12
Developing or changing teacher verbal behavior 13
Changing experienced teachers' verbal behavior 15
Changing preservice teachers' verbal behavior 16
Summary 18

CHAPTER 3 METHODOLOGY 19

Preliminary procedures 19
Teacher selection 19
Student selection 20
Teacher/Student assignment 21
Setting and lessons 22
Target behaviors 23
Intervention 24
Experimental design 25
Operational procedures 26
Data collection and analysis 26
Baseline Logic 32
Reliability 34



CHAPTER 4 RESULTS 36

Reliability measures for teacher feedback 36
Teacher performance relative to baseline logic 37
Summary of between adjacent conditions analyses 47
Teacher 1 48
Teacher 2 48
Teacher 3 49
Teacher 4 50
Teacher 5 50
Teacher 6 51
Reliability of motor performance assessments 52
Motor performance of students 53
Summary 59

CHAPTER 5 SUMMARY AND CONCLUSIONS 61

Summary of procedures 61
Summary of findings 63
Implications 67
Recommendations 69

REFERENCES 71

APPENDICES 75



LIST OF FIGURES

Figure Page

1. Teacher 1: Positive specific skill feedback over 3 experimental conditions 39

2. Teacher 1: Corrective specific skill feedback over 3 experimental conditions 39

3. Teacher 2: Positive specific skill feedback over 3 experimental conditions 40

4. Teacher 2: Corrective specific skill feedback over 3 experimental conditions 40

5. Teacher 3: Positive specific skill feedback over 3 experimental conditions 41

6. Teacher 3: Corrective specific skill feedback over 3 experimental conditions 41

7. Teacher 4: Positive specific skill feedback over 3 experimental conditions 42

8. Teacher 4: Corrective specific skill feedback over 3 experimental conditions 42

9. Teacher 5: Positive specific skill feedback over 3 experimental conditions 43

10. Teacher 5: Corrective specific skill feedback over 3 experimental conditions 43

11. Teacher 6: Positive specific skill feedback over 3 experimental conditions 44

12. Teacher 6: Corrective specific skill feedback over 3 experimental conditions 44

13. Student 1: Motor performance of student 1 performing a 1 handed sidearm
strike 56

14. Student 2: Motor performance of student 2 performing a 1 handed sidearm
strike

15. Student 3: Motor performance of student 3 performing a 1 handed sidearm
strike

56

57

16. Student 4: Motor performance of student 4 performing a 1 handed sidearm
strike 57

17. Student 5: Motor performance of student 5 performing the catch 58

18. Student 6: Motor performance of student 6 performing the catch 58



LIST OF APPENDICES

Appendix Page

A: Teacher characteristics 75

B: Teacher questionnaire 77

C: Informed consent and human subjects committee approval 79

D: Student characteristics 83

E: Lesson plan format 85

F: Intervention content 90

G: Data analysis forms 97

H: Reliability teacher feedback 101

I: Teacher feedback data 103

J: Data analysis within and between adjacent conditions 107

K: Reliability of student motor performance assessments 125

L: ABC ICAN score sheets 127



LIST OF APPENDIX TABLES

Table Pane

J-1. Teacher 1: Within condition analysis PS 108

J-2. Teacher 1: Within condition analysis CS 109

J-3. Teacher 1: Between conditions analysis PS/CS 110

J-4. Teacher 2: Within condition analysis PS 111

J-5. Teacher 2: Within condition analysis CS 112

J -6. Teacher 2: Between conditions analysis PS/CS 113

J -7. Teacher 3: Within condition analysis PS 114

J-8. Teacher 3: Within condition analysis CS 115

J-9. Teacher 3: Between conditions analysis PS/CS 116

J-10. Teacher 4: Within condition analysis PS 117

J-11. Teacher 4: Within condition analysis - CS 118

J-12. Teacher 5: Within condition analysis - PS 119

J-13. Teacher 5: Within condition analysis CS 120

J-14. Teacher 5: Between conditions analysis PS/CS 121

J-15. Teacher 6: Within condition analysis - PS 122

J-16. Teacher 6: Within condition analysis CS 123

J-17. Teacher 6: Between conditions analysis PS/CS 124

PS = Positive specific skill feedback
CS = Corrective specific skill feedback



EFFECT OF INTERVENTION STRATEGIES ON SPECIFIC VERBAL
FEEDBACK OF VOLUNTEERS AND ITS SECONDARY EFFECT

ON QUALITATIVE MOTOR PERFORMANCE

CHAPTER 1

INTRODUCTION

Chapter 1 shall introduce the importance of teacher feedback and how

intervention packages have been used to improve physical educators' use of it. This

chapter will also present (a) a statement of the problem, (b) research hypotheses,

(c) operational definitions, (d) delimitations, (e) limitations, and (f) assumptions.

If teaching is defined primarily in terms of its
impact on students, then it is necessary to observe
what is happening to students in order to describe
and evaluate what kind of teaching is being done.
(p. 4)

With these words Siedentop (1991), provided a possible solution to one of the

dilemmas facing teachers today. That is, how to best determine or measure effective

teaching in physical education. Various authors (McKenzie, 1981; Metzler, 1989;

Siedentop, 1991) note that research in teaching has existed as a "serious and

contributing science" within physical education for only the past 10 to 15 years. This

problem is considered even more acute in adapted physical education as pointed out by

the limited research on teacher effectiveness with special populations (Taylor &

Loovis, 1978; Vogler & Depaepe, 1985).

Researchers measuring effective teacher behaviors of adapted physical

educators should not only examine teachers directly, but also individuals who assist
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within the class. The ability of students with disabilities to complete motor tasks is

often inhibited by physical and or cognitive limitations, and at times by a limited

attention span (Wiseman, 1982). Therefore, adapted physical educators on an

increasing basis are recruiting volunteers to further individualize instruction and to

assist students with disabilities in being active and successful in class. Often these

volunteers are untrained and or have little experience working with individuals who

are disabled. Although peer tutors have been used frequently in adapted physical

education settings (Long, Irmer, Burkett, Glasenapp, & Odenkirk, 1980), research

regarding their effectiveness is very limited (Bechtold, 1977; Depaepe, 1982).

Teachers' ability to provide specific skill feedback to students is just one

effective teacher behavior among many that researchers have studied (Cusimano,

1987; Landin, Hawkins, Herbert, & Cutton, 1989; Mancini, Wuest, Vantine, &

Clarke, 1984). Whether in the classroom or gymnasium, teachers are generally

cognizant that feedback is necessary for efficient and effective learning (Kamal &

Gallahue, 1980; Placek & Locke, 1986; Siedentop, 1991). The information learners

receive regarding their performance has been considered by some as the most

important factor in learning a motor skill (Schmidt, 1982; Stallings, 1982). Byde and

McClenaghan (1984) maintain that children with mental retardation frequently have

problems with processing internal as well as external feedback after attempting a

motor skill. Consequently, these children are more dependent upon external sources

of information than their nondisabled peers. According to Dunn and Fait (1989),

students who are disabled learn motor skills in accordance with the same motor
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learning principles as nonhandicapped children, only slower. Dunn and Fait (1989)

also state: "Because students with a disability learn more slowly than do nondisabled

students they require more extensive and intensive motor skill instruction to

compensate for their slower learning rates" (p. 40).

Intervention packages of varying cost and time commitment have been used

successfully to increase experienced as well as preservice teachers' ability to provide

specific motor skill feedback to nondisabled children (Cusimano, 1987; Landin et al.,

1989; McKenzie, 1981; Siedentop, 1991; van der Mars, 1987, 1988, 1989).

Intervention strategies to improve teacher feedback include audio-cuing (van der Mars,

1988), self assessment, goal setting (Cusimano, 1987; McKenzie, 1981), and

describing patterns of positive teaching behavior (Landin, Hawkins, & Wiegand,

1986). In addition to improving teacher behavior, intervention packages have assessed

changes in a number of process variables such as academic learning time in physical

education (ALT-PE), and management time, yet few have examined actual changes in

students' motor performance.

Despite the number of intervention packages developed to improve teacher

feedback, very few strategies have emerged to improve untrained volunteers' ability to

do the same. Generally, it is not possible for adapted physical educators to provide

indepth training to volunteers, however it does seem possible to equip volunteers with

one or two effective teacher behaviors to improve their performance. Adapted

physical educators using untrained volunteers may ask themselves this critical

question, "What type of training can volunteers be afforded to increase their
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effectiveness in teaching situations which will in turn positively impact disabled

students' performance?"

Based on existing literature, it does seem possible to improve both novice and

experienced teacher behavior. How this change in teacher behavior affects student

motor performance is unclear and warrants further exploration. A special motor and

fitness clinic which utilizes volunteers to teach fundamental motor skills to children

who are mild to moderately disabled was used to explore this question.

Statement of the Problem

The purpose of this investigation was twofold. First, to determine if planned

interventions can increase the use of positive and corrective specific skill feedback

given by untrained undergraduate students teaching fundamental motor skills to

children who have mild to moderate disabilities.

Second, to qualitatively assess the effect of teacher verbal behavior on student motor

performance.

Research Hypotheses

Through a planned intervention package, untrained undergraduate student

volunteers will increase their use of positive and corrective specific skill feedback

while teaching a fundamental motor skill to a student who is mild to moderately
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disabled. In addition, as teachers increase their use of specific verbal feedback, motor

performance of children who are disabled will also improve.

Operational Definitions

Six "untrained" undergraduate students served as teachers of children who are

mild to moderately disabled for the duration of this study. Undergraduate students

deemed untrained shall be those who (a) have the ability to identify the critical

elements of fundamental motor skills, (b) have taken Exercise and Sport Science

(EXSS) 311: Motor Learning and Control; (c) are enrolled in Exercise and Sport

Science 444: Adapted Physical Activity Class and Lab; (d) had no experience teaching

fundamental motor skills to children with disabilities.

For the purposes of this study, positive specific skill feedback was

operationally defined as a teacher's verbal response to appropriate student action

which conveys specific, precise information relative to the performance (e.g., nice job

catching with just your hands). Corrective specific skill feedback was defined as a

teacher's verbal response to errors in student performance such that the reaction gives

specific, precise information relative to the performance (e.g., next time try to step

with your other foot as you throw) (Siedentop, 1991).

Children included in this study were classified as those who are mild to

moderately disabled. A more indepth profile will be described later in the

methodology section.
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Delimitations

Findings from the current research project are delimited to the special physical

motor fitness clinic in which this study was conducted. In addition, results may be

further delimited to the untrained volunteers used in the study and to students who are

mild to moderately developmentally disabled.

Limitations

Watkinson and Wasson (1984) identify two realities facing researchers in the

field of adapted physical education. First, the needs of individuals who are disabled

are unique and require personalized instruction and program development. Second,

often times these individuals are integrated into separate and widely dispersed

programs making it difficult to find large homogeneous groups. Therefore, if

research is to be conducted in applied settings, small intact groups may need to be

used where individual gains are measured before, during, and after treatment.

The results of the study may have been affected by the following limitations:

1. "Untrained" teachers were chosen from a pool of undergraduate students

enrolled in EXSS 444: Adapted Physical Activity Class and Lab who volunteered to

participate and met established criteria.

2. Children who are disabled were also chosen by the investigator to

participate in the study. Children selected to participate were those who have shown
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consistent attendance to clinic sessions in the past, and those who have only mild to

moderate disabilities. Mild to moderate disabilities included limitations in cognitive

abilities, attention or behavioral problems, reduced physical or motor skill

performance, as well as behavior problems.

3. A small number of subjects were sampled.

Assumptions

The following assumptions were made:

1. Beyond the scope of a brief questionnaire used to find undergraduate

students with similar backgrounds, it was assumed that all undergraduate students are

of similar backgrounds and teaching experiences.

2. Subjects had limited knowledge of augmented feedback and it's role as an

effective teacher behavior used in motor skill development.
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CHAPTER 2

REVIEW OF LITERATURE

Progress in generating knowledge of what constitutes effective teaching in

physical education can be attributed in part to the increased use of systematic

observation instruments. As the field of pedagogy has expanded, so have the

instrumentation and analyses techniques used to collect and interpret data. This

chapter shall discuss the importance of information feedback, the functions of

feedback, applied research on feedback theory, research with individuals who are

disabled, and techniques used to change teacher verbal behavior.

Siedentop (1991) defined effective teaching as "the artistic orchestration of a

set of highly developed skills to meet the specific demands of a learning setting" (p.

4). In the past, effective teachers were thought of as persons who have a "knack" for

teaching or those highly skilled at a variety of sports. Through systematic

observation, a number of researchers (Harrison, 1987; Metzler, 1986; Vogler,

Cusimano, Darst, 1990) have identified specific teaching behaviors associated with

student achievement. More importantly, it is the general consensus among researchers

that not only can these teaching skills be identified but also broken down, practiced,

and learned by those motivated to do so.

The strategy often used in applied research settings to change teachers'

behavior is intervention packages. One of the more effective intervention strategies
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developed is aimed at changing teacher verbal behavior. Intervention packages of

varying time and commitment have been designed to develop or improve teacher

verbal behavior. Changes in teacher verbal behavior have been associated with

process variables (teacher/student behavior) such as increased student participation,

though less frequently motor performance.

Importance of Information Feedback

A fundamental task of teaching physical education is to develop educational

experiences to increase students' skill level in a variety of sport and leisure activities.

Researchers have indicated that the information learners receive regarding their

performance can be considered the most important variable for learning motor skills,

excluding high levels of active learning time (ALT-PE) (Bilodeau, 1966; Kamal &

Gallahue, 1980; Siedentop, 1991).

Feedback is generally defined as "information generated about a response that

is used to modify the next response" (Siedentop, 1991, p. 7). Early research in the

area of motor learning suggests that if a learner cannot independently obtain

information regarding their attempt, essentially no learning is taking place. Therefore,

some type of external information or knowledge of results must be provided to inform

the learner of errors in performance (Bilodeau, Bilodeau, & Schumsky, 1959; Placek

& Locke, 1986; Trowbridge & Cason, 1932).
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Functions of Feedback

Kamal and Gallahue (1980) have identified three basic functions of feedback.

Feedback, whether intrinsic or extrinsic, may be informational, reinforcing, and/or

motivational to the learner. To determine which of the functions a learner is using at

any one time in an instructional setting would be impossible. The nature and extent of

interaction among these variables is not known (Kamal & Gallahue, 1980).

Feedback that is primarily informational is best described by Adam's Closed

Loop System. This theory is based on an error detection system in which

"information generated by the production of a response is fed back into the system to

help detect and correct any errors in the movement" (Kerr, 1982, p. 43). In addition

to Adam's closed loop theory, Schmidt (1988) identified knowledge of results or

augmented feedback as a source of information necessary for learning to occur.

Reinforcement theories of learning developed by Skinner (1938) and Hull

(1943) proposed that feedback directed toward the learner may be interpreted as either

rewarding (positive) or punishing (negative). Skinner's operant conditioning uses

rewards to reinforce behavior making future occurrences of that behavior more likely

to occur thereby, strengthening the response. A negative feedback statement will tend

to decrease incorrect responses exhibited by the learner (Kerr, 1982).

Informational feedback can serve as a strong motivator for learners. Highly

motivated performers will not only be more alert and interested in the activity but also

will practice more frequently, longer, and with greater intensity than those less
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motivated. Although motivational feedback may be classified as a performance

variable that will most likely decrease when feedback is withdrawn, it can be

indirectly linked to learning variables (Schmidt, 1988).

Applied Research on Feedback Theory

Research on the development of feedback theories using continuous gross

motor tasks is virtually nonexistent (Kamal & Gallahue, 1980). In most applied

settings it is difficult to control the type, timing, and receptivity of feedback in

dynamic situations such as physical activity. In addition to considering what types of

feedback to present to the learner, developmental aspects of feedback and skill level of

the learner must be taken into consideration. Performance of adults tends to improve

with increases in precise feedback only up to a certain point, with little or no

improvement thereafter (Schmidt, 1988). Research with children indicates that too

much precision can be detrimental to learning. Dickinson (1977) pointed out that

childrens' ability to use feedback as information, reinforcement, or motivation may

depend on the individual's cognitive ability to process the information and to make

correct interpretations.
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Research With Individuals Who Are Disabled

Research indicates motor performance of persons with mental retardation is

generally inferior to non-disabled individuals (Baumeister, 1968; Bruininks, 1974;

Dobbins & Rarick, 1977). A modest amount of research has been directed toward

determining methods of instruction most effective for the acquisition of motor skills in

this population (Byde & McClenaghan, 1984). Children with mental retardation are

often more dependent upon external sources of feedback due to their difficulty in

receiving and processing sensory information (Byde & McClenaghan, 1984). If

teachers are the primary source of feedback for these students, then the types of

feedback and the rate at which it is given warrants further exploration.

Levy (1974) indicated that information feedback (social reinforcement and

knowledge of results) has a great influence on children diagnosed as educable mentally

retarded performing a motor skill for accuracy (rotary pursuit task). Similar findings

were obtained from Stevenson and Cruse (1961) who suggested that rewards and

knowledge of results positively influence motor performance of children with mild

mental retardation.

Contrary to previous work with disabled populations, Byde and McClenaghan

(1984) indicated that various types of informational feedback and reinforcement did

not significantly influence the performance of children with mild mental retardation

performing an anticipation timing task. In addition to their findings the researchers

also reported possible explanations for their results. In summary, Byde and
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McClenaghan (1984) suggested that:

The inability of the retarded subjects to
make significant error corrections with the
various types of feedback provided them
suggest that these cues were inappropriate
for this category of learner or that the
subjects were already performing at their
optimal level (p. 145).

In summary, feedback of some type must be available to the learner if learning

is to occur. Individuals with mental retardation generally do not receive or process

sensory information accurately on their own and require some form of external

assistance. Individuals who are developmentally delayed or disabled require more

precise individual programming to compensate for their slower learning rates. In

addition to providing sufficient practice time for skills to develop, it is critical that

adapted physical educators provide the necessary extrinsic feedback appropriate for the

age and skill level of the learner.

Developing or Changing Teacher Verbal Behavior

Several methods exist to develop effective teacher behavior in novice or

preservice teachers. Among these methods are peer teaching, microteaching,

reflective teaching, and small group teaching in a real setting. Preservice teachers

generally have a supervisor to instruct and provide valuable feedback to guide and

improve their teaching. Teachers with experience working in the field do not always

have the benefit of a co-worker or supervisor to assist in evaluating their teaching.
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Change in experienced teachers' behavior may only take place when the individual

takes the initiative or when an outside person comes in. Changing or developing

teachers' behavior is not a tremendously difficult or painful task. Most often the

easiest way to change a teacher's behavior is to make them aware of what they are

doing, make suggestions on what to change, how to change it, and to make the

teacher part of the decision making process. A method frequently used by researchers

to change teacher behavior is through intervention strategies developed to fit the

teacher, the situation, and the problem. Teachers who do not agree with the criteria

used for evaluation, usually reject the feedback and do not change their teaching along

the lines suggested (Grant, Ballard, & Glynn, 1990; McNeil, 1971; Tuckman &

Oliver, 1968).

Several texts dedicated to developing effective teacher behavior identify

feedback not only as an important factor in learning but also as a tool under-utilized

by teachers. After reviewing an extensive data base of physical education teaching,

Cheffers and Mancini (1978) found that teachers provided only forty five feedback

statements per thirty minute class, approximately 1.5 per minute. Fifty three percent

of all feedback statements were evaluative ("nice job"), providing no prescriptive or

descriptive information (Placek & Locke, 1986). Contributing to this dismal picture,

Siedentop (1991) identified corrective feedback as the "predominant method for

reacting to skill and strategy behavior" (p. 57). Pedagogists now advocate the use of

frequent teacher responses to what students do correctly, more specific information,

and such time efficient forms of feedback such as group directed feedback
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(Placek & Locke, 1986).

Changing Experienced Teachers' Verbal Feedback

Various intervention packages aimed at changing the verbal behavior of

experienced physical education teachers have been developed and used with varying

success. In addition to measuring change in verbal feedback of teachers, some

interventions have measured an additional process variables such as ALT-PE, and off-

task behavior of students.

Good and Brophy (1974) sought to assess the effect of a single interview with

teachers to change their behavior toward both target and nontarget students. Upon

receiving information of previous interactions with targeted students, teachers were

able to change both quantitative and qualitative aspects of teaching toward those

students. These researchers hypothesized "feedback on observational data would be

more acceptable to teachers than the feedback they usually get from supervisors" (p.

391).

The use of audio-cuing has been used to change the verbal behavior of

experienced teachers. van der Mars (1988) used audio-cuing to successfully increase a

teacher's use of positive skill feedback. It was not successful however in increasing

and maintaining the use of positive behavior feedback or decreasing management time.

van der Mars (1989) again used audio-cuing to increase the use of specific verbal

praise directed toward three second- grade students. It was concluded that specific
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verbal praise was successful in decreasing off-task behavior of the three identified

students.

Grant, Ballard and Glynn (1990) examined the relationship between feedback

provided to teachers and the quality and quantity of motor on-task behavior of high,

medium, and low achievers. During intervention, the researcher provided teachers

with objective feedback about lessons in the form of graphic representations of student

behavior, successful and unsuccessful trials performed, time line showing the pattern

of lesson context, and a summary of anecdotal records. Results indicated motor on

task behavior (measured by Ohio State ALT-PE) can be increased by providing

teachers with objective information of classroom activities.

Cusimano (1987) and McKenzie (1981) used feedback and goal setting to

change teacher verbal behavior. Cusimano's intervention consisted of a training

session, self assessment, goal setting, practice, and feedback, while McKenzie's

involved a 5 minute meeting immediately after the lesson was taught. Both research

projects were successful at increasing the use of specific feedback.

Changing Preservice Teachers' Verbal Feedback

Preservice teachers are commonly afforded the opportunity to initially practice

their teaching skills in a more controlled setting. Preservice teachers who receive

quality feedback and are successful in microteaching situations will most likely be

successful in real world settings. A series of studies conducted by Landin (1986,
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1987, 1989) demonstrated how various interventions were used to change the rate and

quality of skill feedback statements used by preservice teachers.

Landin, Hawkins, & Wiegand (1986), initially sought to increase the rate of

positive skill feedback through an intervention of describing patterns of positive

teaching behavior. This intervention was only modestly effective and led to further

research in designing interventions to improve feedback of preservice teachers.

Landin, Hawkins, Herbert, & Cutton (1987) developed an intervention package which

provided instruction on generic forms of feedback (non-specific, specific information,

and specific value feedback) to increase the rate and quality of skill feedback. The

intervention was successful in raising the rate at which teachers provided feedback,

however it was determined that preservice teachers needed a more indepth knowledge

of the skill to provide more complex levels of feedback (specific information and

specific value). Landin, Hawkins, Herbert, & Cutton (1989) assessed the

effectiveness of an intervention containing information of the critical elements of the

skills on preservice teachers' ability to provide specific skill feedback. Researchers

found this intervention effective in not only raising the rate of feedback but also the

quality of feedback statements related to skill. In each of the studies above, a

question still remains in regard to the teachers' ability to diagnose the performance

and to accurately prescribe improvement.

Hartman (1989) examined the amount and quality of augmented feedback

exhibited by preservice physical education majors during instructional phases of

adapted physical education laboratory experiences. Results indicate a relatively brief
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systematic observational training program of 3 hours successfully increased preservice

physical education teachers' augmented feedback behavior. The systematic training

program consisted of 1 1/2 hours of discussion and the same amount of time spent

viewing previous lessons and analyzing teaching behavior.

Summary

Researchers have indicated that the informational feedback learners receive

regarding their performance can be considered one of the most important variables in

learning a motor skill (Bilodeau, 1966; Kamal & Gallahue, 1980; Placek & Locke,

1986; Siedentop, 1991). In addition, Byde and McClenaghan (1984) found that

children with mental retardation have a greater dependency on external feedback due

to difficulty in receiving and processing sensory information. A number of

intervention packages have been used with experienced and preservice teachers to

change teacher verbal behavior. Intervention packages reviewed were developed for

various purposes and met varying degrees of success. Few researchers (Hartman,

1989) have investigated the ability of adapted physical educators or untrained

volunteers, to provide feedback to students with disabilities and its subsequent effect

on motor performance.
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CHAPTER 3

METHOD

The method and procedures for this study were divided into two sections:

preliminary procedures and operational procedures. Preliminary procedures include

subject selection, student/teacher assignment, teaching setting, target behavior,

intervention, and research design. Operational procedures describe data collection, data

analysis, and reliability.

Preliminary Procedures

Teacher Selection

Six undergraduate students attending Oregon State University (OSU) served as

teachers in this study (Appendix A Teacher Characteristics). Frequently undergraduate

students participating in the OSU Special Physical and Motor Fitness Clinic often have

not had the benefit of teaching theory classes nor the experience of working with children

who are disabled. However, for the purpose of this study, undergraduate students were

referred to as teachers. Teachers were chosen from Exercise and Sport Science 444:

Adapted Physical Activity Class and Lab winter term. An informational questionnaire

completed by potential teachers identified prior educational experiences (practical or field
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experiences), and theoretical courses taken related to instruction of fundamental motor

skills to children with disabilities (Appendix B Teacher Questionnaire). The questionnaire

also asked potential teachers to identify the critical elements of four fundamental motor

skills (throw, kick, catch, forehand strike). Teachers selected were those who had

knowledge of the critical elements of the fundamental motor skills identified, had little

or '- no experience teaching disabled children, and those who agreed to participate

(Appendix C Informed Consent).

Student Selection

Six children currently enrolled in the OSU Special Physical and Motor Fitness

Clinic were randomly assigned to an undergraduate teacher for the duration of the study

(Appendix D Student Characteristics). Students included in this study were those who

have shown consistent attendance to the clinic in the past, have only mild to moderate

developmental delays, have not achieved mature performance in fundamental motor skills,

and who agreed to participate (Appendix C Informed Consent). Students' individual

needs were taken into consideration when determining which skill to teach. All students

were assessed approximately 1 month prior to the initiation of the study. All 6 students

were assessed using the ABC ICAN Curriculum to determine current level of

performance. In addition, 4 of the 6 students were assessed using the short form of the

Bruininks-Oseretsky Test of Motor Performance.

Assessments conducted using the ABC ICAN Curriculum revealed all students
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were performing at levels far below mature performance, indicating there would be ample

room for improvement. Students 1, 2, 3, and 4 were assessed by an OSU doctoral

student using the short form of the Bruininks-Oseretsky Test of Motor Performance.

Results indicated students 2, 3, and 4 were performing below norms established for their

chronological age (Percentile Rank of 1 or below, Stanine Scores 1). Recommendations

were made for adapted physical education services with emphasis on fundamental motor

skills. Student 1 was found to be performing within established norms for his present

chronological age in the areas of gross and fine motor ability (Percentile Rank of 54,

Stanine Score 5). A recommendation was made for regular physical education with

supportive services for motor skill areas found to be delayed or difficult. Fundamental

motor skills taught were catching and striking.

Teacher/Student Assignment

Teachers and students were matched using the following procedure. An

alphabetical list was made of students' names and another comprised of teachers' names.

Each list was numbered one to six, one starting with the top name and the last name

numbered six. Student numbers were randomly drawn and assigned to a teacher number.

The first student number chosen was assigned to the second teacher number listed. The

remaining student numbers drawn were assigned to the remaining teachers numbers listed

in order, the last student number assigned to the first teacher number listed.
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Setting and Lessons

Each week teachers conducted their lessons in the actual clinic setting, lessons

were approximately 7 to 9 minutes in duration. The OSU clinic is comprised of

approximately 50 teachers and students who work on both aquatic and fundamental motor

skills on a one-on-one basis. A designated teaching area was established for teachers

participating in the study to ensure adequate teaching space and so the entire lesson could

be captured on videotape. During data collection sessions, teachers gave instruction on

the same fundamental motor skill each week to their student. Lessons were developed

by the investigator using the ABC ICAN Curriculum and were given to the teacher one

day prior to the actual teaching day. The ABC ICAN curriculum provides educators with

a variety of team sports, recreation activities, and fundamental motor skills that are task

analyzed for students of all ages. This study utilized the fundamental motor skills

component of the curriculum for students. Lesson plans included the student's present

level of performance, critical elements of the skill being taught, equipment to be used,

a description of the teaching situation and tasks to improve the student's skill level

(Appendix E Lesson Plan Format).
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Target Behaviors

Through planned interventions, it was the investigator's intent to increase teacher's

use of positive and corrective specific skill feedback and to measure any qualitative

change in student motor performance.

A pilot study conducted by the investigator found similar results to studies

conducted by Cusimano (1987) and Grant, Ballard, and Glynn (1990). Through

intervention it was possible to improve preservice teachers' ability to produce specific

skill related feedback. The pilot study also revealed that feedback emitted by teachers

working in the clinic setting was (a) predominantly positive general (e.g. "good job"),

(b) corrective specific, and (c) at times inappropriate given the student's performance.

It appeared teachers lacked knowledge of the critical elements of the skill needed to

analyze the movement and to teach the skill correctly. A study by Landin, Hawkins,

Herbert, & Cutton (1989) found when information regarding the critical elements of the

skill were included in intervention, preservice teachers were substantially more effective

in producing higher rates of quality feedback in a peer teaching setting. Intervention was

successful at increasing teachers use of specific skill feedback and students did make gains

in the area of motor performance.
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Intervention

The purpose of the current intervention was to instruct teachers on the effective

use of specific skill feedback. Intervention sessions also provided additional instruction

regarding the critical elements of the skill they were teaching. Teachers included in this

study received a significantly greater amount of intervention, four to six hours total, as

compared to other studies. For example, interventions developed for experienced

teachers were relatively brief, 1 to 2 hours total (Grant et al 1990; McKenzie, 1981).

Similarly, an intervention developed by Hartman (1989) for preservice teachers working

with children who have disabilities totaled 3 hours. Analyzing motor performance and

providing specific feedback were new skills for these teachers. Therefore, the content

of intervention sessions did not change a great deal from week to week, instead concepts

were taught, practiced and reinforced weekly.

This study employed a multiple baseline design across subjects where intervention

was sequentially applied to teachers. A minimum of three baseline data points were

collected to evaluate the amount of specific feedback being emitted by teachers. Weeks

4, 5, and 6 it was determined which two teachers had the most stable baselines. The two

teachers with the most stable baselines would enter the intervention process. Once

teachers entered intervention they remained there until week 10.

The content of intervention sessions included the following. The investigator met

with teachers to (a) define specific skill feedback, (b) discuss the importance of specific

skill feedback, (c) view a master teacher providing specific skill feedback (one time
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viewing), (d) verbally and physically review critical elements of the skill being taught,

and (e) review teacher feedback performance and assess student motor performance. The

investigator also presented information in the form of graphs and along with the teachers,

set weekly performance goals. Finally, on a weekly basis teachers demonstrated

knowledge of the critical elements they were teaching both verbally and physically

(Appendix F Intervention Content).

Experimental Design

A single subject, multiple baseline design across subjects provided the

experimental design for this study (Tawney & Gast, 1984). The nature of this design

calls for intervention to be sequentially applied to teachers after baseline data has been

collected. Traditional multiple baseline design experiments do not introduce intervention

or subsequent sessions until a steady trend in data is evident. Due to time constraints and

teachers' limited knowledge of feedback, once teachers entered intervention weeks 4, 5,

and 6, they continued on a weekly basis until the final clinic session week 10.

Baseline data was collected on all teacher/student pairs for 3 teaching sessions. The

initial intent of introducing teachers to intervention in pairs of two was interrupted by

circumstances such as teacher schedules and student absenteeism. Week 4 two teachers

entered intervention, week 5 three teachers entered, and week 6 the last teacher entered

intervention. A series of three maintenance checks were performed on 5 of the 6

teacher/student pairs 4 weeks following the last clinic session. Teachers' ability to
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provide specific skill feedback in and children's motor performance was assessed during

this follow up condition. The OSU Special Motor and Fitness Clinic recruits volunteers

each term, therefore it would be unrealistic to attempt to continue this study for more

than one term monitoring teacher behavior. The single subject, multiple baseline design

across subjects was employed to assess the intervention's ability to change teacher

behavior and its secondary effect on motor performance of students. It is the motor

performance of children who consistently participate in clinic that is of most concern to

clinic staff. The slight change in design is supported by Morris (1983) who stated "true

experimental designs are often incompatible with the administrative and environmental

constraints of the school." (p. 330)

Operational Procedures

Data Collection and Analysis

Teachers were videotaped wearing a wireless microphone to transmit sound

directly to a video camera located in a balcony above the teaching area. Videotapes were

reviewed on a weekly basis to code verbal behavior of teachers and to assess motor

performance of students. Event recording was used to record the frequency of targeted

teacher behaviors, positive and corrective specific skill feedback. Frequency of positive

and corrective specific feedback statements were separately converted into rate per minute

by dividing the number of statements by the number of minutes for each lesson. ABC
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ICAN curriculum score sheets in conjunction with videotapes were used to assess the

motor performance of the students on a weekly basis (Appendix G Data Analysis Forms).

Visual analysis of line-graphed data was the primary means of inspecting and

interpreting verbal behavior of teachers. Analysis of graphic data was divided into within

condition and between adjacent conditions analysis formats and performed on both

positive and corrective specific feedback. Criteria for visual analysis of graphic data as

outlined by Tawney & Gast (1984) were used. Criteria included: "(a) the number of data

points plotted within a condition, (b) the number of variables changed between adjacent

conditions, (c) level stability and changes in level within and between conditions, and (d)

trend direction, trend stability, and changes in trend within and between conditions"

(Tawney & Gast, 1984, p. 159).

The "ABC" letter notation system was used to identify conditions within the study.

Baseline conditions were identified as A, intervention was labeled B, and the follow up

condition was labeled C.

Within condition format examines (a) condition length, (b) an estimate of trend

direction, (c) trend stability, (d) data paths within trend, (e) level stability and range, and

(f) level change for both positive and corrective specific feedback (Appendix G Data

Analysis Forms).

Condition length is determined simply by counting the number of data points

plotted in each condition and recording the number in the appropriate column in row 1.

Harvard Graphics (Version 2.3) was used to estimate trend direction for each condition.

Trends were identified as accelerating, decelerating, or zero celeration. In addition, trends
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were identified as improving ( +), decaying (-), or no change ( =). A 15% stability

criterion was used to determine trend stability for each condition. When studying free-

operant behavior, such as frequency of a target behavior, the use of a 15% stability

criterion is generally accepted since the data points fall within the middle or lower range

of ordinate values. When 85 %-90% of the data points fall within the 15% range, the

trend is considered stable (Tawney & Gast, 1984). For each condition the following

procedure was followed to determine trend stability.

1. The highest value within the condition was multiplied by the stability criterion

of .15 resulting in a number representing an acceptable stability range.

2. The number representing the acceptable stability range was divided by 2 in

order to draw an envelope around the trend line.

3. The number of data points within the envelope were divided by the total

number of data points within the condition which resulted in the percent stability. For

each condition, the percent of trend stability was recorded in row 3, trends ranging from

85% to 100% were labeled stable whereas others below 85% were labeled variable.

To determine if more than one data path/trend was present within a condition, the

freehand method of determining trend was used and recorded in row 4. If more than one

trend was present within a condition, trend lines were drawn to best represent those

trends. Trend were also identified as improving (+), decaying (-), or whether there was

zero celeration (=). If only one data path was present in the condition, the trend line

recorded in row 2 was recorded again in row 4.

To determine level stability and range for within condition analysis the following
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procedures were followed.

1. The mean level of each condition was found by adding the values of all the data

points and dividing the sum by the number of data points.

2. Once mean levels were established, the stability criterion used to find trend

stability (acceptable stability range/2) was used again to develop an envelope around the

mean stability level.

3. The number of data points within the level stability envelope were divided by

the total number of data points within the condition to produce the percent stability.

Conditions which reported stability levels of 85% or higher were considered stable

whereas levels below 85% were considered variable. The range of values for each

condition were also reported by listing the lowest value and highest value. Level stability

and range were both recorded in row 5.

To determine "absolute" level change for each condition, ordinate values of the

first and last day of each condition were identified. The smallest value was subtracted

from the largest value and noted as to whether the change was in the direction of

improvement (+), deterioration (-), or no change (=). Level change for each condition

was recorded in row 6.

Between adjacent conditions analysis (Table 2) evaluated (a) the number of

variables changed, (b) change in trend direction and effect, (c) change in trend stability,

(d) change in level, and (e) percent of overlap.

Preliminary steps for completing between adjacent conditions form included

identifying the two conditions to be compared, and appropriately recording the conditions
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in the top row labeled Condition Comparison (Appendix G Data Analysis Forms).

Teacher performance during intervention (B) was compared to baseline (A), and follow

up (C) was compared to baseline (A). The numbers inside the parentheses indicated the

order in which the conditions appeared in the sequence of conditions.

Through careful review of the methods section it was possible to determine the

number of variables changed across conditions. The present study attempted to change

one variable, presence/absence of instruction across 3 separate conditions, within a

multiple baseline design across subjects design.

Change in trend direction and effect was determined by transferring the individual

trend direction for each condition (Within Condition Form) to the conditions being

compared (Between Adjacent Condition Form). Trends were presented in order of

sequence; i.e. baseline trend (A) followed by intervention trend (B) or baseline trend (A)

followed by follow up trend (C). Changes in trend were noted as positive, negative, or

no change.

Changes in trend stability between conditions were reported by entering the

information from the Within Conditions Form row 3 (variable or stable) to the Between

Adjacent Conditions Form to row 3 for the appropriate conditions as they appeared in

sequence.

The absolute change in level between baseline (A) and intervention (B) was

determined using the following procedure.

1. The last value of baseline (A) and the first value of intervention (B) were

determined.
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2. The smallest value was subtracted from the largest value and the difference

reported.

3. It was also noted below whether the change was improving (+), deteriorating

(-), or no change (0). The same procedure was used to determine the absolute change

in level between baseline (A) and follow up (C). Information pertaining to intervention

(B) would be substituted with the follow up (C) information.

The following procedures were used to determine percent overlap between

intervention (B) and baseline (A).

1. Determine the range of baseline data points (lowest and highest values).

2. Count the number of data points in the intervention condition.

3. Count the number of data points included in the intervention condition that fall

within the range of baseline data points.

4. Divide the number of intervention data points that fall within the baseline range

by the total number of data points in the intervention condition. The same procedure was

used to determine the percent overlap between follow up (C) and baseline (A). The

information pertaining to intervention would be substituted with follow up (C)

information.
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Baseline Logic

Baseline logic as described by Johnston & Pennypacker (1980) is a form of

inductive reasoning following a stable or steady rate of responding. The behavior of

interest or dependent variable being measured should exhibit relatively little variation

prior to the introduction of the independent variable. Once a stable baseline has been

established and the introduction of the independent variable has been made, changes in

the dependent variable can be attributed to the independent variable. Johnston &

Pennypacker (1980) described three components of baseline logic: prediction, verification

and replication. Prediction may take place in each of the conditions. In the case of

baseline prediction, the investigator predicts the dependent variable would not change

significantly if it were continued to be measured under the same conditions. Although

there is no set number of data points to determine stability; Baer, Wolf, and Risley

(1968) suggest continuing measurement until its stability is clear. Kadzin (1978) states

when the response rate is zero, or extremely low in sophistication, the dependent variable

can be assumed to be stable and a brief baseline of three or four observations on different

days should be sufficient. Verification is accomplished by: "demonstrating that the prior

level of baseline responding would have remained unchanged had the independent variable

not been introduced" (Risley, 1969). Verification increases the probability that the

observed change in the dependent variable was due to introduction of the independent

variable. A multiple baseline design across subjects allows the investigator to use

subsequent subjects to verify change. The process of verification confirms the original
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prediction made during baseline. Replication refers to repeating the previously observed

change with additional applications of the independent variable to subjects. Baer, Wolf,

& Risley (1968) describe replication as "the essence of believability" (p. 95). Replicating

the change in the dependent variable across subjects accomplishes two things. First, it

reduces the possibility that another variable other than the independent variable was

responsible for the change in the dependent variable. Replicating the change also

suggests the targeted behavior is changeable.

Grant, Ballard & Glynn (1990) made the following statement regarding data

analysis using single subject design:

Although interpretation of results presented for visual
analysis can be made difficult by excessive variability, it is
an appropriate analytical form for reporting data obtained
using repeated measures in a single-subject research design.
(p. 127)

Motor performance was recorded on a weekly basis and qualitatively measured

using the ABC ICAN curriculum score sheets (Appendix G Data Analysis Forms). Score

sheets were shared with teachers during intervention to determine present level of ability

and to determine areas to focus on for next lesson. Student motor performance was also

graphed using Harvard Graphics (Version 2.3) to display the percentage of steps

completed. The amount of steps completed was divided by the total number of steps in

the task analysis.
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Reliability

Observer reliability has traditionally been represented by the percentage of

interobserver agreement (IOA). Observers record the number of occasions where they

are in agreement, divide it by the number of agreements plus disagreements and multiply

the product by one hundred. IOA scores ranging from .90 to .99 are generally

acceptable. However, when two observers agree it does not necessarily mean they are

correct in their observations. Performing a data accuracy check as opposed to calculating

IOA is a better indicator of validity (Cooper, Heron, & Heward, 1987). Two methods

of performing data accuracy checks are video and audiotaping teacher performance.

Maintaining a permanent record of teacher behavior allows the investigator to check the

accuracy of scoring as opposed to observers having a single opportunity to assess

performance.

In the present study, feedback emitted by teachers and motor performance of

students were permanently captured on videotape therefore IOA calculations were not

necessary (Cooper et al., 1987). Twenty percent of the total number of lessons were

selected, using a stratified random sampling method, to determine data accuracy. Prior

research has indicated not all tapes need to be reviewed to determine data accuracy,

twenty percent would be sufficient (Vogler, van der Mars, Cusimano, & Darst, 1990).

The investigator used the Scored-Interval Method of reporting agreement percentages of

data accuracy. It is frequently used in physical education research and is considered the

most "rigorous method of estimating agreement for interval data" (Darst, Zakrajsek, &
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Mancini, 1989). This method of reporting observer agreement looks at not only how

frequently a behavior occurred but also when it occurred. The investigator viewed the

selected tapes and compared the second coding sheet with the initial coding sheet.

Instances where the feedback statements on the second coding sheet matched feedback

statements on the first coding sheet were scored as an agreement. Any instance where

feedback statements on the second coding sheet did not match feedback statements on

initial coding sheet were scored as a disagreement. The formula used to calculate IOA,

(Agreements/Agreements + Disagreements) x 100, was used to calculate data accuracy

percentages. A feedback log was kept by the investigator to record feedback not counted

as positive or corrective specific to minimize observer biases.

Reliability for accuracy of motor performance assessments were also performed

using the Scored Interval Method. Twenty percent of the total number of lessons were

sampled using a stratified random sampling method. Of the 70 lessons taught, 15 lessons

were sampled from the six teachers according to how many lessons they taught. Lessons

were reassessed and occasions where scores on the second assessment sheet matched

scores recorded on the first assessment sheet were recorded as agreements. Occasions

where scores on the second assessment sheet did not match scores on the initial

assessment sheet were recorded as disagreements. The formula

(agreements/disagreements + agreements) x 100 was used to determine observer

reliability.
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CHAPTER 4

RESULTS

The preceding chapters have introduced research regarding effective teacher

behavior, provided a review of current literature, and described the method employed.

Chapter 4 will present the effect of intervention strategies on teacher feedback

behavior and student motor performance.

The following sections are included in this chapter: (a) reliability measures for

teacher performance, (b) summary of teacher feedback behavior in relation to baseline

logic (Johnston & Pennypacker, 1980), (c) a summary of individual teachers' use of

positive specific behavior using between adjacent conditions analysis, (e) reliability

measures for motor performance, (f) motor performance of students relative to teacher

feedback, and (g) summary.

Reliability Measures for Teacher Feedback

As indicated in Chapter 3, the Scored Interval Method of reporting agreement

percentages of data accuracy was used to determine data reliability. Twenty percent

of the total number of lessons taught by each teacher were selected using a stratified

random sampling process and re-assessed according to the scored interval method. A

total of 15 lessons were randomly selected and re-assessed. The percent reliability in
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data accuracy for teacher feedback ranged from 88% to 100% with 93% of the scores

in the 92% to 100% range (Appendix H Reliability Measures for Teacher Feedback).

Teachers' Performance Relative to Baseline Logic

Graphs representing teachers' use of specific skill feedback suggest the

introduction of intervention was responsible for the change in teachers' use of positive

specific skill feedback. Performance graphs also indicate little or no change in

teachers' use of corrective specific feedback upon the introduction of intervention (see

Figures 1 12). Teacher feedback data recorded during baseline demonstrates

teachers' ability to use corrective specific feedback prior to the introduction of

intervention (Appendix I Teacher Feedback Data). Teachers as a group were far more

critical toward student performance than positive toward aspects of the skill performed

correctly. The initial intent of the intervention to increase teachers' use of both

positive and corrective specific feedback changed. It seemed much more crucial to

increase only positive specific feedback than to further increase their use of corrective

specific feedback. Teachers did increase their use of positive specific feedback

dramatically and in some cases reduced their use of corrective specific feedback

making the ratio of positive to corrective feedback more appropriate. Siedentop

(1991) recommends a 4:1 ratio positive to corrective statements to reinforce aspects of

the skill being performed correctly and to build a positive learning environment.

Teachers included in this study improved the ratio of positive to corrective specific
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skill feedback during intervention (B). On the average, teachers provided students a

.8 to 5.5 ratio of positive to corrective specific skill feedback during baseline. During

intervention the ratio of positive to corrective specific feedback improved to 3.7 to 1.

Teachers were able to maintain an appropriate ratio during the follow up (C)

providing a ratio of 4 to 1 positive to corrective.

All six teachers remained in baseline (A) for at least three lessons. Teachers 1

and 2 displayed the most stable baselines and were introduced to the intervention week

four of the study. It should be noted that teacher 3's baseline was more stable than

teacher 2's after the third lesson. Scheduling, however, would not permit teacher 3 to

enter intervention at that time. Intervention had a significant effect in increasing the

rate at which teachers 1 and 2 emitted positive specific feedback during intervention

(B). Significance was indicated as a change in level with 0% overlap of data between

baseline (A) and intervention (B). Teacher 1 used corrective specific feedback less

during intervention as compared to baseline, while teacher 2 continued to use

corrective specific feedback consistently at low levels. The introduction of

intervention to teachers 3 and 4 week 5 of the study, significantly increased (change

in level, 0% overlap in data) their use of positive specific feedback. Intervention had

little effect in changing teachers' 3 and 4's use of corrective specific feedback.

Teacher 5 was delayed in entering intervention due to student absenteeism. Teacher 5

entered intervention week 5, lesson 4. Intervention significantly increased teacher 5's

use of positive specific feedback and only slightly reduced the use of corrective

specific feedback. Prior to teaching lesson 6, teacher 6 received intervention. At this
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time teacher 6 began to emit higher levels of positive specific feedback, noted by a

change in level and 0% overlap in data. The introduction of the intervention however

had little effect in changing the use of corrective specific feedback.
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Figure 1. Teacher l's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 2. Teacher l's use of corrective specific feedback over 3 experimental

conditions.
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Figure 3. Teacher 2's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 4. Teacher 2's use of corrective specific skill feedback over 3 experimental

conditions.
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Figure 5. Teacher 3's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 6. Teacher 3's use of corrective specific skill feedback over 3 experimental

conditions.
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Figure 7. Teacher 4's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 8. Teacher 4's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 9. Teacher 5's use of positive specific skill feedback over 3 experimental

conditions.
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Figure 10. Teacher 5's use of corrective specific skill feedback over 3

experimental conditions.



Rate Per Minute
5

4.6
4

3.5

3

2.5

2

1.6

1

0.6

0
3 4 S 8 7 8 9 10 11 12 13

Weeks

44

Figure 11. Teacher 6's use of positive specific skill feedback over 3 experimental

conditions
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Figure 12. Teacher 6's use of corrective specific skill feedback over 3

experimental conditions.
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Johnston & Pennypacker (1980) identify the three components of baseline logic

as prediction, verification, and replication. After a steady or stable rate of responding

is observed in the dependent variable, baseline logic can aide in determining if the

independent variable was responsible for the change in the dependent variable. It

should be noted that most trends were not considered stable using the method outlined

by Tawney & Gast (1984). Kadzin (1978), however, supports the introduction of the

independent variable and considers the dependent variable very stable when the

response rate is zero, or extremely low in sophistication. Technically, baseline trends

and other trends were not considered stable. Clinically, teachers were emitting

positive specific statements at very low levels, 1 or 2 positive specific statements per

lesson. Therefore, the decision was made to introduce the more stable baselines to

intervention.

Prediction, the first component of baseline logic suggests if intervention had

not been introduced, verbal behavior of teachers would not have changed significantly

under baseline conditions. Week 4 of the study, teachers 1 and 2 did change their use

of positive specific feedback while others continued to emit low levels of positive

specific feedback. Week 5 of the study, teaches 3, 4, and 5 began to emit higher

levels of positive specific feedback while teacher 6 continued to use positive specific

feedback at very low levels. Upon the introduction of intervention week 6, teacher 6

began to use higher levels of positive specific skill feedback. Therefore, evidence

thus far suggests if intervention had not been introduced, teachers would have

continued teaching using little or no positive specific feedback.
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Verification, similar to prediction, proposes that the dependent variable

(teacher feedback) would not have changed had the independent variable (intervention)

not been introduced. Verification simply verifies the initial prediction made.

Teachers 3, 4, and 5, and 6's baselines suggest that teachers 1, 2's baselines would

not have changed without the introduction of intervention. In addition, teacher 6's

baseline suggests that teachers 3, 4, and 5's baselines would not have changed had the

intervention been withheld.

The third and final component of baseline logic, replication, involves repeating

previously observed change with additional applications of the independent variable.

As indicated above, the introduction of the intervention brought about a significant

change in all 6 teachers' use of positive specific feedback on 3 different occasions.

Significance indicated by the change in level with 0% overlap in data.

A total of 70 lessons were taught by 6 teachers; 22 during baseline (A), 36

during intervention (B), and 12 during follow up (C). On the average, teachers

produced .09, 2.0, and 3.0 positive specific statements per minute during baseline,

intervention, and follow up respectively. In addition, teachers produced an average of

.76, .58, and .72 corrective specific statements per minute during baseline,

intervention, and follow up respectively.
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Summary of Between Adjacent Conditions Analyses

Within and between adjacent condition analyses techniques as outlined by

Tawney and Gast (1984) were performed on teachers' use of positive and corrective

specific skill feedback. Tables 1 through 18 found in Appendix J summarize the

findings from each analysis technique (Appendix J Within and Between Adjacent

Conditions Analyses). Information pertaining to teachers' use of positive specific

feedback between adjacent conditions will be discussed here, while data summarizing

their use of corrective specific feedback will not. As previously stated, prior to

intervention teachers were already using corrective specific feedback and intervention

did not attempt to change their use of it. Teachers use of positive specific feedback is

discussed during baseline (A), intervention (B) and, follow up (C) to demonstrate the

overall change. Trends are described in this chapter as (a) accelerating (increasing),

(b) decelerating (decreasing), or (c) zero celeration (level). In addition to describing

direction, trends are identified as (a) improving (moving in a positive direction), (b)

decaying (moving in a negative direction), and (c) stable or variable as outlined by

Tawney & Gast (1980).
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Teacher 1

Teacher 1 was introduced to the intervention process prior to teaching lesson 4.

Performance during baseline (A) produced a stable trend with zero celeration over 3

lessons. A variable, decelerating-decaying trend represents teacher l's use of positive

specific feedback during intervention (B) which consisted of 7 lessons. Teacher 1

produced 2.4 positive specific feedback per minute the first day of intervention (lesson

4) as compared to 0 statements per minute the last day of baseline. A series of 3

lessons were taught by teacher 1 during follow up (C) which produced a variable,

decelerating-decaying trend. Teacher 1 produced 0 positive specific feedback

statements per minute the last day of baseline (A) as compared to 1.57 positive

specific statements per minute the first day of follow up (C). During baseline (A),

intervention (B), and follow up (C) teacher 1 produced an average of 0, 1.61, and

1.75 positive specific statements per minute respectively.

Teacher 2

Teacher 2 was also introduced to the intervention process prior to teaching

lesson 4. Performance during baseline (A) produced a variable trend with zero

celeration over 3 lessons. A variable, accelerating-improving trend represents teacher

2's use of positive specific feedback during intervention (B) which consisted of 6

lessons. Lesson 10 was lost due to a malfunction with the microphone. Subject 2
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produced .77 positive specific feedback statements per minute the first day of

intervention as compared to 0 statements per minute the last day of baseline (A).

Teacher 2 conducted 3 lessons during follow up (C) which produced a stable,

accelerating-improving trend. Subject 2 produced 4.1 positive specific statements per

minute the first day of follow up (C) as compared to 0 statements per minute the last

day of baseline (A). Subject 2 produced an average of .04, 3.0, and 4.3 positive

specific statements per minute during baseline (A), intervention (B), and follow up (C)

respectively.

Teacher 3

Teacher 3's use of positive specific feedback during baseline (A) produced a

stable trend with zero celeration and was introduced to the intervention process prior

to teaching lesson 5. The introduction of intervention resulted in a variable,

decelerating-decaying trend in teacher 3's use of positive specific feedback during

intervention (B) which consisted of 5 lessons. The first day of intervention teacher 3

produced 1.62 positive specific statements per minute as compared to 0 statements per

minute the last day of baseline. Teacher 3 taught 1 lesson during the follow up (C)

portion of this study and produced 2.2 positive specific statements per minute this

lesson. During baseline (A) and intervention (B) teacher 3 produced an average of 0

and 2.2 positive specific statements per minute respectively. Lesson 6 is considerably

shorter than other lessons due to a malfunction with the microphone.
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Teacher 4

Teacher 4's performance during baseline (A) produced a variable, decelerating-

decaying trend and was introduced to the intervention process prior to teaching lesson

5. A variable, accelerating-improving trend represents teacher 4's use of positive

specific feedback during intervention (B) which consisted of 6 lessons. Teacher 4

produced 2.3 positive specific statements per minute the first day of intervention

(lesson 5) as compared to 0 statements per minute the last day of baseline. Teacher 4

taught one lesson during the follow up (C) portion of this study and produced 5.2

positive specific statements. Teacher 4 emitted an averages of .1 positive specific

statements per minute during baseline (A) and 2.5 statements per minute during

intervention (B).

Teacher 5

Teacher 5 began the intervention process week 5, lesson 4. Teacher 5 was

delayed in entering the intervention process due to student absenteeism Teacher 5's

use of positive specific feedback during baseline (A) produced a variable trend with

zero celeration. The introduction of intervention resulted in a variable, decelerating-

decaying trend in teacher 5's use of positive specific feedback over 6 lessons. The

first day of intervention (lesson 4) teacher 5 produced 2.0 positive specific statements

per minute as compared to .12 statements per minute the last day of baseline (A).
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Teacher 5 taught 1 lesson during follow up (C) and produced 2.4 positive specific

statements per minute this lesson. On the average, teacher 5 produced .15 positive

specific statements during baseline (A) and 1.4 statements per minute during

intervention (B).

Teacher 6

Teacher 6's performance during baseline (A) produced a variable, decelerating-

decaying trend over 5 lessons and was introduced to the intervention process prior to

teaching lesson 6. The introduction of intervention resulted in a variable,

accelerating-improving trend in teacher 6's use of positive specific feedback over 5

lessons. Teacher 6 emitted 1.7 positive specific statements per minute the first day of

intervention as compared to 0 statements per minute the last day of baseline. Three

lessons were taught by teacher 6 during follow up (C) and produced a variable,

accelerating-improving trend in the use of positive specific feedback. Teacher 6

produced 0 positive specific statements per minute the last day of baseline (A) as

compared to 1.8 statements per minute the first day of follow up (C). During baseline

(A), intervention (B), and follow up (C) teacher 6 emitted an average of .22, 1.42,

and 2.3 positive specific statements per minute respectively.

Between adjacent conditions analyses was used to summarize teachers use of

specific skill feedback (Tawney & Gast, 1984). Upon the introduction of intervention

all 6 teachers increased their use of positive specific skill feedback. Teachers were
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already using corrective specific skill feedback during baseline and intervention did

not attempt to increase or decrease their use of it. Most feedback trends within each

condition were considered variable according to the method outlined by Tawney &

Gast (1984). The percent overlap between intervention and baseline data for positive

specific feedback however, was 0 for all 6 teachers. In addition, the percent overlap

in data for positive specific feedback between follow up and baseline was also 0 for

all 6 teachers.

Reliability of Motor Performance Assessments

The Scored Interval Method of reliability was also used to determine data

accuracy of motor performance assessments. As indicated in Chapter 3, 20% of the

lessons students participated in were randomly selected and re-assessed. A total of 15

lessons were sampled using a stratified random sampling process and re-assessed

(Appendix K Reliability Motor Performance). Appendix K lists for each subject the

(a) skill taught, (b) lessons re-assessed, (c) total number of steps in skill, (d) number

of agreements, (e) number of disagreements, and (f) percentage of data accuracy.

Reliability measures for data accuracy of motor performance of students ranged from

88% to 100% with 93% of measures ranging in the 92% to 100% range.
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Motor Performance of Students

As indicated in Chapter 3, student motor performance was assessed on a

weekly basis using the ABC ICAN Curriculum (Wessel & Kelly, 1986) (Appendix L

ABC ICAN Score sheets). In addition to individual ABC ICAN Curriculum score

sheets (Wessel & Kelly, 1986), graphs representing the percentage of steps completed

were developed on a weekly basis using Harvard Graphics (Version 2.3). Motor

performance graphs presented show the percentage of steps completed by each student

on a weekly basis (see Figures 13 18). Overall gains made in the area of motor

performance are reported in Table 19 and summarize the percentage of steps

completed within each condition. Students 1, 2, 3, and 4 practiced the forehand strike

weekly, while students 5, and 6 practiced catching. The ABC ICAN Curriculum task

analyzed the forehand strike into 13 subtasks while the catch consists of 9 subtasks.

Criteria for entering intervention was based solely on each teacher's use of positive

specific skill feedback. Each week it was determined which two teachers had the most

stable positive specific feedback baselines. The teachers with the most stable

baselines would enter the intervention process while others would continue to perform

without instruction. Students entered the intervention process the same time their

teacher entered, regardless of their motor performance baseline. To varying degrees,

all six teachers included in this study increased their use of positive specific skill

feedback upon the introduction of intervention. The following summarizes student

motor performance during baseline (A), intervention (B) and, follow up (C).
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Since teachers 1 and 2 had the most stable baselines for positive specific skill

feedback, students 1 and 2 were the first two students to enter intervention. Prior to

the introduction of intervention, students 1 and 2 began to improve their performance.

It is difficult to determine if these two students would have continued to improve

without increases in positive specific skill feedback or if specific skill feedback did in

fact enhance their ability to perform. Students 1 and 2 both participated in 7

intervention lessons and 3 follow up lessons. Student 1 began to make performance

gains week 5 and continued to perform at or above that level throughout intervention

and follow up conditions. Student 2 continued to perform at approximately the 75%

level during baseline and intervention. Performance continues at that same level the

first lesson of follow up (C) but begins to decay the final 2 lessons.

Students 3 and 4 entered the intervention process week 5, lesson 5. Prior to

the introduction of intervention both students displayed stable motor performance

baselines for striking. Students 3 and 4 both participated in 5 intervention lessons and

I follow up lesson. The first two intervention lessons for student 3 are marked by

slight performance gains while the remaining three indicate increasingly greater gains.

Student 4 shows no immediate performance gains two weeks following the

introduction of intervention. Performance does improve the remaining 4 weeks of

intervention where student 4 completes well over 60% of the steps as compared to

below 45% previously recorded. Students 3 and 4 both completed a higher percentage

of steps during follow up (C) as compared to baseline (A).

Teacher/student 5 were delayed in entering the intervention process due to
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student absenteeism. Similar to students 3 and 4, student 5 also had a stable motor

performance baseline prior to entering the intervention process. Initially, motor

performance of student 5 did not change upon the introduction of intervention. Week

5 motor performance increased from approximately 30% to over 40%. Performance

continued at this level through intervention and during the only follow up lesson.

Teacher/student 6 remained under baseline conditions the longest of all

teacher/student pairs, a total of 5 weeks. Student 6 completed approximately 10% of

the steps included in the catching task analysis the entire baseline period. Upon the

introduction of intervention student 6 made distinct increases in the percentage of steps

completed. During 4 out of 5 intervention lessons, student 6 was able to complete

over 30% of the steps with one lessons reaching over 40%. Student 6 was also able

to complete approximately 40% of the steps during each of the 3 follow up lessons.

All students completed a higher percentage of steps during intervention (B) and

follow up (C) conditions as compared to baseline (A). Motor performance data

collected on a weekly basis during intervention did not overlap with data collected

weekly during baseline (B) for all 6 students. Motor performance data collected

weekly during follow up (C) also did not overlap with data collected weekly during

baseline (B) for 5 out of 6 students. Student 2's motor performance during two

follow up (C) lessons overlapped with performance recorded during baseline (B).

Therefore, if the only difference between baseline and intervention/follow up

conditions was the presence or absence of positive specific skill feedback, evidence

would suggest teachers' increased use of positive specific skill feedback had a
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beneficial effect on student motor performance.
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Figure 13. Motor performance of student 1 performing a 1 handed sidearm

strike.
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Figure 14. Motor performance of student 2 performing a 1 handed sidearm

strike.
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Figure 15. Motor performance of student 3 performing a 1 handed sidearm

strike.
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Figure 16. Motor performance of student 4 performing a 1 handed sidearm

strike.
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Table 1

PERCENTAGE OF STEPS COMPLETED WITHIN EACH CONDITION

Student

A

Conditions

CB

1 36% 57% 89%

2 56% 75% 70%

3 33% 57% 67%

4 42% 64% 92%

5 33% 42% 44%

6 11% 35% 44%

Summary

The reliability measures for teacher feedback data and student motor

performance were both calculated using the Scored Interval Method of data accuracy.

Reliability measures for teacher feedback data and student motor performance ranged

from 88% to 100%.

Single subject data analysis techniques were utilized to determine the effect of

intervention on teachers' ability to provide specific feedback to students and its

secondary effect on motor performance of students (Johnston & Pennypacker, 1980,
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Tawney & Gast, 1984). Evidence suggests the systematic introduction of intervention

to teachers did increase their use of positive specific feedback with little or no change

in corrective specific feedback. Prior to intervention, teachers were using corrective

specific feedback in an attempt to correct errors in performance with little or no use of

positive specific feedback.

Motor performance was assessed on a weekly basis using the ABC ICAN

Curriculum (Wessel & Kelly, 1986). In addition, graphs representing the percentage

of steps completed were developed on a weekly basis. All students made motor

performance gains in the skill they were taught, either catching or striking. All

students completed a higher percentage of steps during intervention (B) and follow up

(C) as compared to baseline (A). Therefore, evidence presented would suggest a

positive relationship between teachers' ability to provide specific skill feedback and

student motor performance gains.
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CHAPTER 5

SUMMARY AND CONCLUSIONS

The purpose of this study was twofold. First, to determine if planned

interventions could increase untrained undergraduate students' use of positive and

corrective specific skill feedback while teaching fundamental motor skills to children

who have mild to moderate disabilities. Second, to qualitatively assess the effect of

teacher verbal behavior on student motor performance. This chapter includes (a) a

summary of the procedures, (b) a summary of the findings, (c) implications, and (d)

recommendations for future studies.

Summary of Procedures

Three male and three female undergraduate students enrolled in an Adapted

Physical Activity Class and Lab (EXSS 444) at Oregon State University (OSU) served

as teachers in this study. An informational questionnaire was used to select teachers

who (a) had similar practical or field experiences, (b) little or no experience working

with children who have disabilities, (c) had knowledge of the critical elements of

selected fundamental motor skills, and (d) who agreed to participate. Children

included in the study were those who (a) had shown consistent attendance at the OSU

Special Physical and Motor Fitness Clinic, (b) were identified as having a mild to
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moderate developmental delay, (c) have not achieved mature performance in

fundamental motor skills, and (d) agreed to participate.

During baseline (A), intervention (B), and follow up (C) teachers were

videotaped instructing their assigned student on a weekly basis. The same

fundamental motor skill was taught each week within the actual clinic setting.

Lessons were reviewed on a weekly basis to assess teachers' use of positive and

corrective specific skill feedback and student motor performance. Weeks 4, 5, and 6

it was determined which two teachers had the most stable baselines for positive

specific skill feedback. The two teachers with the most stable baselines entered the

intervention process while others continued to teach under baseline conditions. Once

teachers entered intervention they continued receiving instruction until week 10. After

intervention (B) concluded week 10 of the study, there was a three week break from

teaching until follow up (C) lessons were initiated. Teachers were provided only a

lesson plan to conduct their follow up (C) lessons, no additional instructions or

feedback from the investigator. A total of 7 intervention sessions were developed by

the investigator and included: (a) defining specific skill feedback, (b) discussing the

importance of specific feedback, (c) a single viewing of a master teacher videotape,

(d) verbally and physically reviewing critical elements of the skill being taught, (e) a

review of teacher feedback performance, and (0 assessing student motor performance

each lesson (Appendix F Intervention Content).

A single subject, multiple baseline design across subjects was employed to

determine the effect of intervention strategies on teachers' use of positive and
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corrective specific verbal feedback and its secondary effect on motor performance of

students. Criteria for visual analysis of graphic data as outlined by Tawney and Gast

(1984) were used to evaluate teacher feedback behavior. Within and between adjacent

condition analyses were performed on both positive and corrective specific feedback.

In addition to ABC ICAN Curriculum Score sheets (Wessel & Kelly, 1986), graphs

representing the percentage of steps completed were developed on a weekly basis to

assess student motor performance.

Summary of Findings

The following summarizes teacher feedback behavior and student motor

performance as it relates to the introduction of intervention strategies aimed at

increasing positive specific skill feedback.

Analysis of teacher feedback data within the single subject, multiple baseline

design across subjects suggests intervention did increase teachers' use of positive

specific skill feedback in this clinic setting. Over a 14 week period 6 teachers

produced an average of .09, 2.0, and 3.0 positive specific skill feedback statements

per minute during baseline (A), intervention (B), and follow up (C) phases of this

study. Increases in teachers' use of positive specific feedback were found the same

week intervention was introduced with 0% overlap in data between baseline (A) and

intervention (B) conditions for all teachers. Performance graphs indicate teachers

continued to use positive specific skill feedback at high levels during the follow up (C)
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portion of this study. Two reasons are addressed here as to why teachers my have

continued to use positive specific skill feedback at high levels after a 3 week break

from practice and instruction. First, teachers may have realized that the purpose of

the follow up (C) lessons was to measure their ability to perform after a break from

teaching with no instruction. Second, teachers may have been motivated to perform

because they were asked to teach a single lesson of 5 to 7 minutes, not the entire 2

hour clinic session.

Data collected during baseline (A) revealed teachers were already using

corrective specific feedback with little or no use of positive specific feedback.

Therefore, the initial purpose of intervention to increase both positive and corrective

feedback changed. Intervention strategies were now aimed at increasing the use of

positive specific feedback thus improving the ratio of positive to corrective statements

statements. Teachers provided an average positive to corrective ratio of .8 to 5.5 per

minute during baseline (A). Teachers improved the ratio of positive to corrective to

3.7 to 1 during intervention and maintained this during follow up (C) where the

positive to corrective ratio was 4 to 1. On the average, 6 teachers produced .76, .58,

and .72 corrective specific statements per minute during baseline (A), intervention

(B), and follow up (C) phases respectively.

In addition to assessing the ability of the intervention to increase teachers' use

of positive specific skill feedback, this study sought to assess the effect of specific

skill feedback on student motor performance. ABC ICAN Curriculum score sheets

(Wessel & Kelly, 1986) were used to assess student motor performance on a weekly
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basis (Appendix L ABC ICAN Score Sheets). Performance graphs depicting the

percentage of steps completed were also developed on a weekly basis using Harvard

Graphics (Version 2.3). Upon the introduction of intervention, all 6 teachers

increased their use positive specific feedback as they continued to use corrective

specific feedback. ABC ICAN Curriculum score sheets (Wessel & Kelly, 1986) and

performance graphs indicate all 6 students completed a higher percentage of steps

during intervention (B) as compared to baseline (A). Similar results were found

comparing motor performance during baseline (A) and follow up (C). As teachers

continued to use specific skill feedback during follow up (C), students also performed

their respective skills at levels above those found in baseline (A). Therefore, if the

only difference between baseline (A) and intervention (B)/follow up (C) for students

was the presence or absence of specific skill feedback, evidence would suggest specific

skill feedback had a positive effect on motor performance.

Assessing change in student motor performance was more easily accomplished

with those students who demonstrated stable motor performance during baseline (A).

Motor performance baselines for 4 out of 6 students did stabilize during baseline while

2 did not. Students 1 and 2 began to improve prior to the introduction of

intervention week 4. These students were included in intervention first due to their

teacher's performance. Motor performance baselines for the remaining 4 students

were stable prior to the introduction of intervention making the impact of intervention

more apparent. Several reasons may have contributed to student 1 and 2's

improvement prior to intervention. Practice time may account for performance gains



66

seen in subject 1 and 2 prior to intervention but it is likely not a plausible explanation.

The act of striking a tennis ball with a racquetball racquet is a fairly difficult skill and

not commonly practiced by students this age. Students had approximately 15 minutes

over 3 teaching sessions to practice making it unlikely that significant improvement

could be made during this time. It is the investigator's belief that lesson plans

developed for the first two lessons were below students' abilities thus limiting their

performance. Lessons were adjusted to accommodate their skill level and to challenge

students. As these adjustments were being made, their teachers displayed the most

stable feedback baselines and were introduced to intervention.

Students included in this study maintained their ability to perform during the

follow up (C) portion of this study. As teachers continued to emit high levels of

specific skill feedback during follow up (C), students also maintained their ability to

peform. These findings are not consistent with existing literature pertaining to skill

retention for the population of people with mental retardation. The ability of learners

who are mentally retarded to retain a motor skill is generally inferior to non-disabled

populations. The ability of these students to retain their skills may be due to the

following factors. In the follow up (C) lessons, the students may have been motivated

to perform well for their former teacher who they were excited to see. A second

possibility is that after intervention concluded students may have continued to practice

independently or at school. A third factor may have been measurement error on part

of the researcher, more specifically a halo effect. Finally, students may have simply

matured over the 14 week period.
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In conclusion, it appears the intervention package developed for this study

increased untrained undergraduate students use of positive specific skill feedback in

the clinic setting. Prior to intervention teachers used primarily positive general and

corrective specific feedback. Data collected during baseline reveal teachers provided

little or no positive specific feedback to reinforce aspects of the skill being performed

correctly and were far more critical of errors in student motor performance.

Students' ability to understand and process specific skill feedback were not

equal. Some students were able to attend to the learning situation better than others,

some were higher skilled to begin with, and some were more easily motivated to

practice. A review of student characteristics (Appendix D Student Characteristics)

indicates the students, who did make gains the same week intervention began, were

not necessarily the higher functioning or the more highly skilled. The remaining

students, also of varying ability, made gains in the area of motor performance during

the study. As previously stated, evidence presented suggests a positive relationship

between teachers' ability to provide specific skill feedback and gains made in the area

of student motor performance.

Implications

The results of this study conducted in the OSU Special Physical Motor and

Fitness Clinic are delimited to untrained volunteers working with children who have

mild to moderate developmental delays.



68

Data collected suggest the untrained undergraduate students who volunteered to

teach fundamental motor skills to children who are disabled: (a) relied primarily on

corrective specific feedback when analyzing student motor performance, (b) used little

or no positive specific skill feedback to reinforce aspects of skill performed correctly,

and (c) are able to increase their use of positive specific skill feedback through

intervention strategies.

The OSU Special Motor and Fitness Clinic regularly recruits undergraduates

from the adapted physical activity class and lab sampled, other Exercise and Sport

Science classes, and from various colleges and departments across campus.

Information generated from the Teacher Questionnaires (Appendix B) given to

potential teachers in the adapted physical activity class suggest not all volunteers

would have knowledge of critical elements of fundamental motor skills. As indicated

in prior studies, the ability of teachers to identify critical elements of motor skills was

pivotal to their ability to provide specific feedback. Therefore, volunteers should

understand the skill itself before attempting to reinforce or extinguish aspects of

performance through feedback.

A combination of intervention strategies used to improve preservice and

experienced teachers' feedback behavior were successfully employed to increase

untrained volunteers use of positive specific feedback in the clinic setting. Volunteers,

not involved in teacher preparation programs, were producing specific feedback at

RPM levels comparable to preservice teachers prior to completing the intervention

process (Cusimano, 1987; Metzler, 1986, van der Mars, 1988; Vogler, van der Mars,
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Darst, & Cusimano, 1990). Thus, a modified and more applied intervention package

may be devised to train future volunteers in this clinic setting or other learning

environments where volunteer teachers are utilized.

Recommendations

In terms of improving volunteers' ability to teach children with disabilities, the

findings from this study create a basis for the following recommendations.

1. This study should be replicated using other subjects to confirm the power

of the intervention package to increase volunteers' ability to provide positive specific

skill feedback.

2. This study should be replicated over a longer period of time to allow

baseline trends for motor performance and teacher feedback behavior to stabilize.

3. This study should be replicated using students of more similar abilities to

better assess the effect of specific verbal feedback on motor performance.

4. A larger pool of subjects should be sampled.

5. The intervention package should be reduced to a format more applicable to

the clinic setting with continued assessment of its effectiveness.

6. Additional research should be conducted to assess the appropriateness of the

feedback provided given the motor response of the student.

7. Further research should be conducted to determine: (a) if the delivery of

feedback, concurrent or terminal, plays a role in skill development, (b) the
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contributions of active learning time as compared to availability of specific feedback to

skill development, and (c) whether practicing fundamental motor skills in part or

whole is more beneficial for children with disabilities.
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APPENDIX A

TEACHER CHARACTERISTICS
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TEACHER GENDER AGE YEAR EXSS EMPHASIS

1 M 23 JR Athletic Administ.

2 M 21 JR Pre-Therapy

3 M 22 SR Nutrition

4 F 22 SR Athletic Training

5 F 21 SR Pre-Therapy

6 F 21 SR Pre-Therapy

Teacher Number: Corresponds with student number

Gender:

M = Male

F = Female

Year:

JR = Junior

SR = Senior

Emphasis: Area of study within College of Health and Human Performance and

Department of Exercise and Sport Science.
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APPENDIX B

TEACHER QUESTIONNAIRE
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Name:
Age:

Major:
Minor:
Class: _Fresh. _Soph. _Junior _Senior Other:

Number of terms volunteering for the OSU Special Motor and Fitness Clinic:

Prior experience working with children who are disabled, if any.

List any exercise and sport science classes taken that relate to teaching (e.g. motor
learning, elementary physical education, and any field experiences/junior block
experiences.

For each of the skills listed below, list the critical elements of the skill you feel are
needed to perform the skill correctly.

For example: Basketball Dribble
a. Finger tips touch ball
b. Eyes up
c. Dribble waist high
d. Knees bent slightly

CATCH KICK
a. a.
b. b.
c. c.
d. d.

THROW STRIKE
a. a.
b. b.
c. c.
d. d.
e. e.
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APPENDIX C

INFORMED CONSENT AND

HUMAN SUBJECTS COMMITTEE APPROVAL
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January 17, 1991

Dear:

I am a student at Oregon State University, working on a master of science
degree in Movement Studies for the Disabled. To fulfill part of the requirements for
this degree, I am conducting a study that will take place in the OSU Special Physical
and Motor Fitness Clinic. The purpose of this study is to determine if the quality of
instruction clinicians provide to student with disabilities could be improved through
additional instruction.

The clinician assigned to will be videotaped each week for ten minutes
while receiving instruction. On January 25, clinicians will begin receiving instruction
concerning effective teaching. It is my hope that through this additional instruction
not only will clinicians become better teachers, but also the children's skill level will
improve. Clinicians, with the help of their group leader, will be responsible for
planning instruction for the remaining clinic time. This study is to be conducted in
the regular clinic atmosphere with the video camera away from the immediate teaching
area. Your child should not be affected by the presence of the camera. This study
will be conducted winter term, with the times and dates that clinic is held remaining
the same.

The video recording of your child's participation in this study will not bear
his/her name. The videotape will be used for purposes of the study only; they will be
accessed only by the researchers involved; and will be destroyed upon completion of
this study. The names of clinicians and children who participate in this study will not
be recorded with test results and confidentiality being strictly enforced.

Participation in this study is strictly volunteer and will not jeopardize the
opportunity to attend clinic in the future.

Thank you for your assistance in this project.

Sincerely,

Jeanne E. Gately

Participant's Name:
I give permission for my child to be videotaped as a part of this study.

I do not give permission for my child to be videotaped as part of this study.

Date: Signature:
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January 17, 1991

Dear:

I am a student at Oregon State University working on a master of science
degree in Movement Studies for the Disabled. To fulfill part of the requirements for
this degree I am conducting a study to determine if an intervention package can
improve the quality of teaching found in students who volunteer for the Oregon State
University Special Physical and Motor Fitness Clinic.

Students who volunteer to participate in this study will be videotaped weekly
for ten minutes while they are teaching the child assigned to them for clinic. Subjects
will be required to attend all Friday evening clinic sessions and be willing to meet one
additional hour per week to receive instruction. It should be noted that not all
students will receive the same amount of instruction and this study will be conducted
winter term only.

The video recording made of participation in this study will not bear the
subject's name. The videotapes will be used for purposes of this study only; they will
be accessed only by the researchers involved; and will be destroyed upon termination
of the study. The names of subjects who participate in this study will not be recorded
with test results and confidentiality will be strictly enforced.

Participation in this study is strictly volunteer and will not jeopardize your
opportunity to volunteer for clinic in the future.

I will be happy to answer any questions you may have regarding this study.
You may contact me at 752-6241 or my advisor, Dr. McCubbin at 737-5921. If you
request, I will be happy to send you a summary of the results.

Thank you for your participation in this project.

Sincerely,

Jeanne E. Gately

I am aware of the requirements of this study and am willing to participate.

I do not wish to participate in this study.

I would like more information. Please contact me at:

Date: Signature:
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Approval Form

Committee for the Protection of Human Subjects

Chairman's Summary of Review

Title: Effect' of intervention package aimed at improving teacher effectiveness

Program Director: Dr. Jeff McCubbi-

Recommendation:

Approval The informed consent forms obtained from
each subject need to be retained for the

T. Provisional Approval long term. Archives Division of the OSU
Department of Budgets and Personnel

Disapproval Service is willing to receive and archive
these on microfilm. At present at least,

No action this can be done without charge to the
research project. Please have the forms
retained in archives as well as in your files.

Remarks: Full approval will be granted when the Program Director makes the following
amendments:

1. Add to the Informed Consent Statement that the videotape recording made of
their Darticinntianin the Clinic viii not bear the sublect's name, will be used
for purposes of the study only, will be accessed only by the researchers involved
and win he_ destroyed or erased %anon termination of the study.

2. Add to the statement that toes to the parents of children who will participate
with subjects in this study a fuller description of the study, including purpose
and methods,. Ale°, parents need to know that the confidentiality of participation
by their children will be fully protected. This new material must be presented in
lay terms.

You have perm/1110D to initiate the study. If original Informed Consent Statements
and Parents Information forms are issued, please replace them with the new ones.
Kindly Atakit above amendments within a week and return to the Chair of the Review
Board (Zauner).

Date: / /// /2/ Signature

If the recommendation of the committee is for provisional approval or disapproval.
the program director should resubmit the application with the necessary correc-
tions within one month.

Redacted for privacy
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APPENDIX D

STUDENT CHARACTERISTICS



STUDENT GENDER AGE ASSESSMENT TOOL DISABILITY

1. M 9 1, 2: P = 54 S = 5 A

2. M 13 1, 2: P = 1 S = 1 A, B, E

3. M 12 1, 2: P = -1 S = 1 C, H

4. F 12 1, 2: P = -1 S = 1 C, D

5. M 6 1 A, G

6. M 8 1 A, B, I

Student: Student number corresponds with teacher number.

Age: Measured in years old at time of teaching

Gender: M = Male F = Female

Assessment Tool: 1 = ABC ICAN Curriculum

2 = Bruininks-Oseretsky

Disability: Information reported by parents

A = Gross Motor Delays

B = Developmental Delays

C = Mental Retardation

D = Down Syndrome

E = Autism

F = Learning Impaired

G = Speech Delay

H = Hyperactivity

I = Hearing Impaired

P =Percentile
S = Stanine

84
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APPENDIX E

LESSON PLAN FORMAT
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Lesson Plan Catch

Teacher: Student:
Date: Lesson #: final

Critical Elements of the Skill:
1. Eyes focused on ball
2. Preparatory position
3. Arm extension
4. Arms absorb force

Current Level Of Performance:

Area(s) To Focus On:

Equipment:

Review Activity:



Focus Activity # 1:

Focus Activity # 2:

Focus Activity # 3:

Goal Setting For:

Positive Specific:

Corrective Specific:

87
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Lesson Plan Strike

Teacher: Student:
Date: Lesson #:

Critical Elements of the Skill:
1. Arm swing at waist height
2. Eyes focused on ball
3. Side orientation
4. Hip and spine rotation
5. Weight transfer and Follow through

Current Level Of Performance:

Area(s) To Focus On:

Equipment:

Review Activity:
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Focus Activity # 1:

Focus Activity # 2:

Focus Activity # 3:

Goal Setting For:

Positive Specific:

Corrective Specific:
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APPENDIX F

INTERVENTION CONTENT
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Intervention 1

1. Discuss goal of intervention:

a. To increase use of positive and corrective specific feedback.

b. To consistently and accurately identify the critical elements of the skill they are

teaching.

2. Define target behaviors and importance of each

a. Positive specific skill feedback

b. Corrective specific skill feedback

c. Critical elements of the skill

3. Discuss critical elements of skill

a. How they are identified on ICAN score sheet

b. View ABC ICAN curriculum teaching tape

c. Teacher demonstration and verbalization of critical elements of skill.

4. Discuss teacher feedback during baseline using performance graph

a. Use of positive specific and corrective specific.

6. Goal setting for next lesson: positive and corrective specific skill feedback

a. Teacher input

b. Investigator input if necessary (goals unrealistic)

c. Written on lesson plan for next lesson
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Intervention 2

1. Check understanding of material covered in intervention one.

a. Verbalize definition of positive and corrective specific skill feedback with examples

of each.

b. Verbalize and demonstrate the critical elements of the skill.

2. View model tape of experienced teacher instructing a student who is disabled (not

included in study), developed in the clinic setting.

a. Identify positive and corrective specific skill feedback statements.

3. Discuss verbal feedback of baseline and lesson one.

a. Event recording of positive general, positive specific and corrective specific feedback

b. How could positive general statements been made more specific?

4. View teacher's videotape

a. Identify critical elements of the skill the student is performing correctly, if any.

b. Identify critical elements of the skill the student is performing incorrectly.

c. Compare teacher assessment with investigator's scoring using the ICAN score sheet.

5. Goal setting for next lesson: positive and corrective specific skill feedback.

a. Teacher input

b. Investigator input if necessary

c. Written on lesson plan for next week
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Intervention 3

1. Check understanding of material covered previous intervention sessions.

a. In written format define and identify:

- positive specific feedback statements

corrective specific feedback statements

b. Write down the critical elements of the skill

2. View teacher's videotaped lesson

a. Critical elements of skill being performed correctly and incorrectly.

b. Teacher verbalizes critical elements of the skill while demonstrating.

3. View portion of teacher tape again

a. Identify and write down positive and corrective specific skill feedback statements.

b. Given three positive general statements, state two ways each could have been said

more specifically.

4. Were previous goals met? If not met, why and adjust next weeks goals. Goal

setting for next lesson: positive and corrective specific skill feedback.

a. Teacher input

b. Investigator input if necessary

c. Written on lesson plan for next week

5. Teacher feedback to investigator

a. Teacher's opinion of lesson, positive and negative aspects.

b. Ideas, concerns or questions
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Intervention 4

1. Review data from previous lesson.

a. Were goals met? If they were not met, why (behavior of student, teacher behavior,

lesson too difficult, too easy).

b. How much positive and corrective specific skill feedback was emitted during

lesson.

2. View teacher's videotape of previous lesson

a. Using a blank ICAN curriculum score sheet teachers will assess student motor

performance.

b. Compare teacher assessment score sheet with investigator's.

c. Are there discrepancies between the two assessments? If so where.

3. Goal setting for next week, previous goals not met adjust.

a. Teacher input

b. Investigator input

c. Written on lesson plan for next week

4. Teacher feedback to investigator

a. Teacher views on lessons prepared and future lessons

b. Ideas, concerns or questions.
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Intervention 5

1. Review data from previous lesson.

a. How much positive and corrective specific skill feedback was emitted during

lesson.

b. Were goals met? If not why (teacher as well as investigator opinions).

2. View ICAN curriculum instructional videotape

a. Using a blank ICAN score sheet identify critical elements being performed correctly

and those being performed incorrectly.

b. Compare assessment with investigator's

3. View teacher's videotape of previous lesson

a. Using a blank ICAN score sheet identify critical elements being performed correctly

and those incorrectly.

b. Compare teacher assessment with investigator's

4. Goal setting: Realistic amounts of positive and corrective specific skill related

feedback to maintain.

a. Review previous OARS graphs

b. Teacher input

c. Investigator input

d. Written on lesson plan

5. Teacher feedback to investigator

a. Teacher views on lessons prepared and future lessons

b. Ideas, concerns or questions
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Intervention 6

1. Review data from previous lesson.

a. How much positive and corrective specific skill feedback was emitted during

lesson.

b. Were maintenance levels achieved?

c. Do they need to be adjusted?

2. View teacher's video from previous lesson

a. Teacher assesses motor performance using a blank ICAN score sheet.

b. Compare with investigator's assessment.

3. Discuss final lesson to be taught

a. Maintenance levels established

b. Discuss lesson to be taught.

Intervention 7

1. Review data from previous lesson.

a. How much positive and corrective specific skill feedback was emitted during

lesson.

b. Were maintenance levels achieved?

2. View teacher's video from previous lesson.

a. Teacher assesses motor performance using a blank ICAN score sheet.

b. Compare with investigator's assessment.

3. Discuss final lesson
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APPENDIX G

DATA ANALYSIS FORMS
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Teacher Feedback Coding Form

TEACHER: DATE:

STUDENT: VIDEO# :

LESSON# : SKILL:

TRIALS

NOTES FOR NEXT LESSON:



SCORING

Asicsimer0
X Achieved
II ?4,1 achkrcd

itcancismeni
cs - Aducved
,, - N,,s s.hieved

NAME

FOCAL POINTS STD.
Trap or Catch 2131 limes

PRIMARY RESPONSES

N Nonatiendins
NR No response
UR - Unrelated tesponsc
0 Onset (specify in

comments)

a

a

Eyes Focused out Ban
2/3 timesb

b

Tim oe Casa

a

ipais104ry 111.411km

2/3 iirnts
b

b

Ann Ealtosion
c

c

I lands Contact Ball
J

de

Arms Absorb Fowl
c Smooth Ink anon

Move

4

olio Position 211 'anus
Primary Responses

COMMENTS

3

4

6

7

4

9

10

I1

12

13 .

15



SCORING

I \ 1

N \

NAME

A

.1

FOCAL POINT
ing at Waist Net

Horizontal Swing
[Waist Iletidit

Sw

h

h

Sw

2

b

ins.
Ho

STD.

rizontal Swing
Eyes tin BAIIP _ _

SiJc OiseniAinni
Cr

b

Ready Posiiinn
d and Spilic RotAinn

t TiAnslei
f 1.44lo Thw rouldi

g Smooth !nice JiitIll

Pr inAry Rcsp..nses.3

de l g

4

PRIMARY RESPONSES

N N)11.1111..,,iwr

NH N

1,Ft I 111C,It it 1..,14

Ilihri I Npl

"F411 8411. 2/ I

COMMENTS

4

II

1

1

14

1
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APPENDIX H

RELIABILITY TEACHER FEEDBACK
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RELIABILITY TEACHER FEEDBACK DATA

Subject Lesson Agree Disagree Percent

1 3 4 0 100%

10 16 0 100%

6 14 0 100%

2 2 4 0 100%

M2 35 0 100%

M3 30 1 97%

3 4 6 0 100%

8 16 2 88%

4 11 33 3 92%

1 6 0 100%

5 1 6 0 100%

10 3 0 100%

6 4 5 0 100%

M1 28 2 93%

7 7 0 100%
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APPENDIX I

TEACHER FEEDBACK DATA
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Teacher Feedback: Rate Per Minute

TEACHER 1 MIN. POS. SPEC RPM COR. SPEC RPM

1. 1/11/91 5:32 0 0 8 1.5
2. 1/18/91 5:52 0 0 8 1.5
3. 1/24/91 8:03 0 0 4 .5
4. 1/25/91 5:39 13 2.4 7 1.3
5. 2/01/91 5:59 14 2.5 3 .54
6. 2/08/91 6:00 6 1.0 8 1.3
7. 2/15/91 6:35 12 1.89 5 .79
8. 2/22/91 7:29 7 .96 4 .55
9. 3/01/91 9:00 16 1.8 6 .67
10. 3/08/91 9:53 7 .74 9 .94
Ml. 4/19/91 7:00 11 1.6 7 1.0
M2. 4/26/91 3:32 7 2.1 6 1.8
M3. 5/03/91 6:32 10 1.6 5 .79

TEACHER 2
1. 1/11/91 10:08 0 0 6 .60
2. 1/18/91 8:08 1 .12 3 .37
3. 1/24/91 7:15 0 0 5 .70
4 2/01/91 9:06 7 .77 5 .55
5. 2/07/91 6:44 20 3.1 1 .16
6. 2/08/91 7:18 17 2.4 2 .28
7. 2/15/91 9:40 44 4.7 10 1.1
8. 2/22/91 6:53 26 4.0 1 .15
9. 3/01/91 8:00 23 2.9 2 .25
10. 3/08/91 **** Microphone Breaks ****
Ml. 4/19/91 8:39 34 4.1 2 .24
M2. 4/26/91 7:22 32 4.4 3 .42
M3. 5/03/91 7:00 30 4.3 4 .43



105

TEACHER 3 MIN. POS.SPEC. RPM COR.SPEC RPM

1. 1/17/91 9:46 0 0 5 .53

2. 1/18/91 7:44 0 0 4 .54

3. 1/25/91 9:04 0 0 7 .74

4. 1/31/91 10:40 0 0 6 .58

5. 2/08/91 12:34 20 1.6 12 .97

6. 2/15/91 3:24 12 3.7 0 0
7. 2/22/91 8:19 22 2.7 9 1.1

8. 3/01/91 8:21 12 1.5 5 .61

9. 3/08/91 10:28 15 1.5 4 .39

10. 3/15/91 7:40 16 2.2 2 .27

TEACHER 4

1. 1/11/91 6:02 1 .17 5 ii
2. 1/17/91 8:43 2 .24 8 .95

3. 1/18/91 5:05 0 0 4 .79

4. 1/25/91 9:33 0 0 12 1.3

5, 2/01/91 6:41 15 2.3 2 .33

6. 2/08/91 7:15 12 1.7 6 .84

7. 2/15/91 5:37 16 3.0 5 .93

8. 2/22/91 6:41 16 2.5 4 .62

9. 3/01/91 7:37 14 1.9 5 .68

10. 3/08/91 5:49 19 3.5 7 1.3

MI. 4/19/91 5:57 29 5.2 5 .90

TEACHER 5

1. 1/11/91 7:11 1 .14 6 .86
2. 1/17P91 8:51 1 .19 8 .94

3. 1/18/91 10:30 2 .19 8 .78

4. 1/25/91 STUDENT ABSENT
5, 2/01/91 13:00 26 2.0 6 .46

6. 2/08/91 9:51 20 1.8 1 .11

7. 2/15/91 7:00 14 2.0 5 .71

8. 2/22/91 5:15 8 1.6 1 .19

9. 3/01/91 10:00 5 .50 5 .50

10. 3/08/91 8:39 2 .24 1 .12

N41. 3/15/91 6:31 15 2.4 3 .48
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TEACHER 6 MIN. POS. SPEC RPM COR. SPEC RPM

1. 1/17/91 9:51 3 .32 3 .32
2. 1/18/91 8:30 0 0 5 .60
3. 1/23/91 9:30 4 .43 0 0
4. 1/25/91 6:00 2 .33 3 .50
5. 2/01/91 5:37 0 0 2 .37
6, 2/08/91 9:20 16 1.7 3 .33
7. 2/22/91 8:16 7 .86 0 0
8. 3/01/91 5:15 5 .97 0 0
9. 3/08/91 5:45 11 2.0 8 1.5
10. 3/16/91 7:35 11 1.5 4 .54
Ml. 4/19/91 9:26 17 1.8 10 1.1
M2. 4/26/91 8:54 18 2.1 13 1.5
M3. 5/03/91 7:13 20 2.8 5 .70
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APPENDIX J

DATA ANALYSIS

WITHIN AND BETWEEN ADJACENT CONDITIONS



Table J-1

TEACHER 1

Within Condition Analysis

Positive Specific Feedback

108

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 7 3

2.

Estimate of
Trend Direct.

(=) (-) (-)

3.

Trend Stability
Stable
100%

Variable
29%

Variable
67%

4.

Data Paths
Within Trend

(=) (-) (-)

5.

Level Stability
and Range

Stable

0 - 0

Variable

.74 - 2.5

Variable

1.6 - 2.1

6.

Level Change
0 - 0

(=)

2.4 - .74

(+)

1.6 - 1.6

(=)



Table J-2

TEACHER 1

Within Condition Analysis

Corrective Specific Feedback

109

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 7 3

2.

Estimate of
Trend Direct.

( +) (+) (+)

3.

Trend Stability
Variable

67%

Variable

29%

Variable

0%

4.

Data Paths
Within Trend (+) ( +) (+)

5.

Level Stability
and Range

Variable

1.5 .50

Variable

.54 - 1.3

Variable

.79 - 1.8

6.

Level Change
1.5 .50

( +)

1.3 .94

(+)

1.0 - .79

(+)



Table J-3

110

TEACHER 1

Between Adjacent Conditions Analysis

Positive Specific/Corrective Specific

Condition
Comparison

B/A

(2:1)

C/A

(3:1)

B/A

(2:1)

C/A

(3:1)

1.

Number of
Variables
Changed

1 1

.

1 1

2.

Change in Trend
Direction & Effect

(=) (-)

Negative

(=) (-)

Negative

(+) (+)

Positive

( +) (+)

Positive

3.

Change in Trend
Stability

Stable
to

Variable

Stable
to

Variable

Variable
to

Variable

Variable
to

Variable

4.

Change in Level
0 - 2.4

+ 2.4

0 1.6

+ 1.6

.5 - 1.3

.8

.5 - 1.

- .5

5.

Percentage of
Overlap

0% 0% 100% 67%



Table J-4

TEACHER 2

Within Condition Analysis

Positive Specific Feedback

111

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 6 3

2.

Estimate of
Trend Direct.

(=) ( +) (+)

3.

Trend Stability
Variable

33%

Variable

33%

Stable

100%

4.

Data Paths
Within Trend (=) (+) (-) (+)

5.

Level Stability
and Range

Variable

0 - .12

Variable

.77 - 4.7

Variable

4.1 - 4.4

6.

Level Change
0 - 0

(=)

.77 - 2.9

(+)

4.1 4.3

( +)
1



Table J-5

TEACHER 2

Within Condition Analysis

Corrective Specific Feedback

112

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 6 3

2.

Estimate of
Trend Direct.

(-) ( +) (-)

3.

Trend Stability
Variable

67%

Variable

67%

Stable

100%

4.

Data Paths
Within Trend (-) ( +) (-)

5.

Level Stability
and Range

Variable

.37 - .7

Variable

.15 - 1.1

Variable

.24 - .43

6.

Level Change
.6 - .7

(-)

.55 - .25

(+)

.24 .43

(-)



Table J-6
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TEACHER 2

Between Adjacent Condition Analysis

Positive Specific/Corrective Specific

Condition
Comparison

B/A

(2:1)

C/A

(3:1)

B/A

(2:1)

C/A

(3:1)

1.

Number of
Variables
Changed

1 1 1 1

2.

Change in Trend
Direction & Effect

(=) (+)

Positive

(=) ( +)

Positive

(-) (+)

Positive

(-) (-)

Negative

3.

Change in Trend
Stability

Variable
to

Variable

Variable
to

Stable

Variable
to

Variable

Variable
to

Stable

4.

Change in Level
0 - .77

+ .77

0 - 4.1

+ 4.1

.7 - .55

- .15

.7 - .24

- .46

5.

Percentage of
Overlap

0% 0% 17% 67%



Table J-7

TEACHER 3

Within Condition Analysis

Positive Specific Feedback

114

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

4 4 1

2.

Estimate of
Trend Direct.

(=) (-)

3.

Trend Stability
Stable

100%

Variable

50%

4.

Data Paths
Within Trend

(=) (-)

5.

Level Stability
and Range

Stable

0 - 0

Variable

1.5 - 3.7

6.

Level Change
0 - 0

(=)

1.6 1.5

(-)



Table J-8

TEACHER 3

Within Condition Analysis

Corrective Specific Feedback

115

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

4 4 1

2.

Estimate of
Trend Direct.

(-) (+)

3.

Trend Stability
Stable

100%

Variable

75%

4.

Data Paths
Within Trend

(+) (+)

5.

Level Stability
and Range

Variable

.53 - .74

Variable

0 - 1.1

6.

Level Change
.53 - .58

(-)

.97 - .39

(+)



Table J-9

TEACHER 3

Between Adjacent Condition Analysis

Positive Specific/Corrective Specific

116

Condition
Comparison

B/A

(2:1)

C/A

(3:1)

B/A

(2:1)

C/A

(3:1)

1.

Number of
Variables
Changed

1 1

2.

Change in Trend
Direction & Effect

(==) (-)

Negative

(-) (+)

Positive

3.

Change in Trend
Stability

Stable
to

Variable

Stable
to

Variable

4.

Change in Level
0 - 1.6

+1.6

.58 - .97

-.39

5.

Percentage of
Overlap

0% 25%



Table J-10

TEACHER 4

Within Condition Analysis

Positive Specific Feedback

117

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

4 6

AH

1

2.

Estimate of
Trend Direct.

(-) (+)

3.

Trend Stability
Variable

75%

Variable

33%

4.

Data Paths
Within Trend

(-) ( +)

5.

Level Stability
and Range

Variable

0 - .24

Variable

1.7 - 3.5

6.

Level Change
.17 - 0

(-)

2.3 - 3.5

(+)



Table J-11

TEACHER 4

Within Condition Analysis

Corrective Specific Feedback

118

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

4 6 1

2.

Estimate of
Trend Direct.

(-) (-)

3.

Trend Stability
Variable

75%

Variable

17%

4.

Data Paths
Within Trend

(-) (-)

5.

Level Stability
and Range

Variable

.79 - 1.3

Variable

.33 1.3

6.

Level Change
.83 - 1.3

(-)

.33 - 1.3

(-)



Table J-12

TEACHER 5

Within Condition Analysis

Positive Specific Feedback

119

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 6 1

2.

Estimate of
Trend Direct.

(=) (-)

3.

Trend Stability
Variable

67%

Variable

33%

4.

Data Paths
Within Trend

(=) (+) (-)

5.

Level Stability
and Range

Variable

.12 - .19

Variable

.24 - 2.4

6.

Level Change



Table J-13

TEACHER 5

Within Condition Analysis

Corrective Specific Feedback

120

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

3 6 1

2.

Estimate of
Trend Direct.

(+) (+)

3.

Trend Stability
Stable

100%

Variable

17%

4.

Data Paths
Within Trend

( +) (+)

5.

Level Stability
and Range

Variable

.78 - .94

Variable

.11 .71

6.

Level Change
.86 - .78

(+)

.46 - .12

(+)



Table J-14

TEACHER 5

Between Adjacent Condition Analysis

Positive Specific/Corrective Specific

121

Condition
Comparison

B/A

(2:1)

C/A

(3:1)

B/A

(2:1)

C/A

(3:1)

1.

Number of
Variables
Changed

1 1

2.

Change in Trend
Direction & Effect

(=) (-)

Negative

(-) (-)

Positive

3.

Change in Trend
Stability

Variable
to

Variable

Stable
to

Variable

4.

Change in Level
.19 - 2

+1.81

.78 .46

-.32

5.

Percentage of
Overlap

0% 0%



Table J-15

TEACHER 6

Within Condition Analysis

Positive Specific Feedback

122

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

5 5 3

2.

Estimate of
Trend Direct.

(-) (+) (+)

3.

Trend Stability
Variable

20%

Variable

20%

Variable

100%

4.

Data Paths
Within Trend

(-) (+) (+)

5.

Level Stability
and Range

Variable

0 - .43

Variable

.86 - 2

Variable

1.8 2.8

6.

Level Change
.32 - 0

(-)

1.7 - 1.5

(-)

1.8 - 2.8

(+)



Table J-16

TEACHER 6

Within Condition Analysis

Corrective Specific Feedback

123

Conditions A

Baseline

B

Intervent.

C

Follow Up

1.

Condition
Length

5 5 3

2.

Estimate of
Trend Direct.

(=) (-) (+)

3.

Trend Stability
Variable

40%

Variable

0%

Variable

0%

4.

Data Paths
Within Trend

(=) (-) (+)

5.

Level Stability
and Range

Variable

0 - .6

Variable

0 - 1.5

Variable

.7 - 1.5

6.

Level Change
.32 .37

(-)

.33 .54

(-)

1.1 .7

(+)



Table J-17

TEACHER 6

Between Adjacent Conditions Analysis

Positive Specific/Corrective Specific

124

Condition
Comparison

B/A

(2:1)

C/A

(3:1)

B/A

(2:1)

C/A

(3:1)

1.

Number of
Variables
Changed

1 1 1 1

2.

Change in Trend
Direction & Effect

(-) ( +)

Positive

(-) (+)

Positive

(=) (-)

Negative

(=) (+)

Positive

3.

Change in Trend
Stability

Variable
to

Variable

Variable
to

Stable

Variable
to

Variable

Variable
to

Variable

4.

Change in Level
0 1.7

+1.7

0 1.8

+1.8

.37 .33

+.04

.37 1.1

-.73

5.

Percentage of
Overlap

0% 0% 83% 0%
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APPENDIX K

RELIABILITY OF STUDENT MOTOR

PERFORMANCE ASSESSMENTS
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RELIABILITY MOTOR PERFORMANCE: ABC ICAN SCORE SHEETS

51111).. Lesson Steps Agree Disagree Percent

1 3 12 11 1 92%

9 12 12 0 100%

6 12 11 1 92%

2 5 12 12 0 100%

1 12 12 0 100%

6 12 12 0 100%

3 10 12 11 1 92%

4 12 12 0 100%

4 4 12 11 1 92%

10 12 11 1 92%

5 6 9 9 0 100%

9 9 9 0 100%

6 5 9 9 0 100%

8 9 8 1 88%

13 9 9 0 100%
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APPENDIX L

ABC ICAN SCORE SHEETS
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SCORING

Asaessnwilt
X A.hrevecl
0 Noi *thieved
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Aditered

*t hieved

FOCAL POINT STD.
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SCORING

Assessmeni

X Aslisresi
0 N a aduered

Reassessment

111 Astiteed
Not astnewel

FOCAL POINT STD.
Swing at Waist Helps
b Ilnrltonul Swint

Swing at Waist Height
b Horizontal Swing

c Eyn on Ball

2

2/3

2/3

a Cr p
b Side Orientation

c Ready Position 2/1

d Ibp and Sethi. Rotation
e Weight ?sander

3

Follow Moo
g Smooth nitration

Atcus BC y
4 hammy Responses'

PRIMARY RESPONSES

N Nonsitending
NR No response
UR Unrelated response
0 Oilier (specify In

comments)

-Fan Rail" 2/1
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SCORING

Asseument:
X Achkred
O Nut achieved

Reassessment:

- Achieved
Q - Nol achieved

FOCAL POINTS STD.
Trap or Catch 2/3 times

a Eyes Focused on Will
b Ti p of Catch 2/3 times

r parsiory Position
b Arm Extension

e Hands Contact Bali
d Arms Absorb Rocco

e Smooth intepation
Move Into Position
4 Primary Me see'

2/1 limes

2/3 times

PRIMARY RESPONSES

N - NonattendIng
NR No response
UR - Unrelated response
0 - Other (specify In

comments)
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SCORING

ArseumenI
X Achieved
O Not achieved

Res f4C same n t:

U Achieved
O Not achieved

FOCAL POINTS STD.
Trap or Catch

a ittsfocused on Ball
Trap oe Balch
a -Preparatory Position

2/3 times

2/) limes

b Arm Extension
c Hands Coniscl Ball

d Arms Absorb Foam
e Smooth 'nitration

Move Into Position
4 1 Primary Responses

2/3 firms

213 times

PRIMARV RESPONSES

N Nonsitending
NR No response
UR Unrelated response
O - Other (specify In

comments)
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I. I 11 '11 _2(_

S_

A_

1,,

k

1
1
x

() > 0C1 .Q_Li
S2ZQLCi.ncia
0 0 0 _Q_

..1_

a
_Q

C.1.

0
2.

1 ill 91

03 . i 3 ( 1 1

4.
1 d5 91

_c.1

02 c...) O a
s. d o t (-11

_C.2

>> O. o 0
r& ._2_ _0_f.? _Q

> c). c,

cl
C,'.

c:5

L_

L
0
0

LI
g__

0

4

6.1
, 02 9 i

7. 15 (1(
6. a ,33 ql

_1_2_

X 5 JD c.)
9. 21- 0 I. ci i X

.2_

X> C,
_L)_

r) Q
10.

3 02 9 I A_

.c_.)..

> 0 LL.,n LI
.c_

.C.2

II .

_2i_____

12. rri,3 `-1 -c -91 _,i

<

k L ° C) L.2
ik /_ 0 Cl_. C

r__ LL

0
L2

C213.011 5 63 -11
14.

.L,

15.




