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ABSTRACT 

This study evaluated the effectiveness of a behavioral instruc

tional package to teach parents how to teach their children an academic 

task (printing). The parents were instructed in the use of the instruc

tional package containing these components: modelling (physical and 

verbal), positive feedback, corrective feedback, and general verbal 

reinforcement. The parents then utilized these techniques in teaching 

their children how to print the upper-case alphabet letters. 

Three children, aged four and five years, and their mothers 

participated in the study. These children were chosen from the popu

lation seen by a pediatrician in private practice. Baseline and in

tervention phases were conducted in the pediatrician's office. 

A multiple-baseline (across subjects) design was used. Baseline 

data were collected on two dependent variables, namely the parents' 

teaching behaviors and the children's printing responses. The parents 

were trained, at the office site, until they attained criterion and 

then the teaching continued at home. 

This movement from the training setting to the home provided a 

measure of generalization of parent teaching behaviors across settings. 

The parents were also required to teach their children another academic 

task (making numerals) and a non-academic task (specific to each child). 

This teaching provided a measure of generalization of parent skills to 

use in teaching another academic task and a non-academic task. To 

vii 
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assess maintenance across time, follow-up measures were taken, on both 

dependent variables, at 2-week and 4-week intervals. 

As one measure of social validation, the parents completed a 

questionnaire on which they responded to statements concerning the rele

vance of the parent training program. Another social validation measure 

was obtained by having four adults, blind to the purpose of this study, 

evaluate and rank order printing samples of the three children in the 

study. The samples were taken from the baseline, intervention, and home 

teaching phases. 

All of the parents showed great improvements over baseline per

formance of the target teaching behaviors. Two of the children, after 

intervention, demonstrated an increase over the number of criterion let

ters printed during baseline teaching sessions. The third child also 

showed an improvement after parent intervention but the baseline data 

for this child indicated that the printing skills were improving prior 

to any intervention. The parent teaching skills generalized very well 

to the home setting; they also generalized across tasks to use in teach

ing another academic skill; for two of the three parents the teaching 

skills generalized to use in teaching the non-academic task. The 2-week 

and 4-week follow-up measures demonstrated that the parents maintained 

their teaching behaviors at a high rate and the children had maintained 

their printing skills. 

On the questionnaire the parents strongly agreed that the task 

(printing) was a meaningful one, that their children's printing had im

proved because of participation in the program, and that the teaching 

skills they had learned would be useful in teaching other tasks. The 
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ratings given to the children's printing indicated an improvement across 

each of the stages of the study. 

These results indicate that parents can learn specific instruc

tional skills and can use them to teach their children the skill of 

printing. The results also indicate that such skills can be taught in 

a training setting and can be generalized to the home setting. 



CHAPTER 1 

INTRODUCTION 

The application of behavioral technology to teach parenting 

skills has proliferated in recent years (e.g., Graziano, 1977; O'Dell, 

1974). Much parent training research has appeared only since the mid-

1960's (Goodall, 1972), but several successful instances were reported 

as early as the 1930's (Weber, 1936) and again in the 1950's (Williams, 

1959). Currently, behavioral technology is being used to teach parents 

to become behavior change agents and it has been demonstrated that 

parents can successfully modify child behaviors ranging from specific 

to complex (Hanf, 1969; Herbert and Baer, 1972; Patterson, Cobb and 

Ray, 1972; Patterson and Reid, 1973). 

The rationale for training parents as behavior change agents 

involves several issues. It has been demonstrated that if persons wish 

to effect behavior change, they must move into the natural environment 

of the subject (Tharp and Wetzel, 1969; Tramontana, 1971). During the 

child's early developmental years parents make up a significant portion 

of the child's natural environment. Because a large number of children 

need services, parents should become involved in learning effective in

structional techniques, for they are the only group that exists in suf

ficient numbers to have great impact upon this problem (Lindsley, 1966). 

Due to excessive financial burdens, many parents cannot incur the often 

costly and long-term professional services of a child therapist. Parent 

1 
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training can be seen as a viable option to constant professional inter

vention (Graziano, 1977). As parents continue to employ professional 

individuals and agencies to assist them in handling child-rearing dif

ficulties they remain consumers of a service into which they have little 

or no input. Through parent training programs parents can become active 

participants in intervention plans for their children and are, simul

taneously, learning the principles underlying the child's difficulties. 

When parents become actively involved in intervention, the commitment 

of the professional, no matter how great his/her concern, is typically 

not as strong as that of the parents (Graziano, 1974). 

During the 1960's and early 1970's much work was done with 

parental involvement in interaction with their children in activities 

that were thought to affect cognitive development (Steyens, 1976). 

These programs did not use applied behavioral technology; most of them 

utilized a group discussion and/or an individual-approach format. 

These programs were lacking in several major areas: no detailed de

scription was given about either the actual instruction of the parents, 

or the manner in which the parents taught the children; little was 

known about the effect of the techniques implemented; most studies/ 

projects administered intelligence tests (pre- and post) to the children 

as measures of the effectiveness of their program. 

There exists the issue of extension of behavioral parent train

ing into these cognitive skill areas, usually dealt with in the child's 

academic setting (i.e., the school). The rationale for such an exten

sion of parent training involves several factors. The goals of the 

school's educational program must take into account both the development 
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of the child and the characteristics and development of his/her future 

society. That is, the development of a child must be considered in 

terms of the child's interaction with the specific events that consti

tute his/her environment (Bijou, 1976). Parents, especially during the 

child's early school years, are an integral part of the child's environ

ment, and should be involved in programs that seek to affect the child/ 

environment interaction. Also, the parents have a tremendous decision

making role in the child's future. Thus, parental involvement as be

havioral interventionists in the area of cognitive skills can be a 

natural component of an educational technology. 

Traditionally, it has been assumed that teachers in the schools 

are the primary source of cognitive skill deficit remediation procedures. 

Nevertheless, it is necessary to look beyond this assumption to modes in 

which parents can support skills and learning. Coleman (1966) empha

sized the contribution of the home environment to the child's academic 

performance, and Gray (1971) noted that parent training was one of the 

most important components of compensatory pre-school programs that pro

duced more long-term changes in child performance. However, little has 

been done to empirically develop specific teaching techniques in this 

area; educators have few specifics to offer parents who want to become 

actively involved in academic skill intervention with their children. 

The rationale for using applied behavioral analysis technology 

to teach parents such intervention skills is well documented. Empiri

cally derived theory is the basis for behavior modification; Skinner's 

(1953) operant learning principles and Bandura's (1977) social learning 

theory have provided much of the empirical basis for current behavior 
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modification techniques. Also, behavior modification is very oriented 

towards treatment in the natural environment (Herbert and Baer, 1972). 

Much of the parent training of the past decade has occurred as part of 

the field of applied behavior analysis; such behavioral technology pro

vides practical strategies to make parent training very possible 

(Graziano, 1977). 

This research demonstrated an application of this behavioral 

technology; an instructional training package, consisting of behavioral 

components, was used to train parents how to teach their children. The 

parents learned the components of the package and then utilized them to 

instruct their children how to perform an academic task. The behavioral 

components were: modelling, positive feedback, corrective feedback, and 

general verbal reinforcement. Previous investigations have demonstrated 

the effectiveness of these various instructional techniques: modelling 

(Bailey et al,, 1971; Sherman and Baer, 1969), feedback (Cooper, 

Thomson, and Baer, 1970; Drabman and Lahey, 1974), and social reinforce

ment (Becker et al., 1967). 

When dealing with areas of concern that have not been previously 

explored, such as parental intervention with academic tasks, Azrin (1977) 

points out that instructional packages may be the most viable method of 

producing desired results. Such behaviorally-based instructional pack

ages have been used successfully in the Achievement Place program for 

pre-delinquents (Willner et al., 1978; Minkin et al., 1976; Phillips 

et al., 1971), and to teach various complex skills such as group problem 

solving (Briscoe, Hoffman, and Bailey, 1975), and public speaking 

(Fawcett and Miller, 1975). 
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This research evaluated the effectiveness of a behavioral in

structional package to teach parents how to teach their children an 

academic task (printing). A multiple-baseline (across subjects) design 

was used. Baseline data were collected on two dependent variables, 

namely the parents' teaching behaviors and the children's printing re

sponses. The behavioral instructional package was then used to teach 

parents how to teach their children to print upper-case letters of the 

alphabet. The parents were trained until they attained criterion and 

then the teaching continued at home. Follow-up measures were taken on 

both dependent variables at 2-week and 4-week intervals. 

Generalization and maintenance lack sufficient investigation in 

the parent training area (Forehand and Atkeson, 1977; Koegel, Glahn and 

Nieminen, 1978; Stokes and Baer, 1977). In the present study measure

ment was made of the generalization of parent teaching skills from the 

training site to the home setting, and generalization of these skills 

to use with tasks (both academic and non-academic) other than the target 

task. This research also evaluated maintenance across time of both 

parent and child behaviors. As one measure of social validation 

(Kazdin, 1977; Wolf, 1978), the parents completed a questionnaire on 

which they responded to statements concerning the relevance of the par

ent training program. Another social validation measure was obtained by 

having four adults, blind to the purpose of this study, evaluate and 

rank order printing samples of the three children in the study. The sam

ples were taken from the baseline, intervention, and home teaching phases. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Historical Background 

Involvement of nonprofessionals as behavior change agents is not 

a new concept. In 1896, Lightner Witmer established the first social 

agency in the United States devoted exclusively to the psychological 

treatment of children. There he trained nonprofessional staff members 

to work with children (Levine and Levine, 1970). Whether or not these 

adults worked with their own children is not exactly known, but Witmer's 

work does provide specific examples of early involvement of nonprofes

sionals as behavior change agents with children. Unfortunately, Witmer's 

technology was not widely accepted at the time and it was much later be

fore parents became agents of specific behavior intervention programs 

with their children. 

In the early twentieth century Freud and his followers used 

parents as psychoanalytic agents. The earliest and most famous case is 

that of Little Hans whom Freud treated for a phobia of horses (Freud, 

1925). Hans' father, a physician and follower of Freud, was, under 

Freud's supervision, actively involved in the treatment program. During 

the 1930's psychoanalysts used mothers as observers during treatment 

periods with their children (Burlingham, 1935) and later, in the 1950's, 

as psychoanalytic agents in the home (Rangell, 1952). 

6 
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Such parent involvement was limited primarily to psychoanalytic prac

titioners and it wasn't until the late 1950's and early 1960's, with a 

resurgence of interest in the learning-behavioral approach to the treat

ment of children's behavior, that parent involvement became a component 

in behavioral treatment programs. One early example of such involvement 

was Weber's (1936) desensitization treatment of a 19-month-old-girl's 

fear of her shadow. The girl's father was a participant in the treat

ment. But, until Williams (1959) instructed parents in extinction of 

their 21-month-old-son's bedtime crying, little behavioral research with 

children directly included parents. Pumroy (1965) produced one of the 

first studies aimed at actually teaching parents the principles of be

havior modification. He used the lecture method and claimed that parents 

learned both the principles and vocabulary of behavior modification. 

However, little specific data accompanied Pumroy's study and 

this was characteristic of many of the early attempts at parent training. 

The descriptive case study format was frequently used to report these 

studies and the behavioral technology needed refinement, especially main

tenance and tighter control on treatment variables (O'Dell, 1974). 

The 1960's also brought the publication of some programmed be

havioral child management books for parents. Some examples of these 

early texts are: Smith and Smith's Child Management: A Program for 

Parents (1966), a simplified coverage of some basic behavioral theory, 

Patterson and Gullion's Living With Children: New Methods for Parents 

and Teachers (1968), composed of small instructional units dealing gen

erally with behavioral theory and specifically with common "problem" 

behaviors (e.g., frequent fighting, the frightened child), and Vallett's 



Modifying Children's Behavior: A Guide for Parents and Professionals 

(1969), also composed of small units, using self-tests and including, 

illustrated tables of materials such as behavior list forms, data col

lection forms and frequency graphing charts. 

During the 1970's parent involvement in behavior change with 

their children was and continues to be the target of much research. 

Just as the entire field of behavior modification has faced the neces

sity for close monitoring of research (Baer, Wolf and Risley, 1968; 

Hersen and Barlow, 1976), so has the area of behavioral parent training. 

Current behavioral parent training research is attaining greater tech

nological control and dealing with the complex issue of generalization 

as well as studying parent-child interactional patterns and settings. 

Studies Using Behavioral Technology 

One neglected aspect of parental involvement as behavior change 

agents with their children is that of intervention in the area of aca

demic skills (e.g., counting objects, learning colors, etc.). One per

son who has produced some research in this area is Arthur W. Staats. 

In the 1950's Staats concluded that many children experience academic 

difficulties due to lack of motivation; he defined motivation as "in

adequacies in reinforcement" (Staats, Minke and Butts, 1970). He fur

ther developed this theory and by 1959 had developed a token 

reinforcement program that was implemented with children experiencing 

reading problems. Continued efforts to further develop this program led 

to the Staats1 Motivation-Activating Reading Technique (SMART) (Ryback 
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and Staats, 1970). The Technique is a combination of teaching units 

(using Science Research Associates Reading Laboratory materials) with a 

token reinforcement strategy. As Staats increased the use of this SMART 

technique he demonstrated success using para-professionals as teachers. 

Literate adult volunteers and high school seniors were trained as in

structional technicians to administer the reading training to the 

children (Staats and Butterfield, 1965; Staats et al., 1970). Ryback and 

Staats (1970) taught the parents of four children, using the SMART, to 

work with their children for the purpose of remediating reading skill 

deficits. All four subjects learned many new words and made gains on 

the Spache Diagnostic Reading Scales (Ryback and Staats, 1970). Staats1 

work demonstrated that parents could be taught to become behavior change 

agents in academic skill areas. 

In all of Staats' studies, the target behavior has been reading, 

specifically word knowledge, oral reading skills, silent reading skills, 

and comprehension. In the study using natural parents, Ryback and 

Staats (1970), reported that three of the children were chosen from the 

waiting list of a Reading Clinic with the fourth chosen from a University 

Laboratory School; they do not report how the parents were chosen (i.e., 

did they volunteer or were they approached about participation in the 

program?). Ryback and Staats (1970) state that the parent training took 

place in a group setting but they do not tell whether this was in a 

clinic setting or in the homes. 

The training of the parents in use of the SMART is described: 

modelling, written instructions, and behavioral rehearsal were used but 

these instructional components were not described in detail. No attempt 



was made to assess the effectiveness of the specific components, that 

is, the effectiveness of the instructional package as a whole was dis

cussed. The parent-child teaching session phases (Individual Word 

Learning Phase, Oral Paragraph Reading Phase, Silent Reading Phase, and 

the Comprehension Question Phase) were described in detail. 

Retention of new words acquired was measured by a test of the 

words learned in the preceding 20 lessons; the test was administered 

10 to 15 days after the training occurred. No long-term maintenance 

was assessed. Generalization of both parent and child behavior, either 

across subjects or settings, was not discussed. The effectiveness of 

the SMART was measured by assessing increases in the children's scores 

on the Spache Diagnostic Reading Scales and the 100-Word Reading Test 

made up of words the children had learned. Both measures were admin

istered as pre- and post-tests. Ryback and Staats (1970), did report 

that the mean cost of reinforcers per child for the four children in

volved in the study was $18.34. 

Staats1 work, although lacking details of training components 

used with the parents, and measuring program effectiveness only by pre-

and post- measures, offered encouragement for the organization of pro

grams to behaviorally train parents to teach their children academic 

tasks using behavioral techniques. 

In 1969 the Portage Project was initiated (in Portage, Wisconsin) 

as a result of funding from the Bureau of Education for the Handicapped. 

This Project is a home-based teaching program for young handicapped 

children. Its organization is based upon behavioral principles; an 

Antecedent-Behavior-Consequent (A-B-C) model is applied to the 
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parent-child interactions and this analysis helps to make this inter

action more functional during a parent-child teaching session. Parents 

learn what behavior to teach, what to reinforce, and how to observe and 

record data. 

A teacher visits the home on a weekly basis to direct the organ

ization and monitoring of a program to instruct the children in the 

areas in which they have deficits of concern (e.g., pre-academic skills: 

learning colors, identifying shapes; self-help skills; motor coordina

tion skills, etc.). The parents are initially taught by the visiting 

teacher how to instruct their child in a specific task and how to record 

the child's progress. The teacher visits the parent once a week to 

monitor the child's progress, set new goals and alter the Antecedent-

Behavior-Consequent teaching procedures if necessary. Parents are thus 

directly involved in the education of their children. 

The Portage Program is ongoing and "serves children who have 

been previously diagnosed as having behavioral problems or as being 

emotionally disturbed, mentally retarded, physically handicapped, vision 

impaired, culturally deprived, or handicapped in the area of speech or 

language" (Shearer and Shearer, 1972, p. 211). The behaviors that have 

been targeted for parent-teaching involvement have covered a wide range, 

including some that are pre-academic and academic skills (e.g., copying 

lines in the presence of a model, counting, etc.). Some parents volun

teered for participation and others were referred to the program by 

physicians, social workers, schools, and so forth. All of the parent 

instruction occurs in the home and the process by which the teacher in

structs the parent consists of the following steps: 



1. Target parent behaviors (antecedent and consequent) to be 

changed. 

2. Specify objectives for the parent (i.e., the parent sets a 

goal for child behavior change and the teacher assists the 

parent to operationalize this goal). 

3. Model the appropriate behavior for the parent. 

4. Parent models the behavior. 

5. Cue (via verbal or non-verbal signals) the parent towards the 

appropriate response. 

6. Use re-modelling as a correction procedure (for the parent) 

if necessary. 

7. Verbally reinforce the parent for appropriate antecedent and 

consequent behaviors. 

8. Record the parents' responses. 

9. Make yourself available for consultation (Boyd, Stauber, and 

Bluma, 1977). 

Each of these steps is described in the Portage Parent Manual but 

further operationalization is necessary. 

Also in the manual, several tactics are suggested for use by 

the teachers to enhance the maintenance and generalization of the newly 

learned parent behaviors. The manual suggests that some of the tech

niques employed have some research support while others are currently 

being tested for empirical support; no specification as to which tech

niques are supported is given. 

Little published research exists using the Portage Parent Teach

ing Model, but Boyd et al. (1977) note that there now exist at least 30 



replication sites throughout the United States. In a study done by 

Peniston (1972), the Stanford-Binet Intelligence Scale, the Cattell 

Infant Scale, and the Alpern-Boll Developmental Skills Age Inventory 

were administered as pre- and post-tests to two groups of children: a 

group randomly selected from the Portage Project and a group randomly 

selected from preschool classes for culturally and economically disad

vantaged children. The study measured gains made by both groups in the 

areas of mental age, IQ, language, academic development, and socializa

tion. Multiple analysis of covariance controlled for IQ, practice ef

fect, and age; Peniston (1972) notes that the Portage Project children's 

gains in the areas measured were statistically significant as compared 

to the preschool classroom groups. 

Much more empirical research is required using the Portage Pro

gram Model. However, even without such research results, the model is 

very promising as an application of behavioral technology used to in

struct parents how to teach their children specific skills, including 

pre-academic and academic tasks. 

Achievement Place, in Lawrence, Kansas, has demonstrated that 

children's school behaviors (which included studying behavior) can be 

maintained at an appropriate strength contingent upon home-based rein

forcement administered by parents (Bailey, Wolf and Phillips, 1970). 

The parents in this research were residential house-parents employed in 

the Achievement Place Program; similar behavioral programs could be ap

plied with natural parents. The parents are not directly teaching the 

children but they are learning to observe behavior, collect data, 



identify reinforcers, and administer reinforcement in a manner that will 

affect some academic behaviors in school. 

A parent administered behavioral contingency program increased 

a 10-year-old girl's at-home reading time (for the purpose of completing 

required book reports)(Hall et al., 1970). In this well-controlled 

study using multiple baseline design the girl was required to go to bed 

one minute earlier than her designated bedtime for each minute less than 

a required 30 minutes that she spent reading for her book reports. 

Henderson and Garcia (1973) taught mothers of Mexican-American 

first-graders to use the skills of modelling, cueing, and reinforcement 

to increase the number of causal questions (e.g., "Why?", or "How come?") 

their children asked. Cazden (1970) points out that question asking is 

a significant cognitive skill; the Henderson and Garcia study provides 

an excellent example of behavioral intervention by parents, bringing 

about a desired behavior change in a cognitive skill area. 

Summary 

Much research exists demonstrating the application of behavioral 

technology to teach parents how to become successful behavior change 

agents with their children in the area of social behaviors (e.g., ag

gressive behavior, non-compliance, etc.). Svome studies have been done 

involving parents in their children's academic skill learning but there 

is a need for much more behavioral research in this area. 

Special emphasis must be placed on the instructional method

ology used to teach both parents and children. This methodology must 

be carefully detailed in order to facilitate applied use of these 
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techniques. This study describes an instructional package to be used 

for teaching parents and explicitly identifies the behavioral components 

of the package, as well as a detailed description of their implementa

tion . 



CHAPTER 3 

METHOD 

Subjects 

Three children and their mothers participated in the study. 

There were two boys, both five years of age, and one girl, four years 

of age. The children were selected from the population of children 

seen in the private office of a Tucson pediatrician. Two of the chil

dren were of Anglo-American ethnic background, and the other child was 

of Mexican-American background (primary language: English). 

Participation in the program was voluntary; the parents were 

contacted and informed that there would be a training program available 

to help parents learn how to teach their children specific pre-academic 

and academic tasks. Five children and their mothers originally partic

ipated in the study. One of the parents, after five sessions, decided 

to cease participating in the study. Another child participant in the 

study demonstrated many interfering behaviors during the teaching ses

sions and it became increasingly more difficult for the mother to demon

strate the teaching behaviors. The child began to refuse to participate 

in the sessions. The experimenter worked at home for several sessions 

with the parent and child, but the high frequency of interfering behav

iors made it impossible for them to continue as part of the study. 

A pre-test consisting of the 26 upper-case letters of the alpha

bet was administered to the children individually by the experimenter. 
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They were shown a printed model of the upper-case alphabet letters and 

asked to "make a letter just like this one". One of the children 

printed four of the letters appropriately and the other two children 

were not able to print any of the letters correctly. 

Setting 

Baseline sessions were held at the pediatrician's office; the 

training sessions for the parents also took place at the office. These 

sessions began at 8:30 a.m. because this time was most convenient for 

the parents. After training was completed, all teaching sessions were 

carried out in the children's homes. The sessions were conducted in 

the homes for the convenience of the parents, and because that is the 

natural setting in which such instruction typically occurs. Maintenance 

and generalization sessions were also conducted in the home. 

Tasks 

The task that the parents taught the children was to print the 

upper-case letters of the alphabet. The letters were chosen at random 

and placed in a sequence. During the teaching sessions with their 

children all parents introduced the letters in this same order. This 

procedure was to ensure that all children were taught the letters in 

the same order so that they were working on letters of equal stroke dif

ficulty at the same time. (That is, all children would be working on a 

3-stroke letter, e.g., "H", at the same time, rather than some working 

on a simpler letter while others worked on a more complex letter.) 
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Materials 

The Zaner-Bloser (1974) alphabet guidelines (Appendix A) were 

used by all parents. These are frequently used by elementary school 

teachers as guidelines when teaching children how to print. Their use' 

provided all parents with the same model for printing the letters of 

the alphabet. 

The Instructional Manual (Appendix B) is a booklet containing 

written instructions that define, describe, and present sequentially 

the instructional techniques to be used by the parents when teaching 

their children. These techniques include: 

1. Modelling -- (Physical) the parent prints the letter for the 

child so the child can see both the stroke com

ponents and the completed letter; 

-- (Verbal) while making the letter, the parent 

verbally describes how the letter is made; 

-- modelling must occur for each of the fifteen 

printing trials per teaching session. 

2. Positive Feedback -- when the child prints all or part of the 

letter correctly the parent specifically verbal

izes about the part(s) printed correctly; this 

occurs either during or immediately following the 

child's correct printing of the particular letter 

component. 

3. Corrective Feedback -- when the child makes an error in print

ing part or all of a letter, the parent verbally 

identifies the error(s) for the child so that the 



child is made aware of these specific errors and 

can attempt to correct them on the next printing 

trial. 

4. General Verbal Reinforcement -- at the end of each letter-

printing-trial the parent verbally reinforces the 

child for working well and/or being on-task; 

-- general verbal reinforcement follows each of the 

fifteen printing trials that constitute a teach

ing session. 

The Parent Teaching Skills Recording Form (Appendix C) was used 

by observers to record parent teaching behaviors. It consisted of 15 

(one per printing trial) lists of the sequence of teaching components 

described in the Instruction Manual. 

Lined paper (Appendix D) and Beginners' pencils were provided 

for use by the parents during the study. 

Plastic overlay sheets (Helwig et al., 1976) were used to im

plement criterion for scoring the children's printing responses. The 

overlay sheet for each letter had a model of the letter and a dotted 

line marking a distance of one-fourth of an inch on either side of each 

stroke in the letter. Helwig et al. (1976), provided a detailed descrip 

tion of the evaluative overlay technique of scoring letter formation; 

this method enables the scorer to be objective when assessing the print

ing responses. The overlays also facilitate ease of establishing relia

bility. 
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Procedures 

Design and Dependent Variables 

The design of the experiment was a multiple baseline design 

across subjects (Herson and Barlow, 1976; Kratochwill, 1978), There 

were two major dependent variables in the study. The first dependent 

variable was the parents' teaching behaviors; these behaviors consisted 

of the teaching techniques described in the Instructional Manual. They 

were: modelling (physical and verbal), positive feedback, corrective 

feedback, and general verbal reinforcement. The second dependent vari

able was the children's printing responses; that is, it was the chil

dren's printing of the alphabet letters taught by their parents. 

Baseline 

Two baseline sessions were conducted daily during this first 

phase of the study. During baseline each mother and child sat side by 

side at a table and used the paper and pencils provided. The parent was 

instructed to teach the child, using any words or actions she chose, how 

to print the five target letters (the letters chosen from the specified 

sequence). Each teaching session, Baseline, Intervention and post-

Intervention, consisted of having the child attempt to print three trials 

of each of five target letters. These fifteen trials would constitute 

the entire teaching session. 

Intervention 

Intervention consisted of giving the parent the manual and 

allowing her to examine it for 10 minutes. Then the experimenter 
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carefully described to the parent each teaching component listed in the 

manual. The parent was given an opportunity to ask questions about the 

manual and its use. The parent then took the manual home and brought 

it to the next meeting (which occurred the next day) with the experi

menter. This next meeting was a continuation of the actual parent 

training: 

1. The parent was given an opportunity to ask questions about the 

manual; 

2. The experimenter modelled the teaching techniques (in proper 

sequence) for the parent; 

3. The parent then instructed the experimenter (who role-played 

the child) how to print five letters. (All possible situations 

were introduced to the parent. These included: printing a 

letter with no correct strokes, printing a letter containing 

both correct and incorrect strokes, and printing a letter with 

all strokes correct.) 

During the next teaching sessions the parent worked with her 

child, taught him/her to print the target letters, and was given feed

back by the experimenter. The experimenter verbally reinforced appro

priate use of teaching techniques, and identified those techniques used 

inappropriately or those techniques that were omitted when their use was 

necessary. The experimenter, upon identification of techniques used in

appropriately or omitted when necessary, gave the parent corrective 

feedback on the correct use of such techniques. These teaching sessions 

(1 per day) were conducted until the parent attained the criterion of 

75% appropriate use of the required teaching techniques for five 



consecutive teaching sessions. When this criterion was attained the 

parent began conducting the teaching sessions at home, with one teaching 

session (five letters, three trials per letter) each day. The letters 

were presented in the randomized sequence chosen. 

The parent was instructed to do no extra printing with the child 

other than the teaching session conducted in the experimenter's presence. 

The experimenter went to the home to collect data on the first three 

teaching sessions conducted at home. 

Scoring 

An observer was present during all teaching sessions until 

criterion was attained and during two of the first three teaching ses

sions conducted at home. The parents' teaching behaviors were recorded 

using the Parent Teaching Skills Recording Form. Each teaching session 

was made up of fifteen printing trials and for each of these trials the 

observer recorded whether or not the necessary teaching behaviors 

occurred. The components of Modelling and General Verbal Reinforcement 

were necessary for all trials; if part or all of the letter was printed 

correctly Positive Feedback was necessary; if part or all of the letter 

was printed incorrectly Corrective Feedback was necessary. As a double 

check on the necessity of the Positive and Corrective Feedback compo

nents the observers, at the end of each teaching session, re-checked 

their scoring together with the children's printing responses. 

The observers calculated, for each teaching session, the per

centage of necessary teaching behaviors that the parent had performed 

during the session. The following formula was used: 
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Number of necessary teaching behaviors performed by the parent x 100 
Number of necessary teaching behaviors 

The plastic overlays were used to score the children's printing 

responses. After every teaching session the observer took each of the 

child's 15 letter responses and, placing the plastic overlay upon each 

letter, assessed whether or not it met criterion. The letter response 

was then scored correct or incorrect. For each teaching session the 

number of correct responses was recorded. 

Observer Training and Reliability 

One primary observer was used for this study and the experi

menter served aS the reliability observer. The primary observer was 

trained to correctly identify and score the parents' teaching behaviors. 

The training procedures were: the observer read the Instruction Manual 

and became familiar with the teaching components; then the experimenter 

modelled a complete teaching session (15 printing trials) including 

appropriate use, and omission of the teaching techniques. The observer 

scored this teaching session using the Parent Skill Recording Form. 

For each teaching session interobserver agreement was computed, 

for both the occurrence and non-occurrence of parent teaching behaviors. 

The following formula was used: 

Number of agreements ^ ^qq 
Number of agreements + disagreements 

During baseline phase the average occurrence agreement was 64% and the 

average non-occurrence agreement was 90%. During the instruction phase 

in the office the average occurrence agreement was 91% and the average 

non-occurrence agreement was 75%. For the instruction phase in the home 



the average occurrence agreement was 90% and the average non-occurrence 

agreement was 78%. 

Reliability was also established for the observer's and experi

menter's use of the plastic overlay sheets to score the children's 

printing responses. Samples of children's alphabet letter printing 

(done on the printing sheets used in the study) were obtained from a 

population of five-year-olds in a Public School Kindergarten in Tucson. 

The observers scored these letter responses independently until a cri

terion level of 100% agreement in scoring was obtained on two consecu

tive sets of printing responses (15 letter responses per set). 

The observer was present for all teaching sessions until the 

parents attained criterion, for two of the first three teaching ses

sions conducted at home, and also for the teaching sessions when Main

tenance and Generalization measures were obtained. 

Maintenance 

Measures of maintenance were obtained on both the parents' use 

of the target teaching techniques and the children's printing skills. 

To assess maintenance of both of these behaviors the parents were asked, 

at two-week and four-week follow-up intervals, to participate in a 

teaching session where they had the target children print five letters 

(three printing trials per letter). The parents' teaching behaviors 

were scored using the Parent Teaching Skills Recording Form and the 

children's printed letters were scored using the plastic overlays. 



Generalizat ion 

Because parents are frequently involved in teaching their chil

dren many tasks that are of a non-academic nature (e.g., self-care skills) 

it was important to assess whether or not the parents would use the skills 

learned in this study (skills used to teach an academic task, i.e., print

ing) when teaching non-academic tasks. Such extension of parent teaching 

skills is a measure of generalization of these skills across behaviors. 

At the completion of the four-week follow-up teaching session the parents 

were required to teach a non-academic task to the target children. (The 

non-academic tasks were chosen pertinent to each child's skill mastery.) 

At this four-week follow-up session the parents were also asked to teach 

their children how to make numerals, an academic skill. Parents' teach

ing behaviors were observed to identify whether or not the parents imple

mented the target teaching techniques in teaching another academic skill. 

After the parents attained criterion during the office-site 

teaching sessions they began teaching their children printing at home. 

This generalization of parent teaching skills across settings was mea

sured by comparison of the data collected during the office-site teaching 

sessions with the parent-teaching-behavior data collected during the 

home-site teaching sessions. 

Social Validation 

Kazdin (1977) and Wolf (1978) have reviewed literature dealing 

with the issue of the importance of using social validation to assess 

the applied effects of systematic behavioral intervention. Social vali

dation involves the evaluation of interventions according to therapeutic 

criteria (Risley, 1970); that is, an assessment is made of whether the 



behavior changes that occur as a result of the intervention are clin

ically or socially important for the target population. 

As a measure of social validation for this research an assess

ment was made of the relevancy of the parent training program. At the 

conclusion of the second maintenance measure (4-week follow-up) the 

target parents received and completed a questionnaire (Appendix E); the 

questionnaire requested information concerning the parents' views on 

the target behavior chosen (printing), clarity of instructions, ease of 

implementation of the instructional components, and the effect of the 

program on their children's printing responses. The questionnaires, 

without the parents' names, were returned by mail. 

Another social validation measure was obtained by having the 

children's printing rated by four adults who were not familiar with 

the study. Twenty percent of the children's printing responses from 

each phase of the study (baseline, intervention, home teaching) were 

presented to the adults. Because Child A had more than double the num

ber of intervention phase teaching sessions than the other subjects, 

only 10% of Child A's printing responses were presented to avoid an 

excessive number of letters for one child from one phase of the study. 

They assigned a rank of 1, 2, or 3 (1 being the highest) to each child's 

samples of printing from the three phases of the study. 



CHAPTER 4 

RESULTS 

Percentage of necessary teaching behaviors performed by the 

parents during the teaching sessions are found in Figure 1. The number 

of criterion letters printed by each child during the teaching sessions 

are found in Figure 2. 

Parent and Child A 

During baseline Parent A performed an average of 18% of the 

required teaching skills per session. During the Intervention Phase 

when Parent A was taught the required teaching skills, 11 teaching 

sessions were necessary before criterion was attained. During the 

first three teaching sessions at home she performed 86%, 74%, and 85% 

of the required teaching skills. 

During baseline conditions, none of the letters printed by 

Child A met criterion. During the Intervention Phase (11 teaching 

sessions) the number of letters meeting criterion varied, with 10 

letters being the highest number of Child A's letters to meet cri

terion. The number of criterion letters for the first three home 

teaching sessions were 7, 7, and 9. 

Parent and Child B 

During baseline Parent B performed an average of 10% of the 

required teaching skills per session. During the Intervention Phase 
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Parent B required five sessions to attain criterion. During the first 

three teaching sessions at home, she performed 73%, 737», and 89% of the 

required teaching skills. 

For each of the first three baseline sessions, Child B printed 

two criterion letters and printed three criterion letters during the 

fourth session. During the five teaching sessions of the Intervention 

Phase, Child B printed 8, 9, 10, or 11 criterion letters. The number 

of criterion letters for the first three home teaching sessions were 

9, 7, and 10. 

Parent and Child C 

During baseline Parent C performed an average of 10% of the 

required teaching skills per session. During the Intervention Phase 

Parent C required five sessions to attain criterion. The third home 

session was not measured (the family went on a brief vacation) but 

during the first two teaching sessions at home Parent C performed 83% 

and 947», respectively, of the required teaching behaviors. 

During the six baseline sessions Child C averaged eight cri

terion letters per session, and during the five Intervention Phase 

teaching sessions Child C averaged 10 criterion letters per session. 

The least squares analysis (Parsonson and Baer, 1978) was applied to the 

baseline and treatment phase (office) of Child C's data. It can be ob

served that there was a definite trend during baseline, with a continua

tion of trend during treatment. For each of the first two home sessions 

there were 12 criterion letters. 



Maintenance 

The first follow-up teaching session was conducted two weeks 

after the last monitored home teaching session with each parent and 

child. At this 2-week follow-up measure Parent A demonstrated 81%, of 

the required teaching behaviors and Child A printed 10 criterion letters. 

Parent B demonstrated 79% of the required teaching behaviors and Child B 

printed 12 criterion letters. Parent C demonstrated 92% of the required 

teaching behaviors and Child C printed nine criterion letters. 

The second follow-up teaching session was conducted four weeks 

after the last monitored home teaching session with each parent and 

child. At this 4-week follow-up check Parent A performed 77%, of the 

necessary teaching behaviors and Child A printed six letters that met 

criterion. Parent B performed 94% of the necessary teaching behaviors 

and Child B printed 10 criterion letters. Parent C performed 97% of the 

necessary teaching behaviors and Child C printed 14 criterion letters. 

Generalization 

At the completion of the 4-week follow-up teaching session 

Parent A, when teaching her child to make numerals, utilized all four of 

the target teaching components, and Child A made the numerals appropri

ately. When teaching her child to tie shoelaces (a non-academic task) 

she utilized modelling, both verbal and physical, but did not demon

strate the other teaching behaviors. She was told by the observer to 

teach the shoelace tying again, this time using the techniques she had 

learned for teaching her child to print. She was able to demonstrate 

these instructional techniques with the task of shoelace tying when told 

to do so. Child A had great difficulty with the task of tying shoelaces 
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and became very frustrated (nearly in tears) when Parent A did not uti

lize all of the target teaching behaviors. On the later trials Child A 

was not completely successful with the shoelace tying, but responded 

with smiles as Parent A used positive feedback for parts of the task 

performed appropriately and general verbal reinforcement following each 

attempt at the task. 

Parent B performed all of the target teaching skills when teach

ing her child to make numerals; she also demonstrated all skills when 

teaching her child the non-academic task of using scissors to cut paper. 

Child B made all of the numbers appropriately and successfully performed 

almost all of the components of the paper cutting task. 

Parent C performed all of the target teaching skills when teach

ing her child to make numerals; she also demonstrated all of the skills 

when teaching her child the non-academic task of threading a needle. 

Child C made all of the numbers appropriately and successfully performed 

almost all of the components of the needle-threading task. 

Social Validation 

The three parents participating in the study completed the social 

validation questionnaire. All of them strongly agreed that the target 

task (printing) was a meaningful one for their children to learn. Two 

of the parents strongly agreed that they easily understood the material, 

instructions, and feedback given by the experimenter, and the third 

parent responded in agreement to these questions. All of the parents 

strongly agreed that as a result of the teaching techniques they had 

been taught, they had seen an improvement in the target children's 
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ability to print letters. They also all strongly agreed that they would 

participate in a similar program again and that such a program should be 

made available to more parents (of children in pre-school, kindergarten, 

and early elementary grades) to involve them in their children's academ

ic program. 

The four adults who rated the children's printing samples as

signed the same ranks for each child to all three phases: 

Rank Phase 
(highest) 1 - Home teaching sessions 

2 - Intervention phase 
3 - Baseline 

All of the adult raters did comment that they had to make a fine 

discrimination between the printing samples from the Home Teaching Phase 

and the Intervention Phase of the study. 



CHAPTER 5 

DISCUSSION 

Behavioral technology is currently being implemented to teach 

parents to successfully modify a variety of child behaviors (Herbert 

and Baer, 1972; Patterson et al., 1972). Instructional packages based 

upon the principles of applied behavior analysis have been used success 

fully to teach various skills (Briscoe et al., 1975; Fawcett and Miller 

1975; Minkin et al., 1976; Phillips et al., 1971). This research uti

lized an instructional package, consisting of behavioral components, 

to teach parents how to modify their children's printing skills. The 

results of this study demonstrated that parents can be taught the in

structional techniques of modelling (physical and verbal), positive 
i 

feedback, corrective feedback, and general verbal reinforcement, and 

that they can use these techniques to teach their children. The re

sults also showed that when the parents did use these techniques to 

teach their children the task of printing, the children's printing 

skills improved. 

Parent A required eleven training sessions to attain criterion 

while both Parents B and C each required only five training sessions 

to reach criterion. The lengthy time period for Parent A may have been 

due to the fact that Child A exhibited such off-task behaviors as 

doodling on the paper rather than printing, refusing to print, and 



briefly sobbing-without tears if the target letter appeared to be a 

difficult one. Parent A was very distracted by this behavior and had 

difficulty concentrating on the required teaching behaviors. Children 

B and C did not exhibit these off-task behaviors. 

The results also showed, with Children A and B, that when the 

parents did use these techniques to teach their children the task of 

printing, the children's printing skills improved. Child C demon

strated a much higher production of criterion letters during baseline 

than did either of the other children, although during the pre-test 

Child C printed only four letters that met criterion. It appeared to 

the observer and experimenter that this child had greater fine motor 

control (as demonstrated in printing with a pencil) than either of the 

other children. The letters Child C printed during the intervention 

phase were more finely controlled letters than those during baseline. 

The construction of the plastic overlays did not allow for the measure

ment of such improvements. 

In this study generalization of parent use of the target instruc

tional skills to teach a similar academic task (making numerals) did 

occur for all of the parents. Generalization of the use of these skills 

to teach non-academic tasks occurred with Parents B and C, but not with 

Parent A. Such generalization usually does not occur (Stokes and Baer, 

1977) and may be explained in this study because the different tasks 

were performed using the same children as subjects and in the same 

setting where printing instruction was then occurring (the home); such 

similarities may have facilitated generalization. 
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There are several variations that could occur to the format of 

this study that might provide additional information; one of the first 

changes to implement would be the removal of one or more of the in

structional components and measure whether or not the remaining tech

niques demonstrated an effect on the child's printing. Azrin (1977) 

has suggested that, when dealing with concerns that have not been pre

viously thoroughly explored (e.g., parent training for intervention in 

academic skill areas), researchers should consider implementation of 

treatment packages initially, followed by further component analysis. 

Such component analysis assists in the identification, if any, of more 

effective components. 

The order of presentation/introduction of letters could be al

tered to present the easier letters first; that is, the letters with 

fewer strokes could be introduced before the more complex ones. Chil

dren who are learning to print may be reinforced with more successes by 

printing the easier letters first and then progressing to the more dif

ficult ones. 

The plastic overlays used to evaluate the printed letters could 

be given to the parents to have them score their children's printing 

responses. This use of the overlays would serve as another form of 

feedback to the parents about the children's progress, and would provide 

the parents with an even more active involvement in the teaching program. 



Implications for Future Research 

Lindsley (1966) suggested the need for parent involvement with 

their children who are experiencing difficulty in the area of academic 

skill functioning. The instructional package used in this study should 

be implemented with parents whose children have been identified by 

Kindergarten and/or First Grade teachers as having difficulty with the 

task of printing. The parent teaching would be supplemental to that 

occurring in the classroom and there could be measurement of the effect 

of the training on the children's printing. 

There were no instructions provided in this instructional pack

age for intervention with interfering behaviors by the children. It is 

quite likely that such intervention could be needed in many parent-child 

teaching sessions and the implementation of the instructional package in 

such instances could provide valuable information about the success of 

parent intervention with children who have been identified as having 

behavior problems. 

The usefulness of this instructional package could also be 

demonstrated with parents of lower socio-economic background than those 

who participated in this study. 

Such an instructional package could be implemented with junior-

high school or senior-high school students who could use this with 

younger brothers or sisters, or who could serve as tutors to a child 

in a Kindergarten or First Grade classroom. 

It has been demonstrated that parents can utilize instructional 

techniques that will positively affect their children's printing skills. 



More research is required in this area in order to develop specific 

instructions to involve parents in instructional activities in other 

aspects of their children's academic functioning (e.g., reading activ 

ities, spelling activities, etc.)- Many of these academic tasks must 

be operationalized, and methods of measurement must be specific (e.g. 

use of plastic overlays to score printing) before extensive parent 

involvement is possible. 



APPENDIX A 

ZANER-BLOSER ALPHABET GUIDELINES 
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APPENDIX B 

PARENT TEACHING MANUAL 

Read the instructions carefully -- this will help you to become 

familiar with what you are required to do. After you have read over 

the materials they will be fully discussed with you -- so, be sure to 

ask any questions that you may have, no matter how important or unim

portant they may seem. 

At first, until you become very familiar with the teaching 

instructions, review the manual before beginning each teaching session. 

Sit beside your child for these teaching sessions. 

SOME GENERAL GUIDELINES FOR TEACHING AT HOME 

The following suggestions may prove helpful when you conduct 

the actual teaching sessions in your home; 

1. Use an area of your home that has the least possible number 

of distractions. 

2. Set a specific time for the teaching to take place and, if 

at all possible, keep this same daily time for each teaching 

session. 
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Many parents are anxious to help their children with various 

tasks the children must perform in school (e.g., printing, adding and 

subtracting numbers, cutting, etc.). This appears to be very easy but, 

in the past, such attempts by parents have frequently resulted in frus

tration for both parent and child. So, in spite of all good intentions, 

little was accomplished and tempers often flared. The main reason for 

these problems has often been that parents really don't know exactly 

how to go about such instruction. Learning the skills necessary to be 

effective at this teaching task is not extremely difficult, but it does 

require parents to study instruction materials carefully and make a 

specific effort to carry out the teaching suggestions. 

This Instruction Manual describes steps that have been proven 

successful in teaching; they will be used by you to teach your children 

how to print letters -- a task required of all children during their 

first years of Elementary School. 



SPECIFIC INSTRUCTIONS 

1. Modelling 

Each time you ask your child to print a letter (15 times per 

teaching session) model (demonstrate) the letter you want him/her to 

make. To do this, print the letter on the paper provided for your 

child to use. (Use the letter-printing guidelines that you were given 

As you print each letter describe to your child how to make the letter 

You model the letter for your child so that he/she can see how 

each part of the letter is made correctly. 

Example: (while making the letter "T") "Start here and draw a line 

straight down and stop at the bottom line. Then come back 

up to the top line and draw a line across like this." 

2. Positive Feedback 

To help your child focus on parts of the letter printed well, 

comment specifically on those parts. That is, when your child prints 

part or all of the letter correctly comment on a part that has been 

well done. 

Immediately following completion of part of the letter, 

tell your child how well he/she performed that part of the task. 

Example: A) You stopped on the line. 

B) You remembered to join those two lines in just the 

right place. 
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3. Corrective Feedback 

When your child makes an error in printing part of a letter, 

identify the error for him/her. You do this to make your child aware 

of his/her specific errors so they can try to correct these mistakes 

the next time they print the letter. Sometimes you may wish to point 

out the difference between the letter printed incorrectly and the 

model letter that you have printed for the child. 

Example: A) See how your letter has a tail that goes below the line — 

it should stop at the line like this one (pointing to 

the letter-model). 

B) You didn't make this letter "C" fat enough. 

Try to make it fatter the next time. 

4. General Verbal Reinforcement (Praise) 

After each time that your child prints a letter make a positive 

general comment to reinforce him/her for working well, paying attention, 

etc. 

Example: A) Good work. 

B) You're really working hard today. 

C) You're listening well today. 
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PARENT TEACHING SKILLS RECORDING FORM 

Child ----------- Parent -------------------------

Date----- Teaching Session ------- Letters ____ _ 

Scoring Code: O=Occurrence ¢ = Non-occurrence N = Necessary ~ = Unnecessary 

Modelling IEJ G Mod. 
Pos. F'db'k P.F. 
Cor. F'db'k C.F. 
Reinforcement Rein. 

Letter Criterion 

Modelling~ 
Pos. F'db'k 
Cor. F'db'k 
Reinforcement 

Letter Criterion 

Modelling~ 
Pos. F'db'k 
Cor. F'db'k 
Reinforcement 

Letter Criterion 

Modelling~ 
Pos. F'db'k 
Cor. F'db'k 
Reinforcement 

Letter Criterion 

Modelling IBJ 
Pos. F'db'k 
Cor. F'db'k 
Reinforcement 

Letter Criterion 

Number of necessary teaching components performed 

Number of necessary teaching components 

Number of criterion letters 

Observer --------------------------------
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APPENDIX E 

PARENT QUESTIONNAIRE 

Please circle the responses below that best describe how you feel about 
the Parent Training Program in which you participated. 

SA a Strongly Agree 
A «= Agree 
D = Disagree 
SD = Strongly Disagree 

1) The task chosen (printing) was a meaningful one for my child to 
learn. 

SA A D SD 

2) I easily understood the instructions given by the Instructor. 

SA A D SD 

3) The material in the Parent Manual could be easily understood. 

SA A D SD 

4) I easily understood the feedback given to me by the Instructor 
about my teaching. 

SA A D SD 

The methods that I learned for teaching my child are helpful. That is: 

5) I saw an improvement in my child's ability to print letters because 
of my use of these methods. 

SA A D SD 

6) I could use these methods to teach my children other school-related 
tasks. 

SA A D SD 

7) I could use these methods to teach my children non-school-related 
tasks. 

SA A D SD 
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8) I would participate again in a parent training program like this, 
if I had the chance to do so. 

SA A D SD 

9) I felt relaxed when the Instructor and the Instructor's assistant 
were present. 

SA A D SD 

10) I think this Program, or one similar to this, should be made avail
able to more parents (of children in pre-school, kindergarten, and 
early elementary grades) to involve them in their children's 
academic program. 

SA A D SD 

On the back of this sheet, please add anything else you would like to 
say about the Parent Training Program. 
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