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: Presented are 10 analytxcal papers and/or narratives
/ of selected elelentary échool programs that focus on changes in legal
R constraints, teacher preparation, instructional .arrangesents, ‘and
A accountability procedures occuring in the moveament .to mainstrean .
g sildly: handicapped ehildrenlinto regular classes. Two.papers. focus on i ..

~ the concept of advécacy with discussions on legislation and. '

- attributes of” teachers for mainstreaming¢ children, Agogg four
advocacy programs described is a kindergarten/early childhood . S

T .education program in’ Kﬁ“tﬁ“t&rdlina.,noles and strategies of teacﬁérs

. for individualizatietﬁare.exanined in five desdriptions of programs ;)

such as crisis resouyce training program at George Washington ' R
University (Washingtoh, D. C.). Discussed:in three -papers are spects A
.of accountability such as an Antegrated behaviorgl systelis mo 1 for -
education. Bxpressed as common to all the presentations is’ the"
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Guthor/me) A | .7




- R e P - — - . > B
' : \ ‘ ) t
« 2 .
e e, : : R S e
"y U.S.OEPARTMENTOF HEALTH, LN
. . EQUCATIONA WELFARE - -/
- i NATIONAL INSTITUTROF ~ . _

. EQUCATION .
THIS DOCUMENT Has BEEN rePRO
DUCED EXACTLY AS RECEIVEQ FROM .. . .
. THE PERSON OR ORGANIZATION GRIGIN ° : . Pt
ATING (1. POINTSOF VIEW OR OPINIONS .
Ty , snu%o DO NOT NECESSARILY RE} RE. .
faeow SENT OFFICIAL NATIONAL INSTITUTE OF -
LN EOUCATION POSITION OR POLICY. °

“ “ \_:Iv : ‘_ ..

e

-,

KN
N . 0l N - '
- A oo . " Project No. 2 RO 20441 ,
"éég. .7 Grant No. QEG-0-72-4359 - - ’
o | |
|5y

»
-

-«

» *
>

S o fNahcy Kreinberg and Stan]éy'H. L. Chow T

SR %,g" ~ Far West Laboratory for Educational -+
| _ L <

_Research .and Developmént SRR

Ve T 771855 Folsom Street.
. , : R o JSantFrancisco, California 94103

[y 3 . ~
. )

-

. T
' - . :
o o e ’
B .
’ . . .

e CONFIGURATIONg OF CHANGE:® THE INTEGRATION OF MILDLY

L \‘ ~ HANDICAPPED CHILOREN.INTO THE REGULAR ‘CLASSROOM
. . . . ° £ [ v A
S A ] T L S S
. “July 1973
] ' T \

U.S. DEPARTMENT OF HEALTH, EDUCATION, AND WELFARE .

. o $
1/ . Nationa!'lns;itute of Edycation
v _ -National Center for EJLcatipnal Communication
. -~
P N X
‘ —— ,
: o ? .
v
L : f,
y | ) \
{

~
e et O T R
’ -
R

..
s
'
5
.
ar ‘ )
"
-
.
¥ N,
Al



N D SR ’
. N B A ‘
. ¢ .- \ ! {
. - Phoject No."2 RO 20441

v ’ - : ) B . : o
DR . Grant No. 0EG-0-72-4359
| I
T . A e i& I S
¢ CONFIGURATIONS OF CHANGE:" ,HE INTEGRATION OF MILOLY
| ~ HANDICAPPED CHILDREN INTO' THE\REGULAR CLASSROOM

A : B ) : '

< L)

? -' R o : - :y».**A",
. o - - Nancy Xreinberg and Stanley 4\\5?/E;ow :
A ' e : AN .
| 1

. Far West Labgratory for Educational
‘ —Research and Development

' 1855 Folsom Street -

San,Fmiﬁcisco, California, 94103

| :ﬂ %\ . B . ' ' { T
. .\ : ] , e
) o t
; ' o 4
. e . ; .
v Lo - / . ’ 1.

. The research reported herein was performed pursuant
- to a grant'with the Office of fducation, U.S..
; Department of Health, Educatfon,-and Welfare.- Con-
’ tractors undertaking such.projects under Government
sponsorship are encoufliged to express freely their

'f professional judgment in the conduct of the project.

e v Points of view or opinions stated do not, therefore,

necessarily. represent official Office of Education
- position or policy. S : .

A\ . .- T
. . N

g \

‘ -
© . _U.S. DEPARTMENT OF HEALTH, EDUCAT;QN, AND WELFARE
National Institute of Education

National Center for Educatfonal Comunfcation

v ’*, RS \“ - " (. e

o




Lt A . : ,,' a. ) ?\_\:.k.
B : : \ , Tee . ) “ . ' \\
NS R g N
~ + . .:.JI .‘ - - - ' ) .
. Y“' ' - . i N -
x s ! . \ . "y ” :
2 LR o "f
) ‘ \ ) - e
| s ' - . .. o ‘ ’ ! . . N
- ABSTRACT N
-_ . . N . tx i ’ . . - - * . /\ [ ‘, . . - - " v .
- Z’O ANAL.YZE' THE' PRDCBSSE'S OF C'HAN(:E‘ OCCURRING IN THE' MOVEMENT TO MAINSTRE'AM v

~

MI LD'LY HANDICAPPED CHILDREN ’FROM SELF-C'ONTAJNE'D CLASSROOMS INTO REGULAR

l"

. EDUC'ATION, TNE‘ AUTI?ORS HAVE CHOSE’N TO EOOK AT FOUR PROBLE’M ARE‘AS C'OWGN TO 3
CALL MINSTREAHING PROGRAMS' LB’GAL CONSTRAINTS TEAC'HER PRE'RARATION

INSTRUCTIONAL ARRANGEMENTS AND AC'C'OUNTABILITY PROCE’DURE'S THE ISSUES ARE' L ~ "-,‘

N
EXAMINE’D IN ANALYTICAL ?APE'RS AND NARRATIVES OF SELEUTED PROGRAMS. ' THE'

PRE’VAILING POINT OF VIEW IS THAT HANDICAPPED CHILDRE‘N CAN BE' MINTAINED IN
THE' MAINSTRE’AM WHE'N THE' E’DU('ATIONAL Go4L IS PRIMA};}H INDIVIDUAL GROVTH N A
C'HILD CENTE’RE'D ENVIRONMENI’ "‘HAT CONSIDERS ALL CHILDREN AS LE'ARNE'RS AND

- . . .

5\ - RESPE'C'TS THE UNIQUENE'SS OF ALL LEARNING STYLES.
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S ‘ ~ The movement of mi]dﬁy handicapped chiidren from se]f-contajned class- - ) .
rooms into reguiar education 1s the theme of this rdport., This change
| is called 4;ainstreaming," and, as the term impifes. it {s-more thana . rf‘
9, ‘ simple technique - it is an amalgam of interrelated changes. It Is }1 X ‘- o ,“';
‘ \ founded on a co]]ection of assumptions abuut the potential :for acadgmic .. L
rand social growth of handicapped chiluren, an accumulation of attitudes( . r1; (‘} B
2:A © .. on the part of educators who have revised their former low expectations\\\ \ R
of handicapped childten, and_a series of responses’to financial manageriai p) a
and legal mandates for change in the education of handicapped ch11dren
At this time, the field of spgcial education is, undergoing upheavai '
\\x because of pressures from 'state legislatures for educational accounta- T
e bility,’from state and federai Jitigation against the exc]usion of handi— . -
|

capped children from the regular classroom, and discrimﬁnatory IQ

_ v
\\\\? testing, and from the reduction in local and federai funding for speciai

L] **

- 1
R e s, O PSR S

~—;education.;‘“To these‘preSSurés are added thé stresses that result from L ‘

N o requiring teachers who were trained as speciaiists, to function as - : ﬁfyi"‘

| ~ . geperalists in the cfassroom . _ ' »
S These factors have caused changes throughout the- educationa1 system -<a11 the . i)\j
rnufa;, - way from university training programs to teacher~generated programs in " )
,beiementaﬁy classrooms.. - But the nature of change, like the nature of

learning, is that it is 2 process of discovery’which continues-to produce" 3 ', ol
y new forms When viewing the mainstreaming movEment it is necessary to f

.d.:remember that what is observed at any one time may. and perhaps shouid
. be quite a different set of 1nstructlona1 and administrative arrangements‘
than what will occur at a later date. ‘Rather than.judginf, then, whetherjfo'“

. -
i - . . o L
. N ) .

.
.
. . of
4 . -
o . .
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K particular program is "successful" in mainstreamlng the mildly handi-k
> capped, we tr1ed to look for the broader 1ssues and"p’oblems mathfh the. -
o whole movement, and to present programs that confronted the problems and
h"‘al.;ternpted solutions whlch seemed to offer the most flexlblaity to educators.
' Once 1t\was decided to focus on the problems of change 1n malnstreamlng _ |

. rather than to describe "validated“ models, the issues. began tO emerge

Mere deScrlptions of programs seemed 1nadequate because each school
envlronment w1th 1ts accompanylng physlcal lntellectual. and soc1al | )
cllmaterls unlque. The chlldren. teacﬁers. prlnclpal superlntendent. -f ;'t;
parents. and conmunity create thelr 6wn’sets of expectations and goals |
against'whlch outcomes tan be evaluated either formally or 1nformally. “
In sp1te of the u\lqueness pf each sltuatlon. common problems are -
evident. Nhether the program uses a resouroe roon, a team teachlng

’ approach. an Open classroom or learnlng center arrahgement. a diagnpstlc/ ‘
prescriptlve teacher, an jtinerant spec1al1st or any manner of gradual |

1ntegration of handicapped children out of the self—conta1ned classroom

into‘the regular classroom. the relative frequency wlth whlch the same '

-~ problems occur - across prograns - is strlxlng.

R

. Four Major Types of Problems- ® N o L, -k“

L] 59

He-identxfled four.prﬁad areas-of- problems—~~at the- federal and: state-~§>“~WA-~

level, the legisltative constraints and mandates dictate. certa1n program

requirements, and cause a variety of - problems Also ‘at the state level,

?3 the telcher traint_g institutions affect the 1nnovative programs if they
are unable to provide the schools with the sk1lled£persbnnel they requlre.
At the local |evel - the 1pdiv1dual schodls in this case - the instruction-

ﬁ: al arrangement may be efther facil1tatlt1ve or d1srupt1ve of the goals.of
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R mainstredming. And At the personal leve1 for both stydents and teachers - the

pressures for accountability heavily influencé’the life of the program and '
the people within it. o '

. .
e A

L within each of these levels there are more. specific problems for program
o administrators and teachers. The rgimbursement arrangement of special

-

| education within a state often redyires program changes that hamper the o
o mainstreaming of exceptional children, The.attitudes of both’special Y
o education and regular classroom teachers toward mainstreaming are a o B o
» critical factor in the estimafed success or failure of a program, and
N 4} these atfitudes are bften ‘a result of a particular kind of preservice or
' ' inservice training thaf'the staff has been expored to. The instructio'
managemen t of the program is dependent on school polidy about what

should be taught to. whom, and in what way. Staff attitudes and sp cial

1
v

education funding also help to determine the instructional arrang
chosen and the consequent.management probiems. Finally. there a e the s

¢ AR
id rmal politijs of . the community - the relationships between the’ local - ‘7/'_;'
\ —-—---5chool- and the istrict between the principal*and the‘superintendent*”and ;~“ ']fj

! : . -

l

between each of them and the board of education and the relationships

.. / ) ¢ LR Y

between all of these(to the parents and the commUnity at - large. These : _"' (’ : ~ ;]
_;;fi;!e,,;_e e_hlps must_heecqnfrented becaust. they set the criferia. by whicho.o

i “
oy

R nminstreaming programs will be judged ,
| These discrete problem areas are intimately associated so that ;g
A'isolating them for examination often causes a kind of distortion of the
. whole. All of\the prograns presented in this report confronted all'of these -
’ problems in different degrees, and no one program was an example of just
one.. prohﬂem. However, we chose to group the programs under two headings

those which emphasize advocacz of the rights of all %tudents‘to learn and

.“ =

. _' 3
[T Tt

. N o e N
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to grow Tn several directions b‘sides -the intellectual, "and those which SH

A
.

' emphasize strategies for,dndiv1dualization of COgnitive learning skills. f L

A third section deais with the theoretlcal considerations of accountability
~Advocacy. Individualization, and Accbuntability, - T |

- . Legislative mandates to disband self—contained specia} education
classes. resulting in pressures on teathers to accommodate previously//;/
“excluded chiidren in the regular classroom emerge from the concept of f
advocacy - legal and other actions on behalf of children s rights. .f_
TheSe rights include the right to equal schooling, to respect in spite j
of individual differences and the right to learn in an environment that:;u
promotes success and fosters self-direction. In the following pages.
o Abeson and Neintraub clarify the legal- issues 1in child apvocacy, and -

N :‘
g Barnes and Knoblodk describe the teacher %s an advocate in the class- P

i
oom Following these pages we describe several programs that repre- /}

sent an advocacy point of view.; . 2l

-
{

In the second general grouping of prograns there are several papers

e *“describi ggvariations in strategies for 1ndividua zing- instruction 50‘—"
_ |
that exchtional children can function with /norm children. s, y»b’j
s \ ‘ :
Finally, we focus on accountability. whether viewed as a tool to . | &

_ o ._ensure that. school people will’ be answerable‘for their professional 31 § [

’
t -

actions and attitudes, or 5s\a\source of data that ¢ be analyzed and .
used for the improvement af the instructional program, accountability -
‘,; has changed the educational climate 1nreversibly No longer do schools }
have a monopolistic control over ch}ldren. The publlc has expressed o
doubts about the competenc1es and éven the intentions of schoo] people |
to proVide quality education for aﬂl children In the Courts and in’ ) B i
. the classreoms, equal rights for all children are being demanded and .\_‘ \‘

b




explicit in these demands is ‘the. demand’for educators accountability. He
present three papers , representing differing points of view to clariﬁyothis
complicated issue. '

[

Havihg set out to describe alternate methods of educating mildly handi-

’ capped children and. to examine the broader issues, We tried to determine

\

* who these children are, The phraSe, ”mildly handicapped " has been used

not s6 much. o5 a description but as a catch alt for mildly retarded

‘ emotionally disturbed"and lea{n ng disabled children. Until recently.

o

the term handicapped has bgen changing. In fact at this time MOst

chtldren in academic or emotgpnal trouble were often labeled according td

theirrperformance on standardized IQ tests. Generally, ‘children whose

‘scores fell between - 65\and 80 were identified as educable mentally
retarded, and recommended for §pecial class placement, if; such alternatives

‘existed Since the validity of IQ. testing has been called into question as

a determinant for classifying children for spécial class placement both -

(_

in the nation’ s courts and by classrodm teachers, traditional usage of

e spe01al education programs do not describe the student population in

categorical terms. Instead remediation or prevention techniques

- depend upon an assegsment of these students' levels of functioning

The 1ntegration of nﬁldly handicapped children into regular class-

rooms remains the subject of this report_- whether these children have |
A
lost their labels or are stil}vcategorized in some way.as exceptional

children., | - “ ¥

Two Variations on: the Theme - All Children Can Learn , ol

”»

2' ~i._ The underlying assumption,in mainstreaming is.that all children, re- -

.
v
r

,gardless of handicaps; are capable of sigggfcant intellectual and social

" growth. As individualized instructional techniques aflow'teachers to

. -

-, . |
. ” - - \:

Lo s
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’?p _ ferret out the personalized learning styles of all children, it has f‘; -{
: adbecome clear that ‘many so‘called “normal" children experience: difficultieé
S n schoo} at some time, but that these difﬁiculties are not sufficient l.

‘f reason to exclude them from regular education‘ Thus ,- the inCrease in |
.Q individualigation of instruction In the cJassroom has provided some ‘
i'flexibility for the inclusion of handicapped children._yhowever,-most ; .

' for compensating for academic performance perceived as deficient in the ;'
child If the child 1s seen as a vessel fnto whom a certain amount of f
-_‘:basic competency must be poured then to the degree to which that child 'R
"+ cannot demonstrate whbt the teacher thinks the child should know. that
R chfld is seen as deficient, and the teacher is tharged with the res- "‘ ‘
| ponsibility to bring the child s sﬁills and khowledge up to some minimal o
standard. If this standard is not achieVed the chlld may not be able

to remain in the regular classroom or the teacher may be cénsidered less
| - )

than com Co - -
han ¢ petent N ca L

"7». indlvidualization is based on the belief that the teacher is retponsible : ;

“Tﬂ"”””*"'A"fad 1Y'd1fferent VigH, which “other mainstreamers hpld s seeing,

A

~

ﬂthe handicapped <h11d as’ one who 1s whole--not deficient in relation to
) his own unique self--and one wha is ready, willing. and able to |
. "<learn whatever bears significance to his or her 1ife needs and’ intnrests.

Inathis view there is no standard performance'level and by the same .
token no limit on the. teacher s expectations of. what the child may be
able to Tearn during his/her life span " The simple descriptor, “learner,"

) accurately applles In a learning setting based on this view4 the child\is
allowed to generate .questions and activities, of his/her own at\his/her

/7
natural learning pace, and evidences of curiosity and uniqueness of

6
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. about learning pace, 1earning styles, and teaching effbrts and goa]s.

=

expresSion are encouraged at the same time that necessary conformity to _ L '

normai class patterns is.gently but firmiy required The child is aliowed A

not on’" to p]ay witn all ages and kinds of children but .also to engaqe in

& N

‘ peer-teaching.,, o = ~'F' ‘s.

This view 45 not intended to evade obvious realities' Chiidren do
haVe to iearned specified facts and skiils over specified periods of .
time as regulated by state iawS" Some chiidren are extremely dif‘icuit to Q&
teach and require exceptional fiexibiiity, time, and energy expenditures by

the teacher. Implicit 1n such definitions of the handicapped iearner and

'/}/’A"T\‘”tzych designs for whoieness in learning is the' requirement to perceivemthe
t . B =

nique individuality of the teacher ‘and his/her worthiness to recefve
3

individua]ized attention from principals. supervisors and consultants.;

It is becoming éiear that advocates for the rights of children will

o need to take a next step if they would be truly pragmatic in their campaign

to improve iearning conditions for chiidren. That step-is to~recognize

. . and fulfill the workinj/and~training conditions teachers must, have to
4 adequately respond to the whoieness rather than the deficits in these

- zchildren o | : C. ;: ;’;‘ _ ' ‘: : 7"\
Critica] to understandi both of thesiibasic approaches to 1 '
mainstreaming is the rea]ization that mainstreamers do not- attempt R

to dismiss or’ rewrite the facts- of life for educationaily handi-__"'
capped chiidren but rather to. concentratefon new ways in which they

can be taught effective]y and to create new expectations for educ rs

As mainstroaming practitioners be]ieve that all children ¢an be 1earners,

50 too they must assume that all grown people can be‘gearners. In school

\ where edurators experience their jobs as opportunities for seif-ren wai
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and growth one sees.more tolerance for individual d fferences amongf

teachers and administrators Nhere teachers and Erincipa1s can~admit

to individuai strengths and weaknesses, and share talents and problems. .

“the infusion of handicapped chi]dren into the mainstream ciassroom does ‘_"}A:“” 

‘ not, become a whiripool of. bottled—up frustrations defensive mechanisms. and ,
T resentments over daily unsatisfying experiences in the school, Thus.fif |

: educato would move away from concentrating on normative performance 1eveis

for e i‘dren and think instead about the concept of individua] growth, thé§’ 7
\\\ must pply the same kind of thinking to the adults who work in the school :t ' -;'“

Keith Beery a 1ong-ttme advocate for self—renewa] in eduration, -

advises educators.

;..we believe, simp1y beﬁaﬁsé“you are a person, that our schoo]s 0
should be as supporting and growth-pyomoting for you as they should -
- be for children, ,further, we believiﬁthat schools cannot be :

“supportive and growth-promoting. fory i]drenrunlessthey are these
things for you!' ‘ ‘ ‘

...[T?he primary factors in dutermining school succese for childrew. 3 o
‘as well as adults, arg awareness of control over one' s oun fate, . o
a sense of communit s and a sense of growth * ‘ _ 'j’ , .

¥

o This report of what is kndw about mainstreaming is miniscuie in
L

reiation to what is unknown.v T

ontinue to 'explore new ways of enri ching ' N
children s Tives whiie absorbing and app]ying what others have learned
is another way of sayin; that adult educators need to grow, to 1earn and
- to be a]iowed to fai] The vision and wit to use all that we know, and
the courage to seek for that which is still unknown, are qualities |
®  Awericans have nistoricaliy nurtured in themselves and their children.
f-swmwm»mwThey!are-nouiess.valuapiew-;even~more»inperativemlﬂin—the—seventiesmwmmwwmnu-rf

A

and beyopd, S o ' '

*Berry, K. Models for Mainstreaming. San‘Rafael, Ca]if.t Dimensions
_ \Puﬁiisﬁing.Co.,sl§7?. pp. 5.gnd §3.' '

.
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“chosen by those parents- ~ahd téachers and ‘their Iegai counsei who have gone to S

B expressed in the court and in the c]assroom

_in the public schools. Based on this review. they predicf these procedures wi]i,

‘ treatment of chiidren with special - needs The

learning styles.

S\ IHECONCEPT OF ADVOCACY

- . - .
. : : N .
. - . ’ ) S
» to . e ’ L - /
. , l T . L ) - ) . . .
. " : ' . . X . : “ .
- o : ’ ’ . ..

This section considers recent efforts by those who view their work as

advocating_for the rights of chi]dren Perhaps most visi(Te is the advocacy

conrt and initiated litigation to change the laws governing education Less

_visib]e, but equally: important are those advocates most]y teaChers, whose

lteaching styles reflect their be]ief that their job is to promote growth - not? '

to compénsate for chiidren‘s deficiencies Such teachers do not Just dispense*

information - rather they address the whole child in their efforts to create

'ciassrooms where both chi]drep and aduits can participate in\shcred iearning and

§

growth *

The two papers that follow both deal W1th the concept of - advocacy as it is

4

Abeson and Weintraub review recent iandmark decisions in severai states Te-

»»ziating to ‘procedures for 1 ntifyinq, assessing, and placing. handicapped chi]dren

" be subJect to four. d1ffeient kinds.of pressure to*change in the next decad There;

)

wii] be more emphaSis on due process to initiate and implement change in the

hools will create more fiexibie

-fprogramming in response te 1nd1viduai needs In e form or another, the special
.education contract w111 be widely aHopted Curren labeiing systems based on L>

' psycho]ogicai, medical or other descriptive terminoiogy will be abandoned in favor

e i 4 e st i e PR e

of functiona] definitions of the specific learning probiéms of specific chi]dren. o
Data collection will be based on more igzormation than that obtaired from standard- ‘

“jzed tests, and tests themselves wiTk eflect a wide variety of cultural norms and

o



..

The authors believe that the 1egai and educational status of the haé%icapped .
;_ child is oftun direct]y reiated to the legal and educationai status of minority
"igroups Several of -the cases under review were fought and won under the aegis of the.
civil rights movement of the 50s and 60s That movement stiil exists, and 1f advo-

cates._for. the: handicapped successfuily press _tf their demand for equal” protection e

under tho law from abuses of the majority, then qre authors see the futurevroie of

the advocate as one of "no 1onghr pleading, cejoling, or pressuring the educat éh ;/gff
system. The roie of the advorate [wil), become] monitoring - 1 assure complian e ;//ﬂ.;'
T K 7 . .’/ ) . . . . / ‘
’ with the iaw." : . o - s N
- N e
Another way of working as an advocate for children's r ghts can be seen;in a ..
university setting where the teacher s ro]e is perceived as one of advocacy for the E

" .child, At Syracuse University, Barnes. and’ Knoblock say: . )}_ ;
To be an advocate ‘is another expansion of the teacher role.. It means that a - -
teacher ts a helper of a-child, to make his/her present 1ife more conducive »
to- learning with joy, and’ his/her future mcre self determined -

g .
The Syracuse educators chose an open education approach as the fbrm that best

ai]ows the' c]assroom teacher to. advocate for ail chiidren. Open education in Barnes

yand Knob]ock s view o;\?tcrequires teachers to become aware or their own prejudices f e

and value systems, and to attempt to ”open" or “broaden'the range of behavior [they

o~

can] accept in a’ classroom " : ‘ L - :

~

The method used to prepare future teachers to respond to a great variety\sf L

children's needs in the classroom includes "exposing-teachers cognitiveiy to d (f-< a

erent conceptuai frameworks about children s behavior and he]ping them identify the = "
\approaches that most fit their own frameworks.” Furthermore, ‘. he]ping teacherS\‘
- ;'obserVemand.describe child behav1or “rather than only evaiuating it can aid +eachers >”"~i
in clearing their vision ahd minim{ling expectations and biases ‘ _} \\\§
To famiiiarize future teachers with “. .the effects of the schooi as an_ }nsti-~

m———— ————

tution ‘on children; and to increase their awareness of the pressures on the child'

pa ( e T ooy > '
* v .t i.;\ ) ]0 . o . . .//
. ) ] A - N : - } /




‘11fe outsjde of school " w111 enablé them to respond fu]]y to the who]e ch11d .-

.E not Just to his/ner c]assroom performance o ‘ ' 'ﬂ'i v “ \] i‘_
'5_\L '? ~ The who1e child appqpach requires Specific ski]]s for work1ng with other o -

i

adu]ts as well as with children. The Syracusb teacher educators thus train their ’

stddents in joint problem-so)vmng, active Iisteninq, givfng feedback and sharing

— ~talents.mth colleagues and parents. These abi]ities are considered essential, 1f
- the- classroom environment 1s to meet 1ndtv1dua1 needs - 1f han 1capped and non-
handicapped children are to experience growth and mutua] support rom each other;
~and- from their teacher adyocate. - 'ﬁs_ S ) n‘,.a.,“ o
- %
l “\
; ~"<' \‘\-'. 4 ¢
. .‘ ; N
) . ,
\ ¥ | \/ Q »
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THE LAW A'D. THAT OTHER MINORITY -

Alan’Abssony and Frederick Weintraub* -

The Council for Exceptiona}JChildren;

" a _ _
It is “the’ purpose of this paper to analyze recent litigation, legislation,.

and other legal and governnental issues and assess thelr impact on the future = AR

education of handicapped children. The temptation is great to piay the role .

of "futurist,ﬂ and in nonfuture shock fashion predict educational policy some - _ }
<20 years hence . ¥We shall try to constrain this temptation, and deal only with - . ,,'l
those issues that are’ already changing and seem,likely to continue to do $0. o
" Perhaps the\best way to look at the forseeable future regaiding education’ ) .

»of the handicapped s to examine what has: occurred in the ‘recent’ past As. . ‘

]n G. Nells noted “The past is but :\@ beginning of a,beginning and all that : ‘);

i§ and has been is but ‘the twilight of . the dawn.. . '
The history of government 3 involvement in the education of handicapped
children can be characterized as teing both of :ong and short duration Long .
‘ih the sense that, government at the federal, state, and local levels has always = a'_

- had as one of 1ts major functzons the protection}of society from those perceiVed

as deviant and thus threatening, to society, and conversely, the\protection of’ .
deviants from a socioty that assumed them incapable of coping with its demands .

| Thus our long history of mental institutions, ‘home and welfare assistance.‘

educational exclusion policies letc Short in the sense that 1¢ is fairly
\ o

. .
S . )

e i o aintee Sy o s

" *Alan Abeson is the Director of the State/Federal Information Clearingnouse L
for Exceptional Children, Arlington, Virgin a.

*Frederick Weintraud is A551stant Director for Governmental Relations,
The Council for Excaptional Children, Arlington..!ergir
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recent that govern}ent has had both the legal and moral responsibility to,
assure that al]l individuals, regardless of individuaf differences{ are- provkded
the\opportuné§y to develop their abilities to gc: fullest, in the most nermal-

1zed environment” possible 8

. 3'i B Certainly public prov;Sion of educational programs for handicapped chil-
. - dren, particularly\the mentally retarded, is not, new. Although some prograns
for physically handicapped children were developed in the first half of the
19::‘}entury, it was not untip 1896 that ‘the First public school class for the
1

toa

e

khese programs over the next several decdﬁesrwas primarily the result of local

ly retarded was held in Providence Rhode Island. The development of

school district initiative By 1922, it was reported that there were 191 a'
programr or cla&pes in Cities with populations over. lO0,000 These programs
_had no firm foundation howe@ﬂr and tended to axpand or decline depending on . n
¢ the aVailability of leadership, political pressures, funds, and teachers.!,

lt was not urtil the early lQOOs and the formalization of these programs

| under state law that such educational services had a firm fotndation upon which j
‘:to grow The first such law Was passod in New - Jersey in l9ll In 1920,>
- Massachusetts mundated local ﬁoardc ‘of education to determine the number of ;“
| dicapped children within their dist. ts and to prOVide spec1al classes to

:every ten or more mei°ally rttarded children.2 ‘

l948 1500 school districts reported special education programs 3 - L *: h

Today, most school districts have some progran or arrangement for'such services. ' ) b_;//
L\\\\nith other school districts or agencies, o e ‘. L ’

'"”““”"““;“”“““But‘despite suhstantial*specific‘state“and federal le islative and prugram”““f“f“""ff"ff
‘ developments the goal of appropriate education for all nand capped children ‘ ﬁf | v

remains to be achieved. Recent state data indicate that 60 ercent %f allr . | :

L handicapped children are not receiving needed specia‘ educati'on serVices, and

y

13
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that one million are totally excluded from any free public education.i This '

. ™
. 2 condition exists because of the belief held by many ejucators that programs *
for such children are not imperative but are to be made available only when )
feasible. and the fact that school authorities have the power to remove ind\vidual
S children from education d? deny - them the special services they need if such ‘
children or services threaten'*he well being of the school disxrict

\This philosophy is best” characterized by. a 1919 Hisconsin Supreme Court ;‘y‘i T ?ti

- degision Beattie v. State Board of‘Education. where the cou{tﬁstated, "The
".'rightsaof a child of school age to attend the public schools of the state

..
+

: cannot be insisted upon, wh%n his presence the‘ﬁn is harmful to the best R o . Q
’- Q interests of the school " This philosophy st pervades today as Winston notes,»'

‘"Expulsions are necessary and should be carried out by school boards.... w5 -

\

In 1954, the U.S. Supreme Court in Brown V. _Board of Education,6 stated

’ '"In these’ days it is doubtful that any child may reasonably be expected to succeed
~in life if he is denied the opportunity of an education. Such an opportunity
| where the state has undertaken to provide lt, is a right which must be made
'“available to all on: equal terms.” But these words too had no meaning for many 7
years for handicapped children It again took a federal court, in this case’ the
U S District Court of Easf?;n Pennsylvania ‘to turn this condition around and
declare, that the 1954 decision applied to handicapped children as well All chil- 1'i
dren have the right to develop their abflities to the fullest in the mos t normalized ‘

. setting possible Thus ‘the history ?f\} the future, in a sense, begins with the .

present. : - N o : ' oo
m%;%'w;- =4 This-articte will deal wi th four major chariges that “the future will biing,
B First, the elimination of the ‘concept’of uneducability and_tha,adoption of,a
zero- reJect philosophy in public education | o -

Sptﬁhﬁ,\tie elimination _of the conrept that educating the handicappedlsan

\
A

.

N +
. N ,
"’ * " ’
R X . . . . ) r . .
RN ) - 14 . o ‘
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) . ° . ' b k
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i : only be accomplished through deviant environments. programs, administrative

finances, and designs Cand’ adoption of policies and procedures that promote

|
1 ‘the greatest Cgrte of normalization . ) , _ T
§ Third the elimination of the concept that decisions about appropriate , '
i = education placemgnt rest solely in the hands of professionals and adoption o
i i of. procedural guarantees for parent and chi]d participation in thé decisionsi e v
| that affect their lives, . - .. _ , _ -
\a\ | Fourbh, the. elimination of the concept that difference is by its very
| ) nature threatening to a healthy society and adoption’.of policies that honor/<f ‘
'3 E andﬁsafeguard each individual s rights to be dif erent. - R : ﬁ§ ‘ 'i ',' K’
‘“kEducabilit_Land Education for Mmoo L L ' R

. First the future may see the elimination of the- toncept Qf uneducability

<
i
{

and. the adoption of a zero reJect philosophy in public education In l937,

£

Johy Dewey proclaimed that each child should be seen as:

[T .

\’p
- . . .
‘i .

‘ . c N equaliy an individual and enbitled ta equal opport 1ty of development‘ N
o . of his own tapacities, be they.large or small in range.. f[

ach has needs
: of his own, as significant to him as thdse of others are .to them. The Lery |
; - fact of natural “and psychological inequality is all xge wore reason for =~
N establishment by lau of equality of opportunity sigce otherwise the former -
' '.becomes a means of ppression of the less gifted, R )

. St
7

; Although this concdpt of equal educational opportunities for all children

has been adve nced before and. Since 1937, it is only now that such an ideal is
) b}

beginning to be rvalized. And it is occurring now onl% because groups of parents :

of handicapped children, pvofeSSionals, and other advocates have invblved ‘the

.courts of-.-the lard to determine if theirﬁchildren, 1ike all other children, are

_.entitled to an education. R ,‘cuc_ci,c,ww;c et

&

s s e
i

"Nancy Beth Bowman by her -“ather, Horace Bowman" wese the first child, and “

e e o B Pl S g4

"parent_named in the landmark lawsuit Pennkylvania Associatfon for Retarded *
,/' “Children v. Commonwealth of Pennsylvania 8

.ThiSzcase,-brouéhtqin January,l97l; ’
. : 4 o o : I A
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‘ 3 aiieged that the state of Pennsyivania had failed to- provide »il retarded chii-
'dren with access. to free pubiic education ln additioﬁ/to Nancy Beth Bowman,

13 other schooiaage mentaiiy retarded chiidren, who frere representing themseives

,and the class of “ali others simiiariy situated4“ and the Pennsyivania Association

of education, and 13 scnooi districts representing the ciass

’ Pennsylvania s school districts.

denied’free‘iccess to pubiic’ ducation opportunities to all schooi ~age mentaiiy
retarded children. o |

for Retarded Children were named in the suit as pTaintiffs. Named asPdefendants )
wer§ the state secretaries gf education ahd pubiic weifare. thé\state board
of aii of -

The sui( heard by a three judge panel in the U S Dist\rict Court of the ,-"

‘\

' Eastern District of Pennsyivania Specificaiiy questioned pubiic poiicy as

'fexpressed through iaws, qﬁﬂic1e , and practices that exciuded, postponed or

Testimony presented by expert witnesses focused on estabiishing arge ' 'f
vision

-definition of educagion indicating that aii chiidren can iearn that p

| ‘of syséfnntic education programs to mentaiiy retarded children will produce

"'pmﬁcmd . ' ‘; ‘.

e

'Tiearning, and, finaliy, that the eariier these chiidren are prov1ded with

eudcational experiences, the greater the amount of iearning that can be

LW

’

A June 1971 stipu]ation and order. and an October 1971 injunction consent

agreepont, and order resolved the suit. The June stipuiation estabiished the

fwdue process rights of children who are or are thought to be menta]iy retarded

I

in reiation to obtaining a pubiic education ' _
T The  October decrees proVided that Pennsylvania could not,aﬁ/iy any” iaW“'*”t“**%*
that—;ouid pos tpone, ternﬂnaté or deny any mentatly retarded thild access to °
a puhiiciy_supported education. inc]ud(pg a pubiic school ‘program, tuition or

tuition maintenance. and homebound insfruction. Tt fUrther specified that, by

‘
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o requi;ements of the order and agreement
h

N

October 1971, the piaintiff children nere to have been )eevaiuated and placed

_in programs and that, by September 1972, all retarded chitdren between the ' l
e 4 o
. ages of six and ?1 must be provided a pub]icly supported education o

A
In addition the court indi cated that Tocal districts providing preschoo]

education to any children were required to provide simiiar programs for the -
nentaily retarded The decree*a]so stated that it,was nnst desirab}e to educate
~these children in programs mos t iike those proVided to nonhandicapped children.”
Further requirewents 1nc1uded that educationai programs in 1nstitutions must

be supervised by the state-department of education the automatic reevaluation

bf a]l chiidren placed on homebound- 1nstruction every three :“

/

months, and a scheduie to be foilowed by the state to piace all retarded children ‘

in educational prograns by Septenber i 1972 inai]y, two masters (monitrrs)

: were appointed by the courﬁ to oversee tha deveiopment of pians to meet the 3

5

e decisions in the Pennsy]vania case and in Milis V. Board of Educqtion

of District of Co]umbia 9 in Federal District court six months later affirmed

" the opiﬁhon of the Qupreme Codrt oriqina]]y expressed in Brown, that where the
state has undertaken to provide education, "lt is a right which must be made s
aujilable to all on equal temms." | ‘

+
-“-.s~

By these decisions thqy conc pt that some children are not edvcab]e was
dead. No 1onger could education be v1ewed sole]J as_the ac 1sition of academic
skiﬁis The dec15ions called for adoption of a new dejln;é?:n of educatton,
presented as testimony in the Penné}ivania case’ that specified ”Education is
a fontinuous process of deveToping Tife skitis” needed for effective cop\ng with

deveiopmental tasks and demands as well, as with the environmenta] tasks and

demands,*10* " This- definition of education thus ranks as equa] all learnable ’)

skills whether the task is: to read basic functioning voCabuiary or Chaucer,

7
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to write an application for a 5ob or a theme on metaphysics or to compute ‘

: mu]tiple'regressions or the change re eived from a five doilar bii] after

S\ : \
purchasing iunch._‘ G ;'," o o {b-x‘

These decisions also strengthened the zero-reject concept In essenée, o }’,,

_ this con!ept means that no” child can be denied his right to. an opportunity for /fv
o AN education Impiementation of the zero reject concept in concert with the

- new definition of education meqes -that public polfcy makers and- education -

”\

\officiais must stop the many discriminatdry practices pnpsentiy occurring, and

also revise numerous state 1aws and operating regulations that permit S:jection. ;1,;:
,First and foremost, aii practices formal or informai, hat’ resuit int w
| ,exciusion(pf chi]dren from pubiic school must be halted Contrary to connwn

knowledge exclusion practices occur as a matter of normai procedure in many s

AN

: Additionaliy. other more subt]e forms of exc]usion are aiso practiced B

S -As an example of such a cohstitutional base, consider th: New Mexico
'constitution which states that “every chi1d of schooi age and -of sufficient

physical ‘and mental" ability shaii be - required to attend a pub]ic or other school 4
during such period and for such time‘ as may be- prescribed by law." (Article XII, -
5) Note the quaiifier "of sufficiedft physiea] and mentai ability" which has been

used 1n New Mexico and other states to keep the schoolhouse doors ciosed to some //

7

handicapped chi]dren Exc]usion also- occurs through the use of compuisory

attendance laws which qperate as nonattendance laws for the handicappedtand ¢
can be found in virtual]y every state " Nebraska 17w for example provides : -

‘“‘“echusion for childreﬁ wheré”a'” physica1 or me?tal conditioﬁ“or”attitude is‘fff*“”
such as to present or render inadvisab]e his\attendance at school or his applica- .

__——tion to study. "” f /.

R ) 7 : o) o C e
™ . , /




y Another form of exclusion occurs dhrectly as a function of laws governing ‘
* the edUcation of the handicapped 12 Each state has some definition indicating ‘
categories of children eligible for participation in ;pecial education programs.
) The range of specificity of these laws varies greatly In New Jersey, the law
speci fes the "mentally retarded. visually handicapped auditorially handicapped,

'~communication handicapped neurologically or perceptually impaired orthopedically

"handiCapped chronically i, emotionally disturbed socially maladjusted, and "T'f""‘ -

_ multibly handicapped "]3 In New York, the Taw merely specifies "children who |
becavse of mental, physical or emotional reasons cannot be educated in regular
'clas5es."]<;°Thus, if a child is placed (labeled) in a category Qf handicap .

which does "legally“ exist within -some states, he can under the force‘of .

] law be denied services ‘ /. © - . _ 5” o e _T'

1

’ Exclusion from special education programs also can occur because of’ \
' limited program options For eiample, in some states children who need home- ‘}
bound or hospitalized 1nstruction are unable to receive such services simply |
because there is no legal authority to prOV1de such programs. Another dev1ce ‘

" used- is to deny the Entrance ofrchildren into programs.until specific behavioral
conditions have been met. Most often this applies to the mentally retarded o
regarding the establishment of t01let training Although recently changed.

North Carolina regul?tions governing the eligibility of mentally retarded
children to be admitted to programs for trainable children included the
B

requirements that the child - "be trained, in toilet habits SO that he has control
‘over his body functions "5 2

a9
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Finally, in many statEs; those laws that do not reqUire that education be

provided to all children frequentuy require parents seeking appropniate educa-

tional programs for their childron to ¢ te private prcgrams. Although’40 N |

states presently have. prov151ons to assist the- parents of handicapped children

‘ s '- (\1 . : . . ’;'G::"'V « -
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with the cost of private education. few provdde for the total tost 16 Consequentiy, ‘
the abiiity of some chiidren to obtain an education becomes a function of parentai 2 4
i Weaith, which isfelear‘y discriminatory. jf' ff‘ o ' ) .

In addition to chiidren disquaiified from attending school through the -
channeis indicated above, there are countless others most of whom are mildiy SR «z’
handicappedawith emotionai or iearning probiens,swho exist in a marginai worid

o <of education between the schooi principai's\outer office and the outside worid B f‘fﬁf?

A -

These are the chiidren who are not ever officiaiiy exciuded ’but are suspended, f.’] '_A,ffi

reinstated and suspended again who never participate in an organized and systematic

L _.e'—

educationa] program S E | | o

o r o Ch{l:ren who are formaiiy excluded from pubiic education are on]y a portion ‘ i“‘f‘

‘b

o of the ha dicapped who are’ denied appropriate educationai opportunities. Tra-
' ditiona]iy it has heen beiieved ‘that these chi]dren,°a1though not recei:ing an IR 4
'a o ‘educatioh commensurate with their needs are in a position preferabie to those . ,'ﬁaﬁjfi
i who are totaiiy disenfranchised There s, however. a growing argument that |
: this is not the case, that denying chi]dreh an educationa] experience that
S ﬂ)permits them to iearn is tantamount to exciuding them from school. - Thus an’
-educable mentaily retarded Ghild with a reading disabiiity that prevents him “
: from understanding written materiai inc!uding books teacher made materfals, -~
© . .and’ cha]kboard instructions, who does not receive specially designed.assistance.j
agsiin fact unable to'profittfrom the educationlhe is receiving' | | B
" The court orders written in both the historic Pennsyivania and District ' B
of Coiumbia actions contained language stating that the piaintiff chiidrei |

- Ao i e o A F kSN i A T B A Mo A e 4o P S oo sy -
bt g B b e ek S S gy 2 T I A . U1

and the members of their class must be provided with a pubiic educatiun But o

'those orders wWent fdrther. In PARC, the court said that aii mental]y retarded .‘

.persons of schooi age shaii receive %..an appropriate program of education "

© .20
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‘Simiiaristin Miiis Judge Waddy ruled that "The District of Coiumbia shall-
provide to each chjid of school age, a free and suitable pubiiciy‘supported N
L education regar%iess of the degnee‘of the child's mentai physicai‘orqemotionai"
é l-disabiiity or impai.ment.“”“ IR L R B B > T :
' It is the opinion of the authors that it was the goal of the courts to
cwwsdcfmwnéQwestabiish the concept- that education is-a: service that, must be- taiiored to- meet
S :i . the needs of each chiid in order to be effectiveiy delivered Ai] the evidence
f=taken in these cases as weii as exten51ve research, both casuai and empirica] s
;??5“f, o support th\S aSSumption - all chiidren, when rov1ded‘uith a 5ystematic indivad-

”
uaiiy determined prog;am, regardiess of the degree and kind of handicap present,

- e

V0 can ]earn. T L o o A
N ,,‘.‘ i L - R

?hose right—to education iawsuits that have been compieted and the 25 or
”;_fu more pending have based their aiiegation of the deniai of equai educationai ‘
’ L.J%f',‘f\ opportunity on“the prOViSions of the Fourteenth Amendment of the‘United States
$ao';“;Jii',Constitution, which states that llno state shaii make or enforce any iaw whi

N : shail abridge the priviieges or: immunities of citizens of the‘Uniteo st44;:ih-_
_ nor shaii any state depriVe any peg;on of iife, iiberty, or property, without
. };due process* of law; nor deny to any. person w1thin its jurisdiction the equai

| 'protection of the Taws.". In their decisions the coyrts have séid unequivocaily

that denial- of edurat*on is a v1oiafion of that ame nt.

® As indicated, the courts aiso have said that each chitd is entitled to an
‘T - appropriate education; " Thus it can be reasoned that in this instance when
?- < the education of children with different needs s at ie€ue, -equal protectlon
ff.n R ) v_\of the 1au;means unequa‘ access to an appropriate education. Such an approach is

T } unique for most ‘of ten equaiity is defined as sameness. Bedau said "persons .

' f: ‘ have (rereived) an equal distribution equai treatment or equaJ rights, etc. “78
. . . M
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" The decisions in Hobson V. Hansen,]9 Serrano V. Priest 20 and. most recentiv

" Tn New Jersey. Robinson v. Cahil} 2]‘ aiso defined equaiity on the "sameness" ~ - !

, doctr‘ e, that equai resources should-be provided to all = even those Who have

unequ 1 needs. Since our society reveres economic participatioh and independence..-
and f education is indeed the major societai process for achieving these goals. ' - | fi

thﬂn a 1ew concept of educationai equaiity is needed. Coleman defined such a

concept * as “equality of results given different 1ndividual inputs.;'-22 This ,

implies that equality exists when students no matter what their behaviors or '%

| conditigns may be as they arrive at school, successfully achieve educational ’{..

objectives., — More simpiy, equaifty under this concept is achieved when all f .
N .

»chiidren 1earn to read regardiess of the differentiated resources committed

"vto that purpose. - c ;'

‘The basic flaw here i° that this concept assumes all childrenihave innate |
_ capabilities for common educational achievement Thus e need only to provide
'crutches or other remedial assistance to assure that ail children achie‘e the |
same goal The Coleman definition requires modifications to apply to chiidren

Educational equality should be defined then s ..

with different learning need o ‘;
3 . .

equality of access to diffarent sources to attain different individual goals.

_ The movement to provide every ican ¢hild with the opportunity for an

appropriate education that is taking piace in state and federal courts and |
legislatures, as well as in admini trative directive and practice, may wedl
- result in Anerican educators adopting the foliowingvbasic‘principlesto guide
behavior:

1. Every American child regardless of degree or type of learn‘ng handicap

wiJ1 receive a public education designed to meet his/her needs- The

policy of zero-rejection of any child from an education wiii be .
implemented.

B i
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2, Because it is the responsibility of the American education system to
_educate]all children, the focus on providing services to handicapped
“children will be in terms of making the mainstream more flexible and
3us reducing the need for special programs odutside the mainstream.
“O®nsequently, fewer children.will need special education facilities
since mainstream education will be much more»inclusive. S .

3. The traditional excuse of inadequate resources for the education of
handicapped children will, betause of constitutionag guarantees, lose
1ts meaning. Educatovs will be required to obtain additional resources,
or reallocate those available so that all children receive an education.

Due Process and Educational Placement Decisions

o i i BE NV VO R

~ = Qur predictions for the future indicate the right to an education for Al
children and the provisioning of such education by appropriate programs.. The

nex* logical question s - how are decisions of appropiiateness'to be made?

"we see the eventual elimination of the contept that decisions about appropriate

education placqﬁ&nt should rest solely in the hands of’ educators "and- the adoption o

of. procedural guarantees for parent and gbild participation in educational

dec1sions affecting their lives.
A

Key elements of the complaints filed in PARC Mills, and many of the other

right to education cases allege that the manner in which handicappeo children

are ueptiried assessed and placed, or not placed, in regular or special programs .

violates constitutional guarantees of due process also provided through the »

’ Fourteenth Amendment of the United States Constitution Specifically in Mills,

it was alleged that "...plaintiffs were so excluded [from public education] . | T
without a formal determination of the basis for thedr exclusion and without |

B provision for periodic review of their status. Plaintiff. children merely have .
-been labeled as behavior problems, emotionally disturbed, or hyperactive." | )
Further, it was alleged that the children "...are excluded and suspended without:
(a) notification as to a hearin the nature of offense or status, any alternative
" or interim publicly supported ejzéafion (b) opportunity for representation, a |

| hearing by an impartial arbiter, the presentation of witnesses; and (c) opportu-

. nity for periodic review of the necessity tor continued exclusion or suspension.”

' ' . 23 - N
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While this 1itigation centered primarily on children considered for
exclusion, other iansuitf have questioned decisions to place chiidren in soeclai

education classes on;the basis of - evaiuation instruments that are prejudiciai to[
b

the chiidren on. the basis of spoken ianguaae, cuit;rai background, and normative

standardization Much of the precedent in these cases is derived from Hobson v

Hansen.23 In rulings that the “tracking" education piacement system used in -

. the Washington, D.C. Public Schools was - iilegal “Judge ‘Skelly Wright considered o

the evaluation procedures the dlstrict used.

* Evidence Shows that the method by which track assignments are made depends

essentiai]y on standardized aptitude tests which, althqugh given on. a
system-wide basis, are completely inappropriate for use with a large: segment
of the student body Because these tests are standardized primarily on and.

are relevant to a white middle class group of students, they produce inaccurate.

and misleading test scores when given to lower class an? Negro students. As
"a result, rather than being classified-according to ability to learn, these
students are%in reality being ulassified according to their socio-ecohomic
or racial stfus, or--more precisely--according to environmental and"
psychoiogic factors which have nothing to do with abiiity.

In January 1970. asuit was filed in the District Court of Northern
’Caiifornia on behaif of n.ne schon1 -age’ Mexican Amerlcan students Diana V.

State Board of Education 24 Piaintiffs all came -from homes in which Spanish

was the major- iahguage spoken and all were in ciasses for the mentaiiy retarded
in Monterey County, Ca]ifornla. The IQS‘of the children ranged from 30 to 72
’Nlth 2 mean of 63 1/2. When retested in Spanish, seven of the nine chiidren

| scored higher than the IQ cutoff of ciass1fication as being mentaiiy retarded,

: and the iowest score obtained was but -three points belww the cutoff. The average‘_

A

”

gain as a result of the retestlng wastTB\pelnts. ' “\g '_ Y | c

The plaintiffs alleged that the testing procedures used by the schools for

? piacement were preJud1c1a) bocause they p]aced emphasis on verbal skills requiring
facility ;ith'fhe English ianguage the questions were culturally biased and

- were standardized on white, native born Americans. It was further argued that

in "Monterey County, Spanish surname students constituted 18 1/2 percent uf.

24



" for ¢ only 13 percent of the total school popuIetTEh.

R
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the student popu?ation, but nearly one-third of the children 1n c]asses for the B
educable mental]y retarded." o _ | Y oo T

Add1tjona1jevidence presented included Studfes fr thehCalifqrnia State

Ment of Education, which corroborated the inequity. Of 85,§00 children

in c1a<<bs for the educab‘e menta]]y retarded in Ca]ifornia in the 1966-67 A e
school year, ch11dren with Spanish surﬁames comprised 26 percent while accountwng

" The plaintiffs sought - 1 s5 action on behaif of eii‘bilingual-Mexican-
American children then in classes for the educable mentally retarded‘and aln

other children in danger of fnapbrbpriate placement in such programs. On

t _ ‘ _ s
February 5, 1970, a Stipulated agreement was achieved'requiring that:
‘ 1. Children were to be tested in their primary language and that” .
interpreters could be used when a bilxngual examiner was not - ¢
~ available. . ‘
2. Mexican-American and Chinese children 1n classes for -the educable - :
“mentally retarded were to be retested and evaluated. S s
3. Special efforts. were to be extended to aid m1sp1aced crildren in : f -
readjusting to renUIar classroom programs. o : .
' : .
4."The state would undertake immediate efforts to develop and standard1ze i . \“g’
.an-appropriate intel]igence test, N v . - o
. | X
.. Or.e of the resu]ts of Diana was that .the U S. Deparanent\of Health, T

Edu tion and Ve1fare Offlce of Civil Rights issued. @ memorandum25 to. school
_ d1str1cts with substantia] bi]ingua] popu]at1ons 1nform1ng them that they wou]d
fjbe in vio!ation of Title VI of the C1v11 Rights Act, if students whose primary «

o language was not English were aSSIQHGd to classes for the mentally retarded on

- the basis of criteria that essentially measured or evaluated English tanguage.
“ skills. - |

Sincn Diana, severa1 cases have. beeh filed on behalf of other minority

groups, primarily b]acks and Indians. Lavry P, v. Riles26 is a class action
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.. a stigma and "a life sentence of 1lliteracy " Statistical information indicated ’

\ 5 ' . - : . - » - » | '.

N\

,-shit filed on behalf‘of six black, elementarv school -age children attending

;classes in the San Francisco Uniiied School District I't was alleged that

they had :jﬁghlgappropriately classified as educable nentally retarded and .

placed and-Fetained in classes for such children/ The complaint argued that
the rhildran were not mentally retarded but rather were ‘the victims of a o0

testing procedure that failed to recognize their unfamiliarity with whife,

A

— - e s e e e i ot i et e o e N—

K middle class cultural background and which ignored the learning experiences they

may have had in their homes. The defendants included state and local school

offfcials and board members. . '

]

It was argued that placement in classes for the mehtally retarded carries

“that in the San Francisco Unified School District as well as}in the state a

: disproportionate number of olack children were enrolled in programs f0r the ,‘

retarded. It was further pointed out that even though codde and regulatory

proc%dures regarding identifiCation, clasSification, and placement of the

;mentally retarded were changed to be more effective, inadequaCies in the

process still -existed.

The plaintiffs asked the cgurt for a number of remedies to correct the

: alleged inequitie including the use of more appropriate assessment instruments,

declaring a- moratorium on additional placements of black children in classes .

. for the mentally retarded, retesting all such children placed in those programs,,

i)

expunging school records, and others

On June 20, 1972,. the court enjoined the San_Franq{sCo,Unified School ’

‘District_"from placing black Students‘in-classes for the educablé_mental]y :

retarded on‘the basis of criteria, which places primary relevance on the results

- of IQ tests as they are currently administered, if the consequence of use of such

criteria is racial imbalance in the composition of such classes.”
., A
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Aside from the fact that the procedures for identification. assessment

pr biems First chiidren who are so ciassified tend to, become the victims ;"

“of signiiicant stigma Giter resuiting in isoiation frOm normal schooi

experieuces, taunting 85 other chiidren and rejection by many schooi

Second6 it is increasingiy recognized that the assignment of a iabe] to

a child creates stereotyped expectations of behavioi to those who work with him

This often contributes to a- “seif~fu$¢iiiing prophecy" in that the chiid ~once
assigned a 1abei, is expected to conform to behaVIor associated with- that iabei

and uitim=teiy $0 behaves Fur*her, it has often been found that once a chiid '

s iabeied and p]acement has - been made on the basis of that iabei, there is

L]

often no escape from that -placement or that lTabel.

The third negative effect of iabeiing is that pubiic and private agencies

offering -services, . such as- education often determine the popuiation they will

serve on the basis of previousiy mae ‘and often incorrectiy assigned labels.

'Thus, a child whe has been labeled mentaiiyc«etarded but who also has a hearing

piacement are in many situations inadequate the resuiting assignment of a H’
lalel to a chiid, which nay or-may not be correct, produces four major. |

impairment may be denied the attention of the program or agency prov1ding speech ,

and hearing services because of the label mentaiiy retarded

. The fourth probiem arising from current iabeiing and placement practices

: is +hat .he assignment of a iabei, such as physicaiiy handicapped often resu]ts

in a chiid being piaced in a special education program regardiess of whether or

not such a program: is needed. In this instance,,there are many children with

“hardicaps (most often of‘a physicai nature inciuding orthopedic, hearing and

vision impairments) who mnay not iequ1re special education programs.
Nhi]e it is possib]e that. Some type of labeiing will always be needed for

the purpose of delivering goverhmentai services to the popuiations they are

’

27
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. through statute or reguiation to procedurai processes required by law to

T

[ {;-

‘ cnnstLtution must’ be provided during this process.

intended to serve, it is essentiai that government agencies neexamine their

present systems of ciaSSIfying chiidren and determine whether these systens

‘stigmatize chiidren beyond the point which is minimaily necessary. As was

pointed out in Ered G Wolf v. Utah27 "the worst form of stigma i3 that which

is governmentaliy sanctioned partiruiariy when such-stigma is unﬁecessary."»,

Prior to these recent civi] actions, 1itt1e attentioA(was given either f;

govern identification, evaiuation and p]acement activities At best, 1oca1

schoo] districts were required’ to assembie teans for consideration of often

'.unspecified data and, possibiy, to obtain parentai consent for piacement

decisions. The decisions notabiy in PARC and Miiis as well as in more recent

state 1egisiation28 make clear that now proceduraﬁ safeguards required by the

Y I
‘Most 111ustrative and probab]y typica],are the foiiowing provisions
'estabiished as part of the consent, order‘in Pennsylvania. - As defined by the
ourt, change in educational status as specified in these provisions means

"as asLignment or rea 551gnment based on the fact that the chiid is mentai]y

retarded or thought to be mentai]y‘retarded to one of the fo]]owing educationai' s
N\,

"

assignments : regu]ar education, speciai education, or to no assignmeni or .
from one type of special education to another ! whenever any mentai]y retarded:
or allegedly mentaiiy ietarded chiid aged five years, six months, through 21’
.years. is recommended for a change in educational statUs by a s¢hoo? district
1ntermed1ate unit, or any school official, notice of the proposed action shaii

first be given to the parent or guardian of the child.
o

Notice-of the proposed action shai] be given in writing by certified maii
to the parent or guardian of. the child.

The notice shall describe the proposed action in detail inciuding speci fi-*
cation of the statute or regutation under which such action is proposed

and a clear and full statement of the reasons therefor , including. specifi-

cation of any tests or reports upon which such action is proposed.

' 28
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~ The notice shall inform the parent or guardian of his right to be - , R
representéd at. the hearing by legal counsel, of his nﬁght to counsel,
j of his right to examine before the hearfng his child's school records
: including any tests or reports upon which the proposed action may be -
P ‘basedy of his right to present evidence of his own, including expert
& -, medical, psychological, and educational testimony, and of his right, to
, ' confront and to cross- examine any school official, employzs, or agent .
{ of a school district, intermediate unit or the départment who may have
| evidence upon which the proposed act1on may be based: :
{

The notice shall inform’ the barent or guardian of - the ava11ability of

; ~ various organizations, including the local chapter of the Pennsy!vania

; ‘Association for Retarded Children, to assist him in connection with the
hearing; and the school district or intermediate unit invalved shall
offer to provide full 1n.urmation‘about such organizatlon to such parent
-or guaruxan upon request.

N

The rotice shall inform the pa;znt or guard1an that he is entit]ed under

the Pphnsy]vania Mental Health” and Mental Retardation Act to the services
of a local center for an independent medical, psychological, and educational
N evaluation of his child and shall specify the name, address, and te]ephone
T number of the MH-MR center-in his catchment area. c

“The notice shall specify the procedure for pursuing a hearwng which : :
procedure_shall be stated in a form to be agreed upon by counsel, which ¢
- o form shall distinctly state that the parent or guardian must f111 in

‘ the form and mail the same to the school districT or rntermedlate unit
1nVO1ved n1th1n 14 days of the date of not1ce

If the parent or guardian does not exercise his right to a hearing by .
"mailing in the fori requesting a hearing within 14 days of receipt of the ~
aforesaid notice, the school district or intcrmediate unit dnvolved shall
send out a second notice in the manner prescribed above, which notice shall
also distingtly advise the parent or guardian that he has a right to a
hearing and that his failure to respond to the second notice within 14 ) ?
. days-of the date thercof will constitute his waiver to a right to a hearing.
oy - Such sgcond notice shall also be’accompanied with a form for requestxng a
.Q?;Y ' hearifg of the type specified above: . -
SO ~~ The’hearing \ha11 he scheduled not sqoner than 20 days nor later than 4% ““‘\;f’
S days after receipt of the request for a hear1ng from the parent or guardian. */i

; ' : The hearxng shall be. held in the locai d1str1ct and at a place reasonably
o //conven1ent to the parent or guardian of~the child. At the option of the

parent or guardian, the heariny may be held in the evening and such option
shall be set fqrth in the form requesting the hear1noé§foresa1d .

: ' / The heartng officer shall be the Secretary of Educatjon, or his.designee,
j e but shall not be an offtre@ employee or agent of any loca} dis trzct or
/ 1ntermed1ate unit. in which the child resides. '
/ s

The heartng shall be an oral, personal hequng, and shall be, publ1c un?ess
/ the parent or guard1an spe01..es a closed hearing

-;/’/ b | . ‘ . . \) '
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The decision of the hearing pfficel shall be based solely upon the
.evidence presented at ‘the hgaring. '

“ The ]ocai school district or intermediatJ%unit shall have the burden
of proof, i

A stenographic or other transqribed reCord of'the hearing shall be
»made and shall be avaitable to the parent or guardian or his represen—'r
tattve Said record may bé discarded after three years. ‘

The parent or guardian or his counsei shai] be given reasonabie hearing
T ;by Tegal counsel of -his choosing. e
'-iThe parent or guardian or his counsel shaii be_given reasonable access
‘prior to the hearing.to ali records of t {ﬁhai district'or-intermediate
-unit concerning his child, inciuding a tes or reports ‘upon which the
‘ proposed action may be based

The parent or guardian or his counsei sha]l have the right to compel the
dttendance of, to confront and to cross-examine any witness testifying
for the schooi board or intermediate unit and any officialy employee, or -
agent of. the school district, intermediate unit, or the départment who
may have evidence upon which the proposed action may‘be based '

The parent or guardian shall have the right to present eVidence and_
testimony, including expert medicai, psychoiogica] or- educationai

T —— T

testimony.

No 1atg? than 30 days afte the hearing, the hearing offfcer shall render
"a decision in writingNkich hal} be accompanied by w ‘itten findings of ~
- fact and conclusions of law apd-which shall be sent.b registered mail to
the parent or guardian and hi counsei

Pending the hearing and receipt of notification of the decision by the
' parent or gyardian, there shall be no change 1n the chiid's .educational
. status. ' ‘ ' »
. The importance of school districts adhering to 1ega]1y defensibie procedures
cannot be overstated In Pennsyivania, the court fe]t SO strongly about rights
of due process that they 1ssued the above gu1deiines prior to their considerations

of the right to education issue. In another right toreducation casé in Michigan,

Harrison v. Michigan, 23 which was dismissed on the basis of a state iaw already -

<in force that requhres the ezucation of -all children, the court. said\_hat it’

....must assume that the state will act coq;titutionaily, rather than unconsti tu-

tiona]iy, in its impiementation of procedurai rules a§ to the twelve (plaintiffs)

Y
[}
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as well as to the entire class." School districts sxmply must adopt such
v ( ‘<
o procedures as. part of their daily operation, . 77

-

The question of the use and consequent problems of labeling is presently
- the subject offintensive and extensive examination'(ProJéct on Classification

. 4 of Exceptional Children. Vanderbilt University) ~Other proposals ‘to describe .
| children s educational needs in terms of a variety of educa?ional placements

, and allocations of people and dollar Lesources‘are also being explored.- One

!\uh:‘ of these-approacheslis :alled the special educatipn contract and was originallv :
N\ “described by Gallagher,%0 |

The basis of the special educati/n contract .is that a formal and legal
relationship is entered into by the public schdol officials, the parents, and
the chilf?‘in need of special education servides The ﬂ\nd:ng upon all parties

COﬁleCt includes 1n its terms the speci;}c/pesponsibilities that wil) be under-
taken by all parties to see that a previgusly developed 1ndividually prescribed
program is. in fact, provided “Specific provisions in the contract would

. include at least ‘the following

B K

5 - .
l. The specific and measurable objectives to be realized by the child

objectives

3. The specific activities that will be undertaken by all parties to the
contract to achieve the desired objectives.

* 4. ‘The allocation of- people, dolla/,.and time resources to achieve the
obJectives. - .

4,\.”5. The schedule for the measurement of short- and long-term obJective
attainments as established in the individually prescribed program

%

6. Penalties to be applied t y parties to the contract failing to
) execute their responsibildtips,

\Use of thelcontract approach has a number of advantages over present
'.:V * systems used to educate handicapped ch’ldren.- First, this approach builds
. . .
31
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a legal basis for the delivery of educational services to children with J
i'spec1al learning needs who aaf not having tho;%‘needs met. . Second, 51nce ‘ i
veducational-Services will be delifered to chi]dren_on the basis of gducational
.'objectives to beifttained{;no potentially negative labels willvbe heeded.
'Requests to government-for resources can be presented on the basis of the
‘ numbers of children who withih the next year; for example will learn to rccognize -
and understand the meanings ‘of a 26-word list related to basic community
‘;functioning Both broader and more specif*c groupings of obJectives can be
presented. ' | A . )
. Implementation. a-contract approach is a logical extens>ion of the due _
-process procegure Because of procedural safeguards, proposals to change the -
educational status of a chiid require, as indicated, "the collection and : j’%
'analysis of varied information about a child, designed to guide a decision as
ito the best educational placement Determination of the placement then is
based first upon a detennination of neéds and then upon the establishment
“of the. individual program needed and, finally. a recommendation forta/place—
ment’ where that pr“gram can be prov1ded
Finally, the demands for accountability that are being placed on the public
schools can be. extended to the child and his parents Because the objectives
and responsibilities for their achievement are specified in the contract, rthen
the cause of failure may be 1dentif1ed whether the fault be with the school
the child and/or hlS parents Achievement of the objectiVes provides the
schools with the greatest data po<51ble 'to answer questions of accountabilit;;_
because not only can they total such accomplishments they also can specify by

objective the people, dollar, and time resources required.

32: ¥‘ : .

>

-



.
.

The special education contract represents a radical approach, but the {
) ) ‘ - ) ' : 3 B N 'AM." T N . ) -“_
denia} of_appropriate education to’ many American children may reguire a

‘radical“301utiong The power of the law is great, whether ft be legislative,

Juaic;af;A;f contract qhanﬁe. ’finaily, yée‘of the contract;will open the ~ |

ﬁchagisiand the éecision-mqging brotesses to include parents ihfan honest manhér :
".vand in a fﬁl]apargnershipfrble. ‘ n

As a result of the present turmoil relating to the identification; assess-

ment, and placement of all;hahdicapped children in appfopriaté édycatioh programs, .
- the folYowing behavior ghahges for the public schools can be predicted:

1. Procedures of due process will be- used to'govern changes 1in the

- ‘educational placement of children with any special needs.’ These o
procedures wilpe carried to hearings challenging the recommendations
of the public school with increasing frequency for a short time.'

2. 'In response ‘to the challenges mentioned above, and dug process itself,
the public schools will create more flexible programming patterns to
better meet the individual needs of children. The special education

contract in one form of. another will be adopted by the public schools.

3. Classification systems will be based upon Specific”learning needs of

‘children rather than psychological, medical, - or any other descriptive
' systens.; : . o _

4. The present level of déperidence upon standardized tests will decline’

- and will be follgwed by more extensive use of informatiop collected .
from home, school, and community. MNew tests more, adequately reflecting
‘various culture norms and learnirig styles will be *developed and used,
“but with constraints jearned as a result-of the present overise of
tests. : . ” ' t

Ffom Deviancy to Normalizaiion

This leads to our second prediction tha:"the future will bfjng about the
“elimination of the conceptithat handicapﬁ only‘can\befamelidrated through
. &@eviakt environmenté,iprograms, adminiﬁtrative de;ign;, and finagces, and- that
| "poficiesiand'procedures that promgte thé.greatest degree of norﬁaljzation w111.A’

: be adopted. ‘ I .o
' \’ , . . .
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The previous discussion of "equal protection" had at its core the concept

that all individuals start and remain as equal and are prov1ded differentiated‘L
services depending.Upon/heed But there must always be ah assumption that

_services within the education syStem vary in their degree of normaldy.» By ,
. \\ S ' A
this we fiean that there are services provided to most studentsthat create

N

no stigma and that-do- ndt deprive the»individual of- liberty more than-any- other*

F

: indivi ual At the other extreme, there are needed services that do create stigma "{.;{;
‘and do limit individual liberty Thus, a reg&lar classroom program in educatiOn - -
‘ represencs normalcy while an institutional setting might represent the greatest ;<Tfit}‘

degree of abnormalcy, because it 1s in fact the most restrictive environment. N

Reynolds and‘others have displayed the wide range of schoo} services on this

' model . 3‘ What we are suggesting‘is that within the construct of - appropriate £
. education for all handicapped children there exists a wide range of appr0priate .

-

services, and that such services can be plotted on a continuum ranging from the T ~::-'F5\

most normal, or least restrictive of individual freedom, to- the most abnormal, on

L3

most restrictive of individual- freedom T ']'

All individuals must ‘enter the education system at its least restrictive

pownt, in other words and may move in the direc ion of more restrictive programs

. if such programs are l) freely chosen by t 26 individual or 7) shown to be -
A imperative to meet stated objectives. A .
. " A number of recent court decisjons ave bearing on this issue. In: 1962

a woman was taken into custody by police in the District of Columbia after
being found wandering about the city in a-state of confusion. After psychiatric
- observation which‘indicatéd‘the womin. Was, suffering from senility, the woman

was committed to a mental hospital. The psychiatrist noted that, the woman

-2

was not a threat to the‘community, only“§~threat to herself. The woman filed

-
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~a writ of habeas corpus. "The tr{al’court dented her ﬁetition- Lake = -
V. Cameron.32 The U.S. Court of Appea]s reversed the trial court and
AN

in doing so laid down a most important princip]e

' Deprivations of liberty solely because of dangers to the i1l persons
" themselves should not go beyond what is necessary for their protection..

Appellant mhy not be required to carry the burden of showing the
- availability of alternatives...[She] does not know and lacks -the
© means to ascertain what, alternatives, if. any, are available . sbut

the Government knows or hds the means of knowing and should Therefore
assist the court in acquiring such information..

Based on this ruling, it appears that when a continuum of treatments
varying in degree of deprivation of individual liberty are available,
~government can only require the treatment that is least deiimiting to )
- the individuai s rights. Equally important is the fact that the Scourt piaced the
burden dn ‘the government to be famiiiar with and make known the alter-

. P
native treatments. ‘ W h f\\\

In two school desegregation cases, McLaughlin v. Fioridg,3j‘

end Loving v. yirginia,34 the Supreme Court establisned'@ ”yardstick“

for determining when a procedure was constitutionally offensive.

The high court: ruled that racial distinctions. differentiations, and
classificatiohs are constitution>11y offensive unless the state is

able Qggiustify them as es ential to the accomp‘ishment of an othenﬂise , B

permissible state policy. As in Lake, the court pmphasued that when

=

alterna;};;s were available, it would be difficuit to Justify a

pree*ic that limited orsd4scriminated against 1ndiv1dua1 liberty

Refe t state legislation also’is deaiing with thls issue, speci-

fica!ly as it reiates to the handicapped A new Tennessee law states
: 4

X that S e ‘

‘ To the maximum extent practicable, handicapped children shall be
" -educated along with children who do not have handicaps and shall
.~ attend regular classes. Impediments to learninyg and to the normal
functioning of handicapped chitdren in" the regular school environ-

ment shall be overcome by the provision of speciai ‘atds and. services

\‘l A '\ ’ ! 35 ’ - < ) —"




- ~education program and presumed not to be a schooi age child with special

‘rather than by separate schooling for the handicapped Special
. classes, seﬁarate schooling or other removal of handicapped chil-
~dren from the regular educational environment, shall occur only
when, and to the extent that the nature or seVerity of the handi-
cap is such that education in regular ciasses even with the use of
‘ suppiementary)a/ds and- services, cannot be accompiished satisfac
torily. 35 ,
A similar taw has been put in force in Massachusetts written in
language_that clear]y sets the tone forkthe right of handicapped chil-
dren to an appropriate eduCation\ "Until prbven otherwise, every

child shall be presumed to be appropriateiy assigned to a regular

needs or a school-age child requiring special “education,"36

This statute accurately forecasts' the ;7td?€T”fo¥ it states init-

. | : .
. 1ally that, every child will receive an education. Second, by ind- .

~

ieating that various alterndffve education settings are available
for instruction, it states that children with varying learning needs
are entitled to.an education designed to meet those needs. Finally,
the statute states unequivocaliy'that every child will be “presumed"
capable of benefitting from a regular‘education pregram, which means
that the basic philosophy of the'MassachUSetts"public schdois is
that all efforts for providing chiidren'with an education are to
occur in the mainstream. Thus, the focus 1s on maintaining children
L .

in regular programs, until evidence has been accumulated that more

restrictive settings may be more preferable. Programming under this

~statute placed the emphasis~on_keeping children in the mainstream,

rather than reentering them into regular programs.
What this means to educators is that beyond1providing education to
all children, they are obligated to provide such education in the

least restrictive manner. If -a child needs a resource room program,

36
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then he cgn't be placed in a speciaﬂ'class; or if a child need;fé,

speciai cioss, then hé oan‘t(b institutiona1ized. The fact that a

 particular service is not availéb]e does not justify the require¥

“ '-ment of a more restrictive alternative.  Certainly, if an indivi- -

—v

dua] has a wart and dermatologi‘is not avaﬂab]e we don't allow
the surgeon to remgve the entire arm.

~ One major obstacle to effect1ve implementation of these concepts
is the fact that in many school districts speci;1 educatioh services
are segregated from the‘mainstream of education by adninistrative and
.policy patterns. The dehate'oyer speoial versus génera] éducation has
echoed throughout our profession for years. It is an irrelevant- .‘
debate for tho only so]Utioo is to éducato appropriafe]y. A1l chil- p

dren are the responsibility of the same education syétem-—no ﬁore,'
no lesS. It is that system' s responsib111ty to distribute 1ts var1ed
program resources in a fashion that assures appropriate educat1on

The superjntendent is respOnsibie»for all the chffa:;;\and for se-

. curing and aliocéting the resources necessary for their education. The
divector of special education is responsible‘for the efficient deployment
and oporat{on of certain gervices or programs,;but the children who

. are served in his programs are'under the aegis of the whole system:

" We must certainly advocate for their needsjénd provide quality services

; where appropriate, but we must not allow the system to segregate children

}-unto us. For to do sc, reouces the édpcationa] and life opt*o that
these cnildren chould have and makes them inherently unequal. As the
Supreme Court in ngﬂ; pointed out, separate buf equal is 1hhérent1y

unequal. And ao Judge Wilkens of the Third Judicial District Court of
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Utah so eloquent]y stated in Fred G‘-Nblf v. The State of Utah:

The policy of placing these chi]dren under the Department of We1fare
and segregating them from the educational system can be and prob-
ably is usually interpreted as denoting theiv inferiority, unusual-
“ness, and incompetency. A sense of ipferiorfty and not belong-

ing affects the motivation of a child to learn, Segregation, even /

.

though perhaps well intentioned, under the apparent sanction of/}gﬁ ’

and state authority has a tendency 'td retard the educational
~emotional, and mental development afthe children.37 /

N
!

/
Nhat this paper has rea]ly been abou7 is the right of peopie to be

The Right to be Different

'-different the’ 1nability of the American education system to accept

and nurture differences. ‘and our. hope/that, in the fhtyre we will

eliminate the COncept that differences are by their very nature
"threatening to a healthy society,énd adopt po]icies that honor and
safeguard the right of each individual to be different- "That we will

make sure that the 1nstitutions of society, particularly education,

~present no barriers to such differences. O0ften we see only the

'jmmediate impact rather than the long range affect of our actfons.

Tne psychologist in Diana who tested a Spanish-speaking child in

“English did not percetve himself as a part of a conspiracy'égainst

Mexican-Americans, but his lgngTe act coupled with others may have
conveyed that image to Dlana and her family and community The child’
who is suspended, for what may appear to be a good cause, but without

due process, may beli n the long run that this is a<ociety.

“not of law, but of anbitrary and capricious tyrants. The child in a

wheelchair, who must go to a special 3chool for no other.reason than }
a flight of steps bars her entry to the $chool her neighbors attend,
] 3

learns in addition to reading end writing, that‘this is, in fact, a

¢
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hostile society. S e ‘ LT |
Discrimination against the handicapped not oniy affects the/”éndicapped
but robs the larger society of the taients and iabor of otherwise richiy
j-“ endowed indiVadgaLs who but for the way their handicaps were viewed, g
o might contribute much more to society than is: presentiy “the case, A
"member of the Congress, in a recent discussion with one of the authors,
pointed out that he had a#:ays had difficuity understanding-why the.
handicapped were soidiscriminated against in‘aduithood,\untii he began
‘to examine their education and found that the average nonhandicapped
chiid: goes EB school only with other mirror-image chiidren whi]e ‘“
lthe handicapped go to speciai schools or ciasses on speciai busses,
\ He began tg realize that whiie'we preach to children to be accepting
> of differences me allow those systems that have th9¢P°St impaction"
children's lives to practice the bigot)w that we piously hope the - :J
chiidren as aduits w111 disavow. It is easiiy understood how a \\
businessman, who during nis school years Saw no handicapped chiidrer
in: schooi who knew that they were shunted off somewhere eise and who
conjured negative images of these ch*idren he ney:r knew, wouid be
hasitant to hire a handicapped person, . -

Given these realities, why our optimism ahout 2 better future?
Several trends,contribute to such optimism. First law has histori~
caily been the means by which minorities‘have oroterfed themselves

rom thes abuses of the majority. The civil rights movement provided
such protection and advanced the status of*many minorities. This same
route is increasingiy opening previously ciosed doors for the handi- .
.capped. The right to education, due process, appropriate education{w

open educaticnal options, and the elimination of architectural barriersi

39




s )

e ) . - "\
are no 1onger mere]y issues to be discyssed in Journals or at con-
LTI | ventions, or actual agenda for a Just;few well-meaning ind1vwduals:_
~but are now 1ncreasing]y the law of the land, The role of the ad-
vocate no longer need be one of pleading, cajo]1ng, or pressuring the
educatfon system, The role 8f the advocate is monitoring - to assure

A comﬁ?iance with the law. _ |
Second Americans are basxcally 1aw abiding people.‘ Thus we ?}\
vbe11eve and research has shown, that we: will 1nternalize laWS that
- ‘§,we have 1mposed upon ourse]ves, eventua]]y adopting the behav1ors they
“require as’ our own. Certainly there will be v101at1ons, part1cular1y
N from those who only 1nterna11ze the behaviors and never learn the
™ Principles. A school district that was under court order to admit
’,mentajly retarded chi]drens1nto their educatton pnogramvdid s0, but
prompt1y passed a policy stating that no mentally retarded ch11dren t q
could try out for the cheerleading squad, thus demonstrat1ng that they
had not rea]]y understood the principle of equal protection
Third, there is an old saying "proximity breeds 11king." Perhaps
all that can be done today is to bring the handicapped and the non-
“handicapped into proximity, to duard agajnst major abuses, and to hope
that the next generation ot students and edocatohs’w111 be more capable
of e]imtnating more of the 1nsidious discriminatory practices eaisting
today. |
x Finally, the‘recent court victories, 1egis1ative'tr1umphs, and
administrative confrontations have given the handicapped and their
. advocates a new self-perception. They no loncer will accept tokenism,
| .They know that they are entitled to ceptain rights today and will accept
< no delay. They realize the fiscal and adminstrat1ve problems fnvolved

but w111 not accept the so]utions to these problems as their responsi-

bility. They will no longer behave nicely when asked to accept second
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class statys.. But most important)

¥ they now see themselves a5 human . \\\
, beings and citizens,‘and wﬁél accept nothing jess than eqal
79 Gilhool, the Taer foy he p.ainty

example of thig New awareness, 38

-Justice,

ffs in PARC} provides g beauts fuy)
On “October 7, 1971, the Court ordered that each of the 13
in the Pennsylvania case

p*@intiffs
should be placed Within one week 1 a
* program ?f education and training appropriate to them. One of the
plaintif S, a child ang her parents, were visited by a school ,
official of one.of the de school officia) said, "We N
> O "You what, we're g0ing to dg you a favor,
we're going to 9ive Kate hance." “The Parents said,
and yogi&) excuse me for‘transiating it, "No, You're not, . You're
not go '

_ re not going to give Kate another
going to 9ive Kate that t

to handiéapbedvchildren the appropriate educatfonal

This js nothing more than we would want 1?r
ourselves and oyp children '
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OPENNESS AND ADVOCACY‘ TEACHER ATTRIBUTES AND BEHAVIORS
" FOR MAINSTREAMXNG CHILDREN NITH SPECIAL NEEDS -
IR Ellen Barnes* and Peter Knoblock* \

4/ . ‘ ‘ Syracuse University

Introduction

This paper focuses’ on the belief that the openness of teachers and -
L o classrooms and the advocating fox the educatiopal r1ghts of handtcapped
children all contribute to the mainstreaming of those children into regu-
‘lar education programs.. We begin by dlscusslng'the’role of the teacher
as advocate for the child and suggest some tralning activ1t1es for the
. many behaviors whlch accompany th1s role In the preparatlon of teachers
as advocates we have been involved 1n teacher educat1on both at the uni)
verslty and»public school levels ~ For the past four years at Syracuse
- Un1vers1ty we have been part of the development of monE innovative ways to
‘ prepare teachers of children w1th special needs (See Kndbiock Barnes, Eyman,
]972 ) One of our guidlng concepts is that the truly involved and respon-
. “sible adult (teacher or other adults within the schools) needs to respondx”
to more of the totality of a child's world. This means that there are
many “out of the classroom" experlehces and aativrties to be\engaged 1n

7

“ " on behalf of the child.

. ' Followxng this section, we will present a br1ef description of one

morﬁlnb s class in wnlch one teacher, 15 "educable retarded" cﬁlldren,
Ay
~and other adults 11 attempted to l1ve an open classroon apprbach. This:

~particular teacher actively pursued-mainstreamlng of thesechildren back
into regujar proorams and accomplished this to some extent. Her premise.
was that by creating an open classroom'environment she enhanc:z the_chancés;

of hzr chtldren gaining the necessary skll\s and'experiences function

I . —

*Ellen Barnes is a cesearch associate at Syracuse University , New Yo -
*Peter Knoblock lS a professor of Special Education at Syracuse Univar sity
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satisfactori1y w1th others in the school. We point out some of the basic

v

‘ 1ngred1ents of her open classroom and t]ose by specffy1ng some of the

behaviors, activities. and strategies regular and specia] class teachers-

can utilize to develop nore open approaches with chi]dren. , _ -

_ The Teacher as Advocate T %

The traditional definition of a teacher's role hias been one of the

passer-on of information, the dispenser of cultura] knowledge, hithin a

‘prescribed time‘and place (school}. In special education the conception

of teacher role has been broadened to 1nc1ude responding to particular

aspects of a child S 1nd1v1duality- e. g s his expression of emotions, his

ability, or, “disability"--st1ll in relation to h1s learning performance.
But a child's life 1s much more complex than a. classroom, and hio

behavxor is 1nf1uenced by many forces outside the schoo]. For a teacher \

"to respond to the whole child, she must know what his experience is and she

may need to influence that eiperience, even outside the boundaries of Room

' 202, she must be an advocate {"one who pleads for another, a counselor") -
for the child 1n h1s 1ife in school and out. To be an advocate is another

expansion of the teacher role, far beyond dosing children with facts. It

means that a teacher is a helper of a child, to make his present 1ife more

~ conducive to learning with joy, and his future more self-determined. There

is.a need for advocate-teachers for all children, but especialiy for chil-‘

“dren with difficulties - whether they be labeled educable retarded, emotion-

ally disturbed, or learning disabled. On the following pages we attempt

to specify behaviors of an advodate-teacher and to suggest a model of
training for those behaviors. ' .
Irajnjhgufg} Advocacy | A »

At Syracuse hniversity in the Division of Special Education and*

¥
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Rehabilitation, we have had a special project funded by the Bureau of.
Education for the Handicapped (USCE) to train “teachers for city chil-

dren with special needs 1 This progiam has attempted to utilize an -

" advocacy focus in helping the trainees work w1th chi]dren who are partiai]y

or tota]ly excluded from.school Our goal for many of these chi]dren was

to return them to the mainstream of education--finding the best possib]e ‘
placement for them, . 0 that their futures as se]f—supporting members of

L]

the society were not in Jeopardy

The content of the training Qrogram in the area of advocacy covers

four main topics o - é;,-t
1. Teacher’ Vaiues Empathy, and the Definition of Deviance
- .
2. The Institutionai Préss y o

3. Awareness and Use of Community Resources
4. Skills with Adults

We will describe as concrete]y as possible experiences a/d\infor-

mation utilized to deal with each of these topics and give examples of the

behaviors of the teachers with their children

'Teacher Values, Empathy, and thP Definition of Deviance

“Mainstreaming" children W1th spec\hl needs. info regular 9duration .

can only be successful if the teacher of these children truly accepts

and values them,l if the. teacher, in fact discrininates against the chil-

1

dnznand is not active in their behalf, then "mainstreaming" does not

occur. The first step toward integrating special chiidren is to deal with

“a teacher's stereotypes and feelings about*the children and through efforts

at empathy, -attempt ;g broaden the range of behaVior that a teacher can -
accept in the classroom.

. This topic is directed toward helping the teacher see more clearly

. LA 4
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b1

- (@) his or her own frahe‘q?‘keferedce, values, and Steredtypés,.énd (b) |

the child and the meahihg_of fhe child's own experience (empEthy). Each-

”Of,us looks”at»thg world‘aﬁd the behavidriofhothers'through the screen of

& g ' : i . :
our beliefs and values; for a person who is in a position-to strorigly

influegce‘6¥hers {because of }olé, authority, charismé,:or‘Whatéver3,‘1t

is'particuiariy;impﬁrtant to be aware of His-or her_bia;es énd 501nt'of.

view. o . ‘L _ ‘ E )
8ehavior which.dne teacher- sees as deviant or abnokma[ and attempts

tocchange'may not‘botﬁék'another at'éll. Ullman and Krasner describe_this

in their book, A_Psychological Approath to Abnormal Behavior: .

- Behavior which is called abrormal must be studied as the
interaction of three variables: the behavior itself, its
socfal context, and an observér who is in a position of
power. No specific behdvior is abnormal in itself.

. Rather, an individual may do something (e.g., verbalize

~ hallucinations, hit a person, collect rolls of toilet
. baper, refuse to eat, stutter, stare into space, or dress
. sloppily) under a et of circumstances;. (e.g., during a

- ; school.class, while working ‘at his desk; during a church .

. service) which upsets, annoys, angers or strongly disturbs
-somebody (e.g., employeYr, teacher, parent,.or the .indi-
vidual himself) sufficieptly that some action results

\\ : (e.g., a poligeman is called, seaing a psychiatrist is

N+ . -recommended,s cormjitmerit proceedings are started) so that
Y+ the society's professional, labelers (e.g., physicians, ~
" - psychiatrists, psychologists, judges, social workers) .
come -into contact with the individual and determine which.
of the current sets of labels (e.g., schizophrenic reac-
tion, sociopathic personality, anxiety reaction) is most
appropriate. Finally, there follows attempts to change
‘the emission 6f the offerding behavior {e.g., institution-
alization, psycho-therapy, medication). '

The label applied is the result of the training of the
labeler and reflects’ the society which ke represents.
The labeting itself leads others to react to the indi-
vidual in terms of stereotypes of that:label {e.g., "Be
careful, he's a dan%?rqus schizophrenic®; "Poor girl,
she's hysterical™), ~

A’teaCQer who had an open classroom for "embtiohaliy disturbed" children
r - - ) - e ) .
described the same phenomena in terms of perceptions of strengths and
48 - v
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 weaknesses:

Oné thing that I-think is really important is to look .
at a kid in terms of strengths and not weaknesses. |
feel many times the things people identify as weaknesses
really can be strengths. For example. . .there was‘a girl
in the class who had had a lot of trouble because she was
so extremely active. She was lahelled "hyperactive.” Now, -
it turned out that she used a lot of that activity to help
other kids wha were more withdrawn and more passive. In
other words, she had all this activity“inside of her and
what she really needed was, some way to direct it. And she

- was able to direct it in a good sort of way, 1f there were
some alternatives cpen to her, Before, the only sort of.
experience she would have in school would be trying to con-
trol herself. -So, basfcally, 1 just saw that a lot of joe
kids' "Problems” could be used to advantage in school: > -

Many data are avai]abfe to substantiate the setf-fulfilling prophecy.

of teacher expectations. banie] Fader‘$ book, The Naked Children, is a

- very readable discussioh-of the “functional illiteracy" of many. bright

« inner-city children, whose teachers do not expect them to learn tolgead. :
Teachers should_¢ |
children.

xplore their prejudices as well about minority group |

-

We attempted to sxpg é teachers cognitiveiyito‘different conceptual
- frameworks about children'$ behavior and help them identify the approaches

L : -
g Ehatv@pst‘f‘t their own frameworks. We use Study of Child Variance, A -

. Conceptual Project in Emotional Disturbanee; Rhodes & Tracey, 1972,

University_of'Michigan Press. This project covers biophysical, socio-
logical, behavioréi, ecological, psychodynamic, and "counter-theory™ ‘
- points 6f view. Morg in~déptﬁ work can be ﬁqne by reading individual
tﬁeorists. For instance, we discussed'comparative ideas of human growth,
“therapeutic intervéntions, and applications to teaching after seeing a
f%]m of Carl Rogers, fritz Peras, and Albert £11is, and reading some of
their works; we each indicated which therapist we would prefer and why,

and tried to relate that to what we do with others in our role as helper
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(teachér,'thérapist). ‘ ot -
v We designed some ac@ive eXperiences'fo; teacheré to look at‘their
values, stereotypes, and equgtatiohs. Many of thegvalue clarification .
“activities suggegted by Sidney Simon and aS§ociates4_can be adaptéd to

deal with issues of teachers and children and provoke thoughtful hisgyssion.

Some examples are: ’ . . '

- Forced choice:, Which would you rather work with-- ' A/j
v ‘ Retarded or Gifted Children? ‘
' Retarded or Disturbed Children?
Why? o o .
o : ‘

. ' - Think of the children with whom you are now working.- Rank =

; , them according to the amount’of time you spend with each of #
s . . them. Then, indicate by placing an E.next to those where

you enjoy the time spent. What ¢ yqu do most. with each
child, e.g., mothering, controlling, academic. help, etc.?
What is it about the children-with whom you spent more

time? Tittle time? (e.g., do you enjoy them? do you
think they need you?) b

"

Role-playing can also be useful for identifying a person's stereo-
types'about labeled children. The behavior a person cﬁboSSS in p{aying a
retarded child or a disturbed child--as wéi} as how he or she might 1Ater-

+ vene when role-playing a_teacher:—feflects their definitions of chderen
ﬂ\with'specfal needs. o
Helping teachers observe and describe child behavior rather tQaB
only eva]uatevif can aid teachers in clearing pheir visfon and minimizing
L9 expgctations and ?iases. We hive utilized Vive or videotaped situations
of an individual child and teache(; we each observed and rec0rde8 the
same scene. Afterwards we compared observatibns;~attempting‘to only
gescribe behavior rather than inferpreting or evaluating it. Tor example,
¢ . instead of saying, "John did not aﬁswer when the teacher asked what he
wWas d&ing,” many teachers wrote "bohn was insolent” aor "John did not _hear

the teacher” or "Jokn ignored the teacher," Each of these latter statements

1 ]
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makes an assumption about John which is not necessarily evident only

ffbm his behaViorL Discussing this process’with tedchers- oftén revealed

N

assumptions they makeuabout children that they M1ght not.be aware of

and which other teachers might not -share. [t becomes clear t to

*

understand what is really happening with John, the teacher must ask Jrhn.

Role-playing activities can also help teacﬁérs égg ch%ldren (as well
as themselves). Adults ?o1e-playfng children can begin to undgrstand the
| ﬁhild's perspective. An‘examp]e is given below:

~An activity originating with Janet Lederman, author of
Anger and the Rocking Chair, is that two adults pair
up, one designating herself an autistic child and the

~ other, the teacher-helper. The "child's" goal is to
not respond, to maintain her {solation/integrily at all
costs; the ”teacher" uses any means (physical, verbal)
to open the child up and have her respond. After a
time the individuals talk about their experiences-~for
the, "child” what the "teacher" did that did or didenot
work, for the “teacher” what she instinctively tried
f1r°t how they both felt about the experience. Then,
the ro1es can be reversed. .

HMany other exercises exist that help teachersridentify feelings in
themselves and othets.® In addition, simulation of the labeling/
segregated experience can beVdesignéd. We ggve our Egachprs a contéﬁi
test on special édutation;‘scored‘them, and divided the»groqp according
to those who had done well and those who had not (as if this were an IQ
test). Those who did less well were physically segregate;; not»ailowed
intera§§ion with othersﬁ given more "structure" and remedial work. As
this experiment wore on an hour, the teache:s designated as "EMR" responded
vividly and emotionally to the experience. v

D1scussxons of teachers' own experieances in schou] (the best the

e e S e

wamories of childhocd and nelp them identify with children. Often art
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.
"materials can be utilized as a means of expression and as a basis for
d1scussion For example, provide a variety of art supplies and ask each
teachen to represent with them-a tzmel1ne of memorable school experiences, .
on an incident or time in school in which he or she felt isolated or -
deviant. Then, the teacners can talk in pairs or in small groups about
~the representations. A1l of these active experiences are designed t6-
\nelp teacners exp]dre their own feelings and empath1ze with thoSe of -
children. | | | o t
Talking with children (and adults) who have been labeled andeSegre-
gated can also give a teacher insight into the effects of labeling en a
. child s self-concept. At Syratuse we have interviewed a number of‘
eXC1uded children and youth about the1r experiences, and they ane very’
art1cu]ate One excluded 14-year-o1d youth who Joineq our program said,

T used to think I was completely messed up. . .and nobody
liked me or wanted me. Now. f! see] there are lots of
people hurt1ng, and I guess that makes me feel better
That way, I'm not. . .different.

The Institutional Press

tx¥;his topic--the institutional nress——is designed to acquaint teachers
with the effects of the school as an institution on cht]dren and to fncrease
their awareness of the pmessures on the chitd's 1i% outside of school
(neighborhood, court, agencies, home). With reference to schools, teachers
should become familiar wjith research and opininns an special classes for
retarded and disturbed children, as well as theilege]’aSpects of special ps
educetion (the processes of exc]usion used by the 1ocal'schools, and the ‘
righ}s of children and parents).G Many studies have been published in recent

‘ . R . ‘
years evaluating the effects of special classes on the achievement and self-

concepts of the children in thenm.
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In:adgition to reédiné about special 9}a$ses. we have encolraged
teachers }to 6b$é}ve:a‘variety of special education.p1aceménts (residen-‘
tial settings, special classes, resource programs, etc.) ‘and, éf possible,
to follow through on:a.éase in which a child is referred, tested, labeled,

&

and pTaced, so the teacher can see the process for herself. Then, the
[ 4

wide range of chi}dren 1n a specia} c1ass and the sometlw :aéua1 tabel-
ing and placing process w11} be apparent ) _

A school psychologist reported that she had been called to reeva]uate
a child who had been in an EMR class for two years; the current teacher
felt that the child was very bright. Checking past records, the psycholo-
gist d1sc?vered that at the time the boy tested below'75 and was placed in
‘. a special class, his records shghed that he was reading three gfqdes above
bhis grade level! Teachers should be aware of the content of tests, their
inaccuracies and biases and the situational factors that'affnct'test per-
formance. Rather than accgpting the Iabp]s previously’ p]aced on 'a xhild
'\{_teacher should 1ook ab-the child 1nd1v1du&11y and do her own dwagnostic
‘evaldglioh. A high aumber of children p]aced in special classes are members
of minority groups, which also should'raiée many queﬁt{on;.for those wlo put
them there. | | :

Teachers and parénts shouidibe awa;é\hf the‘legal rightsxthat children
have in each particular state.' Some aévocécy organizations have been puh- \
Ticizing steps pa}ents may take to be sure the best pQ§sible placement is
guaranteed their child and, also, serving as legal advisors for parents
whd wish to cha11enge institutjonal responses to their chi]d.? '

In additibn to intormetion about school procedures gnd~€hi1dren's
rights, teachers could find it valuable to be aware of aspecfs of a child's

"1ife besides school. This means contact with parents and home visits; it

‘b
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. means gaining.a sense of the neighborhood in which the child lives. Con-

sider spending a'day at Family Court, at.the wel fare office, or in 5
neighborhood legal service. An effort to QQQerstand the child's home and
neighborhood 1ife is partieu}arly important when there are cu]fural dif-
ferences between the teacher and the child.

\,;]

Awareness and Use of Community Resources

Related/ to -a teacher's understandiné of the press of 1nstitutions'on
the‘child 1s'his/herkawareness and use of community resources"fok‘aiding_
the child. Our‘group of teachers divided'up the programs évailab]e in
the city, called or visited, and came back together to pool the infor-
mat1on (services offered to whom) Schqolvsystems have a number of
services (homebound tutors, aides, resource teachers; social workers)‘ '
that can aid children and éeachers in need. Other groups we have foune‘

helpful are neighborhood legal services, alternative scheols, spSciai

e ’ )
clinics operated by universities and hospitals, neighborhood recreation

programs , univer51ty and Cltj vo]unteer centers. - .

t

We have met a number of teachers in schools around the city who have

been responsive to‘children with special needs.” For teachers, partici-

~

pating toge}her on a_case conference can be he?pful‘iﬁ 1earning probltem- !

solving skills to aid a difficult.child and his teacher. Often, a respon-

- sive program means increasing the number of adults in the classyvoom.

Skills with Adults

For a teacher to be an «dvocate for a child, she must hdve skills
with adults--to gain support, ﬁo help other teachers, administraters,
Y, -
parents, agency workers. Practice in some of these skills--inciuding

active listening,~joint problem-solving, giving feedback, sharing skills
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and‘reSources-—cen be gained through exercises such as those suggested

in Thomas Gordon's Parent Effectivenass Training, or 1iterature pro-
duced by sensittvity training organizations.8 According to Carl Rogeré,
a person'needs”to convey empathy, acceptance, and authent{c1ty, in order
to be a helping agent to another. Def1n1t1ons of help and support. also,:

vary with ind1v1duals, the Educational Testing Service study9 by mnarel.

Buss*s d Chittenden (1nterv1ew1::/7garhers regard1ng support) Iists T

the following behaviors that teachefs felt were supportive:

’

problem-solving modeling
demonstrating - observing and discussing :
stimulating. - provoking
respecting individuality challenging
providing =‘ternat1ves administrating
, expla1n1ng ' helping as extension of teacher

These excerpts from the dlary of one of our trainees gives: some
examples of respénd1ng 10-a teacher in the interests uf a child; in
this case, the trainee was attempting to 13ngthen the hours in class df

a chrld who had heen excluded a half day. ny May the child was in

§

school full-time.} : \ .
"Every other Tuesday I'm h;;?hg conferences with gﬂb
teacher. It ferls goed to me to.have a regular t for
us to talk. . .This week I was quite pleased with all Mr.
M. (the teacher; said. - He really feels R. is doing
better--more\tooperative and more wiltling to try.

Mr. M. is also trying really hard hs of next week R,
will be staying until 11:30, will have lunch with Mr. M.
and they will talk. together for that hour on Tuesdays ~nd

- Wednesda¥s vhen I don't work with R. R. also mentioned
_to me this new plan and fee]s quite good abuut it.

We did some brainstorming together about R.' s working w1th
other children. Mr. M. came to the conclusion that per-
haps R. can work anly with children whom he doesn't feel
iy are more capable than hg, because in different situations
o he chooses different ch 1dren to. work with. He is going
to test that out. o

He talked about R.’s leaving at 11 making it impossible
for him to have free play ocutside with the children in



his class.
I feel really good about him; because he is trying, being
fair,and realizes that R. needs success. 1 think he also
trxes to be consistent. At the end of our talk he said,
maybe together we can do something "
. As I was leaving the school, I stopped in to see the prin‘
cipal. I invited him to attend some of qur chats together.
" He was a bit panicked thinking that I wo ld be . dropping R,
at the end of the semester. I assured 6 wou]dn t. He
said as 1 Teft, "We're glad you're here."

Teachers also need simiiar skills with parents--to en11st their help-
in the advocacy of the1r child.” Parents can be educated to their rights
and the right to education of their child. Most parents, part1cu1ar1y
_low1income families. feel\uncomfortable with schools and teachers, and
often 1t 1s the teacher who must initiate 1nvolvement in school. The
tea.er of the special class’of EMR children (whose classroom 1s described
in a ]ater section of this paper) started a parents group that met '
month]y for social and educational activities {school psycholog1st spoke,
_atc.)s th15'group‘was very supportive of the teacher in her attempts to

get the best'for the children (to the point of calling the principaf to ask

'why the class couldn't-get more materiels,_and why the principal was harrass?ng‘

‘this teacher). The teacher also had a parents' visitation week when she helped

both mothers and;(ethers arrange a dayfs visit to the c1ass.. b ”
Parents, especially parents of children with special needs, often

feel lonely, angry, and upset about themselves and their‘chtld, and they

have no'norms~for how others feel with their childrea. Someone talking

with them symp;thet1ca11y can be very iwportant A young teacher describes

a conversatlon sh% had with parents of a previously suicidal 13- year—old

girl, with whom she was very close:

.I sat and talked with the K.'s for hours--first they
told me J.'s history, saying "we are dealing with a
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.

very disturbed child here" and "she just might try
- something while with you" and "we just wanted to - : -
make you aware of. the responsibility you've taken . 2
“on." 1 found myself defensive at first, but I . -
_ tried to be open and honest . ... They told me of
\ their relationship with J. and [ talked of mine.
: They are very, very concerned and worried--yet they
hold back . . . I could see in them that they were
themselves really scared, and I let them know 1
understood that, that I saw they loved her, but
., 1 8150 know it would.be hard for her to see and I
told theh that. I told_them some™of the things J.
had told me. . . I told them some thing$-about me,
such as my not getting along with my parents and
hating my mother . . .'and I talked about how I've
Lome & Tong way in expiaining my feelings towards
*“her and Ynderstanding her, so I can see her point,
but really feel for meWw{and J.) . . .” Anyway, when
we were done, .l felt so relieved and.happy that we
had talked. I felt sad to think thatpeople like
the K. % can’t show their affection for their daughter .
e and remain . . ¢ aloof, poiséd, behind 1ittle giai§ ‘ v
: walls. 1 feel so much of that from my parents.

‘The p§év10us_péges are an attempt to describe a iraining inodel for
the teacher as an advocafe for children W§th special peeds. This kind |
of advocécx involvéi dealing with children's needs both inband outside
the classroom. ' ) _ |

In‘thé'foTAQWihg séqtion,_we uti]ize(ﬁhe‘example oflone morﬁihg in

ong c1assroom to yhow ﬁow a mofe open épproach within the_school can aliow
ka teachqf to‘resbond effectively to children with a wide range of needs.
The materia}é on opeh éducationlhave'mushrodmed in the pas@ few years;
these 1nc1u&e references on British inkaht school approaches, open class-
rooms, and freé schools. Due to spacé \imi;étions in this chaptef, ve V
- ‘ :

, <
are unable to describe training practices for openness,12 but we will

»

- attempt to convey how we see openness as an aid to integration of speéial

children and & correlate of the teacher as advocate.

One Example of an Open Classroom with;Eduéable Retarded

A geaduate of our preparation progran taught a group of 15 primary

level children labeled "educable retardedf,in‘a public program.‘ These:

87

-~



, 5 |
children exhibited a wide range of d1fficu]t1es—-physica1 (speech

‘hearing), Iearning, and emotiona] As part of her’ program the chfldren

were each assigned to a homeroom and reported to it first in the morning.

' As a beginning way to make a ch11d fee! part of the;?choo] this can be

useful.  Once with this teacher, a number of the ch11dren spent various

-amounts of tlme 1n other rooms’ for dwfferent actﬁv1ties

The fol1owing is a description of the activitles engaged 1n by

.,this teacher and the children during one morning.< Embedded wwthin this

. "t§51ca1" morning are' § number of characteristrcs we have come to asso--

"crate with open education. These will be discussed following this des¢rip-

tion ‘of the morning. . ;
The room is Iarqe and bright, divided into areas by
‘ movable partitions. There is a wide range of materials
: around the room: maybhe 50 Easy-to-Read books, a lot of
magazines, records, manipulative things (blocks, o
puzzles, Lincoln Logs, some toys), art supplies, film
strips and machine, tape recorder, games, puppet stage,
etc. There were teacheremade materia1s‘(most1y phonics
and math) and a lot of child posters and books and art- ’
© products on the walls. In general, the content repre~
sented a wide range of approaches--from basal series and
dittos to Thildren's paperbacks and games. The "rules"-
.on the wall were the following: . : '
"No shouting; no runn1ng. .
b Pick up after p!aying -
- Stay out of other's desks.
( Remember we a11 have fee11ngs

8:30 . Children come in. Teacher asks them to go to
" homerooms. One child stays. Other children
: ] say, "It isn't fair." Teacher says, "Do you
. ‘know why she stays? Because she gets afraigd
" of other(gbjldren You have friends in your.
homeroom." Child, "She doesn't have friends?"
"No."- Children leave

8:40 Children come back in. They find their desks.

* ~ The teacher says they will rearrange them when
all the children are here. Teacher, "You can
have free time." Child says, "No, let's do
work now." This child has a cleft palate and is
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hard to understand. Teacher saysy "It helps if !/
you showine when I can't understand.” He says, j
"0K" and 'shows her. Other childregyalso tell /
her what he's saying. : j T /

Child takes “turn selecting and putting day ]
words_on board: house, people, ape, clothesy
ABC's, colors, dwarf, bear. Chi]dren all doing
different things--blocks, copying words, lots Qf )
ta]king--most of them. ‘

z\
A

0 One chi]d crying. Teacher says, “What's the \\
matter?™ Child next to the crying child echoes,. AN
"What's the matter?" Another child says, “He's ™
always crying He gets mad when . . ."

A. -asks teacher about meeting with her mother.
Teacher says her mother said A. could dress her-
self now. ‘ ¢

-8:50 Teacher meets at small table behind screen with
L two children. -Three others come over. A high
! - school student comes in. Child says to me-
' (obseryer); "Meet her. She helps me with my’
work." She (high school student) sits and works
with the child. Children work; they are ccopying
words+from the board, reading, or playing games.
Teacher works alone with a child doing math.
Teacher talks with children about physical hurts,
wipes noses, etc.; they come over to her while
she is "tutoring.“ '

S

9:00  Another child comes in. She begins looking at )
book and reading. . C

+ 9:10° - Two children leave to go to another room.
9:12 Another child comes in. Teacher talks with four
children regarding schedule--who" ‘goes where; when.
High school student ptaying math card game with G.
Teacher says, "G. is going to finish this game
+ and then he's going.tc do some work for me. Rjght,
6.?" Two other children doing writing less.n and
math papers--a Jot of talking and walking. Teacher
gets out a pecord; several children ask her whose |
it is. Says, "It s mine. jthought it was my !

turn . ring one in." One chifd-asks if it is the

teagher's record or her husband®s. She says it

bgfongs to them both., She had written words to

ong on big paper. One child turns pages. Three
children stand in front and sing "Moonshadow.”

" Obviously, had done this before A. and G. sing,
A. dances. -"Play it again.” She does.

2
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9:20

9:25

9:33

9:40

*_put the ball in your locker, D."

Several children. focus on the c]ock checking . when to
go to other rooms. Teacher sits w1th the high school
student, G. working on math; she holds G. on her lap.
Child asks, "When are we go1ng to play the game?",
Teacher, "About five minutes."

1
Teacher sets up game (all children sitt1ng with her
except J. who is lTooking at a book and says no when
e teacher goes over to invite him).

Teacher: "It's a guéssing game." (She had put a
number of items in a cloth bag) "Why can' u tell
what's in the bag? . What's another way you cou]d

-find out what' s there without seeing 1t?“

Children seem very involved and take turns feeling
objects in the bag. Teacher asks J. again if he wants
to play. o,

Two children leave, Teacher saysy l'B‘ye, see you later”
and continues game with others--"l.ook at what is there.
Try to remember wh}ch ones 1 removéd®"

Teacher comes to talk ta me {observer). Child{en

“finish gamehand come over. Teacher asks some children
t

to finish their work. : Child helps put away blocks °
WithHout being asked. Teacher sdys t, A.; “Maybe. you
could help, too." G. tries to use~l.'s mirror; J.
takes #t back. Teacher says to G., “You can use mine.
That's J!s-and she doesn't want you to use it." G.
leaves and forgets it; he asks me to brush his hair,
A. asks teacher to play cards. Two children playing
ball; D. playing cards with A.;.J. reading; B, play-
ing math matching game that teacher made, twc chil~
dren doing puzzles alone.

Teacher says,,"D., Miss | doesn‘t like to see balls!
in the school Building, We'll both get into trouble.

How about getting out the bowling pins?" Re just says,

A" and p]ays with small ball. Teacher says, "OK,

»

A. brought. in Richard acarny s Hest Storvbooks. ,New

high school student comes in. Teacher gets chil-

dren together, reads story. Children st?ll active.
Teacher wa]ks, reading. sk§ T. not to bang. (Two
children have hiding places~§n cabinets covered by
posters--they are in and outlof hiding place.) Teacher
involves G., who is hiding  afd making noise, by asking
him to_roar for the lion in the book. She 3ays, "G.

has the bast roar!” After that, G. comes out and sits
so he can see book. : C

' 4
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10:00

10:45

iO:SO'

11:00

. what you Were do

-
~

- A says, "I wish}you wouldn' t/read any more." -Teacher

says, ''You don t 1ike me to read zou r book."

Teacher announces, "Five more inufes and we' have a

, snack "

£+ comes over andgemitates the eacher, asking me

- {observer) to play “What's in the Bag?" !

Two children ask the teacher to fead them a book
about basebalo She §its with em and’ reads

Snack.” Some children have hreﬁﬁht\ﬂhgir own and-
- teacher has graham crackers for other E

Recess. Teacher says children can go out but don t
have -to. Most children decide to stay inside with the
high. school student. The teacher and I get a cup of
tea and come back to the room. the ch1ldren stand or
sit near us, tal

o

School bell, Teacher_ ets small éroup together to do

the Talking Alphabet; ghe puts the record on and the -
Ehree chilqren sit the high school student and do . -
t

Teacher then gets three girls and plays a phon1cs game‘
‘with them (she had made the game)
'Teacher, "p, , eitzer you sit with us or go back to

ing and not interrupt ¢

Teacher goes to-the hoard and shows six children how

to play tic-tack-tce by playing it with B. "Do you

understand? No?. Let's try it again.”  Several @
children then play together at the board. . '

D. asks again about “moving the desks; wants it "like
the beginning of the year." Teacher says, "Let's

“\nake a map of how it was then." She qets allarge sheet
va paper.

S. asks teacher for time with N., the second High school
student. The teacher says, "A. has spectal time with her,
but maybe A. could share? "A. "No!" Teacher, “"It's hard to
share someone” you Yike so much.® .j

» high school student, arrives. eacher says, "N.,
we have a-problem,” regarding A.' s ohcern. Somehgw -
this was resolved and N. made puppéts/with three gfrls ¢
Teacher A., "when we do things to ether, we can't
always have them just the way we want them."

Children pos1t10n1ng their desk preferences on map of
the room.

Teacher’ asks children to clean up and get. ready to see
Electric Company on TV. (Three children are making
puppets, J. playing with magnets.) Two children are
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bretending to fight. Teacher, "G. and J., that -
doesn't 100k very good. Stop." qu children leave
‘'to help the gym teacher. . 1‘

11:08 J.‘watching Family Affair (fV)‘ Four' children making
puppets.  One child playing with blocks. ‘I (observer)
'« talk to two boys. Teacher does a puzzle with G. A

11:20 M. going to Maine. Teacher gets maps for him. J..
wants to put thread around room. - Teacher says,” "You
7 know-why you can't do that, because it is so thin )
‘ ' that saqmeone could run into .it and not see and hurt .
themselves.” We-talk a little. Teacher says to some

children, "I'11° put these dittos out after lunch and °

you can take what yoGwant.” J., "Can I take one
A - now?" "Of course." Teacher sees G. reading a book
- and ‘goes over and talks with him about 1t

11:30 Lunch. First children go. B. calld lunch roll. G.
-7 brought ‘in news ¢lipping. Teacher reads it to him.
B Then we go to lunch. (Teacher has half-hour).
% | ‘ ‘

Teacher Comménts

In response to questions, the teacher-of this c]assroom said:
LR ()

I would: describe the ch11dren s behavior as approx1mat1ng
normal children except that they are immature, development-
ally behind others of their chronological. age ., My

 general goal for the classroom was to prove that these ch1]-

" dren are just as capable as other children in terms of day-to-
.. day funct?on1ng s I-félt the children were expected not to dn
: much of anything and-they would welcome the chance to be like

others ., ., . I felt the children needed to have as much to
say about their c]ass as I did and other peop?e did I

Observer Comments . o g C b S e
d fe]t’that there was a great deal of room for ch11drén to
: initiate activities for themselves and with others- (including
" the teacher).- A nuriber of the children asked the teacher |
{and.high school sfudents) to do specific things with them |
’ "~ {read, play card game, tc‘),90 percent of the time was open for
- children to make choicb about what théy wanted to do. OUften,
_ the, teacher made a suggestion or initfated some kind of con- .
“ tent, but the children could take it or leave it. Children
1nit1ated much of the content of the day--for individuals.and
to a lesser; extent for the group {map of room)

There is a kind of teacher-established routjne, although it .
didn't seem arbitrary; everything flowed. If the_teacher
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hadn't shown me the schedule, I don't know that I would
have - thoudht of it as a schedule.

"~ The group experwences were more teacher d1rected, ‘
although in all cases the children were very active (What's
in the Bag, Show and Tell). Children talked much more than
the teacher did. She initiated one-to-one things with kids,
often around ski]]s Children seemed to enjoy it.

1 saw no negative/overt]y resistlve interactions regarding
content. If they didn't want to participate, teacher left
them alone, although she d1d extend 1nv1tation three times.

The children seemed to respond favorab]y to routTne, were
eager to "work" this morning. -While the room ard its con-

. tents reflected a concern with skills, the feeling was .
certain]y not one of something being forced down the
children's throats. They seemed to see the- skill th1ngs
(the easier things anyway) as play. .
Fee11ngs.were mentioned a 1ot by both children and teacher.’
One rule on wall stated: "We've all got fee]ings!" Teacher
seemed to corvey an attitude of acceptance. I can't remém-
ber her uUsing the terms “good-bad:" She recognized chil-

. dren a lot, tried to include everybody, said goodbye ‘and
he]]c as each child came and went in the room. She just
didn t seem judgmental to me. ‘

A lot of transitions with chi]dren 1n and out, and they
seemed to handle it well. . Teacher gave a lot of time
notices, warnings:‘ "in fivé_minutes we'll do this;. in five
minutes G. has to go to gym." ‘1 felt good there. Children
seémed happy. The room was noisy, busy and active. Chil-
dren seemed to fee1 good about each other and about the
»teacher

The above~exterpt highlights a varigty of teacher behavibrs that
aid children with sbecia] needs.énd Which are often seen in open c]aés—
rooms. For example, a set of these behaviors has to do with the nature

- of the inté}ggrsonal.contacts between teacher and child. This particular

teache} tended to ask children questions, nof of a rhetorica]'nature,
~ bUt'having‘to do with information-seeking and fostering inquiry.

Example: 'In the incident in which the teacher allows one
child to remain in her room while she asks others
to check into their homerooms, some children _
objected to dne child staying. She responded by
asking, "Do you know why she 'stays?" And then
she offered an explanation.

.83




It is of interest to note that her explanation is not of a
bureaucratic nature, but qeals frankly with the child's feelings,, helping
the others to emphathize with this one child. The development of a
classropm climate which fosters caring of one child for anothef and
facilitates empathic reactions is a vital focus and has great implica-
tions for those teachers and children invo]yed-in mainstreaming'act1v1~
ties. It 1s of importance, betJUSé in regular classrooms we are frequently’

+ dealing with attitudes and concerns that childre (and ‘teachers) may have
- about each other. Frankness, openness, and more importantly a process
for responding to fhese“concernshjs necessary. For this teacher, the

rocess is spending a good portioﬁ“of her time talking with chi]&fen.
'Her -conversations with the children had many purposes( For example,

she would help children define the use of, their time (talfing with four

children'regarding their schedule), or asiing for c]arlfication;so she cah
(understand them (“Itihelps if you show me when } can't undérs%&nd");'or
encouraéing &Hildreﬁ to assist each other ,("Maybe you couldg%slp“).

A second category of her responses has to do with the 1ﬁ§grgggign

A

of the child, teacher, and curriculum materials. For examgie, late in

the morning she made contact with one chi]d who was going/to Maine W1th
his family. She located some maps for him. A reading of the‘morning
activities points up the great range of interpersonal, as we11 as

curriculum, encounters between teacher and child. i

A third aspect has to do with the use of hunan resoueces in the
classroom. This teacher and many others 1nvo}ved.iniopen education vaaue
the utilization of ether{chiTQren in the c]essnoom as helpers of their

* peers. This notion of children helping other children has great. poten-

tial value in integrated classrooms.
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Those educator

adhering to anh open educition approach for respond-

1ng to the needs o“ children with specia] needs tend to bel}eve in the

potential for growth

within each child.

Ne are attempting to

challenge a lot of assumpiizis about the needs of handicapped chi]dren

¥

-and the conditions most faci]itative for their learning.

The following table highlights ‘several of the arguments for main-

streaming of handicapped children and the npen education response.

\

Arguments for Mainstreaming

Greater opportunity for diag-
- nostic teaching

Availability of more appropraate
\ rote models

Opportunity for focusing on
‘affective and cognitive
development v

Development of skills in group
1iving and learning

EYimination of destructive
‘effects of labeling on
self-concept‘

P

' Qpen,Education Response

Child is involved in a variety
of interpersonal "and ‘academic .
encounters; this means a wide
range of diagnostic oppor-
tunities as we1] as 1nterven—
tions

Extensive coﬁtact with other .
children; children hp]ping
other chi]dren .

Belief in responding equally to
the feelings and tearning needs
of children

Emphasis on group development,
and the fos.ering of a learning
ronyxuni ty

A1l children seen as having

fdiosvncratic needs and learning
< raing to own 1nterests and
pace :

What Teachers Can Do Towards Mainstreaming Children with Special Needs

Drawing on the experiences of teachers with whom we have worked, we
A ..

would 1ike to describe some ways regular ¢lass teachers~an§ special class

teachers can advocate for children with special needs, both in and outside;

- of their classrooms and can thereby involve these children more in the
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mainstream of educatioﬁ. _

B - ) ) /
Regular class teachars can have children with special needs in their
class, and there are many things a teacher can do to make this easier:

Individualized instruction and open education approaches, where
children can work at their own pace on various levcis. This means
the provisioning of a rich environment (often with free materials),
so that a ‘range of styles (concrete and abstract, auditory versus
visual)- can be accommodated and the children's choice of activi-
ties can be seen as diagnostic. :

Group activities in which all ghildren can participate.

Provide many humah resources in the classroom from parents, high
school students, college students, volunteers from the local yol-
unteer center, to allow more. individua) attention to children;
this may include teaching children to teach other children.

Teach values and helping skills as part of the' curriculum to help
,children care about each other and respond to others in need.
B ~ A .

"Be a diagnostician in terms of consciously problem-solving about
ways to prevent children's needs from being -disruptive to the
- group and, also, about ways to meet those needs. Often, diagnos-
tic work means assessing physical bases for learning or behavioral
o . problems, as well as looking at the contribution of the particu-
lar situation (classroom, téacher) to that problem.- A teacher
may need to be attuned to the symptoms of vision and hearfn?
difficulties ;\perceptual development, the nuances of low self-
» = concept and i;g motivation, group dynamics, authority issues,
etc., as well as traditional methods of teaching phonics or math
skills. In open settings, what the child chooses to do with the

mat?rials he interacts with are seen as diagjostic of his needs and
skills. ' : ‘ .

' Be}fléxible and be a problem-solver. MWorking with any group of
children, but especially a group with a wide rajge of skills and
interests, means that a teacher cannot expect to find a single -
process that solves all proilems. Expect that through the year
much will change and all a teacher can do is to try various pro-
cedures to deal with issues-as they come up. A teacher ¢* dis-
turbed <hildren describes the process focus:

Well, T never really looked for a consistency too much
in what happened between myself and the kids., I guess
it goes back again to the relationships I thought I had
with them. I thought we really had strong relationships.

-and that if there was a consistency,~it was a consistency
of maybe sometimes not being consistent. Does that make °
sense? That the kids really knew.me and I really knew
them, and we tearned together that there was no right way

i
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that would always work in- different situatIOns For .
example just the physical environmént of our class-
room was. constantly changing, the lYearning needs of
the kids were constantly changing. My teaching needs
were constantly changing--and that was 0K

Seek support arfd help when you feel the need from other teachars
and services in. the school. O0ften, the "closed door" syndxome

- e ~in schools is perpetuated because no one initiates interacfion: (]

Many teachers are lonely and unsure of themselves, byt are-afraid
to show it, thereby losing the chance to make contact with others
who zee1 the same. (See Knoblock and Go]dstein,,The Lonely

* Teacher, ) L .

.Give support and he1p to others.' Offer it; many times a teacher
"just needs a symnathetic ear--and some day she may do the same .
for you. Attempt to work with other teachers--responding tortheir
children, planning joint activities, etc. . An example: 1in one
school the male “Social -Studies" teacher took over the reading
instruction of a hyperactive boy with perceptual difficulties.

The boy seemed particularly drawn to the méh and was not respond-
ing well to his female reading teacher; the reading teacher pre-
‘pared many of the materials and "lessons" and the social studies
tedchertcarried them out. . .

Maintain communication with parents.. Visits to parents and

encouragement of parents to come into the classroom can strengthen

the understanding between home and school--so both teacher and

parent can advocate for the child. For example, a resource

~ teacher visited the home of a six-year-old child, whose regular

* teacher had requested his exclusion. In talking with the parents,
she discoyered that the child had been on phenobarbital since he
was 18-months-o01d, without ever having been reevaluated. . She
arranged with the. mother for a doctor's visit and succeeded in
postponing the suspension hearing until the results of the exam t
were in. The doctor reported that the drug could have been a
factor in the boy's disruptive behavior, and they are now grad-
ually withdrawing him from his dosage Apparently, nis behavior in
the classroom is "improving." . '

Specia]kq1a$s%1eachers

Many of the suggestions above are app]jcebletto speciai'o1ass
teachérs.as well. In addition, we encourage special class teachers to = §
integrete their children as much as possible into “reguiar” situations.
Tuis may‘/pl,1a11y involve cnly soc1a11zsng act1vit1es--parties, f11ms,
etc., wﬁdch the special c1ass teacher may have to initiate. Special

class chr]dren can also share homeroom, gym, lunch, art, shop, muéic, and
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"Lrplayground activities with'regD]ar claeses. Teachers may need help \
~ with children who need shi]]s for these settings. One teacher described |
, using MiM's to teach a child dwagnosed as autistié to shoot baskets on

the p]ayground. previocusly, he had stayed by. himself in the' corner,

never interacting with others, but as he learned to enjoy p]aying basket-
ball, more children wpu!d 1nteract with him and he had an activity to
join“in. - In one junior high.the qne EMR class had high prestige, because
they_haJ won all the intramural sports tournaments with the “"regular®

7th ghade c]asses;‘these youths felt proud of themselves as a group.

‘ Childgen can also be integrated into fegu]ar classes for academic
cbgtent as it is appfopriate.:;Many special tlass teachers send their

children to other ¢lassrooms Lo be part of reading groups or math.
. L/

~.

classes at their levei.. The children feel better about themselves and can
v/‘be on their way to beine'ihtegrated full-time into regular classes. Often,
’ other teachers are willang to respond to the needs of children, especia]]y
if a trade- off of services is made. For example, one teacher of a pri-
mary class of "disturbed" chlldren whose specialty was 1anguage arts
N\ 1nstruction, taught a daily reading group for the first grade teacher-
acrqss the hall, who, in return, took some qf the ch11dren from the
special class part-time; this sereed to "normalize" the speciaiieducetion,
classroom for part of the morning and, also, partially integrated the
children in "regular" glasses. 1In an e]ementarytschoo¥ where Friday
afternoons were devoted to "mini-coureee," a teecher of a Qrimary EMR
. ¢lass {our case study in this chapter) chose to teach courses (cooking,
candle-making) in. which some of her children could partieipate with the
children from regular classrooms. 5 | |

‘In additionrto trading services, a special class teacher is often

N »
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jn a position to hefb other teachers déal with children with learn-
ing and behavior problems--if she feels good enough about herself to
| do sol!? : " | e
| . Resource Teachérs and Crists Inteﬁﬁenticn Teachers are two newer
roles which can be of great value in mainstream1ng children. These
‘roles can be defired as chxld advocates and advocate/he]pers for teachers
as wells Many of the behav1ors mentioned above aze‘app}igabie to these
roles. _; - S .
,‘The eventual goal of these.attempts by special’/class teachers is,
of course, to fully integrate children so that there are no longer
special clasﬁes‘and segregation of‘childrenlwiih special needs. This
focus on‘helping children function in different settings and helping
teachers widen the range of behavior with which they feel comfortable
dealing is, in fact, the advocacy role of a teacher. He feel part1cu1arly
strongly that spec1al class teachers shoufé exert a great effort towards
changing the future of the chi}dren in their class—-doing whatever is
possible to unlabel them and get them intd the ma1nstream of education. v

Teachers have the opportunity to be influential in case conferences and

school legal hearings, as well as in other aspects of a child's life.
\ ‘

Summar ) ‘

This paper has discussed the maingtreaming of.chilqren with special
needs via the utilization of open education approaches wfthin the class-
room. Ih'addition. we have defined « training process ;o enhance the'
gbifity'of teachers to b come ggvécétgs for their chi]dren,'within the

classroom, the school, and the comunity.
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FOOTNOTES ' - pe

-’ L

1. "Preparing Psychoeducators for Inner City Teaching," BEH Contract
- #OEG-0-71-3676 (6Q3), see Project Reports 1971-72, 1972-73 by
. Knoblock, Barnes, and Eyman; 1973-74 (in progress) by Knoblock,

»

Barnes, Apter, and Taylor. o

2. Ullman and Krasner, A ﬁsyché]ogica] Appfoach to Abnorma]“Behévior,
Englewood Cliffs, N.J.: PZéntice-Ha!], Inc. 19&9.‘p. 21.
3. Taped Interview, Martin Henley, February 1973. :

>

4. See Simon et Ca].,*Valués Clarification and Raths e;//él., Yalues |

. in Teaching. ‘ _ _ |
"5, ‘See The Metaphor Test in DS?ftZ The Communication™of Emotiorial
\ 9-1

Meaning: by Metaphor, p. 16 {. Also, see chapters in Greer and
Rubenstein, Will the Real Teagher Please Stand Up? and-exercises
from Pfeifer and Jones, A Handbook of. Structured Experiences for
Human Relations Training. '

6. An excellent discussion of the issues invoived in the exclusion
process 15 The Way We Go to School, The Exclusioh of Children in
Boston, A Report by the Task Force on Children Out of School, o

~ Beacon Press, Boston. The Cduncil for Children with Behavioral R
Disorders (a division of CEC) has also published a small monograph on-

school exclusion. N
7. Examplés of these kinds of organizZations are the Youth-Law Center
{1ocated in San Francisco), whose staff is among other things using
~ legal means to change institutions for. delinquents in some states,
and the Center on Human Policy (Syracuse University), staffed by
- Jawyers and others who contact parents of special children and aid
“them in getting the state-guaranteed education for their children,
4including instituticnalized children and deaf and otherwise dis~.
abled children. The ACLU in New.York State has also published a
booklet entitled Students' Rights fn New York State Public Schools,
‘  N?:Ch ztates rights a child has for schooling and the due process .
allowed him. _ ‘

8. The NTL institute for Applied Behavioral Science, 1201 16th St., N.W.,
Washington, D.C. 20036, has produced many ideas for the active
- 1z:arning of tnterpersonal skills., Exercises can also be derived from
~the volumes of the Handbook of Structured Experiences for Human
Relations Training ~(Vol. I, 1T, [IT) by Pfelffer and Jones.

9, "Teacher,ﬁérSpective On Changes to an Open Approach" by Amarel, -
Bussis, Chitterden, Educational Testing Service. Presented at .
American Educational Research Association, New Orleans, March 1, 1973.

10. Diéry. Trainee, “"Preparing Psycho-educators for Inner City Teaching."
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13.

. Diary, Teacher at an "integrated" alternative school.
;::béf

.. The' reader. can seek out the following discussions as exam

-different training models (preservice, inservice) for more open X “

teaching: _— ‘ : y o
+ ‘ / {

Bussis and Chittenden, Analysis of an Approach to Qpen Education.

Princeton, N.J.: Educational Testing Service, 11970. (Analysis

of EDC Advisory approach.) : o

Dorn and Weber, "The Sunmer Institute As A Workshop Prototype,"

in Notes From the Workshop Center for Open Education. October

ng?ﬁ 6 $heparg3¥a11, City ColTege, Convent Ave. and 140th St.,
Y., NUYL, 10031, . v

Greer and Rubinstein, Will the Real Teacher Please Stand Up?

A Primer in Humanistic Education. Pacific Palisades, California:
Goodyear Publishing Co., Inc., 1970. (The book itself is a-train-
ing source:) o <!

7

Knoblodk, Barnes,‘ahd Eyman, PrépgringAPsycho-educators for Inner
City Teaching. Syracuse University.” Final Report far 8SOE, Bureau

- of Education for the Handicapped, 1972. (In press, 1973)

Lyon, H.C., Learning to Feel--Feeling to Learn. Columbus, Ohio:
€harles Merrill, T971." (Especially Chapters’3 and 6.)

Marshaltl, S.,“AdVénture in Creative Education. 'Londén: Pergamon
Press, Ltd., 1968, (12-week workshop with primary teachérs--"to
know what it feels like to be a child.") . :

Perspectives: on The-Pros$§c2 Schaol . 'The Prbépect Sdhooll

* N: Bennington, Vt., February 1973, -(Description of'teacher-traihing

and administrative training program for Antioch Graduate School.)

Rogers, C., Freedom to Learn. . Columbus, Ohio: Charles Merrilf, ‘ '
1969. (Many chapters areapplicable, but particularly Chapters 8, !
9, and 15.). . . : » '

| Rosenblum, M., The Open Teacher. U.S. Office‘of Education,

‘Report on Contract #OEC-1-7-06280513963. -

Thackray, Chqﬂdhhy, and Grine, gggg;ggggf\ New York. N.Y.: Center
for Urban Education, 105 Madison Ave., 1971. (Citgs other references
to The Open Door project.) T :

U.S. Dept. of Health, Education®and Neifére, Model Prgggamﬁ,
Philadelphia Teacher Center. U.S. Government Printing Office,
Catafbg #HE5-220:20163. : -

Yeomans, E{, The Wellsprings of Teaching. Boston: National v
Asscciation of Independent Schools, 1369, vt

CBncerds that prevent teachers from reaching out to others are
described in Knoblock and Goldstein, The Lonely Teacher.
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%}ovocncv« PROGRAMS

»

o

Child advocacy programs take as many forms as the var1etie§ of schools _
in which they occur. The four examples presented hera range across the country -
Cal1forn1a Washington North Carolina, and Colorado - . and descrtbe programs
ranging in slze from several hundred adults and several thousand chlldren in
North Carolina, to three teachers and)lOO children in. Yuba C1ty, Callfornla The
philosophical pase of these programs is the belIef that the quality of the learning
that takes place'in a school i determined'by the quality of the interactlons
between all the people who spend their time in that school.,

Informal, child centered classrooms at kindergarten and primary levels
can fulfill the purposes of special education even beforzg:drmalpsychological

diagnoses about the nature of the handicap and prescript s'for-treatment are

\
made. The classroom teacher,s customary attent1veness to the differences among

all children tends to spotlight learn1nq problems and emotional disturbance& very
early in the child's schoollng, and corrective action frequently can be taken‘. .
earlier than would be possible invtraditional settings; The Kindergarten/Early
Childhood Education,program<jn‘North Carolina capitalﬁzes on this advantage of‘the_
informal classroom,'and considers ﬂminstreaming of handicapped children i-egral
to its whole approach The program‘s first priorlty is retraining teachers'to per-
. ce1ve themselves and their students in new ways -all of them learners who w1ll ,fﬁ'
- benefit from an exchange of ideas and support - all of them un1que individuals whose :
“needs are spec;;l and valid. Tht1r1emphas1s is on personalized 1nstruct1on and
acceptance of 1ndtv1dual differences by a teacher who works as a- facdlitatoﬁﬁand
organizes the classroom environment around resource centers Multt‘agq grouping, -
parent partic1pat1on, and racially integrated classrooms are other emphases

b
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At Steamboat Springs, Coiorado. the discovery of the individual child's
iearning strategies and a team effort directed at reinforcing these strengths,
are the focai poants of the Chiid Study Center s approach to advocacy An
itinerant team and a‘schooi based 5peciaiist offer expertise to aid the ciassroom
teacher in maintaining the exceptiona) chiid;in the classroom. It is assumed that
all children'can find a ievel at.which they can succeed and it s the job 6f the

aduits in the school to establish. enViron\\\ts for the child to experience successful

fearning. A Learning Ana]y/yg,Pian detaiis the specific objectives for each child's

educational growth and periodic evaiuations of the child's progress are made The ,

~rote deiiieajions of the 1tinerant team are clear, but the objective is to proV1de-

&

'the c]assroom teacher with whatever is. necessary to mainstream the handicapped chde

Thus a combination of skills operate in concert for the ultimate benefit of the child
The mainstreaming program for the middie grades (4-6) at the Bridge Eiementary

School in Yuba City. Caiifornia, is no-longer operative as a\resuit of a décrease

‘1n the number of handicapped children in the district. Iioniealiy, the successful

wsinstreaming of 14 students from-Bridge Street to the junior high schooi in 1973

 vesulted in the c1051n§ of the program, since not enough middle-grade educable re-

tarded students were 16ft in the district to fili up the two self-contained ciass-

rooms - for speciai studenf% that the district maintains in another schooi, and stili

>

- ¢ontinue the progect at Bridge Street. whiie in existence the project exemplified

“how much $uccessfui innovation a completely teacher generated program can accomplish,

The Bridge Street teachers “began mainstreaming when they decided that the
oy
isoiation of excepﬂionai childrén reinforced those childrens' negative behaVior and

dld not aliow for the modfling env1ronment necessary for Kocial and academic qrowth

focus was on the improvement af self-concept, individualiied'instruction, and in-~

creased acceptance of differences among all children. The teachers managed their

w0 A

\)

They integrated- 18 EMR chi;dren.hith three classes of.nonhandICapped children. Their .

L)
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classrooms so that the children were ]argeuy self-directeda NithApractically
eo-money ta speak of, but almost Timitless energy, flexibility,'and commi tihent .
_to change, the Bridge Street teachers put a ma:nstrearing program together, ‘which
worked so successfully, that 1t is hoped their experience will be trans}atable

to other situations, and is presented herein for that reason, . r _

Ty The Franklin Pierce School District mainstﬁeaming prOJeCt in Tacoma,

' washingtoh while not c]os1ng, is current1y undergoing a major change of emphasis,
even though -no one connected with the program has expressed dissat1sfact1on with
its achievements. The original mo&e] was preventive as well a§ remedjals no Yabebs
were app11ed to any ch\ldren and consequently, al\ children vere eligible for
specxa] services as the need arose. However recently revised state requ]ations
will no 1onger allow money earmarked for handicapped ch1ldren to be spent on any
but those who have been so labeled and jdentified. Addifiona]]y, recent demands
from the etate for more precise evaluation data have calsed the district admin--
istratioes-to recormend the use of technfques that will previde more quantifiable
data. It is noteworthy that this program, Iike Yuba City's, although suecessfu1q1n-
terms of accompliéhing fps objectives, must change some of its methods to comply -
with district and sfate;wide directives. * :

i 4
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» IncZusf;n ef all chtlabcn with respect for- their' unique Zearnang styles and
Jabilities is. the: meagage in an. early childhood program aimed at retnfornvng yownlg
“childrens’' natural motivation to learn. In 1969 a state-supported kindergarten
© program was initiated that aimed at providing ehild-ceniered, integrated-day.
claserooms for children in kindergarten. through ithird grade. Patterned- after the -
Britigh infant schools approach, the educational leaders at the North-Carolina
, State Departhnt of Publie:Instruction engaged . number of consultants. from Britain
to aid in the development«of a, primary program.that encbles teachers to expbrience -
- ~themsalves as learners, and children to develop the.skills, attttudas and :
knowledge to bacome’ ltjb long learners.. Swmer institutes each ‘year devélop new
- skills and donfidence in .teachers, prmnctpals, and supervieory, and provide essen-
' -ttak\ﬁollow up ‘expertise for new olasges opening each year.

. o ' : ¢ <
N . . L e

AR xmogRGARTEN-gARLr yc;{ILDHQ(‘)D;gDUCAT»I,'ON: NORTH CAROLINA_opens"cmssnoomi'

’
"Hhen children are grouped homogeneously, they compete with one another,
when grouped heterogene0gsly, they reach out for he1p from one another," according

to Ron Ausdenmoore , consultant in the‘Division for Exceptiona1 Children at the

. North Carolina Department of Public Instruction He belteves that the regu;ar///////j:
‘;classroom must be changed so that educators can advocate for d1fferentes rather ’ )
than for homogeneity. ~“Learning must’ be reconf1gured so that everyone/dn the )

classroom shares responsib111ty for his own 1earn1nq and thé teacher sees h1mse1f \f u

as a Iearner above all else.' e ’

« The Kindergarten Ear1y Chl]dhood Education (K-ECE) movement in North- - ( N
Carolina. is infused with the ideologies and practices of the British infant
school approach to education, nhich attempts to promote the natural, total de-
ne1opment of each childt' It assumes a number of imoortant‘COncepts: children

‘natural1y developrat'different rates of growth; they have an innate and driving
motivation to learn; and they.1earn best from environments that‘permit free use of
a variety of materials and experiences directly connected to their own lives. These:

assumptions have led to the "“integrated-day" approach to education wherein a

]

+

*Contact person: James Jenkins, Director, Division of Kindergarten/tarly Childhood
: Education, North Carolina Department of Public Instruction, Raleigh, North :
Carol1na, 27602 (919) 829 3081
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teachekvtrained in understanding and managing a chi]d‘s.physica1, mgdtal, and
.emotional growth‘facilitates a.natural,‘nurturing, and stimulating 1eafning
erivironment. o

The.question is not, “why open educatiog?”/iontinues Ausdenmoore, but what
‘structure do you have to create in. the classroom su that all children can
learn? ‘Everybody is a learner and everybody’s role has accountability
built in--by making choices and being résponsible for what hg learns. The
. “adults are responsible for bringing new resources into the situation so
‘that learning continues. They. become advocates between the child and the
school system, asking for those materials and resources that will -give children
appropriate learning chofces. The teacher observes the ‘children and uses
these observations for specific plans and activities to move the child's
learnjng forward. Kids learn best by mgdeling one another, and they learn
best if they have fed back to them the data they've already learned. Tradi-
tional classrooms are set up to yield the data to the adult, rather than to
the child. The climate in the classroom must be changed to one of co'labo-
ration between the teacher and the children, which will lead them to seek
help from one another. .

The spirit of shared learning is another belief that is manifested by

‘eaT]y’éhiidhood'edubators in this state. Una Mae'Lemmoh, state consultant to the

K-ECE ﬁfogngm, believes the most important aSpect of open education is how much
gf’the philosbphy is internalized by teachers énd principals, and fhe key to that

depends upon the caliber of the teacher trainingf

. goodies; it needs 30 begin furthé back. Once you.{an come to terms
with yourself and(accept yourself--when you car be open and honest and
1ike yourself--thén, and only then, can you teach school. There must be
mutual respect and carirg built into the school climate before you can
impiement this philosophy, o :

We go about -it all}xﬁong when we give them a whole bag of curriculum

Preparing tearhers to,trusi children to make their own decisions and to be

responsible for their own learning, and to become themselves more open to their

~ students and fellow teachers, is a very complex processf_Learning how to use the

‘jdirect”ihtereSt and expericnces of a child to form the base. for his/her work fs a

long-term process. for both teacher and child, It is not easy to recognize and

communicate the concept that any one learning bxperiqnce is interconnected with-

several learning skills; that examining an ordinary rockvpéa be the basis for
o :

angiring ski}ngin.math (weighing and mﬁdsuring),vreagfng (reseérchsqq)‘ writing

¥
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(describing), art (drawing and painting), or science {analyzing its prdpert1es),
Chi]dren don't sée themselves-learning in sepafate suvjects, but teachers educated
in a traditional manner often are not prepared to impart information except 1n
sharply defined, discrete "packége§-" They have not been taught an integrated ﬁode
of feaching. nur have they experiehced this héthod of learning themselves. Since
peoplg tend to model behavior on what is familiar, teachers tenq fo teach in thé
same’ ways that they were taught, even though they may fe dissatisfied Qith énd
dislike those ways. So fetréining teachers to berceive children in new ways ye-
qgireS’ihat they must learn new perceptions of thems¢lves as learners; that any
situation can be ¢ learning experience; that there is not just one- way to learn.or
to do something; that the free use of a variety of materials caﬁ brodupe new

- learning; and that children do not have to repéat the Sann_iasks'the samé Wa},

¥

every day for learning to take place. ,
Once teachers have experienced ihemselves ;s learners again, and have‘!earned"_‘
how'to provide a classroom environment where all styles of ]earﬁing are e&ual]y :
valued, then mainstreaming special education children into open education classes
follows in a very lbgica} fashion: For open educators begin with ﬁhé belief that
all children are capable of learning, since learning grows naturally ouf of every
child's life and experience. And if the teacher is Qrained’and preparéd to teach to

every child's unfgue learning strategy, rather than teaching to' the whole class,

then the idea of accommodating exceptional children in the classroom is entirely -

feasible.

In order for teachers to be able to make these changés in their teaching
metheds, they first have to chagge their behavior and attitddes. The North Carolina
program concentrates on providing’teachers with the kind of training that wil)
allow them to reexperience themselves in neQ Ways.

Program Emphists "'
in 1968, Ndrth Carolina was one of three states in<ihegcountry that 4id not

{
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have state- supported kihdergartens By 1969 the first eight k1ndergarten
centers had been established through state law and accompany1ng state fund1ng
There are eight educat1ona1 d1str1cts in the state, and two k1ndergarten
demonstrat1on.e1asses were placed in each district in 1969, . By 1972-73, the
c)asses hao expan&ed to appro§imate1y 150,‘and by 1974 theré wil] be 685 classes
es:e resﬂ\t»ofja large increase in the 1973 state‘appropriation to_the program.

Two hindergarten'classes compose one center of 46 children, two teachers,

twa aides, ahd two separate clas§rooms,’if the buildihg'is self-contained, or a ~ '
large open space, if the architecture of the building will permit it, Because’
the staff of the new kindergartens_share materials and ideas with first, second,

and third-grade teachers, the centers are not exclusively kindergarten programs;
they include the entire primary unit. This encourages multi-age grouping, a

e

goal of the K-ECE program. Some kindergarten centers stiil are»composedﬁmajn1y of

five-year-olds, but manv now reflect the multi-age emphasis and include p

\

children from ages five through eight.

- The K-ECE has several stated goals:) f

1ndiv1dual1zed learning: based on the child's developmental 1eve1, interests, .

and needs; ;

informal child-centered programs where the ch}]d is the center of attention
and the teacher is a facilitator or guide; ) ~

environment organized around learning interest centers: structured to pro-
vide for directed activities, choices, and decision-making; :

multi-age grouping¥<where children ages 5-8 can learn and work together;

+ ' partnt part\c1pqtaon through the establishment of advisory council and
volunteer qroup$ : e

including m!:d]y handitapred children in the mainstream of education.
James Barden, Ittle vi-8 fonsultaﬁt and section coordirmator of federal

programs for handicapped children, says:
o . . v
The 1mportant p*erequisities in mainstreaming programs, ark to teach regular
teachers to take responsibility for.al) children, and'to teach special
P\\ education teachers how to respond in new ways, no longer in. isoltation from
the rest of the staff and children. You need the kino of inservice that puts

3 -
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teachers in the learner's role and teachet special educators Now to be
human resources to a team of teachers, rather than spec1a11sts in their
own classrooms .,

Open Education in Actvon

One special education teacher turned resource person is Linda Coln, staff '
member of the West Rockingham Elementary School in Rockingham, North Caro]1na

The- school opened in 1971 with-a K-6 p?pulat1on and an open-space bu1ld1ng The

phi]osophy of this schootl, stated in a brochure, is:

We telieve that open education is a direction. It's a movement towards
another way of looking at children and their learning--a gradual blending .
of oldsideas and new approaches. We be]ﬁ!wp that each child is/unique
,and needs different experiences to reach his maximum growth potgntial.

We accept the child as he is (at his stage of development) and gd from
there--not comparing him with others but only with himself and hisgrowth,

Ms. Coln adds her dwn belief to this: "He've qot tokbe able to offer

- children experiences that open-up their minds enough so that they want to learn.®

Ms. Coln works in a small, semi-enclosed space adjacent to ong/o? the open

" learning ar:as. Children come to her who want or need special attention. She feels
) there,1§ no Etigma attached to their leaving the larger area to work with her,
*because she has worked with the children in their home areas long enough for them

.to consider her another member of the teaching team. Additiondlly, the children

who work with her are not exclusively "exceptiona]“ children often a child will
request to see Ms. Coln as a treat, or be offered a chance to spend time with her
as a reward for having done particu\acly well in some work. Ms. Coln observes that
whenever the curriculum is.individualized, children working with a reséurCe pergon
are not sticmatized, sincé all the children are working.at different tasks. Futhe?;

more, she believes that the resource area is considered a reward situation by many

of the children, because the settirg siinulates ltearning in a supportive way She

participated in the first state-Sponsored sunper training institute for educators

opening K-EL{t centers, and says that one of the wost valugble rxperiences there was

"finding herself in the learner's role.“You'ye get to believe in what you're doing

and to have some Pxpertence in doing it or 1t s not going to be any g0 ¢

i ~ M £
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At Elkin Elementary School in Elkin, Nbfth Carolina, a Title VI-B program
"pfgvides a good example of an‘iﬁterface between an integrated-day c]assroo%, -
multi-age students, and ihclusi;n of handicapped children in mainstream education.
‘Aithough not one of the K-ECE sites, the Elkih‘project,‘now in its third year, was
-iﬂqliated to develop an educational setting to meet the needs-of Elkin's'excep-
tional children. Ms. Carrie Kirkman, projéct director, articulates the relationship
between open education philosophy and mainstreaming£

CQur major fbcﬁs was to provide teachers with alternative techniques to

_ restructure a classroom, so that the education offered.would be adapted

to each child. We knew changes had to take place in the structure df
the class, the arrangement, the curriculum, and the teachers' attitudes.

A1l incoming first graders to Elkin are‘ésse;sed by the Oraw A Map test,
reading readiness,'otaervd%ion, home intérviews, and physical exams. These
aSsessﬁents then form the base of an individua]iéed tearning progfam for each
cﬁild;, Host cfass%ooms4in thfs 1-4 school are arranged into learning ceﬁters, and
all varieties of teaching take place. Teéchers_can_choose to team, to have a
multi-aged or homogeneous room, to combine.two c]aésrooms, or to maintéin their
self-contained rooms. Most, inservice has been directed to the teachers of first,
second, -nd third grades, and there is less team teaching and multi- ag1ng in thn
fourth grade, Inservice for this program has consisted of year?y workshops run bv
K-£ECE consu]tants. since the phi]ocpohy of the Elkin proaect is 1dent|ca1

The child is brought to rea}zze that learn%ng is not an activity which is

circumscribed by the walls of a c]assﬁoom, but confinues in all activities

in which he participates.2 : ;

The Learning Institute of Horth’Carolina (LINC), a'research'foundation: pro~
‘vides_inézrviée consultation and year-end eva!ugtions of the project. W.H. Ca(penter,

-

Superintendent of the Elkin City System, exp?ains a few thYﬂgs;
You've qot to sell your existing 1eadersh1p on the change, anc not bring
in an outs1de person. Your teachers may be sold, but if the adm.istration
isn't, you're going to have probtems There's so many things that the
administration can do to get in the way without doing anythtng Our outside
consultants (LINC - K-ECE) knew only one pattern--tg bring in a change acent--

-
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the 1ns jtutes. He says:

but un]ess the change agent and the principal have a good re\at1onsh1p,
you better have the pr1nc1pal be the change agent’ ‘ ;
Ny
One of our diff1cu\t1es was that we’ were trying to bring santh1ng new
into a community that was satisfied with what it had. We were trying to
change the established way of doing things. A retreat that we held for
board members, parents, P.T.A. leaders, and other c1tuzens, before the
project began, helped accomplish this. After we dec‘ded to change, the
hardest part was to be sure that we didn't impose another program
on top of ours, instead of letting our own ideas evolve, or to take new .
ideas and build from there. The best thing I did was to get put of the
way after it started. My role is one of message-carrier; I listen, and
bring back, -and listen, and drop in to find out what's going on. With the
tremendous amount of support we've.had from the state department, and full
endorsement from the local school board, we're in pretty good shape. In
order to get the school board conmitted, we called on LINC and the state
consultants to meet with them. We conv1nced the- school board that we could
do this with no additional cost to the Tocal unit. Now I could guarantee
‘half the costs if I had to. .

It 15 almost inevitable that re]gtionships within a school will change as.
the structure becomes less formalized. By allowing handicapped childred: to work
with and°alongside of nonhandicapped children, the Elkin school has caused a

change in the way its teachers look at all. children wath three years' experlence

LE ]

in early ch11dhood education, Elkin w111 recelve 1ts first public k1nderqarten

in fall 1973, and is certa1n to become a s1gn1f1cant demonstrat1on site for both
{ ' .
advocates of open edwcation and mainstreaming. . )

As the phtlosophy of early childhood educat1on has spread throuqh the

state attitudes of openness to change and acceptance of innovation have followed. ~
The most crit cal ‘actoiihin br1ngwng these changes about have been the summer

trafn.ug instztutes and the eight coordnnators, who were h1red in June. 1971.

*

Jarmes Jenk:n< UIYGCtOI of the Klnderqarten—EarIy Ch11dhood Education nrogram

-

hopes to have one Spcrzal educat)on teacner attend frpm each school represented at’
1\

¢ ———

?h1¢ is the weakest part of our program; it is the touhhest thina to get
~ seachers to accept special education children, and to-get special educat1or
teachors to integrate cur philosophy into thenr style of tearh1ng

'}s. Lemmon, the consuitant assigned to ensure that exceptional children
' N » .
’ - . .
would be included arong the kindergattgg,pépulat1on, conment§:
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We knew {1 would be a battle to include special-education children, and
we solicited children who had some sort of exdeptionality. We made the
mistake of not getting together with the special education teachers rignt
away to explain this to them, A lot of our energies the first two yeers  *
were spent in getting pecple at al! levels to understand that special _
educators and regular cducators would have to work together and share the
childrea. We operzied under the assumption thst you could bring about
inclusion of exceptional children by having large group meetings*with
teachers about the problem. Now 1 think it has to be on an eyeball-to-
eyeball basis, which is impossible when we're talking about the whole state.
But by working through special education supervisors, cpordinators, and
« staff development people, we contifue to emphasize the reed to see that ‘
the special education teachers are not separated frum the regular teachers
during the supmer ‘institutes. All exposuré has to be the same for all teachers.

Teacher Training Institutes
In 1970;‘the first Su;ner institutes were held for staff déve]dpment. There
Qére two féur-wcek sessions for all the educators in scheols where kindergarten
centers were plannéa.; The time was Spent’fn residence at a university site with
consultants from England, the Sﬁete Depayﬁwnn{ of Education, and the uriversities,
.The»Learning Center of Horth Carolina (LINC) provided the evatuaticn compon:nt to
the program;‘aS‘well as consultanﬁ services. The conSultants were people exper-
ienced iﬁ_ppen“giassroomé, toém tgaching; ;nd new curricula. They led workshops,
apd small and larye discussions }n early childhood education theory, interwoven with
bractical experience in producing teachef—made matertals, particularly in arts
and crafts. There were also children attendiné'classaé from 8:30 a.m. thFough Tunch
every day the_last twe weeks, which #ermitted the participants a prapticum ex- |
‘perience in team teaching and open clasgrooms. Aftér the practicum, they discussed
“what had gone on in the classroom with fhe consultants who had beeh'obsefving during
the practicum. | . o |
The ]é?] Summer institutes werefs%miiar; except that durjng the;]ast two weeks
of the summer, the particibants returned to their home schools before the start of
the new term to reorganize their classrooms in ways that woyld reflect what they :
had_leérned athﬁe,institute. Again, conéﬁltants were available to thém for!help
:gith th phyéﬁcar reorcanization of the c]assr9oms,;and tovaﬁswer»quésﬂions arising N

¢

” 3

from'the.inevitable difficulpkfs of trying out wa wayé Q? teaching.
. . : Al " ‘) : .
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_.Amer1can principa]s) function more as master teachers ‘than admxnwstrators. since
. they generally preside over much sma]]er schools, and they are oFten retieved o

’ many administrative duties by teachers’ acting as department heads "The heav

learning occurred in much the same way that it wou]d in an open classroom. The

'

.wi]!iamsg British consultant to K:ECE‘Says. "We got enqugh materials and experi-

The 1972 summer {nstitute saw some changes in the prodram% Eight district

coordinators had been [hired and had visited England in the fall of 1971. Their

* ——

study of the Eng]ish infant and primary schoo1s ted them to chahqf the length Of the ‘

summer 1nst1tute for the educators from four weeks to two weeks, 2°a to add an ,
i
institute just for principa]s--to enable thén to undersband the ppen classvoom

approach, and thereby be w1111ng to provide the necessary support to their teathers,

‘In thevEngiish infant and primary sch001§, their head teachers'(éhé‘equivalent 0

admtnistrat?;e duties of American principals 1eave very litt\e timi for close
e

“involvement in instruction, ~ The principals’ 1n§titutezwas de51gned to inNtruct

principals in-the theory -and practicé ot opeﬁ educatien goals aﬁd5te enable them

}

to’ be more empathet1c with their teachers'’ problems 1ntthe new approach

)
The s1x da¥s of workshops discuss1ons, Tectures, and.feedback sessions for

P s

the 77 princtpa]s attend1ng from alt over the state were managed so that ¢

principals were taken to a junkyard,’or a mountain, and, in the words of Don . .

‘ N -
ences from those two sitgs to last all week." )
However, Ms." Lemmon felt: that one element m1ssing in the princrpals' train1ng
was L L ;, :

,

et L, Jlack of a structure that allawed the pr1nc1pa]s time ‘to prOCess and to ’

d1scuss the learning that they had ane through, so that they could verbalize -
what had happened to them. There wasn't time built into the institute for

this to happen, and this was a mistake. It's important.in the inservice
to manaq? tne .environment so that these things do happen, :

Behind this comment is the bwl1ef, so often exprnssed by those fivolved m this

progrant, that personal grqwth and self-awareness must occur benye-ahanges in the

classroon can be expected.
The 1972 surmer institute for teackers focused on pulting thd teacher in

the/&tudeets“reie»-sa tha¥ they could feol what 1t's Vikr nol il kiow everyt&ing,
' RERY ) . . e 8“ " . )
* ‘ . oot . L . ~.
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and not be allowed sometimes to learn in the style most comfortable'to them.

The effect of this role reversai was that teachers became more patignt uith

]

children. According to -one oarticipant,‘the consultants “loosened all of us up
and moved us away from rigid categorizing. There viere lots of resources and ve.

came away with mater1als and real knowhow: about mak1ng things. !

F

One of the unique difficu!t1es 1p the subsequent 1nst1tutes Was provxdtnq

1earn1ng.exper1ences that benefitted both new part1c1pants-and those returning

&

for their(secbnd summer. The problem was sojved by having the .returnees vork
with the new people in the first week; sharing teacher-made materials:and;ideas.
The second week was spent back at the home schools, rearrargzng the olascduoms
into 1eavn1ng centers and pu1l1ng together ideas and materials gathored from the
1nst1tnte. Teachers insecurities may also be reflected in their reliance on
-textbOOks, paper work, and elaborate mater1a1s. If the inservice training is
successfu], ahd,if principals are supportibe; the teachers will learn to produce
many of their own materials, thereby fitting'materia]s‘éo the chtldren they‘hare,

rather«than the reverse.
. The 1973 summer 1nst1tute was p]anned to reflect the changing needs of the
program increased funding from the state legislature expanded the program from

'148kc1a55es (fal1 1972} to 680 c1asses by fa]] 1973 "In 1973, by the summer s end,

-
2500 principals, supervisors and teachers had qone through the K-ECE tra1n1nq To

handle these numbers, 60 educators, pr1mari1y classroom ‘teachers with at least
a year's experience in open education were. trained as master teachers for the 1n—

stitutes. They were trained in a one-week 1nst1tut= in fac111tat1ng and adv151ng,

'as well as in the theorv and philosophy of developmental learning psycho]ogy At

four universitj swtes, the 60 master educators led workshops and dxséusslons in ‘

s b
'

teams. After the week of residential training, prlgt1pals helped with follow-up

B |

for their schools,dur}ng the year.

-



District Coordinators

The mushrooming expansion of the program has caused ‘those responsible to v
become concerned about the qué]ity_end staying power of the open movement. They ‘
rely on the 1n§tjtotes ahd the eight district coordinators who share the major
-responsibility for institute planning, and also act as on-site consultants.to ‘

’ all'K-ECE centers in their region. The coo;ﬂiq\tors salaries have been paid
through EPDA and Title 11 funding. Four of the 1973-74 salgries are being pro-
vided through state funditngy the others will come from Title ITI. Al} eight

" coordinators meet together ot least two days each month £o plan horkshops and o .
advisory services. A]though turno;er among the coordinators has been large |
(about 50 percent left after the first year), and their backgrounds are diverse

(a ktndergarten teacher w1th an MA a principa1, a Ph.0 in adm1nlstrat1on con-
‘sultants from LINC; graduates of the early childhood program at the University of =~ -
North Caro]ina), they have become a c]osely kn1t grouo because of ‘their need to
make joint decisions concerning program policy. It may be_that the u1t1mate_

" success of the program depends upon the coordinators’ prosence in the'progrem-—
their 1nserv1ce,w01kshops that prov;de immediate and relevant help to teaching
staff, their genere] broblem~$o]ving strategies, ond’their help in se]ecting _
participants and school sites that will of(er the greatest chance of success to the "
kindergarten centers | | i o ‘

Don N1111ams is Headmas?er et*Gor1ng on-the-Thames in Oxfordsh/re England
when he is not a consultant to\k ECE program in North 'Carolina. Asa d1str12t\’ ,
,coordlnator N1l]1ams attenpted to spend one day 1n each of the ten schools he served.
< 'He held math workshops, talked to teachqrs and pr1nc1pals about Epec1f1c probiems, ?
helped to phys1ca1]y yYearrange a classroom so that more 1earn1nq centers could be fe
accommodated, or seryved as a master<teacher by working with the children. Since the .

program is expanding so quickly, the coordinators will have' to spend more time in

large-group workshops rather than visiting—schoo]s. gecause the 6bordinatorsﬂ
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-staff w111 not be'en1arqed, nor the number of coord1nators increasef W1111ams

s afraid that the coord)nator will become exclusivélw an adm1n1strator tie says:
i
Ne must be able to offer ongoing training to those extst;ng swtes One extra,
year of schooling won't make a differente to the children, if their teachers”
aren't ddequately trained. : \\‘ : Y

However,'he is not without hope that the summer institutes can écéompliéh their

objectiveS' v o
The strengths of the American system lie in, the nature of the people; they
are more open,’ less difficult to motivate towards this way of working. ,
British teachers take longer to change and tenured positions cause them to
be more difficult to move toward new approaches. The major stumbling block

in the American system, as ! sce it, is the need to pvaluate a]most anything
that moves. )

Commenting on the difficulties soec1a1 education teachers exoprzence upon
giving up their accustoned roles to become part of the requ}ar taff W1]11ams says:
- We have to allow teachers to grow juss like we let chilgren grov. e threatén

teachers far too much by expecting them to make vapid =it takes'a
leng time until good relatfcnships between the children and teadhiers:, between

teachers1and teachers, and between tg@chers and:principal, proviflg:sthe right
jality of Living, day-by-day. It b&gins with looking at what t Tldren~
ed\ and after a leng.period of experimentation and growth that may lead

‘ to an 1ntegrated day, muiti-aged arrangement.
Evaluatton

LIHC conductod gvaluation and post-test results from the

. ’

'Harrxs—Goodenough Draw-A~Pan Tes and the Test of Basic Experiences ({OBE), Stan- -

byKFbm

<
)

\ford Achievenmnt Tvst, and, ClcssrooT/Behavaor Inventory 3 .
The pre-test sawple for the 7631 -12 Annual Evaluation/of the dorth Carolina
State~Supported Kindergarten/Early Childhood Program is composed of the '’
23286 five-year-nld children who were administered the pre-test: battexy by
their classroom teachers-before October 1%, 1971. The teachers also’admini-’

. stered the post:test battery in May [1972] The post-test sample.was applied
to 711.children in 16 centers randomly selected from the 54 participating
centers, Some 2/7 six-year-old children, who were ehrolled ss kindergarteners
the praceding year, wero also uandomly seTected by centers for 1nc1us1on in

4 the exa]uatzon

{There is no way to count the nurber of feachers “and students who are
influepcéd\indirectly b{ the kinderqgarten/early childhood activi des There
is evidence that indicates that antire schools, and entire school

are affected by our-smail core of advocates for child-centcrad 1n§§2§§§?§hw)
S .

’



Conclusions of Evaluation « LN

-1z Draw-A Man Test: It may be concluded, based on the data from
‘the pre- and post-test administrations of the Draw-A-Man Tests” #hat
‘children involved in the North Carqlimwa kindergarten program will gain
approximately two months in mental fage for every one month of involvement
in the program. The available data aiso indicates that children are making
- larger yearly gains as the program progresses. -There ave two factors. .
contributing to this conclusion: (1) greater. sophistication in administering \
the test due to betten instruction during. the summer. institutes, from LINC
- staffy and (2) better overall stafr development via the summer institutes
and follow-up training sessions. R ’ '

e’

2. Test of Basic Experiences/Langlage: Five-year-old children who :
. participated in the North Carolina kindergarten program for-the 1971-72 . A
“school year progressed from a mean raw score of 16.0 (32hd percentile) on
the TOBE:- Language at the beginning of the year to a mean raw ‘score of
22.0 (74th percentile) on the post-test, for a gain of 42 percéntile points.

3.. Test of Basic_Experienice: -Mathematics: The participating five-year-
olds advauced from a mean raw score of 16.5 (32nd percentile) on the TOBE: . 1
Mathematics pre-test to a post-test score of 21.4 .(66tn percentile), indicating
an increase of 34 percentile points. e o

o Ll L o . .
4. Stanford Achievement Test: ' The six-year-old children who attended e
.~ a state-supported kindergarten as fjve-year olds scored on or-above the - °
grade level equivalent of the natichal norm sample on four (paragraph meaning,
. vocabutlary, .word study skills and arithmetic) of the six“subtests pf thd .,
- Stanford Achievement Test. - The six-year-old sample scored only oné month ,
" below thd national norm on the' two remaining subtests (word reading and -
spelling). The six-year-old sample scored two months above the natiogal
‘norm on the vacabulary subtest, T

l,‘

s C]as§roomp8éhévi¢r'Inventony? There were significant (at the .001
-level) positive .changes on ail three subtests of the CBI for the participating.

five-yeqr-old students. "It may be concluded, therefare,-that children who
participate in the kindergarten/early childhood progrhm: a) show more . -
<gxtrdverted behavior at the end of the r than at _fhe beginning; b) appear

1
to'Be moré considerate and tolerant ef othersa e time of post-testing
. * “thanat the tiwme of pre-testing; and c) appe?r to' complete more initiated '
tasks.at the end of the year tham at the beginning. The mean raw scores
on the CBI for the six-year-old.sanple indi;}te that the changes produced
by the kindergarten ex%erience were maintainfd through the first grade.
4 . ) . ‘ ’ ' - . . {
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Conclusion o

»

: . ’ . {
In classrooms where teachers encourage children to pursue léarning'in

an independent, evenwunorthodok, fashion; where Iearhing isva$sumed'to qrow
natu§a11y out of a child's daily‘Iifé,and 1nterests§ and wherq_teachérs have
the knowledge and confidence to prov1de an environmenc.where d}] Styles %f
Ieacping are equally valucd--there the handicapped child has g?chance to feel
himself/herself a part of the whole classroom. He is not a prOblcm for the
ceacher to'so1ve,»but one child among many chdldren who are acduiring new
concepts, skills, and attitudes at a pace and in a manner £hat respects their
_\ff\ﬁnd;viduality and uniqdeness. | ' | » ,
Open educators are convinced that this approachvwill ease the integratiﬁn
of handicdﬁped children into the regular ciassroom; Early chf1dhood educators
in North Carolina are engaged in bringing th1s kind o;,classroom to their state’

Carefu1 observation of this movement is necessary for those concerned w1th the

s
malnstreamlng of except1ona1 children 1nto regu]ar c]assroomsh

\

N
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%
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FOOTNOTES

1. Division of Kindergarten Early Childhood Educat1on, Information about
' Kindergarten-£arly Childhood Education (K-3). Raleigh, North Carolina:
North tarolina. DeBartment‘of'P‘b11c Instruction M1meo g 1973,

A . . 5

i

2. Prqjects for the Education of Hand1capped Children Raleigh North Carolina:
: ‘Department of Pub1{é Instructxon D1vision of Exceptional Ch1ldren, :
‘ 1972, p.26, -

3. - Al 1nformat10n quoted directly. from North Carolina State Sup$orted Early
Childhood- Demonstration Centers, Third Annual Evaluation, 1971x1972,
The Learning Institute of North Carolina, 1006 Lamond Avenue Durham, N.C.,
October, 1972
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‘ 1966‘td heM children with learn

" handicapped children in rural areaskon a small budget. ‘
‘l ) : & . n

. X . E‘ \a I . Ty . ’ ‘. v '.» r‘ "‘"."‘"" :
| A _rural co\og)era_twe venture that trains itinerant teamg and éehcol-based -
spepialists to maintain handicapped children in ‘the regular’'alassroom through

_ the use of a flextble, but structured, commumication model called Learning

Analysis. FEesentially directed toward discovering the child's own learning
-8trategies, reinforaing his academic and emotiondl strengths, and to promoting ',

“an atmosphere. of gelf-renewal for the child, teachers, and team members, the

pr?gx'an.r has been in existence for four years and shows every indication o
expanding its services. Where speoialiste must. be provided on an itinerant
basis, due to geographical or financial donsiderations, and where administrative

arpangemgnts are.respongivé to the needs of individual *situations,  the model has
‘pr/a’ven successful., - : ‘ < Ty - . : :

. T
- L. " :

! .

| NORTHMEST (OLORADO' CHILD STUDY CENTER: A LEARNING ANALYSIS APPROACHX

In‘rural»Colorado, on the Western slope of the Continental Divide, is a~

five-digtrict cooperative ‘that has been pooling money, people, and idfas since .
. ¢ i R . - )

threé-codnty-arga, The,Chi1d Stqdy,Center represents‘ope approach;io~serving7

‘J»‘

When ESEA morfey was made available in 1965, Donald Sanders, a consultant.

in Special Educatibﬁ‘a; théaColofado Depaftment of Education? was iﬁterested

o -

TN e piRg diStEicts Use T{tle T woriey €6 incFease theik spectal education fungs. T T

-?hree\Routt County school ‘superintendents, faced with the proP]em'of’trying‘to

‘a\provide“fesoufces beyond a minimal. remedial readiné/speech the}ppy progran for

'xpeir students, and unable to afford full-time specialists, decided to combine“

théir~feder§lbmoniesJ($5800), and thé first Title I cooperdtive ﬁn Colorado was

L

fof&gd. ‘3fn Sanders was hired §s‘it§“0irector of‘SpéciaI;Educétion.’

\xThe first year of the cooperative, tvio §e1f-ccntaiﬁed c]assroqméﬁwete ’
oper&ﬁgd'for'thirty ch%ldreh who*weré bussed from neighbbring communfties and
housed\fn the Steamboat Spfings junfor’high schoéi.‘ Shnders &xplafins that

first yghr, "My orientation was_iike anyone else's - T was interested in
. \ v -y ‘ . .
e o e ) » i N ’ S
*Contact%ﬁerson:._ﬂonald Sanders, Program Director of the Child Study Center, .
P. 0. Box YY,'Steamboat?Springs, Colorado 80477 (303) 879-0391 : v :

" .
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" their sensitivities." But Sanders knew that the real difficuity in
, - wWas, in convincing the ciassroom teacher to take them back. "You become;a

‘wanting out of that doubie bind Sanders attempted a new approach‘” He,proposed

‘ ciassroonliw means of an itinerant team and’ one special education teacher

SN e e e T Tl e LT

/
)
. - i
-
/(//
/" . »
-
o st . teye.

P
g T -

protecting the children from pressurcs,,and hiring peopie who understood:

3.

|
A -l
remediating Speciai education children from thetr self—contained ciassroofs

’afraid to do 't00 much for them if the system won t readnit them," he ex% ains.

¥

A program to USOE,° Titie III, "Ciassroom Management of, the Handicapped," that

‘ wou]d deveiop a mode] whereby handicapped children' wouid be maintained in the \a\‘

w &

.

AN
N

permanently housed in the school, but now, designated a “Child Study‘Teacher.“

.~ The ‘name change was-more than a semantic'pioy; it'indicated a chiid-centered

>

team approach that was fb become the basis of the program for the next four
years The Title I11 proposai focused on eVoiving a "Learning Anaiysis
approach that would prOV1de reguiar $eachers with the team support to maintain
handicapped chiidien within the ciassroom The proposai was accepted “and

RN S St ek e 4 A i e i i

"~ funded for 'sisi;ooo in 1969,"$44,895 in 1970, and $36, ,000 in.1971. The -

’

- project is now solely supported by district funds.

Basic to the assumptions of the’ Learning Analysis Model was the notion
that a serie§“bt benefits would accrue from working with exceptionai chiidren
in famiiiar environments--both neguT&r classrooms” and- their own homes. It was '’

felt that academic progress and self- éoncept improved by association with.

“~*reguiar stLdents; that parents R teachers ,» and peers' opinions of the chiid
“became more accepting when the child became part ‘of normai school routine,

,and that the chiid s social skills and affective behavior showed signs of greater

L

harmony with acceptabie behaV1or standards in the reguiar ciassroom

v
#

. 92
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The first year of the Title 111 grant was: spent fn plann1ng, and the

i self-contained classrooms were maintained. Sanders: Iooks back over that

1nit1al experience, ‘ o “ -/ RN

7
He ‘didn't, know what else to do but to tell the c]assroom teachers that

ere wanted to help them. Their. reaction was one of confusion, “The primary
teachers had the idea that we understood what they wanted all along; they '

Saw uUs as a partner, but the intermediate teachers. felt that we wouldn't .
be ab]e to’ telieve them, or that we cou]dn't do wh t we_said we would,,

The proposa] had been wlitten to focus on fhe primary grades,‘K 3), but
the 4th, 5th, and 6th grade teachers wanted the re]ief as well, Sanders feels

~‘fthat focusing on the primary chlldren at first was protectlon foc the project

4

They . simply cou]d not have managed, in that 1n3t1al year al? the children who "

- needed attention if the entire elementary population had been included. And

~ma1nstream1ng. Sanders_says,

Asupport and help to -all lhose geople concerned wrth ‘the chlld”
- The Tean ' ’

the primary teachers were phi]osophicallv\jn agreement with the cbncept'of>

. N :

One of the reasons we changed from the salf- conta1ned program was that
the children weren‘t being referred ear]y enoygh. We suspected teachers
Sidn t know how to identify ‘them, or.didn't want to ‘point ‘them out as
etarded, They hated to have us take a child out, of their room, and that

whs an asset.

\ ‘ | B . 4

The-Chi]d,Study'Center'provided'rnSEPV1CEftO“ZS“b?fm&ry“téﬁfﬁé?§fiﬁﬁth§”mw—"

A,

first year--there were Workshops,‘retreats; and an inservice coordinator from

the Univers1ty of Northern Colorado who offered eVen1ng courses tnat some

teacherJ took for college credit. The 1nserv1ce training focused on ear]y

“1dent1f1cat1on of deviant behav1ors, ch11d deve1opment theory, and positive

affectlve behavior between teache:s and ch1ldren Pr1mar11y, however the

teachers were 1ntroduced to the. Learnwng Ana]ys1s ap’roach whuch remelns the

,foundat1on of the process used by the Child Study Team to "prov1de mutual

N4

The coordinator and pivotal member of the Ch11d Study Team is the Ch1ld

Studvaeachér (CST) There is a CST in every bu1ld1ng in. the cooperative--ll

N
.93
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at this time./ A1l CST are credentialed EH or EMH* teachers; thejr previous

_ experfence 1s extremely varied, -They are chosen biimarily'forfthe destre
to work-in'a collective gffort, and their commi tment }b the concept\that a
Lo W . , AR .

mutually supportive atﬁospﬁere is the ﬁqst‘eftectiﬁe‘way’tb create an en-

people who are willing to share their skills. Sanders says, . . ‘
~ You rea]ly‘kﬁbw what accountability is in a.team situation, bécause 1+ .
you have te know what your objectives are and be able to state them - ’
| clearly; you must be able to say "here's what I'm-trying to do, and ‘
- here's where I need help." If you're workirg as a loner, you can work - -
o ' with a child and nut be called upon ‘to articulate thasc things. '

* The CST is ‘the Tink between the'Ch1Jd§Stﬁdy'Cenﬁer.staff and the class- -
'robmiteacher.‘ How a ggrt{bular Cgff;;rks in any‘bpilding dependqupph thé

'geheral sphoolaenvjronmehtg the’expectations'pf the'siaff.’tqg principal’'s . .

A

. P

perception of his ‘instructional role; -the exceptionaMties Bf children
neéding‘the services of a (ST, and the physical facilities. One‘of the
buildings is participat{ng in the 1GE‘§ystmnf*wh§ch}Ealls for a qoﬁbletef N

| restructuriné of teaching arrangpﬁents, and.tgquteacﬁ\ng has .been imple-

'

A\l

-\' .‘virénmeht/thht willlhglb children with difflculties;- They must be skiflé& .o

" mented., Another .building ﬁESsQarfic{pated in?an afféct1ve tréiningwworkshop
wﬁich has brought about tremendous changes»fnffeBChérs' attifudesvgoncerning'
. - . ' L 3 .

A

the importance,bf studeéhts' self-concept and self—ekpression; In some .

schgols, the ST works with very few children directly, coﬁcgntrating instead
: : by n . - ‘ - d e

*'An educationally handicapped child is one, whose behavior manifests itself .-
in suth a manner that {t'is interferingor is:likely to interfere with the
’;child's.ozwgeducation process or the education process of others...An educable
"~ mentally Randicapped child 1s one who, because of retarded mental development,
- - s unable to participate in or benefit' from the classroom program regularly

rovided,” but who nonetheless ‘possesses .the ability to learn...! Administrative

Procedures for the Special Education Program. Dgnver:~ Colorado Department of

+

~ Egucation, 19704 p« 3.

‘ . 5 C ~ : -~
**A design for reorganizing school personnel to improve curriculum and 4ndivi-

. " . ' e

dualize instruction which was developed by the Res€arch & Uevelopment Center
for Cognitive’Learning at the University of Wisconsin. Klausmeier, H., Morrow,,

R., and Walter, J. Individually Guided Education in the Multiunit Elementanyr’
. School; Guidelines for Implementation., Madison: Wisconsin Research & Develop-.

.

ment Center for Cognitive Learning, University of Nisconsin,'1968.

.'94‘
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on givlng the teachers a chancn to explore in their oWn’ ways for
indlvldual zing brograns. All children are viewed as potertdial recipients
. for speclalneducation services then, becauSe at any one time, there mQy be .
‘;:3\ any. number of chtldren experienclng difficulties. -In~other buildings, the
) €ST ma work dlrectly-with several children alday! following & program of | S
‘beha 1oral nd academlc objecttves that have been deterinined through the
e Learn ng Analysis model\\ The CST may work with the chlld in the classloom. .
' 1.;,or'on a.pull out basis. depending upon the teacher s willfngness to have the
f~CST ln he classroom, the child's willingness to leave the. classroom, and the |
facilitic available for the EFT for nbtk with. the child Ro child remains
out of the classroom for longer than ah\hour a day, most of them for much

» i

Aless time. _' » >

~ -

o Wi g

. ‘ Y ‘ b
) ) The Chil‘d Study Center p@)vtdes 1tinerant teams “to supplement the work of
,Zthe CST . A team consists of* afpsychologist a social worker, ?Fd a speech

v theraprst, and there are thrée such teams A team visits each bnjlding in

£

" the cooperative at least once a week, more often twice The buildlng_prlnc1pal‘n i

a and Donald Sanders of the Center may also be tgis members fhe'amount of time

o and effort the prtncjgel_ggﬂtribu,es_to the work denends upon hﬁﬁ.oﬂp Judg_ﬁ_w.;;e_ﬂ_

ment of hi% 1nvolvement in the. process. The princ1pal of ‘the school partlci- o \\

L] s

patlng in the IGE zystem Wa§fvery enthUS1astic about the changes taking place

in his. school, and gave a great deal of hlS t1me “to the team.  Sanders 1s less

, v
) p — -

able to get to each building as often as he nould l1ke s1nce the Center serves "
< : LS

"tive districts,’ coverlng large d1stances His role is one of” rev1ew and

-

1nterpretat10n of program goals, respons1billty for effect1ve staff interact1on,
and admintstrat1ve agent of the Cnild Study Center Board

The roles of the psycholoq:st, social worker, and. speech therapwst ‘are
intrlcatel/ woven 1nto the fabric of the Learnlng Analysts approach The psy- :

. chologist's pr1me function is to draw out the teache. to state the child $

, i -
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prob]em clearly, to understand it, to encourage the teacher to explain what
he/she has thought about the probiem, and to’ support whagever sounds good,

i e.; latching on. to what makes sense.‘ Rather ‘than using a conventiona1

: series of tests to’ pinpoint these areas, the psychoiogist typicaily wil]

" ment for the child. The social worker s contribution to parents and chi]dren '

i obServe the chifd in’ the classroom: and/or meet with him for individual or.

sma]] group taiks. He is further invo]ved with the. parents, both in home visits ‘

oF at a team meeting. in an attempt to foster a cOnsistent iearning environ- '
takes the form of nonc]inica] counseling and other supportive behaviors, The
speech therapist‘s primary responsibiiity is to expzore the methods that best

heip the Chi]d alleviate: speech, 1anguage. or hearing prob]ems *The speech

' therapist shares the methods and materia]s he/she ises with ciassroom teachers

~ahd parents. - '

~

Learniﬁg_Anaiysis und How It Works’

Learning Analysis is a five- step process designed to faciiitate communication

~and mutual support between the Center staff the c1assroom teacher. and the

~

* child, It is a probiem—solv1ng technique that depends upon the interaction of

" people for its success. Throughout the five steps, there is an emphaSis on ,

communication to promote mutual drust and confidence ‘and getting to ‘know each

: other as people, not as speciaiists. The five steps consist. of'1

1. De\eioping awareness through active ]istening, which invoives verbai
-and nonverba] skil]s.

: r2.' ‘Expressing positive feedback relevant to the message articulated by
: the other person . . : - -
3. Organizing a learning strategy to zero in on some basic, but
- ievab]e aspect of the problem.- o

. 4. E ploring the learning environment with an attitude of JOiHG venture
: at .focuses on the chiid 's assets. - . ¢

;if 5, Esteo]ishing ciosure on some aspect of the problem through a joint

solution v -

. S . ~ S . v ‘ K
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. tﬁ\) . | The proces§ of Learning Anaiysis was designed to help ali children ]earn

how to become more confident and feel more fu]fi]led- and to heip them

The assumptions under which the program operates are 1) parents and teachers

together can best. help the child deveidp’his unique quaiities 2) realist-c

S ievels of achievement shouid be expected of .the ¢hild; 3) all children can(, Lo

find level at which'they can succeed‘ and 4) the Chiid Study Team practiges
encouragement and renard for success. T -2 . o
~ Thé Learning Analysis begins with the classroom teacher 3 referral gf the
chiYZ to CST. The teacher indicates, on a written form, the particu]ar '
‘problems'he/she'perceives»the child is having. The point of the first meeting

(rcferred to as a “staffing"). which usually includes the three- member team,

the CST, and the teacher, is 59 fsolate the probiem that the team wiil work on..

Each member of the team works to discover the chi]d‘s strengths and to find
ways to accentuate these while attempting to uncover the personai learning :

techniques the child nny be using to compensate for his difficuitjes. The

deveiob positive self-concepts through encouragement and posxtive experiences.

]

sec0nd step in tne process is for the psychoiogist and the CST to 6bserve the .

chi]d in the classroom to defermine which factors contribute to his strengths

"

. A%
and which deter him from success, If it is thought that some testing will

;_;ﬁw-*”c__provide a- clearer picture of- the probiem, an ITPA, WISC, or- other—instrument
| . may be admiﬁistered but it W111 serve onIy as.a sma]i piece of the puzzie o
. After a period of observatibn and anaiysis of any test R the team wiii meet ’
again azg\pian specific 1eanring or behaviora] égjectives for the ChI]d ihe
Learning Analysis Plan, written by the CSI, li sts specific objectivgs--

determined with the student -when feasibie--statinq that the student 1s able.
. . ' . to do specific potenti@]ly achievable tasks only with heip “from a speciaiist'

. or other assistant, It also fridicates what previousiy'diffituit'f??ks"the

{ .\. ' 97
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. stJdent learned to do independently (which mu?t‘relate to the specific
. obj ctives) These obJectives are reviewed quarterly by Sanders and the
Chijd Study- Team " Sanders expiains, : o

11 we' re not really accountable, then an objective can be written . :
such as,. "¢hild completed a level in Distar.” To complete a program SR
~fis:not an objective; it is not an;analysis of learning. The CST must - '
« ~[learn how to think the obJectives through clearly so that they are -
attainable by the child.‘n; _ _

(=)

' This is the first year that the ob3ectives for students have been put in

writing Previously, feedback in the form of teachers' subjective Judgments
4f the child‘s progress was used as a gauge. Sanders made the switch to

riting objectives because he felt that the Center staff was leaning too

?uch toward teacher advocacy, he Thow wants to involve the child more directly

in what the staff. is doing ‘ s ‘ -J

; Ihis is about as cognitive as we get. It allows fob the evaluation of a
Ji problem or an objective.- The rest of the mode! is almost a language, -

}t when its done right.  We hope that this model of talking to each other
would be exemplary of how teachers might talk "to their Kids. L

Once a learning strategy has been developed and each member of . the team
‘|is satisfied that it reflects their understanding of the situation, the cST

——|Bas- the responsibility of—supporting the: classroom teacher to- implement ltf”“““f“”ff"

¢

/

o
}whether through direct help to the child, oF in conferences with the teacherr; <
jr parents, The CST records the child s progress on the Learning Analysis

lan and, as progress becomes apparent periodic written evaluations ‘are made.

o e,

}( the strategy appears not to be working after a certain period of time, the
‘team has another staffing and new ideas are generated and the process con- -

tinues until demonstrable improvg~\nt has been achieved,

The Prgblems *

Re51§tance to change: Anytime the usual'balancd is chan%fd there are

.(

resistances, Thus, there must be strategies for meeting resistance. In any
new‘program where peoplé are asked to relate in new ways to each other,‘to new

4 \ ) v, .
~
.
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. staff -members, or to exceptionalifies in children they perhaps have not met
ﬁ\ ,' . ., before, there will be résiStaqﬁé on the part of:some staff members. AThe‘Child

_Study Teams were asked, "What stccessful mechanisms have you used in ogrcon

ng
“resistance to change?". i ] |
. One (ST feels that the fact that.she fs. asfull:time member of the biri1din
staff is the most essential aspect in alleviating resistance, - o
~ Teachers' resistance was pressure-based becquse’of'not khbwing whether \
they would have enough time to deal properly with thése children. In so
W cases, adding aide$ and-hélping them to restructure their rooms helpe
o * . overcome resistance. , But helping one teacher to succeed became a model for
others--that was what convinced them the most. They saw resu]ts, and thap" S *

validated us. - o, . _ o
Another CST says, . ... .- A S A
g o At first thb téachers were.-hostile to my role. 1 had been a remedial |
v < reading teacher in .the building and had alWays pulled the kids out of the
-¢lassroom. . The other teachers were accustomed to this and;they'felt that
nothing could be done 1f the kids remained in the classroom.  When I . ;
stopped taking kids out that first year, they were pretty annoyed. I - Y
* felt that I had to bregk away from the old way of doing things, so I o/
o completely refused to pull any child out for work. 1 found a few teachers /
Lo, .who.would let me go into the classroom and work with- children there. ! S
‘ This year [the second], 1 have started to take kids out because 1t's’ o
. more convenient and I can afford to do that now; the teachérs no longer C s
- — @ XPECE-ME -£0-work ~exclusively-on-a-pull-out-basts:—MNow; some teacheprs—-——-- ——— ===
use me completely differently than others--they'll ask me what to do at@ut
~a specific problem, or)to test a 6hi1¢,,or to come ub with a new idea for
- 'a child.who we're not working with but whom she knows needs a little soe-
thing extra. - ' ‘ . - S

.

P ,
E . . \

" A team psycholagist says, .
, L ,

If we can talk iﬁfterms of the affective side of the child and show that
we think about himin a very positivg way--talking less about his negative .
5} aspects’ and stressing dis strengths-dith the collective strength and will

of our staff members, we .dg_overcome teachers' resistances, \

. AN : .

; ‘ v _ S : e

If the teacher thinks that theve are no alternative ways for dealing with

a child then -shé may decide what must be dohe for that childs in a very

narrow way. She does rot,see any other possibilities for him. Then she -

may view us as obstructionists+to getting the child channeled in the . -

divection she envisions for him. Byt we offer alternatives in any situation--

there's no.one narrow way to go.  We don't need. to be limited that way.
. And maybe,it takes someone from outside the daily situation to offer that

objecgive kind of. help. . T /, S :

1
A social worker notes,

© o o S 99 =




" teachers; you have to have competent people. I wasn't convinced in the . -
“beginning, but the staff showed me they cou]d do ft. And ‘the other teachers . ° .

A . Sanders explains;

T
. T ’//’ . e ’ ¢ . . - . "V« 3 ) . : : . “.’ e '\.
N . ' . 1
S - -y S 4 v SR S B Y - B - Hk.«
t -
A superintendent adds, “‘~"v'- ' lp S A e }?, o ;
The most important thing 1s to, have patience When you start a program o L

- 1ke this, most people don't think you-can do it. ~ You have -to give people.

time to come around to 1t.  You have to build conftdence with the other

-~

began to be convinced . 35S well

.

A prfnc!pal reca1ls, ‘_5 N (?\ - ; L o :' . e {

ﬂ'.when the Child $tudy Team came in,-1 tried to. keep -an open mind. We knew
.we needed help in many ‘areas’,- but we had to sell the staff on it, because
+ they felt that they were being intérfered with. Workshops and inservice -

training held before .the Team came in were somewhat helpful, but the -
teachers remained ikeptical. What changed their attitudes was seeing that -
they just weren't reaching some of the special education children, and ‘
-that it was possible to reach them. They were helped 30 recognizg the

problems -that these children hdd, and.what could be dore for them. - The .
Center also helped us to find paraprofessionals And, at first, the staff

.

, was afrald that their jobs were in jeopardy--that the teaching staff would

“be cut down.. That was not.our intention, and we made slre the staff realized ‘j N
that the ajdes were there to help. It's a rewarding thing to see chridren . .
get help that they never had before--that makes me happy. A o L

"If the process is wel1 done, we avoid false exggctat1ons That's what can o 'nlal, B
get us in'a bind. We've ]earned that when we having trouble {t's.
because someone has an expectation that doesn't coincide with ours. If

- - we can put -our finger on what 1t is we need to do with the tegcher,’student,

_.L_eu_e:.w.“,,.and parents,._then whatever we.are able to do, we do. We still may not know

with the regular teaching staff the entire process Wi demystified It ' _ :

eventually became apparent to the teachers that there is no one way to help a

proceeds ‘through a mutualjty.oﬁ,respect and shared explorat1on.

- The Successes o | g

what to do about every problem that a teacher will bring up. Sometimes f‘“*“”hfw“‘
she will come up 'with her own answers when_she sees how the process works, '

to }earn

. And, 1f we don't kndw how 'to. work with a ce?tain kind of chi‘d we just have .

4

Because team members open1y cowmunicated their uncertainties and 1nab1}it1es _;,ff-» o

R

‘ch11d tbeﬁe are no huge obstacles ‘to overcome there is- simply a process that

'-1s built "The team is directly reSpons1ble to the program director who," 1n turn, 2

The rhi1d Study Team forms the base upon which the adminmstrative h1erarchy

4 :
answers to the Chjld Study Center Board, whi¢h is composed of the five d1strjct oo !
’ : . ’ » . - .
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superintendents . Don. Sanders ccgﬁé:s this arrangement with much of the success
of the probram. + He feels that i

. owy

Lo ” ‘actively involved both in the pianning 4nd maintenance of the program, eVen
‘ ' though each superintendent has quite distinct ideas about the way the team
should function in his buildings. Respect for these differeoce« characterizes
o .. the: Center approach at both administrative and staff levels. That each team
S functions well'in quite different arrangements at each school speaks well for
o the flexibility of both the Learning Analysis theory and the people practicing ‘
T ‘i‘_~ R e ‘

. " -
. L \ o . : L {
~. Lo . P

In the one school that ‘adopted IGE‘s tea teaching structure, the CST
L found a tremendously supportive atmosphere fol har work there s a built-in
" desire to share ideas and skills, and the teaA teacring situation encourages
that desire. This particular CST works with v ry few children directly- she
trains the teachers in the use. of various techq\

ques’, the +eachers”do most of .
the individualizing work- with the children. Both the 1GE and the Learningi»

'i:

" Analysis approach stress ‘the importance of identifying the child's learning

- styles and strategies and the two structures work in a completely complementary

‘&bion’ -' - ‘ .a - \\' . o \\ o " . | i‘f

At another school, lSO m les away, the staff participated in an “affective

-

.training workshop," sponsored h/ the Interstate Educational Resource Service ot

‘ ,Cen*erz in Salt Lake City, Utah. Training teachers te,relate to children on

an ihtimate and individuai pasis caused ‘one teacher with 16 years experience :
‘?to complefely restructure shen kindergarten classroom toward a more open,

' integrated concept She explains how the CST helped her ’ "‘

The €ST reinforced me hy having me talk through my. ideas about ‘the
N 4 children. Through.this I came to some.pretty good fdeas,: Just b{
, having soneone to talk to. I found, in all the years that I've taught
‘ I really didn't know how to talk to children--to find out hdw they were
feeling. Now I want. to know how to get them to express their feelings

N . . . V!

N . L e 10
oL o

.critical. to have the decfsion. makers : ’ingivaput
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. and get rid of some of their hostilities., By the ‘time my children RETCIE
reached third grade they were in some prétty ‘severe. failure patterns. ., e

S and I couldn't figure . out why, but I thought 1t must be: something that
© ' 0 startsih kindergarten, ] didn't realize-until this year that 1t was
e the structure itself—-we were -just expecting. too much from’them. So - -
: now we've loosened up a lot and Tet them plan many .of their’own activities.

« I'stil] need a lot of help; we'te woefully inadequate on‘observation LRI .

‘ __;‘:' - techniques--we're seeing things, but we don't know what we're seeing. -
gf‘ « The CST has been very helpful in this . respect “but I use .the team even e

« © oo more with parents now. Because I'm-working With the - total child, rather - . -

.than justtheir cognitive $kills, theiy parents: are becoming a- 19t _more

“involved. -They're ‘coming to conferences and telling me about thefr . * - e

~'S_u, " home problems, so the team psychblogist sits in on more of these ‘con-
ST ferences with u o

The/;enter s relationship to the community is: interesting{ The Board
of Education is only slightly involved in the program, although they are

.

invited to Various inservrce programs. They had no. obiection to putting theA
~ program in the budget\becausé after the- third year when local financing was Ai ‘

necessary, they Saw that it was working. Sanders comments, N o Ll

e ‘ g We receive a lot of publicity in the locai paper, but [ redﬂly doubt o
S, .that there are too many people who fully understand what‘we re doing. .
v ' I don't regret that. It may be symptomatic of our casual approach
i s and that the prégram isn't an entity--orian independent service unit-- :
v -we're simply supporting. the school district ,

V.. S e s

;;“w;;_n;iwuw~oAhother contributing factor tgwards success was thescomplete lack-- ofaany e ~~~Lm?~e3~

[

special education pro*ram in some of the districts before this cooperative

-
oA

program began. The community and parents were pleased that something was beirg

ta

- done for those children who Kad been avtending school 'but clearly were not
- B S
being helped in the ways they needed Parents who might have been resistant

in the past fo thesinformation'thdt their children had problemp (but no ohe " R
~ knew quite what they were) becamg extremely responsive to the Center 3 approach Lo
"How cen we -all work together. to make things better f:r your’thild“" )
: An additional success, factor was- the use of. paraprofessionals made -

» available by the Center. UsuallyspeOple from the community, their help was ,
essential in the indiv1dualizing process. One superintendent says that it __\'4' .
1s the aides that really make the difference tocthe program S success and

Lo ' S 4
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| wi thout them it. would be very difficult.’ S SN

- One superintendent who jpined the cooperative after it formed remarked

oo Itts moré difftcult to correct sbmething than t begin something new.

Our success is’ largely due to that newness: we’had no tradition of *
specialyeudcation in the district-to overcome. Teachers weré.able to
see-jor themselves how a mentally handi capped. chi1d could b helped

in-the-classroom, -~ Individualizing students' programs so ‘that they

. _werg. challenged to work apd encouraged by thelr achievements made it

.. possible to measure their successes. Skeptical teachers s aw that and
- began- to be convinced ' ‘

| Tnis superintendent and his staff have observed definite change since -

v‘the Center S program began. They aren t having nearly the number of problems
: with children in the intermediate grades today as: they did four and five yoars |
ago, because they re, able to diagnose their problems. "They have learned\bpw the

children learn -and what their patterns are, and to conduct the kind of»teacher-

’to teacher conversation that best describes the way a child comprehends a

_,\4

Another superintendent Warns that success can' t be seen. in 60 or 90 days.

»

’In fact; for the first six nonths. it might look like.a dub]ous venture, because

it takes time for people Eo”t“‘st‘each other and confidencé to grow. Jt also

takes a core of people who are’ willing to stay with the program“fpr a few yearsf

and who are gratified by . relatively small changes because they understand that

- permanent change is. effected by many small changes - over time.' Otherwise'

o

regression is predictable B " T ? o Y

The principal of the school structured on the IGE plan Says that the CST

| has trained his teachers to work with their students $0 well that, if the CST

model , .for children in trouble. However, it 1s not Sanders' intention to with-

draw hlS CST from the model, because he views that person as the neces$ary link

.between the classroom teacher and the itinerant staff and the catalyst through

'which change occrs. He is convinced that any school already has what it needs

i 103 . ’ l

‘ left the teachers could continue to_plan,strategies..using the.Lear’/ngaAnalysisc,.ctlwwf
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. to develop this model. and that he cah Show thenihow to deVelop their own - v
l !; ( . Y ! R

' Sanders is interested in_seeing the Child Study Center model replicated iu

'resources.

|
in other areas of the state. He feels that his staff can work with—uhateVer

resource people theilocal schuols. have but it is very_ important for the. local :

districts to hire their own people. "anders can provide psychological, social

worker. and administrative resourc . If the school or district can come up
" with one special education teacher,

he/she can become-the coordinator. (CST)rfor
'that school, o f

i' ] .-

The way he would begin to develop the model in a new situation would be
to work with the new' teacher, now a CST, to show him/her.how to listen very
carefully to yhat a refeiring/teacher says so that the problem carr be isolatad
.and defined. Once the problem is isoTated, the team sﬁﬁus(the CST how tp moye
through exploration to some pOlnt of closure where specific help is provided.
.. The CST leurns how to 1nform the referring teacher that she has been heard and _‘

understood, and that the CST thinks -a particular area would b»" reasonable

beéinnihg pointL She then sees the child and shares informationfw th him about
:why the team is lnvolved in his life, and arrives “at an agreement with the
classroom teacher. and tL- child that the goals set up are mutually held by all f

‘of them. . o » SR v
Y s ‘ ‘ .

Staff Training

‘ In a program that stresses open commun1Cation and personal interaction,
‘;t is appropriate that training for the €ST and team members is rather informa]
nd-loose]y structured During-the first year of the project -retreats were. held
which gave the staff a chance to get to know each pther outside of théGr work
situations. workshops were held to explore new approaches to learning, and

Py |

\training given in the identiflcation of learning disabilities ‘and techniques

I ;' . 04

I's
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staffing having learned more about the chil

' ERIC

I L . - oo .

for remed1§t1oﬁr In thé.past few years the inservice training for the Center
staff has amounted.to the one-to-une 1nteréction,that oqcur# when they are
experiencing di fitulty with each other or with a pdrtiéulgg\chfid; The staff

also considers'tA@fr work with thefclaSSroom'teacher as a fofm of Inservice,
. . I} - N B il . \ . .

that he/she can'asguyefmofe respoﬁ?ibflity for the child's'prob§¢s%a' The

Center staff is reluét&ﬁt»to Set uB,a“struétvred inservjcé progr;%->they “

want to meet\toge?her,;hen the need arises ah&_work Qut tge prob]ééé\shey
-berceive “as they occur. - "As long as you have péoplesthlére pretty self-

actualiziﬁg,“ says Sanders, “thénithe inservice canspespond - to their needs."

-~ That the training_apbrqéch 1s?eclect1c is best demonstrated by fhe staff?s
attitude toward behavior modi 1 cation techniqﬁes; The team socfal worker éays,

With the chiid's/parent's participation we use .behavior modification
“techniques to modify the.child's behavior so that it is.more appropriate
to the situation, or to develop motivational drives through a system of
positive rewards, or to alter the reinforcement-schedules that the: child

- Is already into. We don't use the charting method, but we do use the. .

.- concepts and sqme of the techniques on an ?ndividUalvbasjs. Behavior.
modification and the humanistic approaches can blend. It's a quicker,
more expedient intervention. Parents, teachers.ﬂéVen students choose

. this approach as often as psychologists do, perhaps more often. The
-psychologist or social worker develops the schedule which is then applied
with the child's cooperation < he knows what he wants to achieve. I feel
more comfontable with it béing used by our staff because all of them are
a bit afraid of it, -They really don't wapt to use it too much because

‘- potentially it's very powerful, and we're reluctant .to assume control ofr
: powerfully influence others without that being their decision too, If
) that s their decision we will support them, if|the desired change is
. appropriate, legal, etc. - It is done together.: { : o
: - o L ’ -
‘The staffings themsegves become a~\earning situation for all the team

]

menbers every time they occur. As the team explore #1th'a teacher, and/or
. - .

. . _1 E ) N
~a parent, the'béhavidr‘pattéfﬁ§‘a“Ehild"ﬁfEEEhts, a phey decide what to focus

on,_ﬁith everyone contribut{ﬁg +deas and questions, erah persoﬁ leaves the_“

themsg1Ves, and each other,

r -

3
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- After the parent and teacher'have‘1éft. the Center team rémains“to‘discuss'
~ With the CST what they.mght have done differently, what they wil} try 1f the

o present'sirategy doésn't work, and how they can be more supportiQé tg»eacﬁ‘_

other, the chjld,,barent, énd teacher.. The emphasis 1s on success~-how they '

: , 3 e " . : #
ﬁu~canﬂ%réate-the~cond1t10n5~fonwthe*¢hilduto experience~sqccessx1nnhjsweffortsuuJ‘;ﬁﬁd '

CELA oA rEere

and what the&'deed,to do for‘andjwith:each other ;} that the procéss improves,

This 1s an on-the-spot training/learning situatidn'that,many inservice programs

lack, and that many teachers find the most -aluable.

Evaluation

Available data is from the thfrd‘yearfof thg prdgram.3 The specific

_objective§ were:

1. Handicapped students with a favorable prognosis* will be helped to
the degree that they (a) can participate in the regular classroom
~ program and (b) can continue their education with no further assistarice v
from the speédialist. . . ‘ : . ‘ '
2. The efficiency of students having handicaps with less: favorable -
' prognosis will be increased to the extent that they (&) can remain
in their regular classroom program and (b) can continue their
educatfon wit reasing assistance from a specialist.

3. The continuation of the Title III project ghjlbéophy:and relevant
: activttjes will be insured beyond the final project year.

4. Teachers w1]1‘display'a‘preference for the project program (proViHéd
- they receive assistance from specialists) over a traditional self-
. .contained special education program, et

*Sanders expTains the usage, "A 'favorable prognosis' -in a_child is
determined by the length of time the child has been disabled, the kind of
condition, teacher observation, etc. We separate the handicap from the .
disability: the disability is the disabling condition; the handicap is the !
degree to which the disability is a problem for the child, Our prognosis is /
in regard to the handicap, npt the /disability. The handicap then, speaks of .
the behavior--the way the child reggfnds because of his disability." .

o . ' : -
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E‘-Data were accumu]ated monthiy from student evaluation reports .and quarteriy

. . 1
- ' » i , “

[} . ) ’ 4 .
Instruments used to dqfermine whether the obJectives had been: achieved

- were a student foliow TUp survey, student problem records staff reports,

N

vf superintendents mid-year reports. case studies~'and a teacher adequacy survey.

’fnffrom adults working: direotly with-the -children- through -follow-up- summaries o ;~¥¥7#me%

and case. studies. Data were in the form of frequency counts trahslated into

’ ’percentages and reported item by item. cOmbined ratings of ciassroom teachers N
 were summari zed, Out of a total 272 students referred to the CST in 1970-71, e -

123 (45 2%) *equired no further assistance ‘from the CST or the tean after the, R 15{5
initia] staffings in order to remain in the regular classroom, - Fifty-nine S

students (21 7%) were able to maintain adequate performanre with decreasing

i assistance from the CST or team. Teachers preference for the project Was ‘ ‘f‘ o ‘L;

determined ‘through data gathered at a mid-year superintendents' conference

. held 1n each district., Teachers discussed their reactions to the project in

small groups, and each group rated their preference for this project.'compared

g _toa self-contained arrangement, on a 2 seven- point scale. (l =highs 7.10,. uverage j-li‘:di
rank ordered) | -\ : » "< - , - :
Statement _ ’ \
1 wou]d=preferi S . e L

'resource room aud spoeialists available to students-

]

and teachers, 1.7 ‘
Learning Analysis as presantly operated. 2.8
segregated special education classroom-forpart of '
the day by schedule. ‘ ‘ 3.4
] |
resourke room and Speciaiist avaiiab]e to students .

' (on]y) o . o 1 ) , 3.5
itinerant Speciaiists to test and prescribe remediai -
‘programs. . \ 4.6.

_individualized assistance from specialist without .
Learning Analysis procedures. ;/! 5.6
speciai education in self contained ciassroons ‘ 6.5
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" The continuation of the project has been inSured beyond the final funding Co

year since: all five districts conmitted local revenues to totally support the .

“'proJect.v Thé amount necessary to continue the program was $34,070,
R

No claims of generalizability of. data are made by the staff but they do

[T]he notion that handicapped students can learn within the mainstream
of the school is generalizable.: However, it must be emphasized that |,
- support personnel, i.e., psychologists, special education ‘teachers, = -
. sociad workers, speech correctionists, all provided valuable assistance.
to the most significant persoh in the handicapped student's educational -
world--the teacher. The generalizable question,*of course, rests with
" the attitudes and skills acquired by this person rn coping with the
“handicapped chi1d.*

The staff continues to experiment with asseSsment measures. particularly

/ .
in the affective: realm. They, are not satisfied with the available instruments

~and are attempting to develop their own’ projective measurement 'of self- concept. _ 4

They feel strongly that it is essential tp be able tp demonstrate gains in

‘f; »

The Future - , ’ |
on January T, 1973, the state was divided into 12 planning regions for . LI

statistical purposes. According” to mandatory legislation by 1976 all districts
will have to have special education programs; districts will have the choice of
developing their own programs independently, joining a cooperative and letting

someone else- develop their program, or combining both (three counties cooperate

to purchase services) “But: all diLtricts are required to submit a tentative B

plan’ for how they re goirg to serve their handicapped children by January l, 1974,
, By this. decree, the_state is encouraging local districts creatiyitymtg develops""m”"tsaw;“;:

what best meet their needs the state is encpuraging coordination between

ispecial and general education Previously the Child Study Center had been
N ahead of the times in working toward that goal ‘ V

‘\ R ‘ . ‘ B L . ) “ . . ) ’ . ""‘v.
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' Replicatian of this Learning Analysis model 1n other areas--rural or
urban--may fLrst 1nvolve picking 6ut one school ln whlch-ot(demonstrafe 1t
and then creating a staff understanding of the kind of comnltment involved.

It can be a high risk pmgram, because 1t depends absolutel,sl on the respect

,.e.and confldence that people are willlng to glve each other.~ The necessary ’

‘minlmum amount of comnitment would be a few teachers willing to examlne " .
B alternattve ways of accomodating chi ldren who have been- previously excluded ’
'from regular classrooms’ a prlnctpal who is willtng to becouye part of the | k-
Center team and attend, steffings S0 that he is famlbtar with the process a

s‘uperintendent who wlll take an actlve part ln establishing the program N U
: .because \e sees it as a way to serve chlldren who have not- had help before. - v 3
‘ "'You can't 1mpose the model where it's not wanted by the key people, and we oo \‘\

wquldn t want to-do so," states Sanders.

\
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" Project. Steamboat’ Springs, Colo.: SteamboatfPi)ot-Pﬁb}iCapibn.

IGRSC serves efght states (Arizona, Colovado, Idaho, Hontana, Nevada, -

orthwest Colorado Chf'diStuqy‘Ja;ter.-Learning;Analys1s; A (PACE)

ndated.

New Mexico, Utah, and Wyoming),” through Title V.and state funding, to

* provide "support in the identification and specification of affective -

goals and objectives...and assistance in the developmental procedures, .

« techniques and instruments for assessing affective outcomes or conditions - ¢

which facilitate or:inhibit affective growth and developient." Wight, A.
Toward a Definition of Affect in Education. Monograph. Interstate .

-Educational Resource Center, 710 East Second South Street, Salt Lake City, ¢ .
" Utah 84102, May, 1972. Yoo L S

Classroom Management of Handicapped Children. ESEA Title 111, End of

L]

.Ib‘ld‘o.) po‘ 62. ‘ . .- . . . ‘ . ‘ _‘ .

Y

.PrOject.Report. Steamboat Springs, Colo.: Child Study Center, 1972, l_ o A
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" Phased out atlthe end of ita third year, the Bridge Street Elementary T
Sehool mawetreamng program in Yuba Ctty, California, moluded 18 EMR - L
o students, ages 11-13, in regular oclasses for three years with some 100 other -
, ‘? atudents of d4th, Sth, and 6th radEEJ It was a teaoher—genevat ‘program, .
- . with no funding other than epeoial education etate mongy for the’18 studente.
 Each of the four teachers assumed inastyuotional reaponspbtlity for all ‘stu-, ‘
.. . dents, aven though the students remained with one tedcher during the day. °
3 . ' The etrength of the plan was that the teaohers were able to woni with gh '
5 integrated claseroom of ohildren with a variety of learning abilities,( . - . ‘
‘ \\\\\ggg‘gfgﬁ;hecr sootal and. aaademco growth by team planncng, fZexthe th nktng,‘ o
. eat deal of hard . work. I
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YUBA CITY, CALIFORNIA: TEAM PLANNING FOR INTEGRATION*
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Three yearS'ago; Earl Perillo, a‘special education teacher, ahd two of .
,jf o 'his colleagues at Bridge Street Elementary School--wilma Bradshaw and Mary
o Lou Mechfessel--combined forces to provide a modelinq atmosphere in which .
educable mentally retarded children could be maintained in regular classrooms.;
The three teachers had worked together for several years and Were personally
.'very compatible and mutually supportive Further. they held these common ;..
Ai- fvlassumptions about children* that when a group of children are isolated they o iff
: take on each other s characteristics and their behavior deviates even more o |
" from the norm that social behavior- can be learned by modeling, that growth,
~ both academic and soctal, will occur 1f the children are comfortable and
 the teachers are happy;’ and that the way to accomplish change is through

‘ collectiie action, o t ‘,

- The Bridge Street program was a result of team planting, rather than . '

>
B o n b - e e et At L R i, s ks B £ A 1 Kt 5 DT |k AL TS 8 o oA 3 e . 78 B

NP gt i o o S St

(&eam teaching. The distinction resulted from the physical arrangement of the :

building, rather than any philOSOphical disagreement with the concept of
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» -*Contact person Forrest Rounsaville School Psychologist Yuba City -~ ‘
[ Unified School District, 234 Colusa Ave » Yuba City, Calif. 95901 o -
(916) 742- 2366 S . . » ‘ S ,
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~ team teaching The sch%ol is old and the facilities fsadeguate' the team

teachers have their rooms adaacent t6 each- other, but the walls remain intact, 4
_since according to the oity code no alterations can be made on the building.
~Nhen these t chers attempted team teaching they found that the _
acoustics and the facilities for movement of groups of children were so o
. inadequate that it beCame.burdensome to continue team teaching. They reverted

back to their original team planning approach ey

Team Planning ‘ '

. ' | ﬂLidge Street is a, K -6 building, but the handicapped chi ren in the
'primary (K- 3) grades , are all housed at another school that uses an engineered
classroom approach (modeled after Santa Monica) to remediate learﬂing prob—
l) - For the past three years, after completing grade 3, these children

‘_.transferred to Bridge Street at the’ 4th grade level, alth0ugh they were )
generally somewhat older than their age mates at the time\of their transfers. o
‘When this program began, there were 18 children in a self—contained special
education classroom at Bridqe Street Perillo decided to merge these children
with Bradshaw and Meckfessel s 5th and 6th grade classes gy distributing the

. handicapped children evénly among tHE‘ﬁonhandicapped children Each teacher'
'then had within one classroom, a multi graded arrangement but each was N

. respcnsible for the instructional environment for"all the children. "The . .

* three met in weekly planninq SeSSionsvto discuss indiVidual children R

.“problems (not always the handicapped children) “The objectives of the team

iplanning approach to integration were:

L4
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Cﬁ fo improve the™ self concept of" thE“EMR"Ehildréh*"“‘““f‘f”'“‘”‘”“““‘“"m“" o

* _’ to individualize math and readiigfinstruction for the EMR children.
. to increase acceptance of individual differences among members of
the classroom by giving the EMR children an opportunity to work with - |
"normal" children. i

» . ’ A
.1 . 3

112




e VN
.

SR

S L

The teachers were speclfically interested in determining whether EMQ

children would develop a more posltlve attltude toward themselves and thelr

3 skills, or tack thereof. as a result of assoclatlnq with regular students whose

1ntellectual. social, and emotional behavior mlght serve as models. The
teachers expected that the EMR chlldren would progress as rapldly, 1f not

more rapldly. in all learning areas than they had done RLE prev1ous years. 0

' The teachers themselves expected to gain 1ncreased professlonal understand~

a

1ng and experience from the team associatlon through the use of small~ and

large-group 1nstruct?onal methods, The flrst summer before the program began. g

the three teachers put 1n ap enormous amount of tlne creat1ng 1nd1v1duallzed

]esson plans and learnlng contracts By fall' the actual 1ntegratlon and

| _ legrouplng of the students went qulte smoothly in the rlassrooms. In thelr

thlrd year they added.a fourth grade teacher to the program so that they “
were able to serve llO rhlldren . ‘
"“The Problems | "\

Durlng the first few months of the program the prlnclpal received a

_ nuﬁber of phone calls from the irate. or worried parents of regular students

who were in 1ntegrated classrooms. In most cases these problems were settled

over the phone due to the unquestlonlng confldence that the princ1pal Henry -

Edwards and h1s predecessor .had 1n,both the experiment and the staff. Those -

parents who remained uncghvinced were 1nv1ted to observe the classrooms

.....
3

In the third year of the program there were no 1rate parent phone calls,
t

in splte of the fact that _new
| Edwards became pr:ncipal a year after the program began, and he saw

that_there was a great amount of alienation between the three teaming'

i teachers and the'majorlty of the qther teaphers in the school. ‘He recalls,

A )
[
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c, ildren were added from the fourth grade.um&m“«mh'm



I The first thin? 1 did- when 1 became principal Was. to knock dowh this -
Lt ~ invisible barrier and introdu.e the rest of the school to the program.
: _ Then T would go-into the classrooms and relieve the teachers for an ,

; “-hour or two and Jet them observe the piogram. As they 1earned about :
& it, they became less negarive.

Lo

The teachers cmnnented on: their separat\on from the other schoul staff.

There were pockets of people within the school ‘who were tryin? new things-~ -
people who learned from us;sand we from them-<but<there wa$s a $0

core ofvery conservative teachers who Just didn't give credence to what
- wer were doing. At first they were. hostile- then they pretty much Just
-wrote us’ off. - ‘ :

It is ironic that teachers who- believe\sg\strongly in the influence of

hndeling behavvor should have been so unsuccessful in\affepting attitudinal

changes among their own colleagues., They do admit that when they added the’

. fourth member to the team the final year, it was difficult\to incorporate her

~

into their tightly knit group, they realize how hard it WcS forea new. perspn

to pickK up the te"mo and style that evolved over their years. of working tonether.

A different kind of. problem, but equally frustrating, was their difficulty

in finding a- wide range of materials and meaningful activities for children at
o - all learning levels. The teachers discovered that. some EMR children could

b,
-1darn "new math“ and others couldn t, so they set up a continuum form of planning .
in which they could piug’a child s lesson plan in at any level along the ‘continuum,

Their procedure was to work with three or four children at a time. using SulliVan

Programmed Math Continehtal Presses Kit B, and their own daily quizzes which
T were corrected every day. ;They also adapted the state text where possible and

used Science Research Associates crossword puzzles/for drill and nomputation

e s

Sgillﬁ:_»gﬁfﬁwfﬁiﬁﬁgf woriied within, one class rdom with a range of abilities from ‘

\

e
.~ the first o twelfth-grade levels.

They found 1t very helpfu to have as

many different kinds of’approaches as possible ‘to everything they taugnt Every o
bit of material—-eVen if 1t was only used for one child——made a difference in.
terms of seeing progress or stasis. They observed that the ch

iwho has never’
worked beﬁore will ‘begin to work when he/she can connect to what i beina taught--

,-_.i_14>
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S ,‘: the child sees a redson to learn and then is motivated to try,
| S | In order to- increase their supply of material!‘ the teachers pooled

whatever they had into a common area, Says Bradshaw, ,

- . It looked like we.hdd a lot and the other teachers became somewhat‘
g ,  envious, but when they saw tnat we were working every weekend on
,‘;,___e._s_"e._indiv. alizing lessons, the envy- quicPly disappeared.

~ Says. Edwards, AR <

- Naturally. it is important to get.as much money as. you can to buy these
ames and printed matérials to individualize programs. budget.was -a -
?ump sum of $6 per. Chlld which_was cutback from $3 rom the year before
- that. There was abolt $300 of special education money, which is the
"+ . normal state, allotment for af EMR class, that came into Bridge Street the
‘third year and I matchéd that from my budget The entive program cost no
- more than $600, and that money went for materia.s :
\ Classroom Manahement . _ . _ I
* . ’

L Recognizing the importance these teachers attribute to varied and relevant

materials. it is interesting to observe that the mos distinctive characteristic
of their classrooms was  the emphasis on interpersonal behavior and- the importance
- of training in affective interﬁczion. Every- day following lunch the class ‘sat
fn a circle and discussed whatever Game un during the morning, on the playgrqdhd
or at home that disturbed them 'Itjias the only time in the day when the
teacher would talk to the group as a whole In these discussions the subject _
of 1ndjv1dual differences often arose--how some. people learn more slowly than
others. It was a very natural process; therewwere no taboos about talking

aboyt -these or any other differences. ; S g‘ A Y

‘ ;,J emphasis on affective 1nteractigp grew na tirally out of the teachers A
priorities Earl Perillo had been an EMR teacher ‘for 10 years before instituting .
‘m%;:@_ this program _He_believes that the EMR child's social growth is unnecessarily"\
severely retarded by his/her 1solation “and that he/she can learn better social
behavior from models among the nonhandicapped E\ildren. far as, the daily
management of Perilfb S classroom went, all the children were ncouraged to be
extremely self directed They work d on a weekly contract basi , setting their f
*A,A: own goals. Perillb made 5ure to\sJ: if the goals were too high or lTow for them, ,t_

o . ‘ N5 s
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- The svstem factors that opewated 1n favor of thiS program 1nc]udéa“tbe‘ e ims P

3

\

but he generally kept out of a controlling role as much as possible. In the‘

,morning the children worked on math and reading contracts. afternoons were : ff 1

N .
“

" .devoted to group discussions and activities. He used COntinental Presses' :

Kit B for mafh because it kept ‘track of students in a variety of ways without
a Tot~ of ‘verbal" orientatfon. He tested all‘of his‘students on the California .

. Achievemént test in October, January, and May, and the Wide Range AchieVement

Test in September,fnovember, January,. and May to find out where the students

‘Wwere as they went along, S0 that programs were,revised when necessary to meet ’

their de\qciencies He was flexible about the daily schedule he used contracts _

/
for a few weeks and then moved to-a daily schedule arrangement to prepare the :

. students for high school The high school is tightlysscheduled and he wanted

the children to be able to cope with that, even if he personally didn t like it. _
Similarly, he was flexible in his approach to changing students behavior, o

3
‘.He tried behavior modification techniques in his classroom but, after a while,

.'became bqred Wlth tnem, and then began to question theqidea of manipulation

itself as a philosophical cohcept He has used some of his owWn experience in

Gestalt groups to provide in51ghts into classroom situations, but the impre551on Coa

is that he viewed the discussion periods as a growth time for everyone .and the //-'

LI

process itself became as important as~ the completion of any partirular discussion.

The team approach was essential to hlS onn well- being. "I.got direct feedback

1from the other teachers and we built each other up when one of us was having a-

-

-badday“ T - ' » R

. o
Successes 4 ' B} ' ' I S

' - : i N

lack of large sums of. federal or state monies that requ1red continual Justifica- e

-tion or program validation " The' staff began the program with the 1dea that if
\\”%t; At worked fine;. if 1t didn't, they would change it or disband- it. Eveh though};

the data was positive, it was only margina} data.‘ The;teachers spent_anh

116 / _ o e .“’1_.
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absoiuteiv m’himal émbunt of time on data collecting and analysis; they did

what waé necessary to satisﬁy the state requ1rements and their‘own:needs tos
monitor the chiidreﬁ's progress. v ‘ % .,x L ;
' There was no pressure “o- do anything guicker or better in this,program. ;"
People weren t pushing to prove that the modei was Valid gThe emphasis on -
having as many aiternatives as possible lmpiied a lot of fiexibiiity and
wtllingness to iearn on the teachers part since they needed continuai input
to find alternatives." - ‘ ﬁ‘

The,student population itselT certainly con ibuted lo the success of the
program. Yuba City is a rural, agt%cuitura] community. iargeiy low—income
popuiation. The chiidreﬁjof theserramilies can be acturateiy described as

: educationally disadvantaged and t%ere are Title 1 monies in two eiementary '
schools in the district. Henry Edw%rds had only four identified gifted children

out of .600 at Bridge treet In N* ma Bradshaw s class she had "norma]" ch?]dren
who tested out iower than the ident fied EMR students She says, " h's
They haven't beeh identified as EMR, but they can't read. -The kind
of children we have forces us:to individualize--if.half your clasg -

can't read, how are you going to teach social studies out of the
,state textf

:? N

“'The Way that they taught was to g:t rid of the children's fear of failure
_and give them some experience of sqccess--then they began to see some progress,

VBecause the normal achievement range was quite low at. Bri_qe Street the EMR |
chiid was not as visib]e as he/she might haVe been in another setting. Further,
these teachers vere used to Tow- achieVing children and the necessil>\of pacing
mater.als to_ their level, Ind1v1dualization techniques that work for the EMR

. chiid are Just‘%s likeiy to work for a number of other chiidren in the room.

Qcceptance of indiViduai differences may have been faci]itated h/ the lack of

‘ k competitive pressure Jn the classroom. In fact, a. -sociogram run before mid-year

L 4

-~

1973 indicated that the most popuiar chiid in the whole picgram was an EMR student.
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Teacher observations indicated that none of the children knew who the EMRs

V\were, and al EMR childrenvhad friends who were reguiar students, No stigma

occurred sifice no knowledge of .1abeling existed amonﬁ the ehildren;
Suhééitive‘testimony o{ftheir success is easily obtained. Says

Bradshaw, - Ly

The social ‘change in the EMR ch!ldren was- incredible. - I had a brain
-damaged child who wouldn't talk at all last year.  This year she-really - I
speaks out and volunteers all sorts of information. This was tbe kind

of sunshine we kept looking for, .

| |
' Superintendeuc of the district Androus Karperos, was director of Special I
Services at th_ time the program began, and he speaks very highiy of . the way -

in which the staff and principal conceived and WOrked out the program. He' T
" regrets that there’ was so Tittle administrative ‘time devoted to it. and that. f %>
theq}éachers had to carry the entire load. He and the staff agree that a better ,
evaluation dssign wdu]d have "allowed them more accurate feedback on students

pi09ress. but there were 51mply n§ resqurces te do that. -

Performance Objectlyes

te

Performance bJectives for 1972-1973 were great]y nmdified from the |
“previous year wheén tt was found that very few o7 “the nonnal chiidren qvere at
grade level or highér when they entered the program.  Additionally, itwas
_nfeit that the test resu]ts of the EMR students, as measured by the Stanford
_ Arhieuemon* Teg :ers not valid because the test started dt such a high 1eve1 '
that many of the EMR children could not read the questions. The Nide Range -
Achievement Test started ot a much Tower ievel, thus showing a more vaiid
measurement of the children s achievement and was.. used in the third year of
the proaect Finai ;evaluation was submitted to the superintendent on - .

June 30, 19/3.

i18




Performance obJecttves for the third year\Yere.

Seventy percent of the EMR students will" show greater- growth .
in the experimental program as measured by‘standardized achievement
tests (September and May) , ‘
R ]

Seventy percent of the student pogulation wlli show greater growth
in test scores on the standardize diagnostic and achieyement tests
(pre-September and post- May _‘.

Seventy percent of EMR students will show an improvement on lf—> < ,
-concept scales (Jesness inventory-and sociograms) —~ ~ “i*"“ff“"*““*”"j“““

~ Forrvest Rnnnsaviiie psychOIOQist for the district, who initially had
reservations about the program ended up fui]y endorsing it. He said he is

not satisfied with the measures he has in terms of providing some numericai,

‘easiiy understood description The subjectiVe descriptions from the teachers ‘ .

were very satisfying, they indicated that ‘QF students made some definite and -
positive changes. If the program were to start up again he feeis itrwould

be useful to find an instrument that would 1end itself to. reasuring and '
describing what is going on in affective realms._ Rounsavilie comments,

The teacher's dilemma has been -to describe what she is doing--how can
. She show that the child is learning because of her teaching? Everyone
“is qager to demonstrate his/her presence, but our program doesn't lend
itself to that. The reason that the program worked well was because
of the teachers .

—

The Futu‘m ‘
of the orininai 18 students in the pr09ram, 14 of them will enter high

school in_fall 1973. Because fewer children are entering special education at

~ the primary levels, and so many are leaving Bridge Sireet to enter high school,

the program has been discontinued.
While there has been.only a one percent. deCrease in regular student

enrollment in Yuba City, there has‘n\:n a 20 percent decrease in EMR enrolinment.

Chi]dren now being referred for speci i education more often come to the teacher's

attention because of their behav1ora1_prob1ems than their academic disabilities.

With the teachers' disinclination to label a child as handicapped, there-have

~N
¢
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been fewer chi‘drc" qualifying for the kind of services Earl Perillo provides

Perillo is now working with students at the high schoo) who have. recently

- made the transition from self-contained classes to regular education.

“What did this model have to offer that may be of use to others? Even
tholigh it has ended ‘what remains from-this approach that'might be worth

’ replicating elsewhere? Perhaps its very straightforwardness was the key to

this program's success. There are‘no secrets for success; a lot of hard work

u‘ and commltment on the part of four teachers, and some solid support -from the

principal, psychologist and superintendent It represents more of a philosophy
¥

‘about hod to teach children than a particular technique And the philosophy

. allows room for m1stakes and even failures

That onhe teache¢ can' handle a tremendous’range of skills and learning
aoilities in one room, if he/she has the support of a few people willing to
share the problems should be Very encouraging to those who believe in integration

of the handicapped child but think they cannot attempt it without extra funding

or elaborate teaching designs,
J «

MY




. the proJect staff and counselors-—it is a painful period of upheaval and re-

. .assessment of each other and their methods The goal remains the same as. it“

‘Serving nine elementary schoole in q subvrban-rural\ distriot south of .. *’ o

' Tacoma, Vaehtngton, the Franklin Pierce Scho.l Distriot pooled all

special serviceg within the distriot into an integrated dystem that aots
a8 a back-up resource to the olassrcom teachsn, All ohildren are assigned

“to a regular olassroom in their attemzanoe area, -Individualized ; programe
0.

cre deezgned with the aid of a counselor in each elementary butldmg, with

‘the a tanoe of a staff of. diagnoetw teachers, "Because the pyogram'e o
staff hae been geared to a prevention, as well as a remediation, model they are
in. yhe process of trangforming, theis grogram to comply with the recently

rebised gtdate regulations which do not provide for prevention eemeee unth
handicapped rnomes. {j :
RA

" THE FRANKLIN PIERCE PROJECT: AMODEL T NSITION* 4
To an outsider it appears that the Franklin Pierce School District in |

)

‘Tacoma Nashington, is at an interesting Juncture in the life of th i ; o
rticipants--

experiment with the integration of handicapped childreﬁ3 For the

has been for five years: all involved in the project agree that the exceptional
child is better off without the psychiatric label, the self-contained classroom.
and with only the company of other handicapped children. L.

One classroom teacher s attitude is typical of the thinking of many

A special education child can't learn what normal behavior is without

observing normal children. He won't stretch to match the activities

and behavior that are natural to regular classroom children unless he

is in an atmosphere where comparable behavior is exp’“ted from him. .

Terry Fromong, Professor of. Psychology at the Univensity of Puget Sound ‘ B
and one of the. originators of the program, adds that 1t* S important that : >

segregation of children with special problems be delayed a8, long as possible,

- and be limited to only those areas- where the handicapping condition prevents

adequate social and educational progress.

o

*Contact person L. G. Engelson Director of Special Education for District
No. 402 315 South. 129th St., Tacoma Wash. 98444 (206) 537-0211
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The current uphéavai in what appears to be a<smoothly run-program with

3 five-year track record and a substantial inf1uence on a number of other. school

districts, was caused by an up- dating of requ1rements of fisca] and program

accountabi]ity mandated by recent state legislattfon. House 8111 90, passed
in 1971 and requiring implementation hy 1973, states that the_responsibt1ity

for provtdihg and funding a handicapped program remains with the local'schoo}

‘;ed15tri°f Prevention is. Cledr1ye.ergsngnsibiltty Qf.the regu]aresystem and e

-money earmarked for 'andicap funds cannot be used to serve children who are
not documented as handwcapped by the usua1 traditiona1 psychiatrtc

procedures

. The Assumptions Underlying the Model

R
»

‘The most bas1c assumptions underlying the design of the Franklin Pierce

) E

1, ;That every chi]d. regardless of h1s educationa] need, is entit]ed i>
co a relevant educational experience in the school of his own .
ttendance area With his own peer group. ‘

progran are as follows:

2. ‘That when it becomes evident that a child is experienctng ditficu]ty
with his educational program, all educational resources of the
‘ dis qiit are to he made equal]y and freely avattab]e to him,

3. That wlena child is experie cing difficu1ty withih the system,
the fault is to be found as gnuch within the system as it is to be-
* fuund w1thin the child, | _ o
. 7/
4, That traditional psych1atr1c labels are not prescriptive of educational
~ method and often .operate to the detriment of the child by creating the
conditions for the self-fulfilling prophesy. .
5. That there is nothing magical about what happens 1n special education
‘classrooms, and the methods and techniques deve]oped for the special
child are equa]ly valid for at) chtldren.

6. That the spec1a1 education teacher shou]d be what the 1abe1 fmplies, ‘
.. aspecialist in human learning and a resource for all teachers and
children within the system. :

7. That to continue to atteript to solve the educational problems of a
" systém by creating ever more minute subsystems within the regular
system (e.g., TR, EMR, ED, etc. ) often works to the overall disadvantage

y
L
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of the system. since continuaiiy isolating those thiidren who_ do not

. fit into the reguiar System removes the maJor incentive for change <
' - within the system S

L ' These assumptions the outgrowth of a three-year research proJect conducted
L at the Child Study and;]reatment‘tenter. Ft. Steiiacoom, Nashington (1965 67).
- under the direction of Daniei Keiieher,‘furnished the phiiosophiral basis for .

the reOrganiZation of all speciai services in the e]ementary schoois of the - ff~

B T pp—— —,.‘.

U distri ct, AN ,Aa_-.-“ s m_m--__--_m -

Brief History o 0 o ‘

.t

‘ !n assisting the Hashington State Uepartment of Education to expiore
alternatives to seif—contained special educatidn programs segregated hy

; l

© psychiatric iabeis ‘the Franklin Pierce special. education department was *
estabiisued as a pilot demonstration-teaching model funded through state '
excess cost monies. ~ The strategy called for assisting the district in _?_'
making a transition from a seif-contained, segregated program to an - : “
integrated. zero-reject: model in a three-year period The threeryear ’ _ -
- period was deemed ‘necessary in order to provide for the necessary inservice S “; e
training and retraining of existing staff memberse _ ' ""‘_ - V

. In arder to assist the district in making this transition the state |
D department agreed to relieve. the district of the necessity of labeling |
chiidren as a”conditi of making excess cost- funds avaiiabie and to
permit the district tzﬁixpiore a program of prevention in addition to |
maintaining 3 program of maintenance and remediation. in return. the .

"district special education staff was to demonstrate that- 1t could provide _

as goad as, if not better than, service to the same ‘number of handicapped

children, with no increase in funds--using a.zero- reJect model, . - . ‘;

L4
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Fromong says of that time: : f-‘\
I We felt.we demonstrated that indeed we were.dealing with kids as effectively.
i as we had in a self-contained system. We also felt that we were supplying -« -
service to a greatly increased number of marginally- handicapped kids., From
the beginning we were clearly committed to being a prevention program, '
rather than a remediation program., The summer preced14§ our-first year of
operation we received $25,000Title VI funds to rup a summer institute to
train 25 teachers. Most of these came from outside the district. In
addition to paying the cost of instruction, this enabled us to-purchase

¢

e --812,000- worth ‘of - equi pment <12 “sets-of- Sulldvan-Programmed-Materials; 7 e

=) Language Master, 6 Sony Tape Recorders, etc. We used a lot of closed- -
o circuit television for training and demonstration.. We weren't very
_knowledgeable about what our needs were going to be. My concern was that
our ability to expand- the program was always a function of how quickly we
could accomplish the necessary inservice training. In addition.to just ‘
dealing with Franklin Pierce, we also wanted to demonstrate that any district
~ running a reasonably sophisticated specfal education program (meaning they
were making a honest effort to make programs available to. handicapped kids),
.could make a transition to this model with no significant increase in cost,
A very key .part of the program has been to disseminate as widely as -posgible
“what we've found. That's why we set up the summer institutes. Without
the closed circuit TV, we.would have been seriously hampered in those efforts.
, . . . . v
When establishing any innovative pragram, one of the major 1imiting factors
- 1s the .ability to educate all ségments of the community so that the dbjectives
. are clearly understood and agreed upon. In the first years of -the pfpgram
every effort was made to present the;proyram‘to‘the Board of Edhcgtipn, the
administrative staff, the PTA, and teachers in all the Bhildjngs.< The special
educatipn staff4wan£ed_the eXcess\cost‘money that_wés given to the district to
have as wide an Ampact as possible on_iﬁe‘éntireisysteh; They were beginning
‘to understand that what was gdod for a ﬁéndicabped.cﬁild was essen&ja}ﬂy no >~
di fferent from what was good for any other child in the system. Nheh"/they o |
developed materials and procédﬁres that worked with the handicapped, they o
began-to see that ;hese;wqu1d_er0bab1y alSo have general app1icébility to
~ children in the regular program. .« [
CIn the first summer \hétitute,;;hree;éounselors and. two diagnostic = - '
" teachers were trained. The cdunseior served as the “change agent" primarily
responsible for designing a progfam‘and arranging an educational environment |
“which would maximize the probability of relevant educational and/or behavioral .
O change occurring.! '
' - 124 ]
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The counselor-to-be was chosen by the principal from among.his existing d
staff The only stipulation was that the person chosen be a master teacher |
‘who had taught at more than- one level Fromong did not want special education
,' teachers for this role because he felt that if integration Was to'be the major
. goal. the focus of training should have its roots in what normal kids did. not e

what handicapped kids were supposed to do, Msmg_“sw

i - e a1 s o i S e v - ¥ -

The counselor and- diagnostic teachers received special training in educational
‘assessment (defermi"ing the level and patterns of academic skills and deficits); )
- - educational planning (choosing from a variety of materials and approaches a
program of sequential steps to lead. the child to maximum productivity),
"behavior analysis (understanding the internal and external factors governing
) behavior and planning appropriate interventions) administrative problens
’(reluting special education to regular education and exploring the ways in
" which to integrate the two). ' N :
 Each sumner for three years one-third-of the staff, and one—third of the "vj
handicapped children (about 30),in one- third of the elementary schools participated
in these instiiuﬁes e
How It Horks ‘r
' s ¢ The counselor in each elementary building is a member of the building staff |
and also of the special servwces team. A counselor first becomes aware that
a child is hav:ng trouble through a referral from the c]assroom teacher. The
' counselor meets with the teacher, parents, and child, either together or at .
different times, to work out a plan to remediaie the problem. Diagnosis of
the problem may or may not involve the diagnostic teacher.. If the problem
icannot be worked out between the counselor and the classroom teacher in e ther
lthe reguiar classroom or a‘resource room, the child is referred to the Diagnostic
Center. The staff at the~Genter attempts to discover why the child is having '

learning difficulties ‘When 1t {s determined‘that either his behavior or his

3 ™~
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such as Sullivan Readlng Programs, the parents could see’ the progress their .

{ . .
' ’
| . L]
l
|
e . e i o . . . ’ o . -~

lack of specific skills are preventing his learning in the classroom, a program

" s designed for the child to take back to his c]assroom to deve]op the needed

L)

skills. In the early days of the proggam, a counselor would take over the

teacher s classroom while the teacher came to the Center and worked with the

staff until he/she was cbmfortab]e with the program. “In those days, very few
. of the regular staff kne& anythtng about programmed nmterials, or using tape

wrecorders or- Tanguage masters or. any. other hardware. What the. staff d1d was DI

to Wi - k with those teachers willing to try these new tools. and then they N

‘ sha v1nformation with each other. It was a gradua] process, but more and

"more teachers were wi]]ing‘to try new things. Says ﬁ?omong. A

i
o

. ‘ N ‘\
Our stance was that we were just going to do everything possible to
make sure that good: things. happened to the teachers who had handicapped
. kids. We put every: resource we had into making new efforts successful, ~
and we said nothing about that to: the rest of the staff in the buildings.
Pretty soon,.a teacher would say: "Why can 't I have a ]anquage master?"”
And we'd say., "Why ?ot?" e

One of the major reSpon51hi?it1es of the counse]ors in the early days was
parent public relatxons f Parents were encouraged to observe, sometimes 1t

was mandatory. Us1ng t1ght1y sequenced progranned 1nstruct10na1 materials

2

child was making on a daily basis. For the flrst time in'his life, »perhaps, : ot

a child would br1ng books home and read to his parents 4ﬂt every. step along
!

the way the parents knew about the prob]ems that the school was experiencing

“With their chi]d:'lwhatfhad been tried and what otherta]ternatives-wgre avai]abie. .

The parents weyre a'part of the planning.process in the early days. ‘Every

N PR
maJor change in the chi]d‘s pro?ram necessitated a parentdchi1d-teather ‘ .
1 \

’ confe;ence That has not continued in the same degree in the present, due to -

the time pressures on the counselob. - v )
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? - The Problems | | | |
Fromong sees their major difficulty as their inabiiity”to come up with an
efficient and effective enough inservice training program for the entire staff.
| The strategy worked reasonabiy effectiveiy with the key peopie involved in
direct service to the - handicapped students, but Fromong has been unable to
~ resolve the curriculum and system changes necessary to incorporate the changes Awr:_%y
_in this program into the whoie system. One of thr maJor stumbiing blocks has -

. been the difficulty in getting a handle on the inservice training programs of .
" the regular system-—to find ways to encourage reguiar staff to keep informed '
| ut what was going on in the program. At the chiid's 1evei. this spiit is '
njg/feit' the struggie goes on at the buiiding principai, supervisors. and )

."cunriculum Tevel. ' N j
Another probiem~~not uncommon to ail programs--is that because of the
- way specialteducation fuu s are specificaliy ailocated, probably the ‘kindest -
4thing that can happen to any child in the system is to be identified as handicapped
As special education gets richer, and regular education gets poorer. a‘lot . of - : _
new problems are created, one of which is- that the demand for services is ,' ‘
always directiy proportionai to the quality of the program. 0ne of the things -
~ that has nearly broken this program is that al though they set out to. deai with
a reasonabiy hard-core popuiation of handicapped children, agreeing that they
_ would extend their services. as time became avaiiable' to marginaily handicapped
chiidren. the regular system began to ¢iew them as a panacea for all probiems.
At one time they were working with one out of seven or eight chiidren in the
eiementary program. This.was fyhe for the children, but it took the pressure
and ince.t..e for chanae off the regular education system. As “long as special
educatiun operates as a safety valve, there are no incentives for changes in
. inservice training programs, or in the responsibility of the district for education

of all the children. _The reason for this ranges-from state directives about

' t-
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how money is made aVailable to progriis 'to how b TTding prinripals get o

allocatjons for staff, etc. At presgnt the program is’ simply servicing far

" more children than—eyen the spirit or the letter of the law wouid permit

K This is what has created the current upheaval in the program,

A final problem, and a major bne according to Fronong, was in- the choice '

i

of who the building counselor would be. The building counselor was trained as

a ehange‘agent Change in any system Creates ‘an” element of threat and SUSpicionLr"mw“

In times of threat the tendency Is aluays to look to the past--to how it was-—
rather than to the future--to how 1t might be., “One of our major problems

and one that we only partially succeeded in was.in estaglishing.a;Climate of
trust be tween the,admihistration. the Counselor;'and the.rest of theispecial
services personnel. 'Much_more'work needsgto be done in'this_area." ;

" The Successes .

That Franklin Plerce's program has been a guccess, according to the

standards its initiators set, is undisputed Nhen the state s audit team
U visited, they were disturbed because they couldn 't see a handicapped program .

The children were invisible, they had been. absorbed into the regular education-_“

al system: And that's what_the staff had set out to do. :

At the end of this fifth program year, all children who had been 1n self-
,contained classrooms now have returned to and are maintained in regular class- ‘
| rooms, Children who are referred to the Diagnostic Center return to their g '

o classrooms wi thout . diagnostic labels or: any identification which would : f_Q,‘e
©oserve to ~separate them from the mainstream of edacation. Al children are '
potentially candidates for the program, ‘since aTl children require special
a;tention and few requ1re an. isolated method of rehabilitation
At the close of the 1971-72 school year, the. {mpact of .the reorganiied
Special Education program upon the Franklin Pierce clementary schools

" can be stated as dramatic. At the close of the 1966-67 school year, the

last year otﬂthe traditional Special‘Education program, 82-children were
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Evaluation - | N S

et

P

“ .
L]

, . < ‘2NN ,
méjhta1ned and se%ved_by'JQ;S_full-timﬁ equivalent Special Education:
- staff.members. At the end of the 1971-72 school Year, 22 FTE staff

members supplied major educational support to 367 children. This .
Tepresented 8.5 percent of the total elementary population.?;

~ An indicator of-outside ré§pohse to the progrdh can be seen 1n.the number

of "compaséioﬁite transferé" from thé.militany. If a 6?Hitary fanily has a

hahﬁicapped child, and there are no facilities for.thé éducatjon of that chiid
.;“whgfguthe<f§m11y,1s,”thenmfhey maywépply~for;é4compassjonate&tranéfer~toia-
*’ . ) i L . . . N - .

Franklin Pierce on copassionate transfers. .

' _Aﬁ 1nsider]s view of the program's sdccéss.ié stated by Malr-ie<Ko‘\r's'm(5,,:~

v

When 1 came here I was tqid,not;to']abelvor,wdhhy about‘labél1ﬁg'¢h1jdrén;

but simply to teach the children.. ‘And the teachers and I have sort of

Sy

o

IO

3

- forgotten about labels; we've dealt with“children as they come, with: their

- patterns of weaknesses and strengths: When I fipst started I felt I had
to have 'my own resource room, but I soon closed that out; 50 now in my -

building no' chi1d ever leaves his ‘wn locale for .any kind of program. And
any program he has, he does right in- his own tlassroom. There's no pull-

outs. I view my role with any of the teachers in the buflding as a team
teacher. These are strong teachers, and we're just teachers together.

\ f

The progfam has'been~serv1cé-or1gniediffém,its inception, Thefe have not .-

been funds nor time for hard evaluation or basic research. The research that . f_

Iy 1966, a zero;feject mode1 was unique and controversial. The skepticism -

surrounding the fiodel necessitated some formal evaluation at critical |
points along.the way. The most critical of these times occurved midway

Wwere of a descriptive'hatu;e related to instructional or system objectives.

through the second year of operation when the district had to commit {tself

to extending the service to the:entire elementary- population, or to
retaining some self-contained classrooms. At that, time, the State

«- Department of Special Education funded a one year_part-time résearch
position t6 assist the district 1n an evaluation. -

L . n
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_placg_wheré there dre such facilities. Twenty some, children a year come to - -

<

. Was necessary related to data for decisfon Making, and rost of the data collected
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This evaluation was cqggleted in 1969 and no further studies have. been -

dOne. ’ * . ‘ . o .

"” ...the original obJectives were stated as institutional or system |

l.

ubjectives * That these have been accomplished at the end of the f1fth

o
——y

kalyear of opération is demonstrated by:

“ v 1. The lack of any self:contained classrooms that require educating

‘children on-a” permanent Lasis’ outside the mainstream of the regular
claSSroom . , "

2. The greater numbérs of children represghting a greater array. of
academic and behavioral deficiencies served. by the regular classroom .
~ and supported by the Special Education staff, Significantly, too,
- with an emphasis on early identification and’renediation the child

rege*ved assistance withoyt ‘any attachment of a classical psychiatric
. label, . .

3. The existence of a vast repertory of individualized instructional
materials available not only for Diagnostic and Mini-center use, but
available for use by any teacher in the Franklin Pierce system. There.
also‘exists a broader array of alternatives available to teachers to
meet the individual differences displayed by children in the classroom,

4. The availability of several management alternatives to any

P

elementary teacher., An elementary counselor-interventionist who has ™\ -

received extensive training is readily available to observe and

- consult with any teacher regarding & variety of educational delivery.
systems so that exceptional children can be better maintained and
understood by the .regular c¢lassroom teacher. .

5. The demonstration by the Special Education staff that large numbers

’

of children, exhibiting a wide spectrum of dysfunctions could be educated, -

on an individualized basis, resulted in many changes in the elementary
curriculum, Most significant perhaps is the incorporation of procedures

demonstrated as feasible into mujor czmponents of the district s U.S.0. E
funded Experimental Schools Program.Y ,

. \
‘gonclusion
Mhether this program can make the adjustments necessary to the
accountability Mmeasures required by the state, in a manner that allows ;
them to retain the ba31c tenets of their philosophy, is at issue right now.
How Franklin Pierce evolves an answer to this problem may well be a sxgn—

post for the future of other special.educatién programs.,

1 o
-

130



“N

" FOOTNOTES
‘ ; i~

L. Fromong, T. D » and Engelsen, L.G. "The Franklin Pierce ProJect in
-Special Education, 1967-1972." Mimeo. July 1972, p. 10, Available
from the authors, ' 4

2. Ibid., p. 15,

: a
3. [Ibid., p. 16. v
| N r
4. Ibid., p. 17-18.
_ ‘ N

. X
Tl

[ ST

: ;}Ql A s
. /L
7
soW/se
\ , ' ;




.
i

ROLES AND STRATEGIES FOR INDIVIDUALIZATION

Individua]ized instruction succeeds where teachers have a multiplicity of
skills and an abhh;;hce'gf confidence. They be]ieve they can do it, and
they set outiko do so, often in spite of past experience or present intuition
that discourages their attempts to personalize programs for 30 children.

Where the: ro]e of the specialist - be he/she resource teacher, psycho]ogist.
speech theraerst: diagnostician or s;EiaI worker - is des‘gned to offer real
support nab Classroom teacher in his/her efforts to individualize, an

\
atmosphere conqucvv- to change is created. If the specialist brings with. \

\

o

nim/her new tedhniques and the desire ‘to share them, the- chances for the
( regular classroom teacher to personalize 1nst:y€ffen increase considerably.
When the resource people functaonﬁ@s a team serving the classroom teacher,
combvning skil?g and energy with demonstrable respect for each other and the
children, then the needs of all the school people to experience growth in
‘their lzves will be met,<not only in the classroom but throughout the school
building. | ' .y
For many years, specialization was a hallmark of -education for the
\\‘~haggjcapped. Roles vere stringently defined between specialists and general-
1;%5, often,with~§he result that a barrier was created between the two.
Tensions and ineffective communication resulted where specialiied and
regular teachers ekpressed feelings of "my" children and “your" children.’
Team teaching, open space schaols, peer and cross/age tutoring,
~and multi-aging of children have helped to break down rigid role definitions
and c!az ’

sroom homogeneity. Flexible role definitions and heterogeneous

classrooms seem to be of great value as a{ds to personalizing instruction.
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Similarly, programmed learnlng, preci510n teaching, behav1or modification,
and diagnosis and prescription are>techn1ques and strategies that also
facilitate pianning and carrying out individualized programs for all children _
and frequentiy of fer USefulkfeeﬁbaok'for evaluation. ‘ | -
These different approaches to‘individuaiizing instruction are discussed |
in<the following papers. The first describes a university-based ining
orogram at George washindton University'that defines the resource teacher as
a crisis interventionist, skilled in handling immediate disruptive or traumatic
behavior, as well as ongOing; long-term academic disabiiities and handicaps.
The crisis- -resource teacher knows how to niodel communication between chiidren
- and teachers and attempts to find alternatives to negative interactions and
routines. Although the cr151'-resource teacher is on]y one person he/she can

’generate a team situation as c]assroom teachers become conVinced of the va]ue ‘

of his/her methods foyg handling both crises. and less dramatic tut daily, prob]ems.

The second paper descripes ar organizationai diltemma. How does one keep
track of children who enter a schooi noWhere near their age-mates in ability
tevel, and who may leave .six months later? An elementary school on a military
reservation in kort Lewis, Washington, uses precision‘teaching, continuous
assessment, and team teaChing to provide the kinds bf experience that will allow
eacb child to pick up skills at exactiy the point where he/she is deficient,
andﬁprogress through the academic tasks at a pace conducive to'his/her particular
ieJrning style. An organizatiopal system combined wiﬁh a high degree of adult -
cooperation provides an impressive picture of individualization under difficult
- circumstances.

Diagnosis and prescription is a route chosen by many educators who -
pursue the goal of personalized instruction. In the third setting -

described, in a school in San Jose, California, a team‘of three (resource
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teacher; learning disabiiity teacher,‘and speech therapist) work as |
one to identify, prescribe, impiement,and evaluate learning plans N
'for handicapped children. They may pull a child out of the classroom for /,
work, or go into the classroom and work with &he child there; they may teach
~ the teacher how to diagnose and prescribe on they may work up the pian '
themselves.' Each decision is dictated by thé spegific needs of the child.
This paper presents a case study of one chiid's progress in reading/which
we think will be of interest, given the prioqity and stress that our public
. schools piace upon the mastery of reading. / z“~
Open space schools have fostered innova ifon and chaos,'experinbntation -
and despair How a teacher reacts in ap 0pen space setting is often a direct -
‘resﬁlt of how well she/he has been pre;ared to cope with the number of new
problems or chailenges the physical. setting presents Under good
carcumstances - where the principai is cognizant of teachers needs, whqrp

\

teachers are mutualiy supportive and skill1ful, and where the children feei.
encouraged to pursue iearning in thelr own particular fashion - open space
_ schools can be extremely interesting environments. The fourih papervpresents
such a piace’ Brigadoon E]ementary chooi with a differentiated staffing
concept, and a low pupii/teacher r;zio pupiis receive academic assignments
on a contract basis, and move through skiii areas with teachers continuaiiy i
assessing their performances. As they meet the specific criteria levels, they
advance to new skiiis; asqthey’advance. their academic performance is
chartered by criterion tests and timed samples, and decisions are
made about the need for changes in their programs.to ensura continuai’
/)/brogress for each child. Brigadoon's teachers have found that the
contractuai process. has been the mOSt effective tobl for indiViduaiization.
and the data generated by this program creates the. basis that aiiows them

to make relevant program changes based on evaiuation data,
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_ The final paper in this section desc ribes a method of maiqifriaming .
in use at Santa Monica, California that-individualizes programs for
SR exceptiona1 students acquis1t1on of skills and behavior, patterns, to

f ensyre their smooth_integration and maintenance in the regutﬁr c1assroom.
The engineered c1assrooh is a well-known model of behavibral cohfingency
techniques replicated in many schools throughout the country. r‘;he\\
teacher in the engineered c!assroom is a specialist in managing theM ~
total classroom env1ronment and each student-within it, to shape |
Jbehavior'and ra1s§ sk111 levels required for regular claSS*attendance{

"‘ Assuming that ail chi1dren are at all times ready and able to. 1earn.

Aregard}ess of their handicaps, the engineered classroom is perhaps one

.3' of the more, complex designs for mainstreaming, and certainly one of the

ore controversial in the field. Reactions to the high}y structured forms - -

of teacher/pupi1 interaction vary from enthﬁtiasm to outrage, Drama§ic

S
responses aside the engtneered classroom is a significant contribubion

to successful strategies for mainstraaming.

N
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“*Contact person: Merle Van Dy

. i‘ -
) -

. _ = o » S : ‘
The role of the resource person is defined in the master
Ceorge Wavhington University as one who te skilled in maintai
. children in regular olassrooms through use of direot, immedia

+ techniques with children in behavioral or academic’trouble,
consultation with regular classroom teachers. to ereate a st

's program at

ning handicapped

te intervention

and follow-up

rategy for rmatnstreaming,

CB%SIS RESOURCE TRAINING: ~ THE GEORGE WASHINGTON UNIVERSITY*.
. . . w ) .

" Merle Van Dyke, Director of the Crisi§~Resource Teacher (CRT) Model RS

- Research Projéct, and'Assistant Professor of Spécial Education at George

Washington Universjt}.. describes the qualities he seeks in a candidate;fdr a

' ]

master's degree in the CRT program: " o
I'160k for someone hungry for change; someone #ith a high physical *

and psychic energy level; someone who tends to live a relatively

open 1ife and who faces problems directly, an experienced teacher

with a meputation. for individualizing instruction within the class-

room) Then we lay on a heavy dose of training to reinforce these

qualities, We use a great deal of questioning, sensitivity training, ..
and self-examiration. ‘ : S

e With emphasis "always on the human 1nterapt1?d3, the program trains CRTs’ !
1h the necesseey ski]’é to serve an entire school population, i.e., diagnosing
and.remediating learning djfficuities; choosing'releyant teaching.mater}als;
practicing parent counseling and family‘dynamics; kndh1ng how to apply the

principles and practices of behavior modification and'contingebcy“management; and

understanding systeins theory and practice as it relates to the public school

system. ,

The.range of services that the CRT offers to children, teééﬁérs. and

administrators emphasizés‘“direct, immediate intervention serVice‘to children who;

~at any given moment in time,‘experiehce academic and/or behavioral difficuity."!

ke, Assistant Professor of Special Education, The
George Washington University, Washington, D.C. 20006 (202) 676-6170
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" The crisis teacher program.is designed to give this periodic, 11m1ted

help to a child at those specificMimes in the child's school.life
space when h1s/h§\aneeds are such that some extra (to the regular classroom:
c ‘

Y

program) resour s indicated. For some children this extra‘support
may be needed for™anly a 10-minute period of time; for others, the time
necessary may be an hour or two, or perhaps the remainder of the school ‘
day. On pare occasions, the child may need thé services of the crisis NUSENS
teacher for two or three days; however, 1t must be realized that no child
1s "placed” ip a crisis program because at that point the program is no
. longer doing what it is destgned to do, 1.e., to give temporary, periodic
: help to troubleg ¢hildren only for the duration of time when th1s extra
helr, 1§ needed.

l"1dent1f1ed as critical but his/her particu]ar duties are often left purposefully |
flexibla, . In this train1ng program the resource role is high\ighted as a specifie
i "dynamic function that exists to produce "change in general educat1onal pract1ces, N
part1cu1ar1y as they re]ate to meeting the spec1a1 needs of any and all cKildren ‘%f -ef‘f
‘regard1e<s of how those children may- be categorized W3 B ’
CRT Training B
Mery '

’
Ll

ell is Acting Coordinator of the'19737program whi1e Van Dyke is on

leave to \the Distf{ct of Columbia as assistant super1ntendentAOf special education..
She explains\that since the CRT* does not Qant to puli the child out of the g1essfoom,
but does want\to give aid to childrep with specific proelemsv each CRT ‘defines »
what it is she/he does or does not do, in thé following terms: 1, Does what I'm

doing allow the' child to stay 1n/the regular c1assroom? 2. Does it change the

regular c1assroow so that the ch11d can profit from it? Says Ms. Campbell:
We try a11 kinds of ways to effect this--a d1agnosis and prescription
if that's what s necessary, a tutoring session, if that's necéssary, ur
sometimes we'll work with a child to dpproach a teacher, so that the teacher
will be w1111ng to cooperate with us in a crisis situation. We believe
that crisis is the best time to begin changing things, 6ecause that's the
time you can 1ntervene most effective]y

?

khat is meant here is that often those teaehers who have not wanted to work
wfth CRTs become much more supportive if help can be given to them in even a
single crisis situation. | | |

Training approximafely 28‘fel1-time students per year at Georbe Washington

)
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. “to intervene effectively consists off33 semester hours of éourse‘WOrk and.
pragticum experience. Codrse‘work(inQolves'semiﬁars and small-group discuséions
(there are;ho Iargeblettures);jn edugationé‘yprograﬁming for children with
behavior problems. A basic course_ié described in the fol]oWing terms:

...ecological considerations of the child in the school secting:
examination of historical ‘and contemporary models in special .edu-
cation; family dynamics and role theory; communicated expectations and the
behavior of children; self-concept and its educational significance.

[One course emphasizes] clinical teaching of problem children and
~offers instruction in planning educational programs for special

education children in regular classrooms. [Another courst offers]

psychoeducational diagnosis of .children with learning.and behavioral S
difficulties, [and deals with].research methods and procedures and

) the-jnterpersonal dynamics in special education. | N
- There are also group discussion courses designed to increase the students'
~ self-awareness and their sensitivity in relating to others. '
Th; finsf seméster the student works 2 houfs a week in a public school

with a CRT. She/he is obsefved weekly by a member of thé university staff and

she/he .meets weekly in gma}l—group'seminars‘tp discuss experiences with f?llow

students. The secondbsemester, the student will spend the entire Qork day in
- a pu51ic school, either Sétting up a crisis resource program, or working a!;ngn,
side of a graduate of the program. Seminars are held again after thé'el;mentary
schbol hours for the pyrpose éf discussion and problem solving. Diagnosis,
assessment, and Eeﬁed{ation experience 1is aiso gained tﬁkough w;rk‘ai the Child
Stﬁdy Center at George Washingten. Children tﬁroughout“;he b;c. area are referred -~
to this cénter for learning problems, and the CRf student is assighed one child for
whom she/he‘désigns én edﬁcationa] remediation plan. The student can take as
lon? as necessary to establish a plan that works for that child. |

The CRT Within the School

Tﬁe schools in which a CRT trains and works are often characterized by a high
degree of transiency and behavioral problems among the children. The number of

one-parent famjlies is high, and, for the most part, communication between the .
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school and the hoﬁg-is not good. PhiIib Benincaga‘has been principal at Sflver
‘Hille1ementary Schépll Prince George County;‘Maryland, for three years. In fa11;
'; 1973, the ;choo1 chapéea from § 12 percent to 38 péfceﬁi black population, due to
. boundary cﬁﬁggés grawn to-effect rgcia] integration; 174 white ch1ldéen'léft the .
school; and 90 new black'students entered. The schoo]‘%opulaiion hgd been tradition-
ally middle-class, as were the téachers.‘ln the first two months,‘Benindékﬁ?changéd{ ‘
programs five tihes,in an at;eﬁbt to alleviaté the séverg problems occurring @s a
“result‘qf*teaéhers and chi]dfen’“engaging‘in a test of wills that did neifher_grOUP
any good." Nancy Gibson, the CRT at this school, spent much time at the beginning of

o

Ms. Gibson says:

“:-the year putting an entjﬁe sixth-gréde‘class on a behavior mod[ficatidn schedulé.'

: I would have seen the same ten kids in my resource room every day from that:
s ~». one class, if we hadn't decided to reorganize the entire classroom. After
_ several mdnths we were able te replace a token reinforcément schedule witq
. verbal reinforcement.. : : - ' o

td
L]

"Benincasa says that the,imp]ementation of this technique made a dramatic difference :J
~in that classroom. .~ ° . . :

Whére Nancy has had cooperation, from the. classroom teacher, the amount of
classroom turmoil has been virtually eliminated. ‘ : ‘

} But he also adds:
The problems have been so massive here that the full impact of the CRT hash't
Heen felt. She offers help and those teachers who are receptive have grabbed
for- that help; those who don't, pay such an emotional price (ip terms of -trying
. to solve all their problems alone), that they, too, eventually come around,

;Ms. G{bson[s presence has also helped those teachers who‘wohldn'tv}epo}t prbb- :
lems because they saw that ac admission of failure on their part id handle their
classrooms. Now, they feel freer to admit mistakes. The greatest strength of the ‘
George Washington pfbgram, as Benincasa sees it, is in their 1nitia1'screen1ng prpcéss;

most CRTs are mature people with teachiing experience. . '
The daily work of a CRT will vary as the needs of the school population

damand. The crisis-resource room is centrally located in the school,building -
~ . , : ) . S . .
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so that it is easily aCCéssible to all children. ‘The-nature of the CRT's

rolefof always being available resu]ts in many children seeking out tha CRT--
during recess, at lunchtime or for “"reward" after wofk in their requ]ar

A

classrooms, No children are regularly -scheduled to the (oom, a]though the

~ CRT'may see some chi]dren on a somewhat regu1ar basis for a\short period of time,

" Nancy Gibson's da1)y work begins by looking at a child withtn the total
school framework and by help ng the teacher to v1ew the chi]d gﬁ t way

Before my CRT training. I Used to trust that the classroom teacher

knew what was best for the child, But often teachers' have just as much
to learn as childrén, and they can't really tell you what's wrohg. S¢

I test and observe'a child to arrive at an evaluation of the problem,
and then I plan daily or weekly lessons .for the child, if the teadher
doesn't know how to do this. Gradually, the teacher wi11 take over
making worksheets, writing daily or weekly objectives, and evaluatign

forms. I tailor a]] my suggestions to the goal of working with the ‘teacher.

- At Glenallen E]emehtory School 1h Montgomery County, Mary]and,'7Q peroent
of the children have onéJparent families, and many live in a low-middie income

housing project. The transient population causes much frustration to the prin-

’ cipal and teachers who are tryiné to provide the children with a place to work out

some of their prob]ems,yin addition to acquiring the basic ski]]s they need.
Kandi Hutman, CRT at Glenallen, was a\oiassroom teacher for five yearé before
return1n§ to graduéte school at George Washington University. She had become 1n-
creasingly dissatiSfied Qith hey own fack of growth and'her-fso1ation from other
adults duriog the norma]lscﬁoo1 day. At George washi%gton she says she was,
ana1yzing problems. Because of the ideas I suggest and the approaches that

I take, I.can give tRachers many more alternatives in any crisis or learning
situation,

thorough]y soakedéjn the philosophy, and came away with real skills in
Kandi Hutman w111 ha\e a student intern from George Washington in the fall to help
her with the substantial number of crises and daily problems She will face. The
inte}n also will become a confidant, because Ms. Hutman realize§ the importance of

not establishing alliances with theﬁﬁeverol teachers and ofher specialists in the

building. The CRT can experience loneliness and isolation if the school setting
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-is a d1fficu1t one, and she/he has to maintain a position of‘avaflibility to
-everyone and 1ntimacy wWith no one, i
A teacher at Glena11en described her 1mpress|on of the way Ms Hutman Yo
works: -
Kandi tries to help teachers understand that there are different ways
¢ * - of dealing with children so that they experience success. To be truly
' effective in this role, you can't have allies in the school r that would
alienate some of the staff. It's important to know the informal power
structures in the school, and to be .omfortable with the knowledge that
- you won't have all the answers.
‘nFanchon Silberstein is the CRT at Thomas Jefferson Elementary School'ﬁn._
Falls Church, Virginia. This is.a four-school systém in anlaffiuent white

‘ middle c]ass area that does not experxence the h1gh student t(§nsiercy rat/)

v of some ne1ghb0r1ng communities The staff turnover 1s sma1], and the teachers
are encouraged to visit in each others' c1assrooms and 1n other schools. The.
principal, Iibrarian or physical education teacher take over classrooms so that
the teachers are free to do this. The staff is organized in teams; the ]eaders
oﬁ the teams meet with the pr1nc1pa1 orce a week to share ideas and dec1sions
M Silberstein is’ also present at these meetings and uses the time to ta]k to the

. teachers about general ideas and p]ans
\ We try to provide a pos1t1ve»env1ronment and I encourage'oeop\ebto keep

talking until they begin to see how they can solve their own problems.

What the teacher does has everything to do with how a child behaves.

Ms. ‘Sllberstein s room is set Up as a-reward s?tuat1on, as ig Ms. Hutman's,
-Every day at recess 1t S open to a different classroom to use for games, drawing,'

5 pa1nt1ng, etc. There 1s‘a "feel1ng walt” wherq,children are encoEraged to write

;about.things,they like, or‘feet strong1y about. The room also serves as a cooling-
out‘place for chi]dren‘who need sone time_odt trom the regular classroom -. a place

/to be quiet for a few minutes, or to be with \an adult and receive her/his total .

attention.

A fifth-sixth grade teacher at Thomas Jefferson comments: (
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I'm extremely Suppdrtive of the CRT program because I've seen it work

' . well. T use 1t in a crises when I have to get a child out of the room.

B It lets the child ceol-out when het's not feeling OK, and helps me to
calm down, 'I also use Fanchon'as a resource when I don't know what to

do. I feel like I'm working as a team then. - Fanchon's built up a~
rapport with kids; they know she'll be fair and that she'1] 1isten th
them, but that they can't play. her against their classroom teacher. And
she's very flexible about receiving kids. Sometimes there Just isn't time
to write a note explaining why I'm sending a kid down to her, and 1
‘appreciate the fact that she's flexible about that. o -

. An evaluation of the CRT program at George Washington Univergity finds
that: - - . ' | '

. 1f maximal benefit 1s to be reaVized by the child, there must be
continuous dialogue among all professionals concerned with the chiid's
- welfare. We feel so strongly about this point that we suggest to
most schools who are setting up this kind of-program that they build
in ‘a.rule that says that the crisis teacher and the regular classroom
teacher must communicate with each other before the end of the ddz ;
ave

.{or the beginning of the next school, day) about the children who
been referred to the c¢risis program. o

[l

»Eva1uat10q Procedures‘

Evaluation of the training program is based on 13 g&als. Methods used to
ascertain students' achievement of these goals inciude a self-concept scale,
pre-post training data collectién, independent ratings by university staff and
séhoo]-based supervisors, facu?ty,cdhstructed<échievem;nt tests, ahd students'
apécdotal se]f-reporté., Additionalfy. evaluation of the model is cbnduéted by
a pre-post design ““at geasures a schoo]'s»procedqres concerning handicapped

children béforg and after the introduction of the CRT model.

"The goals of the CRT training program and the prbposed method of measurement/

evaluation of each goal are as foilows:5 |
‘ . *

Goa]S . Evaluation Methods

1.. To produce a rfse jin the self-concept 1) Tennessee Self ConEept Scale,
: ~and feelings-of-adequacy-and-personal 2) Tndependent judgment of univ- - ,
S worth of each student. ersity staff vesponsible for student .
. - : ‘ advisement, courses of instruction,
: and practicum supervision. Pre- and
post-training data collections.
3) Students will submit anecdotal
self-reports on prescribed dimensions
relating to self-concept. Pre-and
~-post-training data collections.




o

2. 70 produce positive growth in the 1) Independent (gting of university
perceptivity of the student relative staff, practicum supervisors, and

to dynamic psycho-educational data practicum supervising teachers., Pre-
on children experienging difficulty and post-training data' collections. -
in the teaching/learntng process. 2) Students will devise an educational

program based on a behavioral descrip-
_ tion of a child demonstrating the

ability to collect, integrate and . -

interpret’ psycho-educational data on

RN

a child, Pre- and pgst-training data
- colldction. : o
3. To produce interpersonal skills -~ 1) Independent ratings by university -
' in 1life space interviewing and staff ‘and practicum supervisors. 2)
_other interpersonal interactions Independent ratings by practicum super-
. with emotionally disturbed and vising teachers. - 3) Achievement
. children with behavorial problems, =~ testing on the principles of life space

interviewing. ‘Pre- and post-training
data collection, - AR

4, To produce knowledge of curriculum 1) Student must set up reading and .
at elementary and junior high arithmetic cyrriculum at lIst, 3rd,and
levels and an understanding of - 6th grades demonstrating appropriate
the ragionate that places ‘certain séquential curricular tasks. Pre-
skills ‘at specific developmental and post-training data collections. -
Tevels. ~ | 7N

5. . To produce skills to diagnose and Each student will be responsible for °
remediate Tearning difficulties. working individually with a child over

time in the Spécial Education Child
Study Center located in the Department,
- \ of Special Education;> Biweekly progress..
c y ~\ and difficulties will’b
: S © - tally by the student and project staff.

1 s

6. 30 produce mastery of curriculum Student will engage in appropriate”

. at the level :the stiuident choosés tasks in conjunction with the
to work. ' ' . Instructional Materials’Center
. requiring written reports on this
dimension, '

7. To produce skills needed in the Student is involved in practitun
creative manipulation of existing experiences on a year-long basi§
servicés of a given school or system in’a public school. Monthly written

- for purposes of meeting individual anecdotal reports on this dimension
needs of emotionatly disturbed will be submitted by student and
; " practicum supervisor articulating

children. ¢ s
. o strengths and weaknesses over time.

8. To produce workihg familiarity with Facuity constructed achiever~nt test

existing and historical models of administered with pre- and post-
special education, - training data collection.
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9.

10.

To produce working knowledge of

teaching materigls and media relevant

to the student's chosen level.
. &

To produce knowledge-and skills in

the theory and practice of parent

~counseling and family dynamics.
unse and ¢ /nain ¢

1. To produce a Working knowledge of -

system theory and practice as it

~ about which he has learned; reports

¥

Student will submit monthly written
report on new materials and media

must demonstrate that the studert o
has working knowledge of-how to use -

the materials and media reported.

(The Department of Spetial Education

houses a funded Special Education -

IMC/RMC in’thé same building as the

Special Education Child Study Center:

in addition the School of Education

IMC 1s housed in the same .facility as

the SEIMC.) ,

1) Faculty constructed achievement
test on-the theory and techniques of
‘parent counseling and family dynamics.

Pre- and post-training data collection. '

. 2) Eachhstudent will be assigned -

experiéhces in parent zounseling-usually

P

with the parents of a child with whem

" the student is working in his practicum °

t

re]étis to the public school system:’
particular emphasis is on the prqduc-

- tion. of positive change in tHe
- culture of the school, . .

To produce consultative, inservice
training skills which the student
can use in process over time with

a

-

assignment, :Student will submit. taped

reports following each session which .

wiTl be evaluated by university practicum.

supérvisors.’ o .
' ' ‘ B A

,1) Faculty constructed achievement

test-on the theory and principles, of

change production. Pre- and post-

training data collection. 2) Each

student will be assigned to year-long- =

practicum experiences. Monthly: anecdotal .

reports will be:written by student on .

this dimension relative to student .

strehgths and weaknesses. ‘3) Specific \

positive changes in-the system of the

school to which the student is a$signed,

and which are attributable to the

student's work will be accounted for

‘by the master teacher with whom the

student works. :

" 1) Faculty constructed achieyement

regular-’classroom teachers, admin- *

istrators, etc., in,the student's"
follow-up work with the source of
referral of a problematic child.
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test on.the theory and practice of
consultation skills in . public schools.
Pre- and post-training data collec-
tion, 2) Written monthly anecdotal.
reports by the student detailing the
studen®'s stréngths ‘and 'weaknesses

on this dimension.: ‘ '



13. To produce working knowledge of the 1) ‘Faculty constructed achievement
. principles and practices of behavior test on this dimension. Pre- and
qnodification/contingency management, post-training data ro]lect1on
theory and practice. 2) Written anecdotal reports to be
o o submitted at the end of the 1st
and 2nd semester on this.dimensian.
by the student and university
practicum supervisor detailing
strengths and weaknesses in the
student's procedures. .

~ The Futuﬁé
| The CRT‘pronrah will graduate 28 students in 1973 Some of them may not
assume jobs. as CRTs, but may become assistant pr1nc1pa1s or reqular classroom
teachers instead.  Van Dyke does not cqunt this as‘a foss since the role of
_.assistant principal is often one directly responsibfe for deating with behavior-
al problems.  With training in CRT, a gradﬁate can spread the philoso;hy as
well as 1mp1emeht the concepts ts ejther assistént principal; or classroom
teacher.. |
The program is nbt likely to expand gredt]y at George Washington. Van Dyke
Sdys:- .
wé couldﬁ 't expand and sti11 keep the vaf1ables controlled. I feel that
the model is generalized, but no one does it the same way we do. I now want
a modviar curriculum desfqn that allows us to work on specific areas -

better. e will moye to a performance, competency-based training, and
most ¢f the thinking and planning for this is already done.
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FOOTNOTES : !
Crisis~ Resource Teacher Training Program, Fiscal Year 1971, ﬁ}na1 Report,
The George washington University, Department of Special Education p. IV.
Van Dyke M G. The Crisis-Resource Teacher for Behaviorally Problemed
Children. Mimeo. The George Nashington University, Department of Speciaﬂ
Education March, 1968, p. 2.

Fina] RepOrt op cit., p Iv.

: VansDyke. op_cit., p. 3

Eva\uation of the Crisis-Resource Teacher (CRT) MA Leve} Traintng Program.
Mimeo. The George Washington University, Department of Spec1a1 Education.
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Teqeher-developed assessment packages enable the staff at an elementary
school in Washington to devise an individualized program for all studente.
Continuous aesessment measures are used to maintain close sipervision of
students' skill acquisition, and ecxtensive use of peer tutoring creates an -

" atmosphere free of stigma for the large numbers of children who are functioning

below grade level due to continuous transfers of their military families,

PARKWAY ELEMENTARY SCHOOL: ORGANIZATION FOR INDIVIDUALIZATION*

The integration of mildly handicapped children into the mainstream
of public education is not one of our objectives. It happens, and
we're aware that it happens, but it's not the focus of this prograni--
it's Just tangential. An educational approach that assumes children
function at many different learning levels can accommodate handi capped
students yithqu; even focu;ing on that goal. o o
So speak; bon Ellis, who has d%rected‘h1s energies toward instituting a
program with é piéce for every chfld, during his nine years as prjncipal.of
Parkway Elementary School, o o ‘ |
Parkway Elementary Séhoo] s located on a mf]itafy reservation south of
Tacoma, Washington. There are about 400 children in this schoot and‘every one B
oF them has a father who is an Army sergeant. They travel a good deal; the
turnover rate in the school from $eptember thréughydune is about 55 percenf.
These youngsters have attended échoolyall over the worlq:'and the divgrsity7‘ | |
of achievement within cne age grouping is remarkable. ‘If these Ehildren were
given some intel?éctual assessment tests, El!fs speculates thdt ﬁvsizablé port1on
"of them would fall into a subnormal catégony. But rather than administering .
iests and categorizing;the children according to standard assessment measures,
Don Ellis made some specific detisjons about the competencies he wanted the
children to acquire. Since some of these children come to Parkway with gross
basic skill dysfunctions,.the first instructional areas to be focused on-qﬁsf

1anguage (reading and phonics, which is taught as a sepdrate skill), math

{computational and modern math skills), handwriting, creative wriﬁing, and .

*Contact person: Donald K. E11is, Principal, Parkway Elementary School,
41st Division Drive & Ohio St., Fort Lewis, Wash. 94832 (206) 968-2440
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spelling. This takes up a little over half of the school day, which is

very structured. The few hours that are left are tagged for freer, more

creative,‘les; structuﬁéd'activities. ;

In each basic skill area, the staff‘sefwgp their objeétiVes and the
1éarning sequencés'redui}ed to meet those objéctives, an& they established
assessment packages to test achievement at éach level ﬁf tﬁe sequences. Théy‘
used both‘cqnnnrcial materials which they adabted to their needé. or they

wfote their own materials to transmit each stép'of the sequence. And-they

“instituted the evaluation procedure of continuous measurement. Says Ellis,

I invented a display that children can use themselves. Every child

in the school, from first grade on, charts his own responses in the
basic .skills, It takes two 10- to 15-minute sessions to teach them
how to do it, The chart is theirs--it doesn't belong to some adult,

it sfays with them. This doesn't mean the children set their own
goals. They have some choices--they can choose how to learn the
vocabulary (with a peer, to use language master cards, or other alter-
nate ways), but they don't have a choice whether they‘re going to learn
the vocabulary or not. t ‘ o

1t takes some children a very short period bf time to master a skill.
“and some take a very long time. We don't gat excited about that as -
long as the data show that we're getting movement in the proper
direction for the individual, and that our overall efficiency is better
than it was under previous systems. We have the baseline from previous
years to indicate this. " o -
Tne school is organized into four teams, three are instructional and one
is a support team, which consisis of all the‘itinerate personnel, 1nc1uding a
counselor who is tféined along the interventionist model. One 1n§truct10na1
team can serve the full range of grade levels in the school. Designatafn of
grada levels are used only as a help to parents. Ellis dpesn't want to have
to spénd a lot of his time explaining why he doesn't have a third grade. It
. } .
doesn't make any différence to him what those labels are, only the functional

progress of the youngster is important. Each teacher team may be compbsed of

~from three to $ix staff members (K, 1, 4, 6th grade levels, for example), and

one aide. Children are assignéd throughout the schoo]_in the skf]] areas--

149 - v
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one levef‘may have three teachers 1f that's where a lot of children afe,

or ono . tqacher may have three levels if there are-fewer children there. \
Children ‘are not just, assigned to teams, but to {ndividual 1nstructors withln‘

each feam. These are very mebite; 50- 60 children a day move from Ieve] to

‘leve1 If one tean gets }oaoed up with children a number of afdes will bee

mOVed to help them. '

L ]

1he first week of ‘each school year is spent in doing assessments fn each
of the‘ba51c ski]l areas. Buring thjs time, the children learn how,to use'
a contract, how to do their own charting;;how to take a tiMing; and the’.

generaliiea classrocm management teCninques'that are standardized throughout

~

the s¢hool E11is explains, ;

You can't have children moving from room to room with the classroom

rules constantly changing--so all those techniques are standardized

throughout the school. The children are assessed and placed in their

initial group. The assessments are usually 10-20 percent inaccarate.

We take care of ‘the inaccuracies by letting children challenge out or,

if they don't make it, we £§a5sign them to a lower level. New children
r‘

who enroll during the year™are given the orientation and assessment and
_ ptacement on their first day. .

An exampfe of an -assessment kit in phonics allows the assessor to give -

the child a one—ninute test from the simplest to the most’comp?ex levels

(vocali21ng letter names, caying sounds “shaping vowels, consonants, blends

and digraphs, dlpthongs, irregular sounds, sy;}ab1cation and testing advanced

_ phonétic rules). In the simpler levels the ‘child must get 30 letters or sounds

correct, with no more than two errors, in a one-minute testing 1n‘ordervto pass

~ to the next level.

4'Because ;he students arriee with such a wide range of competencies.‘it is
not unusual to see an ll-year_dld'child and ‘an eight-year-old working at the
same Ievel. There's a great deal of peer instruction.' For example, when a
child finishes the last level in phonics, he/she is trained by a counselor to

instruct other children two or three periods a week. Many of the -instructional

. V50

L



materfals are set‘up for peer instruction | o

This is the first year that Parkway has been formally organized with a
team teaching structure, Although they have always had a lot of trading of f
of children, they haven’ t had this amount of movement, before among the children. B
To prepare the teachers for this structure, they held two one-week workshops

during the summer, where everyone developed more instructional mdterials. Nhat

were teachers' attitudes toward moving to team teaching? Ellis says “they arrived

at a consensus that thts was what they wanted to do. Each individual teacher

was given the option to continue at Parkway, or to be transferred with honor to

.another school. No one chose to be ttansferred everyone signed a Written SRY

s

commitment to the program »

Parkway is a traditional, older school. No.walls have been removed, but °
the halls are completely carpeted, which allows 10 percent riore instructional
space. Children move easily between the classrooms andjthe'hall:;andlduring
the four instructional periods every morning they-move to different classrooms“
for reading (one hour) handwriting (20 ninutes) phonicS'(40 minutes}, and
math ‘(45 minutes). The afternoon is spent in their homerooms in larger-group .
activities, such as art, music, social studies, and physical education.

The teachers may see up’ to 120 children a day, and for this reason most of
them are very pleased with the continuous assessment procedures which allow them
to know each day where each child stands in,specific skill areas..,Furthermore,
the criteria for passingvfrom one work sheet, or reading level.lto[another s
clearly. defined - the children know what the standards are and they don't feel
that the teacher is imposing new standards arbitrarily. N

One of the most noticeable‘characteristics of a classroom at Parkway 1is
the amount of informal, as well as format, tutorino that‘ooes on between the

children. They tesﬁ“éach other on theirbdaily work before being "officially"

~ timed and tested by the teacher. And they feel tremendously pleased when -

s .
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" someone they've just helped passes;his/rer test When the chlldren'have
completed their work and need a timing or a checking for accuracy, they ask

the teacher for a conference.“ She spends a few minutes with them and is ready
for the next child after she's told them what to move on to, or what to redo. |
until 1t‘s‘right An alde also moves around the roon helping children who are
havlng trouble completing tLeir work. One of the teachers comments on'the

=teachlng procedures.‘

We're not precision teachers. What we're doing is teachlng on~an
JAndividualized basis using some preclslon techniques. We've pretty

much evolved and developed what we're doing by ourselves. 1 think °

ft's better than anything 1've -ever done ip the past. It reaches

more students, and 1 feyl more comfortable knowing just where they

are at. _

- Profinent in every classroom is a Wall size bookcase containing work . sheets . 'f
“from levels l - 13 1n each skill area. Related to the development of some” of
athese materials is "Program Project," funded by National Instltute'of Education

under Title III for “fi e’years to help teachers handlé the wlder range ‘of ‘
students that wlll be’ turning up in the classrooms as a result of washjngton s
House Bi11-90., By 1973, special education will only be responsible for the
f_very'deviant. and regular education will have to acconmodate a larger abillty
range than they;ve peen responsible for in the past. Program Project, based

at the'Unlversity of Washington in Seattle, is designed tokintegrate mildly

and multiply handicapped children jnto the educational mafnstream as much as
possible. There are four teams doing basic research on instructional materials,
programming for severely retarded children, and setting up prototypic models on
how to teach these children without having to put a teacher through a whole ,
new training scheme to learn‘now to work with them. . o k L

The field component tean is at Parkway. They write and test instructlonal
materials that will help'the integrat;on of‘handicapped children into the
regular classroom, lhey.write packages of directions, materlals, evaluation

devices, and instruction on how to manage a classroom that will enable the

S )
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teacher to individualize instruction. The‘teacner-shouid be ebie to set up

a self-managing classroom without any extra training by using these packages,
This first year ‘the staff is writing the’ phonics packages. Next year thev
will then be doing reading, the following years they will be working on f

spelling, .creative writing, and handwriting. Parkway is the initiai test site

for the materials, and this is the firstiyear of the project
Evaluation _ v

Evaluation data on student outcomes aré presently being coliected No f
» pubfished evaluation report is avaiiable at this time, HoweVer, some. of the
student data on reading skills and phonics have been made avaiiabie. These
are in the form of.frequency tounts of students in phonics andﬁreading series
from September 1972 to March J973. Despite a large attrition rate (33 percent
since Se:f:bber) due to a transient student popuie*ion the data indicate that
- students are advancing into more difficult texts of phonics and reading series

adopted by Parkway.,

B
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: A teaaher 8 viewpoint of dtagnoats and presoription 18 presented.
Mr. Ghimento desoribes hig experiences as one of a team who have chosen thie
method for peraonaltsmg inatruotion.

mmmasMom&mwnm:Aawmiomwwwmnmmn

Sam Chimento*

0ak Grove School District, San Jose, California

Learning is a communication process. It involves input, processing_for

meaningful assbciation and output. The 5asiS'for all learning is ExperienCe.

. _Experience results from the interaction between the individual and his ‘envi ron-

" ment.  As Charles Rathbone put 1t,

: Learnin? is...the result of_ [the student s] own seif initiated ‘
_interaction with the world, 1. | 4 -

These interactions aiways overiap and are never discrete séts of behav1or.
but for clarity's sake they can be studied separate]y Input refers to sensory
intake, i.e., the sights, sounds, touch, tastes and smells of environmentat

stimuli OQutput -is usually some form of verbal expression or gesture. In

_ learning what to. express each of us refers to previous perceptua] experiences

that have a]ready been internalized, Perceptior is the internalized processing
of sensory intake for meaningfol association. It 1s also the key to recognizing

that¥! learning is always an individua! experience N

Knowing thisJ,itJﬁailows that the more individualized the school environment |
is, the more meaningful it will be to the learner. We must create a student-
centered environment (based on wnat we know about how the student perceives)

in order for the communication process between student and his learning environ-
ment to operate at its optimum level. F ’ |
_ R .%
;SamJChinento is a learning disability teacher at the Blossom Vailey School 1n
an Jose
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He belieye the\diagnostic/prescriptiye teaching'process is, at present.
the best alternativevavailahle to educators to individualize educationt The
. diagnostic/prescriptive strategy {s a collective strategy that emphasizes
learning as an 1nd1v1dua1 experience. It is in effect a prob!e& so]ving

strategy, which seeks to {dentify all possib1e resources, and then determiﬂe when

and how to use them most effective1y It is a strategy that al]ows for d1Versity,

even ‘deviance, for 1t enables teachers to 1dent1fy where a learner {s in re]ation u

to where the teacher would have h1m be _and to plan on how" to get him there.

_ The “where" 1n the preceeding statenent refers to educationa1 goals. The =

. origin of these qoa]s may and probably shou]d rest in the community The "howf}

-refers to the strategies. SRR o o e
Am excellent articu]at1on of the difference between goals and strategies

can be found in the Educational Goais Study conducted by the 0ak Grove School

District in SansJose, California. The District defined goals as communi ty

established priorittes.'and strategies as the teacher-deve1oped means to re

'those goa]s. A community—wide survey was conducted to establish educatignal
goals 2 The resu]ts of this survey were presented to district personne]
then became responsible for develop1ng strategies to achieve these goa1s. Qne‘
'goa1 selected by the community was personal discip]ine and moral 1ntegr1ty.
This was further defined by goal 1nd1cator statements. For example, some of
the 1ndicators of personal discipline and mora? 1ntegr1ty were: :
1)  to have the courage to’ accept cha]]enges, 2) to: understand the _
difference between fairness and unfairness, 3) to have a pegsonal 4
set of va]ues and a sense of responsibility t8 those values.

The goal and indicator statements were. presented to the teachers, who then

Tl

undertook the' responsib111ty of trans]ating them into performance criteria

re]evant to thelr students-‘needs and experiences. The teachers were respons1b1e'

for deVeIQpino a strategy that would provide the student with the necessary
‘experiences to gain the skills identified in the performance cﬁiteria.‘
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Bldsson‘Valley School is a K-6 school 1n the 0k Grove School District of
San Jose. The school opened on March 1, 1971, and is a cirtular building that
employs the_open snace concept with max{mum flex1b111ty throdgh the use of
movable partitions. It also contains a centralized multi-media resource area.
-~ The school‘staff 1s-or}anized into teachtng teams arranged-acéording to grade
level and a 30:1 ratio df'students to teachers, so that a grade oflléo students-
is taught by a. team of four teachers |

Diagnostic/Prescriptive Strategy

e

We th1nk most people ‘Wil agree that the strategy is logical It 1§‘a ,
strategy that says “what do you want to happen?" “To whom do you want 1t to
hapd?n?" "How can 1t happen most effectively?" and finally, "Did 1t happen?
-I1f not, why? And what now is the most effective way to make i.t happen?“i The

- diagnostic/prescriptive teaching,strategy can bexsimply described as having

X four7essent1al elements which are sequential and repetitive 1n nature. They -
‘are: diagnosis, prescription 1mplementation, and eva]uation . B
' An adequate diagnosis includes: 1) an assessment of the student's strengths
and weaknesses in varfous sensory modalities, i.e., visual and auditqry |
percepf1ons,,hfs exﬁressive ability‘:s evidenced by'his‘motor integration. and
-assessment‘of how these strengths and weaknesses relate td)sghoo1‘goals and
perfdrmance criteria; 2) a general statement of s chool bda1s stated.in terms
of pertdrmance criteria, i.e., the ghtld nill learn to read and must first
- master sound-symbol relatibnsh1ps to do so; and 3) an finventory and analyﬁis
of all teaching tools, i.e., "personpower," materials, andiphysiCaI environment,
Diagnosis does not‘always reqdjre sophisticated testing procedures, and _ '
such testing, if used, should .be reiated to classroom behavior. “Much diagnosis
can-be accomq]isred'by teacher observation. Assessment of student learning styles
need not'te donerbefore planning for every 1nstruct10nal‘objective In fact,
student profiles established early in the school experience may be sufficvent
in many cases. ‘ . \(
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N
The prescriptive element’ of the strategy calls for matching the assessments

and analyses made in the diagnosis with the appropriate .tools and resources
available, It is the teacher's skill at selecting the appropriate resources
and organiZIng them in an 1nstructive fashion that results in the optimum
learning environnent for each -child. | ‘.
Implementation is accomplished by arranging the physical environment as’
determined by the prescription and by the management and distribution of

environmental components, i.e., personpower and materials (It also involves

~observing and perhaps<monitor1ng the interaction between the student and the f

prescribed learning env1ronment \

Evaluation calls for techniques, or instruments, used to determine whether

3

the learner can perform succes§fully the criteria specified in the’diagnosis.

- If these criteria are met, the entire process is repeated If these criteria -

are not met the learner is rediagnosed, and an updated prescription is drawn.'

Case - Study .
' The following is a case study of a- diagnostic/prescriptive strategy that
was used in conjunction with the goal of readlng _

~ Frank is a thi rd- grade student who had not progressed in reading beyond |
the primer level. The third- -grade teacher discussed Frank's reading probiem

with the Learning,Disability (L.D.) teacher. Based on the classroom teacher's

observations that Frank 1) often lost his place while reading; 2) confused the.

letters, i, e, b, and d, p, and q; 3) read words in reverse (was as saw), the-
L.D. teacher suggested a thorough analysis of Frank's perceptual processing

abilities in the auditory ard visual modalities: The speech theragist tested

“Frank's ability to discriminate auditory stimuli, r/hember sounds , remember

sequence of souncs, and blend sounds together. The L.D. teacher tested Frank's
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- ability to'establish and maintain a'left-tn-right eye motor movement,’rnnqmber
visual sequences, discriminate visual stimuli, remember‘visual‘stimdiix reeegnize
spatial rn]aticnships and positions in space. Al]l of these tests were adm%nistered
to identify‘possible disabi]itjes reIated to the obserVations‘of tne teagner.’

:The resuits showed‘Frank had adequate'abil‘ty in al]tef the auditery areas”

: tested but there were significant dlsabilities in his visual perception.‘ Frank

_had not estab1ished firmly an awareness of 1eft and rlght, which prevented

*him friom consistent1y establishing a leftpto-right eye movement thus causing

“ him to lose his p!ace when reading,\reVerse the sequence of 1etters in words,
| and to perceive the incorrect position in space for letters that could be reversed
without a left/right cwareness. This dlagnos1s resulted in the L.D. teacher

suggesting that the c1assroom teacher include the fo]]owing in her programming

for Frank:. _ ]

"l. Mark an X on\thr top left corner of Frank S papers and reading
‘material to orient him as to "where to start "

2. Provide Frank with a place marker to help him maintafn his p]ace
on the page

3. ..Nhenever possib]e give instructions with an enphas1s on left/
right awareness, i.e., "Frank, get the pencil on the right side

of my desk; Frank get the eraser from the left side of the
chalkboard." -

4, Allow Frank to be included in a L.D. group to obtain snecific
training, and work with materials specifically designed to .
establish left/right anareness and position in space.

The {mp]ementation ef the suggestions made followgd eonferences with
the L.D. teacher, the classroom teacher, and.the parents. 'The disabilities
and suggested prescription nere expla{ned. The parenﬁs were asked not to
place any unnecessary stress on Frank at home, by giving him.tasks related
to his disability. They were also asked to positively reinforce Frank in

all his successes to help build his self-confidence and self-image.
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" to the 9's table.
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) Frank was included in an L.D. group for two hours a day for two-thirds
of the schooi year, and provided with specific-training related to position ‘:'4_- ' "z‘
in space, ieft/right awareness and visua] tracking. In all training. direct | |
‘correlations were estabiished‘with skills required for reading. The ciassroom

{ ~ =

teacher did orient Frank through the use of an X on his papers and did emphasize

left/right whenever possibie..

5

Frank finished the year reading in a 2.1 basal reader Teacher observation‘ ;

1nciuded noticeabie differences in written work 1in regard to spatia] arrangement

and legibility

Frank's performance in math has been exciuded in the above report as we

wanted to specifically relate to the goal of reading. He was also functioning

L3

~ significantly below grade level in math and the diagnoStic/prescriptive

app]ication discussed above included prescriptions designed to renediate the
deficiency in math. Frank finished the year successfuiiy dennnstrating how to’

add, including. carrying. how to subtract, including borrowing, and muitip]ying

g
&

A

Impiications for Change -~ Redefining Personnel Functions

As aireadl stated,. we believe ]earning is a communiqation process. based .on

the interaction between the learner and his environment, - Here we identify the.»

- student as the iearner and the ciassroom as the env1ronment The arrangement\» '

of the environment and its contents are determined by a variety of conditions %

physical limitations, human capabi?ities. etc. One variabie ‘found in every ¢
c¢lassroom environment is the ciassroom teacher Typicaiiy, the classroom _
teacher is assigned sole responsibility. for the academic acHievement of approximateiy ',‘
30 students, and has varying degrees of ;btonomy to accomplish that task In

Tight of this, how can a reguiar ciassroom teacher teach 30 students, some of

whOm are “exceptionai " and provide individualized progrars for all?
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Mos t teacher:training programs 9ive 1{ttle or no training in coping with
the pfoblenﬁ»atteneant on individua]ized‘instruction. We are not denying
familiarity with or exposure to the concepts and terminology related to
individua?izafion, but that does not conétitute training;‘

There are far too many teacher preparation programs that fail to provide
necessary- experiences. They appear to be isolated from the schools, and

< apparently 1éck the expertise regardfng‘the practical application of theory
that schools badly necd. There are far too many teachers willing to state
, ,that their college preparation was inadequate when they ‘entered the field.
We wou-d Tike to reconnend the development of cooperative planninc between
B o school districts and unwvers1§ies to prov{de future teachers pract1eal experiences.
'_Thié should go far beyond current stvecent-teacher programs in that’schoo] districts
would have’9 voice in.pla@njng the kinds of expe}iences student teachers would |
. have. This‘yoqu be advantageous to the‘djstrict, because it would pronde
a constant supply of qualjfied personpower, and access to current trends in theory.
) oo ﬁore erphasis should be placed on management, organizationa],‘and
communication processes, paftichlarly as they relate to individualized
instruction. Classrooms at the university level should be models for
effective learning environments. The lecturing method so common to many
universities is antithetical to the individualized instruction processes.
The cliche,”Do as I say and not as I do,” is particularly reprehensible in
professional training programs.

In most elemenfery school classrooms the constructs of the learning environ-
ment are still heavily influenced by the teacher's feelings of aloneness, sole
responsibility for student achievement, and security in the traditional ;eeching
strategies. The motivation to 1ndi95dualize instruction, because of a weekend's»
inservice exner1ence, fades quick]y Monday morning when the classroom fills up

‘with 30 students. It is easy to see why teachers retreat to those fami}iar
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‘techniques and strategies with which theyffeel mos t seCure. And those

e

strategies do result in learning environments that range'from highly individ-

“ualized in nature,to programs that contain no individualized'learn1ng‘experiences.'

The vast majority of classroom environments fall somewhere in the middle. This

range

is as {dentifiable within a school as it is between schools.

When discussing diagnostic/prescriptive teaching with staff members at

Blossom Valley, we asked "What problems does a teacher face in trying to apply

the sirategy in each situation?” The answers included:

asked

I've never been trained.

It's trial and error, but you learn more about how to do,it all the time,
Materials--we need lots of materials,

Keeping track of who goés where.

Time to diagnose. | ' \

Trying to maintain the sequence. |

You need a 5 fo'l ratio to do it. ‘ ~
There isn't-enough tiﬁe.

‘What about standards.

How do you know how well we're doing in comparison with the rest of the
country? i

To those teachers who had made the greatest effort to 1ndf§idha11ze. we
the question, "How are you doing it?" Answers included:

We really go after parent helpers, | ' ; -
We use our paid’aide/differentiated staffing concept.
The resource éenter really heips us in our prescripfion;.

Sheryl [the resource teacher]! She. says, "Just write down the skill,
and she plugs them in. = -, :

- Having you [L.D. teacher] and Ruth-Ann [speech therapist] in the building

to help with diagnosis and provide for special programs,

~
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It appears the major challenge for regular classroom teachers to learn
to inaividualize instruction.is related to a new organizationa1 concept, It
mean§ ltearning how to/effect1vely_seek out, organize, and manage new .naterials, °
personpower, and teaching te;hniques to enhance utilization of t%e diagnosfjc/ | ‘
prescriptive process. 3
The first grade team at Blossom Vailey demonstrated how these new teacher
5skj1ls can have an impact on program development. For a pdrtion of each day
they employed a varieiyeof strategies to reduce student groupings to approximately
one-half the normal 30 to ! ratio. Durin§ this time,the first-grade team of
fodr teachers organized their students into seven groups for the purpose of
‘imeementing prescriptions desxé/&d to meet the needs of individual »hildren.
One group was sent to the resource center, which made ava11ab1e small-group or g
individual instruction in art, visua1 perception, auditory perception ‘reading,
language arts, math, or science. A second\broun was programed to work wjth a
parent aide, who was provided with prepared materials and spec{fic instructions
or training in_their use. A third'groqp was assigned to a resource area set-up
within a c1assrooﬁ with»ﬁppropriately prepared materjals. The remaindng fouf

“groups were each assigned to a teacher for prescriptive activities in movement

exploration, science, phonics, or dramatics, ’
In organizing this program the teachers prescribed the activities.for
each group at each location. They routated groups through each location in
a pattern that al%owed each studen} to work at each-location week1y. Record: _ ~
keeping was done by use of a teacher-made profile chart identifyind Tocation
. assignment and specific prescription to be implemented.
When examining the successes, near successes, and concerné of‘teachers
regarding utilization of the diagnostic/prescriptive process, we see certain
needs that must be fu]fi1ied; as well as capabilities and Combetencies that

must be deveioped:
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1. Teacher§lmu§tkynderstand the rationale behind the diagnostic/
prescripiive process, and the four elements of thé strate@y,
" 2. Teachers must be provided sufficienﬁ support and assistance to
guarantee some measure of success. This suPport.and assistance
must be supplemented by additional resources as the level of
personnel scphistication and capability increases.
~3. The expertis? o{/the various specialists .in the scﬁool should be
readily availéb]e to and easi]9 utittzed by the regular_classroom
teacher.  This is the cpnpebt of "teaming," thch must include the
- goal of working tdgether ;o_develop'personal?zedrc1$§§robns.
4. Teachers musf be provided wiih a yarietonf materials appropriate
'for multi-sensory learning ahd they MUst Bevelop skills to _
effectively manage‘énd-organize this influx of new materials, person-
_ power, and teaching techniques. | _ |
5.A Teacher; us t develop the ability tb observe student behaVior. - '
'pargicularly behavior which indicates failure, and iﬁterpret the ¢
behavior diagnostica}ly; rather than judgmentally. ’
6. Teachers should work‘towa ds creating a learning envéfonment that
reaches beyong the fbur(wél}s of the classroom to aﬁy’reséd?cé that
night behefit the child, 6 )
7. Approbri;te record'keeping systems must be develeped.

Pupil Services

¢+

In the Oak Grove Schooi/9i§frict. the Pdpil‘SerVices Department is defined
\as the departmeﬁt that inclddes all hea1thAserv1ces, psychological services,
and special educatigp programsi The Pupil Services Depaktment has significant
amounts of materials, monetary resources, and persbnpower_so that if‘ﬁhey' .
N

were made available to the regular teaching program, many of the sfated needs - -

" of the classroom teacher could be fulfilled. The question 1s how to provide for *
Y . ! .
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this accuss without'abusing the rights of the identified speciai education
student ‘ |

To do this, the structure of speciai education departments should
uti;é;gyan approich that will mos t effectively allow for redirecting special
education capabilities. It will have tg be one that creates new roies for

special education personnel so thi§ can fulfiil the needs presented by both ~

i
?
|
%
!
A
normal and exceptional children,

e\ | 1
») The approach\which appears, at present to be the best available alterna-. |
tire for freeing speciai education personnei for these new roies is mainstreaming.
' The" re]ationship between the diagnostic/prescriptive process and mainstreaming
. Is clear, Special resources, perscrpower, and materials, for individualized
instruction should be available to allchildren as the need arises. - It 'suggests
that all children are "special “ as indeed thex,are
- The kinds of expertise that have emerged from special programs have
application in regular programs.a Intry into the regular proqram of Pupil Services,h
personnei‘as resource personnei for the entire school would offer all children
the potentiai of a more meaningful classroom enyironment.
Special education personnei more than any other group of educators could
AQeveiop the capability to function as change agehts,’and learn how to deai
with the inevitable frustrations and conflicts that will arise in the waye of
mainstreaming. Spebial education personnel must not dismiss their_hard-won
. expertise 1ightly, rather they shoyld assume leadership ‘responsibility to
demonstrate; train, explain, and further derelop that expertise so that‘aii_
. children would benefit thereby, not just those labeled special.

Parents \ _
% B
The implication of diagnostic/prescriptiVe teaching for parents {is that
they must become invoived in their children's education. Parents should

participate in the decwsioh\;aking processes that determine what and how their

\
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children learn, though Jthey must be willing also to recognize the school's
expertise and responsibiiity for deveioping strategies ,to reach those goals.
It is self—evident that prescriptions can be more effective if the chi]d'
‘forma learning environment reaches beyond the four walls of the classroom |
and into the home. | ' R

This is a process that emphasizes cooperative working relationships
GEtween home and school. This cooperation is particularly important in view.
of the relationship between iearning,and environment, If the home and school
environments are co@plementary and.consiStent. learning will be enhanced. =~ -

( .‘ Teachers will find they have another valuable resource in parents, and parents

will find themseives actively participaking in.their Ehildis school experience,‘;

and contributing valuable input to the child(s'educationai growth, '

Conclusion . ) A .

. : in diagnosis and prescription processes, the degree of a school's o B (
involvement in those processes is dependent on a number of variaoies. A ‘- ,
school does not suddenly transform itself intc¢ a modei for diagnostic/prescriptive \::}
teaching.  You modify, you adapt, you project. you anticipate.:you fail, you '
succeed; bdt you allow it to happen. Any measure of success we'have realizedv
at Biossom‘Vailey has been the result‘of all of the‘above. _

We did not come together for the purpose of demonstrating diagnosis and
prescription, or'to plot a fooiproof procedure. All of us are not now at
| the same place in our application of diagnosis.and‘prescription;‘ As/each of
us continues to explore, we realize even more that it is a collection of
strategies, and that we must deveiop effective channeis of commdnication to
allow for free exchange of {deas, techniques, and resources. Peshaps more .
- than a staff structure it is a staff attitude, a realization that we are
| all here to meet the indiv1dual needs of the chiidren in our schopi and.must
work together to that end. The diagnostic/prescriptive process we have described .
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is a combination of what we have accomplished and what we hope to accomplish.
We -are moving toward more effective individualizatfion using'diggnosis and

prescription.
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: A% open space elennntary gchool in Federal Way, Washington, has
tngtituted a syatem for individualising progrdams for all its etudedts
with a differentiated staffing ayprangement, and an emphasis on oontinuous
asgevamaent procedures to montitor studente' daily performances. Five
orader, tlaled teachers proucde educational plawving and ihstruotion fbxy/
300 children, with the aseistance of 16 college interne, 15 enatruateona&
" atldes, -«nd 40’preoahooz’Wbther—helpere. Two full-time and one half-time
: ooneultmits arg responathe for tramntng; supervtaeon, and evaluateon.

BRIGADOON ELEMENTARY SCHOOL:

F INDIV]DUALIZED INbTRUCTlON THROUGH CONTINUOUS ASSESSMENT* :

When you first enter 8rigadoon Elementary School in Federal Hay
Hashington, you' are asked to answer a brief questionnaire to rate your feelings

(positive to negative) about urh matters as open concept SChOOBF“ contingency .

"mahagement of behavior, and continuous as essment of .children's progress. When 7

you leave. you are asked to respond to the serond part of the questionnaire to |
rate your impressions of whether the children seemed happy. 1€ the noise level
© wWas distracting. if you would want to work in such an environment. etc. Like
many open space schools Brigadoon is very accessible to “the observer. Unlike
many open space schools, Brigadoon is operating at only half its capacity

(300 students). Because of a relationship with Seattle Pacific College.
Brigadoon has 15 interns to assist the four team teachers, as well as 40
volunteer mother-helpers; nho function'as-part-time aides, while their pre-

: school children are cared.for in a.program oriented toward an expansion

-of learning activities for three~ aind 'our-year olds. Brigadoon s involvement
in the integration of normal and hzndi capped children came about through a

series of unplanned,.but wnll-timed, circumstances.

*Contact person' .Eben J. Robinson Principal Brigadoon Elementary School,
_3600 S.H. 336th St Federal Way, Nash 98002 (256? 927~ 7
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. Vincent Smith, Direbtér of Special Eﬁucatipqtfof the Federal Way School
Distﬁ1ct.whad long held thé belief‘thq; if regular Elés;room teachers wéfe
‘ taugﬁ?‘to individualize 1nsfruct10h--1f they Qere given the resoUr¢es&and
the know-how--then the mildly héndicapped child‘could‘be served there, aﬁd‘
the school‘wou1dn‘t need self—contained $pe61a1 education classrooms,‘or even
resoﬂrée rooms. S ‘ |
b

Says Smith,-

Four years before Lillyl published his zero#reject,model:we had decided
that, if we kept on taking children people couldn't get along with, it

“vould be like the hourglass--you'd take them all from one side ani pit.
them on another side. - - .

»Ejve years ago, the Federal Way School District disbanded all their se.f-
coh;ained classrooms and moved to a Leakning Center concept. They had one,
then four, then ten centers among the diétrict's 18 elementary schools,

Smith's e&périence with the learning centers in one of the earlier open
space buildings was frustrating: _ |
} We had many identified Spéqja} education youngsters and I was trying to
integrate them into the classroom at that time, but the teachers were
new to the open concept’school setting--and our kids were getting lTost, -

We were able to do some nice things in the learning center; but -when they

went back to the open concept building, they seemed to lose what we had

, built up 'in the center. So I thought\ why not make the whole building a

learning center? Then, if we combined that with a differentiated staffing
concept, we would have the people we needed to individualize instruction
for all the children, ‘ : ‘ s
-Smith wr&te‘a propd§al for Title III funding, "Handicapped and Normal
Children Learning Together." The goal was to provide an 1nd1v1dua1izedAprogram
for every elementary-aged child residing'withiq the schoo]fattendanée area, wifh
'performénce‘leVels'ranging frbm those of the mildly handicapped to the gifted.

v 'The‘populatidn to be served was 300 students, 15 percent of whom were identified
as those to receive épepial services in other educatibnal.settings.; A1l chil-
| dren were to be educated together; there would be no segregated placement for

" special reeds. ' v : N

B Y
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To achieve individuaiization for eaoh child, the following concepts

fr o

'were‘employedg continuous progress (pupils move through curéicular p ograms

L3

as they met criteria levels); continuous assessment (tiﬁn sampies taken on |
academic performahce to be used in making dec1s1ons on child's need for program
* change); contingency management (re1nfoy€ement schedule for behav1oral and |
academic objectives). and dif.erentiated staff (Princ1 1-Director; two and
one-half- consu]fants, five certtfied teachers. 15 teacher trainees, 15
fnstructional afdes, 40 preschool mether-he]pers)
| Smith's proposal was funded, but the school he chose f9r the project was'
unacceptable to the.Department of tducation because it did not 1nclude encugh
_'children in the lower 'sociozconomic range. Brigadoon had just opened and 1ts
principal, Ebeh Robinson, was willing to take on' the whole project wifhout"
advance warningg . | - ‘ - ‘
The Brigadoon'elementary school is situated in a suburban area midway
between Tacoma and Seaitle.' It was built to serve a ﬁous1ng trect}p1anned fort
720 homes. When Boeing lost tﬁe TFX and the Supersonic contracts, fhe‘area
suffered extensive economic/damage which is nowhere more apparent than in the
Brigadoon tract where only 50 of the 720 ‘'sites have homes on them. . r
Brigadoon serves .an area larger than the tract, however, and qulyears
ago the school had scored Tower on district-wide acg\eVement tests than most _'
other schools in the district. They had 42 children who would have tu be served
by a resource room, if not a self-contained classxoom, if some alternatfve '
program was not devised And they had Ebén Robinson »
I had a traditional attitude toward special education. At my previous
school, we shipped kids out to learning centers. I was pretty comfortable
© with that because it got rid of a lot of problems, but not comfortable =~
enough. Regardless of how many of these children you take away, you always .
have at 1éast one who is at ar extreme somewhere, And that's where you have
to be accountable for what you're doing. When approached to take on this
project, 1 was intrigued, because I knew 1t would give us-a chance to
individualize programs w1th a little bit of money and a little bit of
expertise. - Without this program, I would be in- the same hassel so many

principals ‘are--trying to individualize programs with a traditional 30:1
- puptl/teacher ratio and using only volunteers.
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© The staff was enthusiastic about taking on a di fferentiated staff/
“continuous assessment approach to individualizing instruction, although they
had very Tittle idea about what they were getting into. * They knew only that
they might be able to do sonetning yitn>handicapped children rather than to
them. So the Title IIl program came to the Brigadoon school. ‘

Staff Training N ’
To enable these teachers from‘a rather traditional mode to function within

a team structure/that incorporated individuaiizing required a substantial

retraining and inservice program. Further when the program began, the curriculum -

had to be rev1sed, €0 that the major emphasis was on training and curriculum

revision. : o , | N L
© Jean Smith, consultant to the project, was initiélly charged with providing‘

the training situation. Teacher training consisted of a:sixaweek program.in

which inventory types of diaonoses were taught, The staff worked‘with small *

groups of thiidren and~received a fairiy comprehensive overview of what they

would need in terms of managenent techniques, reporting, and evaluation.

In‘the fall:’every child received a battery of curricular placement measures
to record specific performance levels in the various skill areas (1anguage arts,
math, reading, P.E.}., Skill qrouos were formed for small group instruction, |
and to facilitate monitoring Each child received indivxdual academic assignments
on a contrac form at his/her identified, independent performance ievel The
continuous assessment .procedures fnvolved administering criterion tests at the
completion of asswgned units.: ;n addition, daily measures were taken on specific
-behaviors to note rates of progress. This information was used in ongoing
programming to eneure continuous progress'for each child.

To perform theee tasks the teachers needed’a variety of skills. Individual’

student assessment-and assignment to an academic'program required the teachers

to become competent in diagnosis (selecting a test instrument, testing, and
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‘ analysis); prescription {setting objectives, scheduling, selection of materials,
and evaluation procedures), instiuction {small- and large-group presentations.\~
'individual 1nteractionr. and continuous assessnent), and contingency management
procedures., Additionally. the teachers were expedted to assume responsibility )
for the teacher trainees, the aides, and the preschool mother—helpers

The trainee program is a ‘cqoperative venture with Seattle Pacific College;
the stUdents tuitions are paid for py Brigadoon, and they spend most of every
day in the Brigadoon classrooms receiving on-the-job training

Setting up a good field experience for the lS teacher trainees from Seattle
Pacific College has been a lot of work It's not surprising -that Brigadoon's °
teaching staff is tired. But they rally quickly - they- have to. Each year a
) new‘batch ot interns arrive and the prdcess begins again.* The trainees appear
| to benefit tremendously from the .experience of working'in a,fishbowl; with
'_ ) visitors passing through all the time, and mothers sitting in-the classrooms
every day. - _ | | ._ B

The trainee is expected to assume a number of‘responsibilities. withfthe
staff teather; for planning lessons, monitoring the students' completion or
“ correction of contractual assignments, administering and compiling diagnostic ‘
evaluations. and nnnitor|ng student continuous assessment procedures with
this kind of specific and intensive training, mos t staff feel that, by spring, .
the interns are sufficiently competent to handlg the students without supervision.'

The instructional aids and preschool mother-helpers also have specific .
functions within the program. They listen'to children read; dictatq spelling
words, correct math, spelling, and reading worxbooks with students, thus _
providing inmediate feedback; and monitor contract assignments and 1ndividual
tessens. They also particianaﬁn management procedures which are consistent -
with the child s program objectives, and they chart student orogress, as well

" as duplicate materials and file papers, when necessary. = Several of the aids have
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gone through a teacher atde course at'a locai community college, but most of -
Athem were selected by the, staff teachers on the basis of: their interest in

children and desire to work in the program ' ' | % :

-
L

. The preschooi motherohelpers constitute Brigadoon's best pubiic reiations
medium The preschooi “center is their payoff. and Brigadoon can rely on.the
mothers. coning to work in the classrooms when they say they will, There is
one teacher and one aide in the preschool area, and about 40 children are
accommodatdd during the week on a stagdered schedu]e " Because the mothers

are direct#y invoived in the elemtntary ciassroom work , they haVe a precise
\\\’know.edge df the kind of program Brigadoon is running. They spread the word

¢ "
and generate tremendous community support for the program ‘ ' " L

)

Program Mankgenent f:' » | o , . .

LY . L~

Individual academic aTsessment begins ‘with the initiai diagnosis and is

»

' continuous from that point Criterion mdfasures are taken as the pupi] N

1

;p?ogresses through curriculum materiais that‘are divided into sma]i units to - . ’;‘h‘t
“facilitate the process. .. B o -~ E ‘ |
" The primary vehicle for individualized instruction is the contract. At

the primary level (K-3), assignments are made on a daiiy basis with the child \

given-a nunber of tasks to be ‘completed. At the intermediate Ievei (4-6),

the contracts are by subject area and may extend beyond one class period. o " Jﬁ
' - A1l pupils assume some‘]evei of responsibility for the management of .

the oontractuai process, includiwg postiﬁq of criterion mehSures of referente, I fﬁ_

which is one aspect of continuous assessment 2 Students participate in N ‘>

tﬁe system at various levels, of comp]ex1ty, depending on/their age, e.gr, they
undeiCipliy time each other and do charting. Communié%ting with parents Was
done_on a weekly basis last year in the intermeaitte grades. This yeat the
parents‘can have aswéehly:report if’they'requestait.'but none, have done $0.

The_data collected in‘classrooms are-used to support nhat the teachers and
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parents discuss in their conferences. The data provide a clear picture of
how far a child has progressed in a specific skill area, .and this evidence is

used as a basis for determ1n1ng future prOgress

-

The Problems | ‘ ‘ ' /““v

-

In the view of the Assistant to the birector of Special%Educat1on and
on-site evaluator to the project, Chuck Zimmérman, the projéct 1s not by any
nmmﬁemmhﬂn '

We've individualized pretty well in basic ski]\s, but not so well in
social studies and sciences. When the kids are in larger groups in the
afternoon, individual. differences begin to Lurface and we need to handle
~these better.” They still identify individual differences, and I think
that's something we have to attend to. HWe have to determine some way
to structure equality of feelings or tolerance of individual differences. .
The differences will still gurface--not to the extent they would if the
children were labeled--but I think we have to deal with this in some way.
“Just because wé put children with a wide range of differences together.
they won't necessari]y Bt tolerant of each other.

Darwin Bevens, another curriculum consultant, talks about the deftciencies

in their precision teaching methods:

‘ost of the pinpointed behaviors we're counling now are rather simplistic.
But we are develuping more complex kinds of pinpoin.s--we're moving into
the affective domain more. As we've taught our children to count and chart
thefr behavior, we're teaching them to self-count such things as how many
times a day they feel tadly towards a teacher or another child. They keep
a datly chart of this, then we'll put 4n sooe sort of program change to
change how they feel.. We're just beginning this se]f-countlng Precision
teachers have been doing self- count1ng for a long time, but it hasn't been
used in the classroom that much. It's useful data and more precise than
we've gotten from counseling sessions with children. 1 think the way to

* get to the affective areas 1s through evaluation and continuous assessment,
and by building success ievels and having a success-oriented program.
That's the way to get the climate in the classrooms that we want, and to
keep track of all the th1an that build that climate, we have to have
eva]uatlon '

The program expericnced the initial negativity from the community that
often greets progranms sucn as these. There were the usual nunber of people
within the di{}rict vhou thoughi handicapped children were going tc be bussed

into the comaunity. They were shown that these were children in their own

attendance arcas, 1t was explained that the program proposed to serve every
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¢hild who was already in the étten&ance érea. . For the most part, the

explanation was acceptéd. Early in the program there was a small gtoup of

Jparents who were supportive, and there was never any vehement'gpposition.
Robinson feels that the resistance of parents and school board members

is due to their nervousness about haVing,handicappéd (either mentally of

emotionally) children interact with normal children, becduse thay don't know

anythihg‘aboutkthg program. - He fries to keep people informed through a weekly

newspaper, but fqeis that the only way the pfbgram can really be understood

is to invite Opponenfs to visit the school. Slide-tape presentations were

shown to all board members and at parent meeting%, but the people Qho were
‘ o

most opposed to;the program were persuaded to visit the §Lhool, and tAe} héve
gone away with very“poSitive feelings, o ,

There is still the prob]em of overToading staff teathers wl}h training
responsibilities for the new batch of interns every year. Some of the teachers
wonder if %t's worth it, and some comment En the fact that, while the staff is
differentiated, the salaries are not. At present, the staff is i}rking wi th
representatives from Seattle Pacific College énd the district ;6'develop a
program of certification for ihe teacher interns that reflects new (1971)
state guidelines. The arrangements that are finally agreed upon will sigﬁif1a
cantly affect Brigadoon's program--perhaps the interns will come for a-shofter
period and cost the program less, or even no, money. This will relieve the
teaching staff of some of its training responsfbili;ies, but they may find

it even more difficult to wbrk without these .interns.

The Successes

D

The 1200-1400 visitdrs‘who have observed‘the Brigadoon program in the
last three years have seen, perfiaps for the first time, new protedures
{
and waterials used with children. People's attitudes, as well as their teaching

methods, have been influenced by what they've seen. One of the strengths of
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the program is that the Assistant to the Director of Spe¢ial Education,
. , Y

Chuck Zimmerman, is a half-time member of the Brigafo

T
.

‘// .

n program. He has

" buflt-in the evaluation component for the program apd hlso acts as a consultant

£

to the staff in the daily routines. Thus, there is|no sense of a central

administration handing down orders that the staff is no* equipped to carry
out. Additional]y,,the principal is the &1reétor of the! program, and this

provides the ongoing guidance necessary for success, Roljinson comments upon
‘ e

his leadership role: . ~. § |

[f 1 didn't have some good people aboard, 1 nevér could have done it

A1l of the .people on the consultant level here at the| school are trained
in special education. With that kind of expertjse arpund, I don't get
too uncomfortable--they know how to handle certain "aspects of the program
that | have not had experience with. x

Vlnce Sn.th has been Director of Speeial Educatwfn for eight years.

Before that there was no specia] education in the di&tr1ct He started with

\the self-contained classroom the second year he begrn 1n£egrat1ng the ch11-

dren by establishing a resource room where the home Ease was the regular
c]assroom itandicapped children belonged in the reg‘lar classroom but the
resource teacher would take them for an hour or two % day4 What began to
happen was that the teachars found they had other ch\ldreh who needed the

J

We had a number of principals who were very sympF$het1c and thought

resource room as much as the ones who were 1dent1f1e émlth says,

that it was their responsibility to serve their 5. :at home. They

told thezr staffe that. theae children were their sﬁonsibi?ity and the
Fensa s POOM Was Lre Lo Bo ip thom sut, Witk tr t} ki of support we ,
couldn't Tose. In those days we only had two buuldings orking this way
with handicapped ‘ckildren, and I still had self-donfained classrooms.

But those two buildings were so successful, (we wirg able to serve so /’/
many wore children and still provide other servicés to the building),

that pretty soon the prtnc1pa1s of the other bu1ld1ngs said they would

like to get in on it tou. So we started to expand. .

In this state we're struggllng through to a functional definition and
fdcnt1f1rat10n of handicapped youngsters He realize that 1Q tests

aren't all that functional. They may even discourage. the teacher from
teaching a particular child. We're attempting to identify children on
this functional basis (“the child is at this proficiency level ahd we

k N ? .- . . 1 4
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want to move him to that level") using SST probes* plus teacher-made
_tests, and teacher's opinions as to how the child is functioning. Al
these things'will be utilized to place the youngster. ' ,

gvaluaxionl .
‘ A lgrge amount of data on students have been collected and reported in oo
\ mimesgraphed forti, summarizing the’second year evaluation effo;t j ' : ' !
| 0quptives3 for serving the handicapped population include: o |

1. Matntaining academic acquisition rate in_equal proportion to<g§ens.

- This relates to the ratio of amount of change that would take place
.over a period of time. The performance measured was the decoding ‘
task of reading words orally. A frequency count of "words said per
minute"” was employed to determine proficiency as well as accuracy.
if a child increased his reading rate from 25 words per minute to 50
_ . words per minute, he would double his rate or have a X 2:0 increase.
. The charting procedures employed in this project allowed a continuous
' assessment of this “rate of change" for each pupil. These data were
. sumnarized at intervals during the 1971-72 school year. In 20 of the s
25 grade level reporting periods, the rate of change for the identified
handicapped was equal to or éxceeded the rate of change for their
peers. L,

(

* 2. Lower 10 percent of each grade level maintaining proportionate distance

" from group crade level.

This is an aitempt to move away from the use of tiie categories.generally
.assigned to children identified as handicapped. Hov:ver, this objective

has been discarded since it has proved to be confusing and is essentially

covered by the first objective. ‘ :

3. Childred identified as emotionally disturbed (ED) will be maintained

socially in_the project.

. . ) L
Genevally, by definition, an ED child is unable to be maintained in a
regular classrobm without additional assistance (psychological counseling, -
resource room involvement, etc.). The identified ED children in this
project were maintained.in the classroom without extra resources and
- progressed academically in ‘reading décoding at a rate slightly exceeding
their peers for the first half of the school year.

*A procedure that screens children for special educatiyon. Funded partially by
Title VI, Part G, there are three Washington cities (Seattle, Spokane, and Tacoma)
inewhich the project’staff is operating. In addition to identifying students below
peer level performance, the SST procedure leads directly into remediating instructional
strategies. The technique.permits the specialist to write educational prescriptions

. = and establish long- and short-term objectives. Thys, 't has the advantage of
permi tting bath inftial screening and prescription in > single oberation.

177 .

Q o : “}

W7



4. Grade level equivalent of handicapped children will equal or exceed

( - control group. o - ,f

The reading subtest of the Jastak Wide Range Achievement Test was {

. used. A control group of students from ten elementary schools in the
district were selected on the basis of matchings on size of school,
open concept school setting, number of identified handicapped students
in the building, and previous test scores. On the Jastak Wide Range
Achievement Test for the experimental and control groups, the evaluation
includéd the following table.

°

‘ Median Grade Level Gain for

Identified Handicapped and Control by Grade Levels4
Grade ~ Brigadoon Control
) | N=7) {N=4)
2 +.8 N=11; +.3 §N=11)
3 +.3 (N=13 +.3  (N=6)
4 + .6 (N=8) +.7  (N=9)
5 + .6 {N=9; +.8 EN=11)
6 +1.4 (N=4 - .25 (N=7)

]
On the basis of the above data, 1t was conc]uded that, "Each schoo]
. had greater measured median grade equivalent gains at two grade
: levels with one grade level equal. Looking at the magnitude of the
ya - difference, Brigadoon's gradé equivalent gains were greater." No
mention was made regarding reading achievement of the handicapped
data on the ent1re school population are reported.

5. The mrld]y handi capped will maintain soc1a1 contact with norma]

peers at a rate at_least equal to that wvth other handic rpad
children.

. b :
The staff made observations and recorded the "number -of associations"
each handicapped child m2de with his handicapped and nonhandicapped
~peers. QOver a period of a year, the staff identified a total of 172 ,
associations the handicapped children as; a group made with their peers; '
26 percent were with nonhandicapped children.  These results led the
staff to conclude that at Brigadoon thosp identified as mild]y retarded

~are not, as a.group, isolated in their peer associations.

The conclusions drawn by, the program staff were: e -
Each child in the school doés in fact have an 1ndividual‘progr5m;

| Handicapped children are progress;n? at a rate proportionate to their
normal peers, as measured with specific behavioral assessment of a

basic decod1ng skill, - . :
AN Co
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A standardized assessment yielding grade Jevel equivalent growth
shows the Brigadoon handicapped children achieving at least d&s well
as the control group of handicapped children.
The_Ffuture ]
This is Brigadoon's last year of Title III funding, but there is a
possible dissemination or diffusion grant from Title III, if there.are
enough people 1nterested in moving components of this project to cher
schools in the district or state. I1f the number of visitors to Brigadoon
is “any indication of that interest, the diffusion grant w111 probably be
funded. o &

Y

The advantages offmonitdring students' daily 1mprovenent‘through a

. ]
continuous assessment procedure are obvious when there are sufficient numbers

of ‘adults to interact with the students. The students show demonstrable

improvement in basic sk111 arees and the individualized approach a11ows them
to work at varyfng 1evels W1thout the stigma of grouping them according to
ability. ' . s ' .

Voluminous data can bevgenerated‘by’this method of'1nstrdetion,eand thege
data will be uSefu1‘oth to the extent that they can be easily processed and
translated to the staff and students.

°

For many teachers, precision teaching techniques will be very valuable. 4

AIt can ehable them to determine what affect their_teaching is haviné'on

.§tudents. and it éan give them new skills that enable them to facilitate

]e&rning,'perhaps for the tﬁrst‘tfhe in all their ;tddents; j
Ogden Llndsey sunmarizes his view of pHeC1s1on teaching:

"Any teacher WG 1s now comfortab]e with her style of teaching, her'hard
learned way of communicating with her students, and the unique way she .
expresses- her love for her students. would not substitute precision teaching
for what she'is doing. She simply-adds precision teaching techniques to
her current style in order to become even more efficient, Precision:
teachlng tools are des;gned to ymprove and refine current feaching methods
' and materials.” That's a confugion [ find in a lot of teachers. They fear
that \f they try this new thing they will-haye~to temporarily put aside or
abandon their trusted teaching skills. . Precision teaching simply adds a-
more precise measurement instrument to present teaching, making teaching
more economiga?, mure éffective, more _enjoyable, and more loving.5

' Py " - \
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The Madison school.plan is a model fbr gradual retntegratton of exceptional
children into regular clagsees. Children are tntttally growped according to
their readingso to meet regular class demands.” These are specified in terms
of preacademic skills and behaviors such as the ability to follow directions;
academio ekills such as reading; behavior in ingtructional aetttng such as

ularge-grOup interaction; and responge to reinforcers such as sooial praige.
As children become proficient in thege aveas, they are advariced to more regular
alagsroom-like' gettings and are gzven greater opportunities to attend regular
classes during the school day

THE MADISON SCHOOL PLAN: ENGINEERING FOR MAINSTREAMING*

The Madison school plan is the brainchild of Dr. Frank Hewett, Professor
of Education and Psythiatry, and Chairman of tha Department of Special Educafion
at the University of California, Los Angeles, &nd.Dr. Frank Taylor, Assistant
Superintendent Departnent of Special Services, Santa Monica Unified School |
vDistrict Santa Minica. The prograrm came about as a- result of Drs. Hewett's and
Taylgr's analysis of the dilemma of reguiar versus special class placement for
.educable mentally retarded (EMR) and educationally handicapped (EH) children.
Labeling chi]dren as retarced or disturbed and placing them into segregatedt
seif-contained special classrooms have detrimental effects on their academic
.and social growth proponents of mainstreaming maintain. Furthermore,
they maintain that efficacy studies have not demonstrated a significant difference
in aoademic and socia} growth between EMR and EH children ip self-contained
classes and these 1in regular classes. Others however, conciude that data- from
. efficacy studies are, for the most part, invalid since these studies have,been‘ '
poorly designed and executed. ﬁhe& aiso point out that physical'integratio “of
EMR rhildren with regufér children does not»oecessarily mean psychological and
,sociai‘integration. What is there to prevent the speciai child from becoming

*Contact person: Dr. Frank Tayior, Director of Special Education, Santa Monica
Unified School District 1723 Fourth St.; Sarta- Monica Calif. 90401 (213) 393 2785
J H

L
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// “the dummy" in the regular class again--the vers reason why he/she was taken.
out of the regular class situation in the first place.
The Madison schoo) plan is an attempt to resolve some of these issuesl The

basic assumptions are: E )

1. EMR and EY children are, first and foremdst, learners. Regardless of
their. probiems they.are at al] times ready and able- to iearn.

2. Regular c]ass placement can-be beneficial to a large number of special
cnildren, provided there are quality support services available to
them, . .

3; Teachers should be concérned only with what they know best, namely, the
: mastery of skills and the behavior related to that. .

4., The best way to prepare children for regular classes is through the
process of gradual approximation of the regular class environment,
using behavioral contingency techniques. _
The .present Madison school plan had its begfnning 1n.1966. At that time,
the special education staff in the Santa Monica district was concerned about L
the increasing number of children of average inteliigence in the district who
were inattentive, hyperactive, and failing in reguiar ciasses The staff realized
’ that these children had the polentiai to achieve in schooi, 1f some appropriate
program could be deveioped for them.
' ~ Dr. Alfred Artuso, the district superintenaent at’Santa;Monicg, and Dr. Taylor
~ learned about the "engineercd classroon” approach developedlby br. Hewett at OCLA,
“and they recognized its potential for meeting theineeds of these c¢hildren. During
the late 1966 67 school year the engintered ‘¢tassroom approach was implemented
at Santa Monica with the assistance of a Title IIT grant from the Bureau of
'fducation for the Handicapped USOE. The Titte IIl project ran for -three yqars o
and, at the end of that period,.engineered classrooms had been estabiiShed in
several schools in Santa Monica. R : I
L Tie enginhered classroom served as the forerunner of the expanded Madison

school plan., The expansion of sérvices came about because the ‘engineered classroom

N . w2 - - o,
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., had.a bastc limitation: it was largely a self—contalned classroonr-there was
D . no freedom within thy structure to move children from the- special class to the
englneered class, and from the engineered class to regular classes. The Madison
‘school plan, first implemented in the Mad1son Elementary School in 1969. is an
attempt to allow for*this flexibility of movement The'Madlson plan, supported
from 1968 to 1970, by the California State Department of Education (Tltle VI 8)
eliminates traditional disability grouplngs and provides an educational eontext
in whlch Children are assessed and promoted on the basls of their readiness for
regular classroom functioning. Since 1970, the Madisen school plan has been
operating on exlst1ng special education funds.
~ The cost to operate four engineered classes and six leavaing centers for
’}the school'year51970-7llwas estimated at approxlmately $250,000. The four
classes and six centers provided‘service to more than 250 children. Therefore,
. less than $1,000 per chi1d wag spent. B
Prog}am Description -

The Madison school plan is a competency—basedvprogram designed to teach
children all necessary skills and behavior»required for’success in regular
“classes. , The objective of the program is to'ready éhlldren for regular class .
placement and to malnta1n them . 1n regular classes once they are placed.

Readiness for regular class functlonlng is. defaned dn terms' oY the demands
of the regular class Basically, these demands fit 1ntq four major categques'

preacademic skills, academic skills, instructional setti%g, and the usz of °
reinforcers. : . \ o d
Preacademic skills: behaviors such as starting work} following directions,
paying attention, and obgerving classroom skills are|consfdered prerequisites
to success in regular class. Academic skills: 1inclyde the mastery of bastc
skills in reading and arithmetic. Instrictional setting: prepares students
to function in the regular classroom environment by Tearnipg to work ipdepen-
dently.' Reinforcers: verbal praise, recognition, ajd grades are the most often .
used reinforcers in the regular classroom and child n are gradually introduced
to this reward ‘system, L
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Qbildrgn are placed in the Madison plan a;cording tb their‘readiness for
fegulﬁr cldEs functioning haéed on thesg dimensions. At the béginning of the
school yeaf. as many of the identified handicapped children as possible are'placed
in regular classrooms for a period of one or tﬁo'weeks,' This 1s»&one to estqb]ish
a regular class home base for each exceptional child, to acqﬁafnt him/her wifh

_peers and tgaéher, and to establish from the onset the regular classroom teacher's
responsiﬂility t§ the ch11d;s educational program. Following that initial period,
each chi]& is placed in the Madison plan and returned tb/regu]ar classes for
selected activities and lessons whenever possible. ‘ S

The layout of the Madison plén; Sgpe?imes referred to as the learning center,
consists of two classrooms with~$n‘adjofping door. The first classroom is ';

‘designated Preacagemic I, and the gekdnd classroom‘ig divided-into two areas:

Preacadeniq Il and Academic I, Labels such as EMR, EH, or special class are-not

USedﬁ Two certified special edu;ation teachérs‘(one EMR andjope.EH or two EMR

,ga"d one EH teacher) and two afdes for 24'to 45 children ‘staff the classrooms.
The EH teacher and aide are given f3J1 responsibility for children assigned to
the Pfeacademic Il and Acadefic I setting, Normal]& ihere are from 30 ig 36 -
chfldren enrolled in‘the pian. No.;peciil,physical faci]itie§'of.équ1pment are’
needed to operate<the program, except fGr’an adioining doonnay‘between two class-
rooms, Staﬁdard school supplies And equipment aré used, Descriptions of the ,

specific areas follow.

ﬁréécademic I: This classroom is a highly structured, self-contained class.

« The major focus is to teacl appropriate classroom behavior, such as sitting at
the desk; paying_aptent1oﬁ, following dfrect1ons;~stdrting and‘fini§ping work,
anq‘éetting alon& Qith.others. A majpr challenge is to create_a predictable |
enVironmeng so that thg chi1d does not experience ambiguous equctations énh is
rewarded for his accomplishiment of specified tasks and not rewarded if he fails

+ . D
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to meet réasonagle.expectations of behavior. The class operates under a token
econony sys.em. Aysystem of check marks is used to reinforce appropriate behavior _
‘which can be later traded for free time, candy; or food. The students are seen ;;~?
as workers and the check marks as their earnings for tasks accomplished 1t is
felt that this reward system operates to motivate performance and increase self-
conceot through successful positive experiences in'the classroom: -~

Most of the 1nstruction s ‘done on one ~-to-one basis, or in 1imi ted group
activities One teacher and one aide constantly circulate among 6-12 children
to help them with their tasks and dispense check marks A number of learning
“centers are set up where individual children can go for exploratory, ordering,
and mastery skills. These centers are stocked with materials‘and children work

independently. This particular instructionalisetting has been referred to as the -

1 ‘ : . ' - '
’ " ! o . o ’ . . . i ’ g

Preacademic II: When a child has demonstrated satisfactory behavior at the

"engineered class room.

Preacademic I setting, he/she is moved to the Preacademic Il setting. Here the
focus is on remed;ation of academic gkills, particularly in reading and arithmetic
The check mark system isémaintained. however, the practice of dispensing caldy or
food is discontinued. -Accumulated check marks can be traded for 15 or 29 minutes
“of'free time. The instructional grouping changes as well “In the Preacademic‘ll
setting, six to eight children sit at a cluster of tabl’s receiving all their
instruction as‘a group The setting is designed to encourage social interaction~»
and verbal participation in group lessons, Beginning with Preacademic IT, each
child may be integratedsinto a regular class} such as music or art: for some\
periodlofkthe day. The staff for Preacademic.ll can be efther a teacher or an
« +  ~aide, ' ‘ - | A

‘  Academic I: This sectiom of the classroom is a simulated regular classroom

\

setting for 12 to 25 childrep with academic problems that can be dealt with in

*
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a large-group setting. The arrangement of desks is that-of,a regular ciass.‘fih@“.
teacher presents lessons in reading, arithmetic, speiiing, social studies, and
English. Students are expected to work independently and participate ‘in tarée-group
discussions. The check mark system of ‘reinforcement 1§ discontinued and.repiaced
_ by the traditional grading system and veroai reinforcement based on effort, quality
of work, and deportment. Major emphases are on remedial and grade level work,
lStudents_in the Academic I setting spend increasing]y‘more time in reguiar ciassesr
: Again,-the scaff can be either a teacher or an aide.
B Apademic II: -This is the reguiar class where 28 to 35 children recei;e the

general education program. MaJor emphaSis is on attainment of standard grade

- i

level achievement for exceptionai children, Thi class iSaalways taught by a o
teacher 5 - : ' ' |
‘016990515 and Placement (R\‘. T

_Children® who seem unable to benefit from regu]ar c]ass instructlon due to
behaVIorai or acaden1c difficuities, are referred by the reguiar classroom teacher
for a battery of diagnostic tests administered by the schooi psychoiogists and
usuaiiy including the standard achievement ‘and intei]igence tests. - His/her findings

are reported to a placement committee consisting of-ihe'speciai education teacher; =

i

the reguiar classroon- tezcher, the schooi psychoiogist the buiidinq principal the

district superv1sor in special education, and other school per?onnei The committee

then recommends,piacement in a speCiai class. At this level, the diagnosis and )

-

placement practice is similar to that used by most school districts Before a

child is actualiy piaced in the Madigon plan, howevey, the proJect staff administers
Y !
a special piacement 1nventory to determine whether the chi]d shouid be p]aced in

, the Preacademic I, Il, or Academic | setting ‘The Madison pian Piacement Inventory

,{s given to the reqular ciassrobm teacher~to rate the child‘s tevel of readiness
. " . ' ‘ .
for reintegration into regular class. The inventory questions are reproduced

i
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H . below. The teacher has the choice of answering “yes “ "no,” or "maybe."

- Can child spend time in a re ulah classroom during nonacademic activity
periods (e.q., music and art??

" .Can child spend tim. in a regular classroom during academic work periods
{e.q., reading, arithmetic, socfal studies)?

Do child's problems in paying.attention, starting work , doing what he 1s
told, and getting along with others overshadow his problems in reading
and arithmetic? .

Can child pay attention, start work. and do what he is told in a group
of 8 'to 10 children? o

Can child vork indepehdently for 20- minute periods? ‘

Can child take part. orally in a discussfon with 8 to 10 children?

Can child use and understand language correctly?. ~ ' ,
ican child get along with other children in a group‘of 8 to 46?

Can child share desk and storage space with another child sitting

close by? . i b

»  Can child function well behaviorally and work on a551gnments wi thout
immediate and frequent consequences in form of check marks and tangible

rewa s?

| Does'c\ild work for letter grades and.are they\meaningful to him?;
Does the child work for sorial approval from the teacher?

v
a

o  Does the child work for social approval from his classmates? @
Can child pay ‘attention and listen in ‘a group of ll to 18 children?
Can child start and work in a grotp of ll to 18 children?

Can child-understand and follow directions given by a teacher to a group
of 11" to 18 children?

l
’l

’ .+ Can. child pay attentign and listen in a: regular classroom group of‘30
children? ,

P

aCan child start and work independently in regular classroom group ‘of -30 °

children?)s ‘ ‘
. Can child profi% from instruction given to an entirg regular classroom
; group of 30°children by the teacher in front of the room? * »
s . ' ’ ) T . ) P . “‘___m/) = ' :
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“

' Taking part = (T)-Child has been a willing participant in distussion or : . ’
_ﬂ-s/e~activgty;‘§0ral expres51oh is particularly important for many chiidren.
\:Foliowing di hectfons ‘= (F)‘Child has followed directiops in reiation to ,

. —’

.
Y

- mark system is used in Preacademic I and 11 Settings. Every 20 minutes teachers

. . . .
. . - M .
] . ; i
’ !
- - 7 . (
. .
A . - ~
. j
. M . N . '
c - .
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~ Is 1t likely that chi)d will take part oraily in a discussion held in a
', regular classroom group of 30 children? .

Can child¢follow classroom rules with respect to being out of seat, talking
out, raising hand, etc., in a vegular classroom group of 30 children? '

Can child get aiong with others in a regular c]assroom group of 30 children?
Is the child functiOning within two years of grade ievel in reading? Do l g
ls the child functioning within two years of grade ievel in arithmetigf :
» A simpie coding sheet is provided to taiiy reSponses and on the basis of | ,
rating clusters, the chiid is placed in the appropriate instructionai setting ‘ff -‘4
The program staff have expuessed confitence" in the vaiiﬂity of the inventory
and have continued to use 1t for piacement purposes, f”" - o

Progress Assessment e ' ~ RN

N Continuous evaluation of studLnt progress is done throggh the uie of the

check mark system and a system of toSk and setting behavior ratings. The check
a ' K

record a possible ten check marks on each child s work Record Card These check

marks, in this case alphabet symbols, are given for tho rol]owing behavior

Attention = (A) Chiid B eyes are on teacher or task as expected, or -
* there s evidence that he has listened attentively. , ’ ‘ (

L}

Starting = (5) Child has undentaken task.jmmediately upon presentation
with no dawdling beforehand. : ' ’

Norkinq = (W) Chi]d-has maintained working with no inteqruptions.

task {e.g., name, date on paper, specific procedure oﬂ task). '

\

Doing what you're told = (D) Qhu]d ‘has maintained appropriate behavior B
according to classroom standards. ’

-1

Gztting along = (G) Child has- cooperated with anotker child or refrained _
from disrupting class or bothering peers. )

. s8



Being rig t = (R) Child has done. wdrk correctly with few, if any, enrors.

. 7 Beind neat = {H) Child has made effort’ to approach work in controlled .
- . manner. presenting- it attractively, easy to read. within margins on <
ines, etc. :

1In Preacademic I when a child has earned l80 check marks, which fill the
card (usually. Within two days) he/she is entitled to trade it for candy. S . .
*):t - cookies, or some free time ( 0 minutes) In Preacademic I, children exchange |
~ their check marks for free b‘me only, and no check marks are used in the
. Academic [ setting. Once aj program has been established for a’ child the
’.expectations are incrcased and geared to a pace- that the child can tolerate ‘ Y
and still experience sucqéss, The teacher thius "engineers" a program of ,'

W

renwdiation in wﬂ?hh the élassroom environment is manipulated to produce

L

»

AR

’ ~,'efficrent learning and continual success‘for each child
| Teachers also rate individual students on their readiness to begin regular
’ class functioning in terms, of the task assigned and the settfng in which he/she
is working., Two separate ratings--the task dehavioral rating and the setting

behavioral rating--arefgiven to students’ in all educational settings.ﬂ They serve‘L

I

“to assess, student readiness;for reassignnent to the next . instructional setting.
In the Preacademic I and 1 settings, these ratings are recorded on thé Work
Record Chart every 20 minutes by the teacher, after check marks are diSpensed
In Academic I they are recorded on*a ratlng sheet once every hour.
The task behavioral xating consists of, a scale fronkl to 5:
:.Rating of 1

The child's response was inappropriate and 1neffic1ent in g
response to tne task ‘ 4

L}

Th'!child's behavior has generally appr0priate in that he/she
paid.at*ention, started and worked independantly, but was ‘
- _ . generally inefficient in following task directions, completing :
. ‘ - the’ ‘assignmedt and beihg correct. _ ¢ .

Ratingfof 2

i

‘Rating of 3 = The child fulfilled\the expectations of (2) and in addition,

~ was generally efficient in accomplishing the requirements of /
/\ ¢ _the task. ‘ :
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Rating of 4 = The child fulfilled the expectations of (2) and (3) and - \\
all task requirements, : | ‘\

Rating of 5 = The child fulfilled the expectations of (2), (3), and (4). |
. completed the assignment, and was neat, well- organ{zed z
and very efficient with his time. , | P

The satting behavioral rating also consis s of a scale from l to 5 These R

' ratings reflect the acceptability of the cht d s behavior 1n the sett1ng in

which the task was presented s‘
Rating of 1 = The ch1ld's behavior was unacceptable in the assigned
setting. ° 5
" Rating of 2 = The child's behavior was acceptable in the Preacademic I
. setting. C ié-', o
~  Rating of 3 = The child's behavior was acceptable in the Preacademic II
setting. ;
Rating of 4 = The - iil1d's behavior was acceptable in the Academ1c I.setting.
agting‘of 5 = The child, work1ng in the Academic I setting, functioned S0 |

. well that he/she could have been clearly ‘acceptable in the -
regular class.

HChfldren Who are assigned to multiple settings are rated accordfng to thefr
acceptab111ty in these settings For examp]q{ a Preacademic I chi]d wi‘i get -
-M, ratings of 1 or-2 when he/she is in the ’reacademic I setting, however, for the '
perxod(s) he/she_is assigned to either o the other two settmngs. ‘he/she becomes
@ candidate for a "3" in Preacademic 11 or a "4" or 5" ratirg in Academic I.

. Averagf weekly task behavioral and sett1ng behav1ora1 ratings are computed
and plotted on graphs. It enables a quick review of individual progress-on a
weekly basis. us well as serving'to determine if»the child 1s ready tor p]aeement .

in the nekt instructional setting.

&

Trafn1ng
In 1973 personne1 train1ng was carried out through support from the Ca11fornia

State Departmen of Education (Tit?e VI-B). Called Train and Trade, . the training

-

program was designed to provide regu]ar classroom teachers with the knowledge and
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_!‘trainees meet for an hour a whek after schoqi. during this time ccessfui o ‘”*“5i ‘

ey

energetic and have a lot of satisfaction in their lives outside the classroom.

’ teachino techniques far exceptionai chiidren are presented and disc sed\‘ The '
‘remaining six hours pf the training fession are spent in the iearning center L

: ‘during regular school hours. Trainees are given practicum experiehce in the | s

'modification and individuaiizing instructiOn. Nhile rogufar classroom teachers

, - With these ¢hildren fs the teacher who's going tc do the best Job,

-
' B
L—; .

~

skiiis to work with exceptionai children in the regular assroom. The Train

and Traqe program consists of 12 hours\of training‘:pre over’six weeks.

4

areas of ciassroom management and intervention technigyes such ds bchavior |
are being\trained Pr the Tearning center, substitute tedcheri are htred out . ofll e
the Train and Trade budget to tdke over their,piasses. For participation in,,‘

this sir-week session.,all trainees receive R and rn0nthird credits from the |

University of Caiifornia,in Los Angeles. A1l related fees and tutors are paid

from-thH;Train and ‘Trade budg‘*" During the first year of. operation (197211973).

TR

all. certified personnei from Madison School have been trained,

The first year Train and Trade sessions‘were conducted by -the speciai

education staff of the Santa Monica disxric ' Future pians,inciude training

——— U e e R - i 1 s 3 e b e ol i o e e e A et b

building principais to conduct training sessions for’their own staffs and to’ o .
hold training sessions for personnei outsidﬁ’df the Santa Monica digtrict. A
fieid test aimed{at assessing thd efficacy of the rrain and Trade Program is
currentiy pianned ¢ ' : v *‘ '«, '

Frank Hewett feels that the bes¢ teachers are those who are obJective and

¢

[

I don't think that the Speciai education teacher whose 1ife 1s largely o
centered around her children or whose self- esteem hinges’on her success e

objectivity is extremely important.
J .

; o, ~ A
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t. “again (with aiternate forms) in May,198d.  For 32 weeks during éhé school year.

;yj behavior da%a were’ gathered for all students. These data included tas(\attention

i

p90 subgects were given the California AchievementTest Reading Vocabulany.

, summarized as follows:

| . e N
-Frank Taylor agrees with this point of view -and warns against what he - .

calls a “rescue fantasy" on the part of teachers. Jhe teacher s role is to

train chiidren to be students ‘and 1earners, and not to become totally dependent

on individua} teachers. ‘ |

FEE : .. . 3 . o . s
Evaiuation RN | '

Most of the availabie program deveiopmeht data are from earlier studies
with the engineered classroom, Results are available in a 1969 final report

submi tted to the U. s o'

ice of'_Education.2 No reports of data from the
Madison Pian were avaii‘xle at this writing. From the total popuiation of ,
Students in nine engineered ciassrooms during 1968-1969, the developers se]ected
30 experimental subjects to conduct an evaiuation study. These students were
_matched by ‘1Q (range on WISC, 85-120), age (7-12), grade {2-6) and sex {69 male,

4

31 femaie) with two controi group/. Controi group I consisted of 30 EH chii- 4

“dren in,reguiar c]asses, control I of 30 regu]ar classroom children. Aii

Reading Comprehension, and Arithmetic Fundamenta]s Section in Oc/ober 1968 and

e e o e g n e S e ene

and ciassroom deviant behavior >§¥k attention is measured by observers operating
stop watches during five- minute obsérvation samples, and recording the nunber of .#n .
seconds the student's eyes, head,,or body.were approprieteiy oriented rowards : 4
{the assigned task -Data on deViant c]assroonibehavior were obtained through

a teacher rating scai° developed by Herbert Quay and Donald Peterson at the
University of I]]inois and throtigh an observat;on checklist, that included items

‘such as disruptive behavior, out-of—seat behavior making noises, etc.

. o stng analysi§\<¥ covariance, the nésults of the 1968-1969 study may be

N
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\..r' W , | >‘  ”\ . :
" A The. experimental group of EH ‘children shougﬁ significantly more -

"gains in vocabulary tKan the contrq1 group of EH children in.
‘regular cTasses.” N e

. 2. .There 13 heo statistfcal sign1f1cance on read1ng comprehensipn
A across the eXperimenta] and the two contr01 groups. - (‘
. 3. The experimenta! group showed more significant ga1ns in a ritnmett
g .- than both control groups.

’ l ;
. 4, On the ‘task attentton, the experimental group was: eupertor to EH
controls in regular .classes but not srgnificantly differént fronL

'fﬁﬂk ,4 -~ $tudents 1n regular c]asses.._. :
&\ , . -
R 5. The experimental -group showed more devtant behavior in genera1
© . except for "out-of-seat" behavior, than their EH counterpart 1n S\
regular classes, . ; :
» . . , :
Future Growth ST : o 4
. : v [ )
S The staff at Santa Monica are available to serve as consultants'to assist '

L schools wishing to~set up. a Madison plan. A number of school distrtcts have, "
. in the past, rep]fcated the p1an with the help of program staff Gui ded tours b
are also aVailab]e at the Santa Monica Unified. Schgp1 District ' B |
Adapting tpts p1an to the needs of students in other schoo]s may requirj ,

' operatthg more or less Preacademic I»,Preacademtc I, or Academic 1 centers.
L;gwmmuwandepending uqu the entry Yevel.of _the student . populatton.;»However, the. flaw
‘ _' AN of students. 111 remain_unchenged: from Preacademic I, to Preacadenﬂc I, to
t}t Academtc3l,'anB'ﬁEadem;c;]I,-' ST ‘ o : |
» R The program s Piff étate that, in order to make thé program.a,sdbcess,

o e coerdinatton'among school staff{fe§pec1a1]y the Special éducatton teacher.
‘ regular r]assroom teachers, and building principa]s is essentsal ‘ Certain’.“

4
suggestions about duttes “of various staff members"are set forth in the Sant

. cos Monica School Plan Operattonal Manua13 and an "open and cooperative relaftonshlp"

among program’staff tq\\tressed -

v v )
_‘,q o €. ‘
. . *
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' definitions of "goal$s" and "objectivess' and their use and misuse. o

- in managerial techniques borrowed from. business and industry and applied to

THE CONCEPT AND srsTeh OF Accouymexufrv._ S

<y

The mandate for “accountabilﬁty“ in education and the conclmitant nise

school systems have engaged 'school persohne] in serious conflict over the -

r

~The importance of data as feedback upon which to base future program :

'decisions is unarguable but what kinds of data ﬁ}ll be gathered? How wi]l they

be - collected? Khich student skills will be assessed? What teacher competencies

) “are to be neasured? These questions directly affect the daily 1ife of teachers
~ and students. Where these decisions are made 1] unison - where they actually

'reflect the personal and professional goals of the’ teachers and the specific andl

q\

salient needs- ‘¢f the students; where the connmnity-at large has debated and

'decided to articulate their priorities ‘where the principal and the district per-

~ sonnel have reached an agreement that respects both the state reqdirements and

‘ ‘“the local school s individuality. - thére the accountability Eystem will” mirror

- their goals.

the true gqals of the educational community To the degree that the needs of any

one element - students, teachers, administrators or parents - are in conflict :
. with the needs of another, the accountability system will restrict the potentiat
for growth and renewal in the school. Those groups with the most Puiers “be' they

administrators 3r parents,iwill exert pressure oh the other groups to conform to

¥

_..sWe must create school_ environments which facilitate growth,_
and support for educators. We must. . . do this pecause children
will not be taught as people ~ as unioue valuab e individuals ~
tf their teachers are not treated that’ ‘way.

' - .
4 ]
. . . . ’

hd e

* Beery, K. Teaching Triads ~ San Rafael, Californiai Dimensions Publishing Co.,:
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When‘the mystique of accountabiiity is removed. and it is examined for .
-uhat it 1s. - merely a method of setting goais and. planning and implementing
objectives which in turn.generate daty used for further. refinement andfor
change in program strategy, the system of accountability is a natural effect of
| program planning. No one component is separable from another. Data coilection
| is determined by goals tnat are set with teaching strategies cieariy in mind.
nDecisions and eva]uation* of suCcess and failure grow out of , an anaiysis of the
data. Why then, has the era of accountability brought with it such. distrust
‘and’ confusion? Perhaps because 1t has been used as a weapon rather than an or-
ganic part of progiam planning. In recent years the educationai system has b'4?
come a target for pubiic anger, and accountabiiity has been used as a threa of
'retaliation for a Job badly done. " Princtpals are expected to maintain a 1 vei

of academlc performance in their bui]dings that compares ﬁavorably to the

national norm,‘district superintendents are answerable for ail decision regarding
””pr09r4h expenditure and curriculum;-as;weil: as- -being-under- fire for-. not obtaining

suppiement&ry federal, state, or tocal monias to enhance the school system

) The peopie who beiiqve that learning andfknowiedge are forms of continual
process, and not static products that-can be transferred from one person to anotheﬁf’
feel that the danger in complying with mandates for accountabiiity may lie in the

) '.subversion of the goals of processr They fear that curiosity and discovery and
exploration may suffer, if academic performances are continuaiiy neaSured ahd

| f assessed as ”products L : \ r ‘ . \
Schoo] peopie concerned nith\mainstreaming and the individualizatién of

instruction seek to set’ up conditions soxthat the maximum amount of 1earning -as~-

'process océﬁ?s. If those peopie who set the cbnditions (the c]assroom, thé
o ) P '
t - . ) \ :
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4 R cu(ricuium, the schedule or n0nschedule the reporting and eva]uation system)

aiso set the goais and objectives for which they agree to be accountable, then
less distrust and confusion may ensue. Externaﬁ Judgments of: behavior and peYaa’
foruence are contrary to the methods and goals of self- direction and seif—evaiuation
that chiid centered phiiosophies pursue. Difficult as. it may be to obJectiver
_ “measure the growth in se\f—confidence of one chiid if this goai is important
| v to the teacher, he/she wi‘i find the 1ahguage and procedure to demonstrate that
it has been athieved,
Teachers who see themselves as continuai iearners : people in process -
tend to be able to most successfuiiy personalize their classrooms How'are their ‘
iy competencies to .be evaiuated? If they have a part in setting criteria for the
‘_. evaiuation measures then they will be certuin to structure the assessment $o
4 that thei) own~growth wil be a top priority._
| Seifvdirecting peopie have learned to cr)ticaliy and accurateiy .

‘ . . _ evaluate themselves as a. base for further gVowth and production.
v S ~ Seif evaluation is essentia] to seif estee and motivation

I i L 4 e o ot b i S e

. The fO]iOWfﬂg tﬁFEE PAPers deal with the concept nd system of account- ¢
vabi}ity; the first\is an introduction that addresses bjoad/{asues arid warns
against common dangers the second a description of one kind of accountabiiity
system predicated on systems anaiyses and designs theCthird a caii fdr a systcm

of humanistic accountabiiity which inciudesa‘tre subjective th:hqh ]ess quan-

tiflabie data, and the necessity for self-de ermination bv those who teach and
-3 . ) ) . B A

* those who are taughtq
" : L

e H ’ .
7
e 5 l
N [ .Q
*Beery, Keith, persopal communication }
¢ , \ 5
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’ ’ ‘ ACCOUNTABILITY AND GPECIAL EDUCATION |
o | WiT1{am- Garner* ST .
AN ‘ E ’ Northwestern University ﬂ; . e
_ Accountabi]itj is & Concept'thatlaimost everyone supports:in_qeneral, but
one that creates division ard controversy ‘when pa cicular'means for obtaining B
it are proposed Probably the least controversial form of accountcbiiity is
the financiai audit. Everyone repogwizes that funds must be accounted ‘for,
- and the methods for doing so are weli estabiished and used in practically
every Lrea of public and private. eﬂzg)prise not just in education. Even :
this “noncontroversiai“ form of accountability, however, has 1ts dissenters
One obJection to- traditionai financial accounting is that it obscures how much
"of the money ‘in various broad budgq; categdries (such categon;es as suppiies,'
\ : salarfes, rentals, utilities) goes to particaiar programs the organization [
'. is frying to impiement Critics. of traditional accounting argus that budget v

.categories shou]d reflect the al]ocations “made to support the several programs

-Planned by the organization Mence their proposéd alternative to conventional g

financial .accounting is sometimés caiied the Program-,.annsng Budgeting v

- ]

'(PPB) approach TSN '° S ' ) o

\ i
|

I the financial audit is the.least controvqrs.a! version of accountability,
: ”

the educational audit 1s the most. There is no sing]e definition or examp]e

of what ad educafional audit should bz, but its connotations uf holding
.
administrators and teachvrs Iiabie for’ educationai defiriencies, just as .

bank teller is liable for shortages in his’ cash drawer, cause a good deal of _

Justifiable alarm among educators The concerns of educators over the misappli-~

. <Eii ion of- accountability concepts n&Ve been detailed in numerous pubiications

»

*Niiliam Garner 1is ﬁgsistant Professor of Edu%ation and Managemeﬂt at.
-Northwestern Unfversity, Evanston, Iliinois ¢
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SR ~on }his Subject: thevre 1s‘concern that only the mn:e easfly quantlfiable :
; - qoals of educatfon will recefve’ attention, ard‘that the vaguer moye humane

: n processes and alms will be ignored; there 15 concern’ that slowly accumulatlng
é: ”‘ ! gains or the delayed 1mpact dynamics of s0Mme educatfbnal processes ‘will be

forgotten, while the of ten marginal effects of short term programs will be o

N
\

highligh*ed that ghe complex cause and effect 1nterrelatfonshtps 1n

\. o educa fon, and between society. the home, and the schdol, are not’well~enough
understood to hold teachers or admlnlstratofs accountable for thls or tth
effect' that acc0untabllity sys tems may be a step down the road to central-

. <3
- ized control of education. . - | ' ,' ;

voneducators see 'as defe=sfvé behavior by an fnsecure professfon. educatlonal

‘ arcountah1l1ty'sys‘ens are under clnslderation in at least 25 states. Seven L
states have moved ‘beyond initial stages of 1mplementatfon. Colorado, F'orida. .
Maryland Michigan, annesOta Oregon, and(Hlsconsin tach of these‘states '

AN has developed a conceptual’model of an accountabflfty system. fhe‘models

Lsah;.' differ from state. to state,-but seem nevertheless to- have at- least four e e

’qu elements in common : 1) Identif1catlon of ‘edicational goais; 2) Development
| ! of performance objectives; 3) Development of data gatherlng procedures.
- 4) Assessmaht of student sk1lls C - T ;
- N , ;
It is- likely that these four elements, at least also will be found in
ﬂ‘accountabal1ty systems appl1ed tovspecial. education ln the remafnder of
this essay; } will discuss several 1mpltcations that accountabillty holds

aS
for special education My argument is that, in general, the requir' nts

‘for accountab1ltty are CQDSlStent with the proper alms of s al éducation‘ N

. Q ) \ \\\
c profes ionals, but that there are certain pitfalls to be a:szj.
. 9s. B
\ = k , ~ '
I . . A ﬁ‘a '«,

Despfte the cancern votced by . some educators, a concern whlch some -.‘1'3 .



ln a f\eid as broad and to be candidb as iii defined 48 speciai education, L
it wiii not he possibie to discuss every content ahd functionai area in this o '
f essay. The exampies given here, howcver, iiiustrate problems conrnn to ;

severai of the speciai education areas. I wiii focus on. three reiatrd issues-

- i) the statement ‘of desired outcomes In behaviorai terms, 2) the assignment

/"\,
of students to Speciai education categories, and 3) certain data gathering
requirements . R . : S o o B
- - o ' ‘ ‘ .
Behavioral Definitions | » -
One “element of almost every accountahi]ity system is an emphasis on _ '

- the statement of goals in behavioral or operational terms ‘The use ofe e
_ behavioral obaectives is part of a 1arger movement to place educational . 7; n
practice on a more scientific and systematic foundation but it happenscto |
coincide with the neqf in accountability procedures, for objective measures.
of performance. Behaviorai objectives are not an unmixed biessiﬁg, they can
1ead to a bias toward. trivial - but measurable - goals. On thg Whole; homever,
behaviorai objectives shou]d have a heaithy impact on. educational practice.
Thg fie]d of special education, in particular. is in ‘need of ciarification . /4
of its c¢ontent d\goais If the accountabiiity movement speeds up this :
process, it wilg*confer a-benefit on children and professionals alike
In- the area of iearning disabilities (LD), for example, there i$ no
universaiiy accepted set of spec fic conditions or symptoms td guide the
iabe]ing of children or the provision of special’ services , It is not suffip¢ent j
. mereiy to generate a list of categories such as) perceptuai dysfunction. brain .
dysfunction, dysiexia, or the Tike. Such terms do. not_constjtute operationalwﬁdﬁwﬂ_;_m
defiﬁitidns by which to identify children with 1earning probiems or assiip '
them to treatments Stin iess do such terms indicate what those treatments

200 L




‘younqsters in them. Rather, we rant to recognize “that gpme children have ‘

LR}

'is meanwhile .a need for professional organizations to furnish advice and

bodies.

R e . R
S ‘ ‘ _
R , . N &

‘,_should be. The purpose of creating LD categories is not simply to place

g rather specific deficiencies when compared to a desired standard of performance.~ K
.“.The standard of performance must be the starting point. and this. requires the
l statement of. goals in behavioral terms. L ' o "

Tne lack of consistent and more or- less universally accepted diag-~

*

nostic guidelines in LD. (and other) programs can be explained perhaps by the i

drelative y th oﬁmspecial education as a field of study The lack of?such

be\awiora criteria however, 1s cause for _concern, particularly when well- .
1ntentioned legislatures incorporate vague special education terminology into

laws, in the mistaken belief that.such terins have definite meantngs., Thus it

is possible for” educational and,,;secifically, accountabiltty legislation to

. /
“"outrun" the state of the art in special education. while the profession .

addresses these technical problems through research and development. there

information (not mere self-serving advocacy) to legislative and regulatory

Although I will discuss the special education "labeling" process shortly,
it should be mentioned here that the essential need for behavioral definitions
in special educatioc is not solely in order to place children into categories.
The dead-end labeling or classifying of children is universally condemned but,
unfortunately, is commonly practiced A more desirable goal is to incorporate ‘

behavioral criteria into a diagnqstic process in Whlch specific remedial

N

-

A

opment of sophisticated spetial education procedures f this kind will involve’

rmative and ethical problems not yet contemplated ]n most accountability

> ‘ . . . ‘ ] ! | /
C ] s T . ) 20]

4«treatments are indicated-for particularvbehavioral déficiencies*‘“The devel- e



systems Behavioral criterfa alone are simply nbt adequate to justify

certain treatments, regardless of their success in producing the "desired"

//’behavior. Consider. for example, the use of - neuroiogica] agents in treating

behavioral patterns. The amphetamine congener, Ritaiin, has been used'to "

, control school children “suffering" from inattentiveness in class and disrespect

for authority Such children have been diagnosed as hyperkinetic or as having

minimum brain dysfunction»- but the diagnostic signs of these conditions are

not neurological -at all, but rather are purely associated with a child's social

behavior‘patterns If such treatments'are used disproportionateiy among socio-

economic and racial, groups, these are issues that are essentially political, as
wel] as educationa] Speciai education professionals must show leadership in
the analysis of the ethical, as well as the technica], aspects of diagnosis

P

and treatment

Assignment to Special Education Categories : i N

\ ,
o In reguiar educatiun, students are placed. according to age and subject
Ao

matter divisions. How are children placed in specia] education? There is no
simple answer to this question,.and the matter has ndt receivede the study it
deserves. In the first place, some speclal education classes owe their
existence not to educationa} philosophy or curriCUium policy, but to state -
and,federal 1egis]ation which estabiished certain financial aid catagories.

The temptations created by categoricag aid of this type give rise to decisions

‘difficuit to incorporate into an accountabi]ity system For exampie, suppose

an .administrator in a financially hard pressed district is aware of special -

: s‘,M,a1_d._,aLaJ_J_ab_Letfgr,;,Eﬂtt_.(eduscabl.e.me_n_tally.,.h_and_i,c_.a_pbgdtoghi_l.d_rsen p.and has a

student whose test scores given the test ré]iabiiity,‘are marginal- that is,

he'%ouid rationa11ze placing the youngster in either an EMH or regular c1assroom

-4
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,ﬁsjonaljsense,,upon«which‘puhllc,reporting-andxaccountablliiy-in~thefpopularw

«
.

uhat decision is he 1ikely to make? What educational purposes'é%e being

pursued or subverted? The profusion of categorical atd and special program

| classifications in education today make the study of their purposes and effects .

a'matter of great importance - which has thus far received too llttl? éttentlon.
It must be acmittéd that in general the procedures used to place children:
into the>varlous speclal education categorles are very unrelisble. For .

example, 1n assigning students to learning disabllltlJL classes, most schools

" probably use such lndlcators as 1) behavior “problems" in the classroom. 2)

"{mmaturity" or other vagué differences from age peers, 3) speech which seems
less developed than that of age peers, 4) poor motor coordlnat‘on or attentive
behavlor, and 5) scores on ITPA, Vinelands Frostlg. Goodenough, and’ Kephart

tests. Addltionally, there are often other variables at work such as parents

who demand speclal'serviGES for their pcar achleving offSprlng, and force their e

. 4
children into LD categories‘ A much -Targer group of parents may simply acquiesce .

out of 1gnorance when the school dumps their children into speclal educatlon K o

categorles to 9&& them out of a classroom where they "can't do the work." A
third parent L up may refuse to allow such placement, and a child who 1s (or
has) a problem is not labeled LD, as a result. L
These various and unreliable 1ndlcators of membership 1n LD categorles
mean that the facts anJ figurel ~an be’ easily adjusted to "show" almgst any
de51red result, were an unsophist .ca.ed accountability sys}em to be lmposed'
on the present unsx.tematic LD classlflcatlon system. - On the_other-hand, the

same analysis reveals the need for accountability, in a scientific anq profes-

\
sense can be founded.

Data Gathering Requirements-r

The breylous two sectsﬁhs have indicated examples of sevaral Speclflc

™ - . 1203
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areas in‘which additional study, ond therefore additional data. are needed.

in this section, I will make only two more points concerning data require-K ¢

“\ ments for accountability in.special education.
f " First, there is a s1z2able gap between the data ngeds for professionai
lpurposes in special education, and those needed for public reporting and *
l,‘accountabiiity.‘ The professionai study of speciai education theory and |
fpractice requires the increased use of experinentai and other rigorous:\
scientificaiiy defensib]e, investigative procecuresy There is simply no
substitute for sounily researched data subject Lo the' scrutiny of other
.researchers and thoughtful practitioners. On the other hand, and in spite
" of the rhetoric associated with much of the clamor for "accountabifity,“ the ‘
actuai data demands of most existing accountabiiity s}stéms~are quite modest.
"The public. reporting of most s:=hool fpecial educationlprograms often cah |
rely on simple group- mean deviations from baseline data, or an analysis of
‘gain scores in achievement 1anguage use, or behavior ratings. The advantages
of such Simple statistics are several they are easiiy communicated to the
pubiic, they can be obtained without consuming excessive amounts o ciass

time, and they are wi thin- the statisticai competenoy of most field profes- -

A . 4
sionais. )
Simple statisticsxoften can conceal more than they reveal, however. For- .

example, the use of mean scores by themselves may entaii the omission of- <~
important information about the shape of the distribution of scores in a.

group An educationa] procedure that great1y improves the performance o;
‘““*“iow»achievers~rbut not‘higher achievers might resuit in“the group mean rising—uw~# -
oniy siightly Yet 1t would.be an error to conclude on the basis of the group N
mean scores, that sucn,a procedure was '!ineffec:tive.'-l Thus- the acceptabiiity

S
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of simple statistics for many publio purposes should not be cause for. placinn

undue reliance upon them, .
~ My second point concerning data requirements is ‘that some data can be
downright harmful. In particular. special educatfon.must Le extremely
| captious Ain the development and use of "predictors" of LD or other behavioral
traits Special education has perhaps a special obligation to avoid self—
fulfilling prophecies in® the screening or selection of‘children into cateciries
(whether or not they are also screened into separate classrooms) The blace-
. - ment of children intd spectal categories on the basis of predictive ins'truments
has been used too often to rationalize doing too little witﬂ”them once they are o
labeled The objective of special education programs is to deliver to children‘i_ 4
the extra help they\\Eed in order to correct their difficulties, insofar as . S -
this s possible Meeting this goal Wil require a»statement of criterﬁa in - |

l
- students into, and out f, special education categories. :

2

behavioral terms, and thorough examination of the proceduses for placing -

N

*****************

¢

In this brief essay I have sketched a few of the implications of
accountability for special education. The immediate, short-run requirements
of initial accountability systems Jrobably can be met with relative ease by . >
special education administiators The longer run:ﬁand more profound require- ‘
ments for pubiic accountability Will require participation by special educationi

profess10nals in setting the guidelines and expectations for accountability,

and in placing Special education on firmer scientific and technicalﬁfouhdatlons“wﬁAdw:;;;;
<
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| AN INTEGRATED BEHAVIORAL-SYSTEMS MODEL -
[ OF ACCOUNTABILITY FOR EDUCATION |
. Charles H. Meisgeier* end Franclsco l Perez*

Center for Human Resources Development and Educational Renewal

AN

- . ' .
B Viewed as a tool in the educational process, accountability is the SR

regular, if not dafly, tabulation of oreolts and debits, pluses and

minuses.nsuccesses and fallures of}all personnel, professional and

‘ pubil alike, 1nvolve¢%1nfthé learning growth and development of children

in school. ln the large view, it 1s{the acceptance by the school system

of responslbilrty for success or failure of the pupil in the learning -

.process and fts. relatlonshlp to his successful fntegration into society

;yas an. adult.

Accountability is present in every system whether or not it 1s re-
cognized as such. If what a teacher or admlnlstrator feels accountable
for'ban be determined it is often possible to determine what the true

or controlling goals of that system are, 'Untll recently, public schools

have not been delegated dlstinc¢ responslbillty for deflnlng the nature’

of lnarnlng beyond rote learning and the acquisition of facts, nor for

ﬂﬂlthe formulat1ng of learnlng goals as’ related to analysls, SUCh as syn-

thesizing. 1nformatlon. Schools have.not examined altelnatives to pcogram
regularities wlth any constancy over time.‘nOr have they maintained, K

ongoing evaluat1on (and proact1ve responses to the results of that

= evaluation) of -individual- and qroup’ student‘progreSS"““Yet all of- these“ T

procedures are necessary to educational accountabllity. \‘ '

1

\\ | ’ . *

-*Charles H. Maisgeier ls Coordinator Of the Fenter for Humag Rbsources

Development and Educational Renewal, the Houston Independent School

- District, Houston, Texas. *Francisce I. Perez is Assistant Professor -

of Education at the University of Houston, and Consultant to the Center -
for Human Resources and Educational Renewal. '
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Rationale for MainStreaminQ’

o _ ‘ hhat is occurring in the mainstreaming movement is not /Jchange 1n
special education in isolation from the total system. but a basic change
| e+ in education 'since special educagdon cannot be realistically changed
f,;f,:.< without affecting the - regular'ghucation system. One of the major trends
| | in education is toward personalized learning programs and continuous '
.progress curricula conducive to the cognitive. affective, psycho motor,
and percgptual development of all children. The philosOphy of devel-‘ R

”

oping programs to meet the 1nd1v1dual needs of ch#ﬂdren while not a

%
new concept, seems finally withig the reach of realigy.  This thrust

toward individaalization is based on the recognition that: °

€hildren -should advance continuously as mastery of l?
essential academic skills-is demonstrated

* Children should lead how to learn--how to bé self-starting
. P learners .

", Children must-léarn that they can learn- R R
Children must be protected from constant failure,
~Children shoyld tearn self-discipline and self-respect, .

R ~ ChiTdren must develop marketable skili and find a
e e measure of satisfaction and pride th employTng them,

As teachers become advisors or facilitators of learning, rather than
Yo,

~dispensers “of- knowledge as personalized learning and continuous progress .
curricula become observable--when these kinds of changesqgecome a
ieality in 6ur schools, then teachers will be. able to deal more effi- L

[ 4

Ciently with the wide degree of varignce ex1st1ng in every classroom of

WA T 7 B b e b A b e ind BB annE 1 A Fe At e e et A e

+° this country, and children with learning, Physical or behavior problems

will be able to\grow and develop and’ learn side by side in the regular l

}

classroom , '\ , . -
In achieving r‘quiredjchanges to serve handfcapped children in
regular.classrooms;\there‘must be a program,that will facilitate‘

A BRI

N - *




1. -The deveIOpment of a positive attitod€ toward the 1ntegration of
the handicapped child in the. regu1ar classroom among regular
students and teachers, special class teachers, support personnel,
administrators, and the communlty, S

2. Iherdevelopgent and strengthening of skills among reguiar and -
-.special edutation teachers relating to special education techniques

_use of pupil assessment data, prescriptive teaching, and ,
ind1v1dua1 self-paced instructional programs, ‘v

. . and methodologles, especially those that relate to effective

3. ~§he systematic development and adoption of new and raried
roles for innovative programming through differentiated staffing
, patterns for Spec1a1 educatiqn teachers. .

Rationale;for Change in Educatio_

Spec1a1 education essentia]ty has developed in the schools as a

sub- or parallel system to deal with chilﬁren who did not fit into

- elther the behiiiorai or programmat1c regu]arities of that system.

- has  been to identi7y beHavioral irregularities, remove them from
- the main system, partially or totally; and place the burden of
- resolving the irregu1>r1ties either upon the children, parents, _
 or staff of the sub- or.para el system., Little or no adaptation-or
modification was made in the program of the main system. In fact,.
. the effect of these mechanisms.was to reinforce the behavioral and
programmatic reguIarities of the main system.

For example, one ¢f the major effecgs of - 1arge-sca]e testing prozfams o

/ffontrary to this approach, [the emerging 1nt3brated systems trend]
recognizes that the development of the sub--qroparallel system is a
strategy that “has begn unfruitful, ‘has created its own set of.
problems. and s contrary to° modern learning theory, dnstructional
strategies, and organizational practices. The [integrated systems

- approach] emphas1zeﬁ the development of an adaptive system that is
responsive and relevant tovthe needs of all-children; the focus .of
change is the ‘program regularities of the main system The burden
for adaptation, which, previously, had resteq unproportionately
., upon the child now shifts to the main.system.” The child is
--rasponsible only as one aspect of the env1ronment comprising that
system. ST s . <

This approach "calls for an analysis of both the programmatic’ and
the behavioral regularities of the main‘system. When there i¢ a
disparity between a.regularity and the stated goals, a change in’
.either the goal. or regularity must ]ogicalty follow.

< L

An.aceountability mode] rust be utiiized that assists planners
~in the development of new regu]arit1es cops1stent with stated goals, oﬁ

in” other words. an ana]ysis and redesign of the entire system. Programs

! t
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intggrating handicanped children into reguiar education, concentrating // .

o , . LA S
A . N o s A
- N . 4 / .
- : . ‘ ' » A 4"' . : .
‘ . g . - ! . o
P . - * i P .
. . . ) .
. Lo . ) . ' / . .
, s . : / )
. k . R
. A g 4 Qo
. ‘ .t - [N .
. .
: *
A}

oniy on, changing the special’ education or sub- system. withou changing
the maih system, are doomed to eventuai fatlure, ‘ -
“ Sarason2 indicates that.any change that is introduped jnto the
schoois wii] eventua]iy involve some existing behaviorai cr,programmatic §
reguiarity “He suggests that it )s difficult for school. personnel)to | i
R consider the universe of aiternatives for programmatic reguiarities. ‘ ';‘ : - ':97.
R By changing the programmatic reguiarities, the occurrence and frequency of §1A11
: behavidral reguiarities can be significantiy ‘changed wi th greater ‘ S %
payoff, To’ express it another way, beneficiai changes in behavioral ..
' regularities, intended by the sﬁ}ft handieapped chiidren in :egular .
” ciassrnoms Wi11 probably not occ &o]of the

% “ program reguiarities of both the main and, sub systems. The way teachers
. o

without concommitant chang

~ organize for instruction, the way they interact wi th chiidren and the way |
in which the total school environment has been engineered must be carefuiiy
N ' examined to ggovide effectiveiy for chiidren with a wide degree of -
variance in behavior or iearning. ; S : .

An Integrated Systems Modei of Accountabiiity - _ i - h S

This Sfcaion wii] outiine an accountability model foi integrating - Lt
handicapped chiidren 1nto regular classrooms with emphasis ona .
systems' ana)ySis and design ‘It might be helpful to outiine a simpie
system;\aaproach o o e

' 4"- ‘ There are three~major components -of a system L - ’ R
preee A A e o VR :4» N B A s e SRS “3‘\&‘4 e s i e R Tk B o T B TR S U e i B LB -

1. The input which includes both the contro]iabie (poiicy) and
uncontroTiable (environmental) variables: ~ RS

- 2. The operations or process (procedures), and
- } Q

,3."The outpu or product

The program degign or biueprint developed . in a‘systems'format'reveais '

.‘ °

essentiafvdata to the planner, the,manager, and the evaluator. - //<’ -

”
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Special projects, or innovations, can be vieveu as a system which trans-
forms the inputs into outputs by the operations or process. Systems - 3
, cdiceptualization'of the project or innovation provides essehtial data

‘needed for planning and design of the proJect evaluation of what is \

‘- happening:. in- the- ongoing process, and forecasting future effects with - ‘w¢w~~«w«'¥ei

i C >
i

L -ygreater accuracy. - R RN
| The total system isra conbination of a complex network of interdependent. ~

L

’interrelated sub- Systems that provide the enabling resdurces to the main
system. The interdependeney of these sub- systems is difficult to analyze
apart from a systems approach Faulty planning, inputs, processes, and . !
S outputs of the sub- systems are largely responsible for the failure of
‘many projects: to reach their main system obJectives, bdth quantitatively
..

."_‘,_ and qualitatively. A project system must involve the participants,

' staff and other target population in the total design. A project o C G

system that clearly delineates, with as much detail as possible. the . "4W"‘} R

: input variables, the operafions, the sub- systems and outputs within a. R }J‘.s"
) ) time frame can.provide the designer, administrator, and evaluator with - in‘j
precise and usable data. N\ ‘ E

JJn idcntifying.and describing the inputs--physical material, and

human--Brinkerhoff3cautions that the inputs should be oarefully examined
to determ.ne if they neet %%rtain criteria (described ds pr aconditions),
which are essential to the 0peration of the program._ﬂflthZl skills, -

of students, teacher volunteers. ok other teacher'selection criteria.

agreements of personnel to attend trainsng sessions, etc., are - }‘T"'N\'”‘“”“”““”“"; T

examples)of pre- conditionsL Mos t project managers do not give adequate R
, .

' attentio tq the contro

er inputs, and when pre- conditions are not

¢ met, a progect from the outset may be shakily launched. ‘ .

*"?_" R . .2]0 R ‘ ‘ ’ ' I_
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- The Discrepanqy EValuation Model

o 9 ; An effective evalvation model that can be overlayed upon a systems

‘ . design for program development and institiiional chanqe 15 the discrepancy

'i . evaluatio model developed by Malcolm Provusdand described by Brinker-

' _hoff and 3‘\8(‘5 8 In this approach the evaluation. process 5. seen as-

| iutan aid to understanding and improvement of programs. Systems analysis e
ﬁ:»provides the.vehicle for the evaluator to obtain more precise data '
.vregarding the rogram operations and the changes that might be necessary

,:. to improve them, or to reach the 90als and, standards that have been

o established, This form of analysis also aids planners and managers in,\

,making predictions or forecasts regarding eventual success or failure

&L{X 1‘ of ,a particular qrogram. The Discrepancy Evaluation’Model simply compares,
3 .;i' .

" on a ~continual basis, the performance (P) with the Standards jsi. with
: ‘the difference described as the discrepancy (S - P = D) Program change ‘

or improvement is. viewed in light’of gradual approximation of performence '.1

to standards. " , , . | _
Scandards are pre established expectations usually developed by
project staff and participanis which may take the form of specific
" objectivds and goals, but which are basicalT& more comprehensive. Ina .
» ~  broader sense, standards should. include detailed specifications for ',.
such aspects of the system as the quantity and quality of resources
o to be utilized the operational procedures expected behavioral changes,,
etc. Standdrds should be develOped for every phase of the proJect. I
] —/‘ﬂny discrepancies between. pezformance/and standard are” reported to the

program staff for their*use in decision making and possible/modification'
N/ :

of the system. : ‘ Ce . /
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In describing the design standardslof the'Discrepancy Model Brihker-v . -
'hoff comments that the désign mus t he'complete and comprehénsive, it must
have face valldity;, if mus t have a program compatible with the: environ-_
ment and 1t mugt be internally consistent. He indicates that the

uioperations or prpcesses themsetves win form a, logical dnscription of the o

program. If parts or pieces are omitted from the design it will not L

’ /Le possible toéunderstand or benefit frov the totai design. The model |
is based on the assumption that the eValuation activity must result dn"’

.

discrepancy information that will be useful ta the rtaff in making } .
. program or process modificationS;by exercising control over the operations‘
u or by changing the dezign as' indi cated. . N
In a new evatuation approach the authors have used in Rouston, Texas, . -
X teachers aﬁévchildren generate and record the necessary data regarding
their performance and other proJect ope?ations. The evaluator, or watch- A
dog, then monitors the proJect operatiqn utilizing data conpliled by the
participants Therefore, there, is little need for standardfzed tests 1
orifor monitors to actively observe cla?éroom behaV1or\ of children
and teachers._ This procedure also encourages. children and teachers

[N o .al!

to become monitors rf their own behavior. with more resultant and lasting A :
changes without external coercion“)These data are then analyzed for the
administrators who ma}e necessary(decisions from altérnatives that are
.generated from criteria previously established\by the administration. |
. In summary, the Discrepancy Evaluation Model is based on the .
, assumption that- key staff-must-employ: systematic metho;s to- continually-~--'m~~f
.modify a program as a function of the systematic fetdback resulting

'from evaluation. _ _ - , , o

The Measurement of Behavior - A Traditional Approach s - ‘ ';4

\
Traditionally, education has tended to group children according to ‘ f»‘ o

J
k

how they performed on a standardized test. thently, mith the advent

S22
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‘of individualized instruction and curricula which focus: on criterion-
Areferenced tests, educators, are questioning the adequacy of standardi zed
te?ts for student\piacement. One of the major criticisms of the testing

movement stems from the fact that standarized testing may be an artificiai

L way of measuriny children's, potential. ln attempting to measure changes

L chiYdren that have occurred during a sp801fied period of. tim:, as

_ the resuit of a specific treatment traditiOnal standarized instruments }
may not be of nﬁﬁs. Use.. A more. precise accounting and monitoring of
student behavioral change is needed One system both 5ufficientiy |
exact and generai to permit its effective uti]ization in méeting questions
of oducational accountabilitv is known as precision teaching. Lindsiey

says: . ‘-\L\\ e

P

4

of’monitorihgfdaiiy 1mprovement--not performance, but improvement.-.s
lmprovement 3 acceieration' performance is frequency of occurrenee,

‘Such a system is presently being impiemented in Houston Independent

School District Housfon Texas. ,The following s a description of the

a0 1

'”salient features of a precision teaching system as it is impiemented

in Houston.

L

An Integrated Behaviora] Systems Modei

®

In the previous Section an Integrated Systems Model for accountability'
- was presented which required a total systems approach to analys‘s plan-

ning de51gn operations, evaiuation and redesign This system empha-

v

sizes the need for: . : ) N , Iy

1. An in-depth analysis of main and subsystemsiﬂpm S
.2, The direct 1nvolvement of staff, participants, and community
~in the devetopment .and:ongoing’ modification of the 0perations B

de51gn and evaluation component, Co . , .
o (- ‘ ‘ ' .
3. The deveiopment of alternatives to the programmatic and behavioral
. ‘ireguiarities of the main and Subsystems; R
1 . L ) L .
A . . . v . 2]3 s, I

-

Precision\teaching is not ar approach it is an. easy, inexpensive svstem e

L%
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’ behavioral process Cwithin a systems fﬁémework
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4, The apgiication of a discrepancy evaluation model to evaluate and -

thereby change the system as needed; and -

T procédure for precise measurement of a continugus basis of the
movement toward the eitabiisned\objectives.

'The u\tlgpte goal of theee procedures 1s' to deveiop a plugiam that-

Wi’ ensure that the goals and objectives of‘ the particuiar project, or

system, are reached with consistency and within a pre estab]ished time

frame ‘and at a ]evel of- proficiency that meets the expected standards

~In the final ana]ysis, the behavioral- 1earning fmpr vement, or changes
.pf the target students, becomes a maJor variable ingthe evaiuation

-pxocedure. This section wi]l concentrate on procedures that can be

]

-‘utilized to measure the changes that occur bver a period of time in

behavior and 1earning of students in accordance with, the obJectives of

@'garticular project or system. To do this, it is proposed that ;he
| behaudor of the child be conceptueiized in.a,nanner simiiaF\tthne,way
’,the‘system‘uas‘conceptuaiized Presented 1s a conceptua] model and a |

3function§1 modet for analyzing a narticu‘ar instance of a continuous

oA
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Flgure 1 shows a diagram of a Specific instance of a given behavior.
This diagr:m is caiied the behavioral equation which can be concept-
valized within the modei of systems analysts previousiy discussed

The behavioral input is defined as an Antecedent gvent {discrim-
inative stimulys) or that which is preJZnt beforeiand/or at the same
time the child or person behaves. The'hntecédenthVent is composed of
controiiab\_variabies (present environment) and encontroliabie var-
i;bies (historical antecedents) This behavioral input is processed
through the sense organs and is- organized and integrated by the centra]

nervous system and higher brain functions. | +

-

The behavioral output is the specific pinpointed behavior. We have
a specific behaviorai objective and the aim s to either accelerate or )
decelgrate the behavior towaid the desirab]e objective. The evaluation
component is the Subsequent Event (Reinforcer) which immediately follows

the behavior and will eventuaiiy increase or decrease the probability of

l
1

the given behavior repeating again in the future.;
This Eonceptua} or descriptive behavioral equation,aiiows us to

look at- every child behaving in the ciassroom as Qn‘independent

| behavioral system in himself. Once this modei is!applied to a child,
. it ceases to be conceptuai or descriptive, and beComes functional.
what ﬁ-iiuws is a fu“ctionai analysis of the‘behaeiorai equation.

. Figure 2 shows a iesson plan sheet.'rThis oian sheet 1s the
functional appiication of our behavioral equationi The Program and
Programmed Fvént are the precise specifications of the controiiabie

. input variables (i.e., curriculum specifications, ciassroom description, ‘

etc.). The Movement CYC]qus the precise description of the pinpointed

.02,



s

behaviar with 1te objectives. The Arrengement and the Arranged Events
are the spec1fiee}10ns of the Subsequent Event and how it is goinq to be
delivered. ! . ‘ | | o .

A specific component of this behav1oral system can be functionally
analyzed by holding all components constant except one. The effects.
if any, will be shown. in the behavioral output (Movement CycIe)

neasure the effects of changinq d1fferent parts of the system on the

Movement Cycle, we rely on a precise tool of recurdiny ually frequenc1es

of beha\iors. This tool 1s known as Precision Teaching. ‘The follow-

- ing section will discuss in detail this system of behaviora] measure-

“ment, ‘ ) . ‘o '

217
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Precision Teaching: A system of Behavioral Measurement'

"~ Pretision teaching is a-theoretically neutral system for measur-
ing human behavior change in natural settings. ‘ ) | ’

In education, the behavior of students is the final authority in
any evaluation of effectiveress.‘ Student behavior fs'the critical
dependent variab1e. Success in instruction Will be l1m1t¢d by the
success with which thts variabie is measured \\

Precision teaching enables any teacher to do three things: o

o Measure the unique featuges of the changes of behavior of
* each Iearner. :

2. Base instructional decisfons on empiricallv determined reali-~

ties. Make data’ diagnoses and data decisions about instruction.

5. Discover the functional laws of behavior as they speciftcally
operate now, in the school, with the students.

These features of precision teachwng make 1t possible for any teacher

. to become free from the potentially’tyrannical‘effects'of instructional

RS
irrelevant factors;

,Qecis1ons Based'on authority, unexamined experiences, prejuqice. and
The basic unit of the.meesurément system-ie‘frequency;' Freguencyr
s a “natural" un1t because it recognizes the-fact that all behevior
occurs in both number-and time. | Frequency is’ an {mportant unit of
measure 1n all the natura1 sciences. R
It is the ratio between the number of behaviqral units and the .
numbrr of time units. Specifically it is: " |

number of movements (def1ned beha»iors)
Frequeney,f

T

NUMBER‘OF MINUTES THE BEHAVIOR WAS OBSERVED
Precision teéching may be drganize& into seven sequential steps:

‘1. Pinpoint--define precise]y the behavior you are attenpting to
change,

219
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2. Record--make a written record of both the number of movements
and the number of minytes the behavior was observed.

3. Calculate Rates--divide the number of movements by the number

- of minutes to obtain rate or frequency. Frequency is a most

sensitive and generally useful measure of educators,

4. Chart Frequencies on: Standard Charts--visual inspection of the

~ charted behavior™s the basis for making empirica] diagnostic”
, and instructional decisions. : _
5. Make Systematic Changes--alter the ‘condftions of instruction one
at a time in order to discover what is effective,

6. Observe Charts Regularly--in order to maximize the feedback on
. the effects of your teaching procedures on student performance.

- 7. Grandma's Law--try, try aqain. Success 1s best achieved by
f.repeated systematic changes in the instructional environment,

.The standard behavior chart (See Figure 3) has been designed tormake
it easy to detect and_understand chenges‘1n behavior and- the relationsh1p'
of these ehanges to the conditions of the instructional environment.
“The fact thet the charb is a standard chart, using standard chayting"
conventions, makes 1t pessib]e to comnunicq}e behavioral facts with
speed and accurecy., | ' . l . .
The vertica] lines on the chant'represent days; The heavy Tines -
are Sundays and the 1ighter 11nes in between them are the’ weekdays.
i The days may be synchronized" wiun rea] ca1endar time by placing the
"'appropriate gate in the upper ]eft hand corner and on suhsequent
fourth Sundays. f ' 3 Ei L
The horizontal lines are fhequency l{nes; They are used to in&lcate
the -frequency or rate of a movement (defined behavior) The frequency
’ej:'lines are in groups. Each group is ca1led a cyC|e. There are six
| c/cles on every chart The bottom cyc]e tells how many times the
‘nnvement‘occurred 1n a day (1000 minutes).  The next-cyc]e higher

*»
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tells how many times the movement occurred in 100 minutes. The cycie

. above teiis how many times the movement occurred in 10 minutes{’and the

o quent than once: a minute

O

next one teiisehow many . times it occurred in one minute.

The lower three cycies are for movements that occur less than once

s

-a minute. The upper three c&cies are for movements that are more fre-

| - W

After a frequency has been computed for a movement on a particular

_day, it is represented on the chart by piacing it between ‘the two clos-

est frequency lines.

Nhenever a change is made- or’ occurs ih one or more of the condi-

' tions of instruction a verticai line is. drawn on the chart to separate

the pre and post "change dates The nature of the change is signified
on ghe chart and explained more fully on a page designed for describing
the“conditions of instruction.

The conditions ofiinstruction are any'and aii‘of-the environmental
events which a human learner has sensor%iabparatus to respond to; and :
which have the potential for changing,behavior in an observable way.
These'conditions may be divided into two general classes. First, -

-

those events aye u5uaily‘antecedent to the moVement,'verrricuier material

_and spoken or written'instructions are ﬁamiiiar examples. The second
general class of events is made up of aii those events which are contingent

_ upon the-occurrencé of the [ovement. They are the consequences of

behavior Reinforcers ‘and punishers are two tyﬁhs of contingent con-
sequences Consequences are Subsequent to the movement ,

The behavioral equation .is a set of symbois which make iﬂéconven-
ient to deal conceptuaiiy with the conditions of instrucxion and their:
relationships to the dependent variable in the equation-—behavior
The behavior equation makes it possible for a teacher to manipuiatc
potentiaiiy critical conditions of instruction symbolicaiiy The '

‘ 222
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system mgy be used’ to design and permanentiy retord individualized

conditions of instruction for each chiid This s a ‘technical advance

on the usua] form of lesson pianning The behavior equation system. is

1'anaiagous to the notation system for chemical reactions.

In contrast te traditionai psychoeducational measurement five ~*¢

separate features of behavior are measured in precist\n teaching

These separate features of behavior may respond more or less independ- .

entix to changes in the conditions of 1nstruction. They are:

¢
1. Speed or level--a measure of the central tendency of the fre--
quency. measured ty the mid frequency, .

'ﬁe\ Celeration--the slope of the Hne of best fit; measured by the
Leleration coefficient. . ,
3. Variability--the d -to day fluctuations in frequency of the
m?vement méasured by the standard error of the tine of best:
fit j
o ‘- .
o4, Accuracy--the distance between the mid frequency correct and -

the mid frquﬁncy incorrect; measured by the accuracy ratio. .

5. Accuracy Trend--indi cates whggher accuracy is improving,
staying the same, or becoming worse over time; measured by /
“the Improvement Indeyx., = Va i

. ( Neo
Each of the above performance measures are used to deSCribe the

Fehavior within any particu‘ar phase.

*
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Precision Administration--An Accountabilitx_brocedure f
c

Effective teaching presupposes continuous evaiuation.f Since the
standard behavior chart utilized in precision teaching produces con -
tinuous and direct measures of behayior, it is made an inteqra] part of

s .the teaching process. - Both teachers and children must therefore become

proficient in 1ts use so that 1t serves to aid individudiized eval-

uation decision making, and planning v Experience has shown that training ';&b

i

- in classroom use of the standard behavior chart can be both e?ficientiy "*e?}
and economically accomp]ished on an inserve basis (e g. , Haughton, 1971 4

Pennypacker, 1973 Perez. 1973) Thus, the major - ratégy of precision ,‘~
adminstrators is to introduce the evaluation process at the level of
.tindividuai teachers' daily interactions with individuai*children. )
Giving the evaluation tool directly to the teachers for daily use
- with children is; ‘then, an effort to maximize the effectiveness of the _
evaluation process as an integra] part of the: teaching ﬂroeess Teachers
"are accountable to the children they work w{th,and, at the same time,
are accountable to administrétors;'barentsfizga\society in genera]

. - Since a ierge ameunt of deta will be genereted‘by using the daily charting
fprocedure, it is both possible and convenient to enlistlthe aid of ‘the high
speed computers. The computer can easily digest and stdre these data A
to any desired level of sensitivity up to, and inc]uding. a singie
child s .performance:on a single page of“a single arithmetic book on a
specified day By summarizing the data wiih respect toione or more of
the measures of behavior and behavior“change, an overal] measure of

. benefit derived from a given program is yielded; This summarization

can, of course, occur with'respect to any independent parameter ef

o
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‘time dimension, one can readily view any resultant behgvdor change in

'for statements of accountability in terms of cost benefit, A major

A
the program of any subpopulation of the participants in the program,
Since all of the behavioral measures taken from the chart incorporate a-
teris of the time taken,to produce it angd thus-arrive at a neasure of
efficiency. Finally, one may add to such statements w”atever cost- -~ - °*

figures are deemed appropriate thereby providing a quantitative basis

SRR VN—

virtue of. the system lies in the fact that all such analyses are based

entirely on the directly observed and recordeu behavior (both academic

. and social) of the children served by whatever program is being evaluated,

' The same information which guides the teacher in her daily planning and

decisiop making constitutes when assembled acyoss the appropriate units

- Qf a program, the data base for administrative planning and decision

making at any level of responsibility. Such a system virtually -ensures

. that educational decisions and policies are formulated in consultation

with the ultimate experts--the Children themselves.

* - Summary:

-An integrated sysiems model for accountability requires: - '

. 1. A total systems approa'n te analysis, planning,- design, operations,
evaluation, and redesign which assures the specifications of
program objectives and establishment of pre determined ‘

' standards, ’ ,

2,. Analysis and development of alteinatives to the programmatic and -
behavioral regularities of the main and enabiing system, amd ,
effective change strategies for implementing alternatives; - .

3. Direct: involvement of staff, participants, and community in the
development and on-going modifiCation of , the operations design
? “and evaluation companent, and in the initial needs assessment;

4. In-depth analysis of the sub- ‘or enabling systems within a time
frame, to provide enabling resources to the main system. through
such techniques as PERT PPBS etc;

5. Application of a discrepancy evaluation model to jdentify or p
pifpoint (a) variables needing modification or,(b) the develop-
ment of alternative program approaches, as a function of syste-
matic evaluation feedback. Performance control and cost

225 - b B

-1 L . ‘ . . -

KN



\

effectiveness studies are essential aspgcts;of the proéess;
Teachers,. children, administrators, etc., génerate'and record
necessary data regarding performancg outputs. Staff and.partici--
pants become monitors of their own )ehavior or sub-system programs;

A prﬁcedure for precise measukement on a continuous basis to
measure moyement'toward established opJectives; and -

Program auditing by du&lifféd personne) externé1fto the system '

. .to assess the validity of the procedures .for getermiping.system

effectiveness.

' ’,"l’.'“"‘
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R ~’ TOWARD A MORE SUBJECTIVE APPROACH TO,ACCOUNTABILITY ‘

///) » " Sam Henrie* - o r

Far West Laboratory for Educational . : LT
Research and Development .

To understand the concept of accoqotab111ty. one must become aware of

the imoortant distinction between an eva]uetion‘progrem and an, accountability \
system.. Eva]uation merely seeks}to measure the effects of a given treatment} \
nothing more. (t is quite possible to evaluate a'ma1nstream1ng program for - J\
exceptioral chi\dren for examp\e, and never use the findings for any other |
‘purpose than to occupy spaia in amforgotten fi1e drawer. Accountabi]ity systems,
en the other hand, are designed to: make constructive use of evaluation findings.
Thay are Aeferred to a8 "systems" in order to emphasize their feedback and

salf- correctiona] qua]it1es A]though accoun :ability systems may differ 1n
sstructure, they all address the same basic functfpns goal setting. evaluation;

feedback; and correction of the oniqindl:system. -

A"
Who Is Accountable tokwhom C

If a program's goals are students’ cognjtive development, affective adjustment

and growth, 1ncrgased interaction, rappert, and cooperation betweenmildly handi-
capped chi1dren and normal children in the classroom, ther: we must look to all

the variables that affect these outcomes. We must avoid making any component

of the total system a "scapegoat” for the Various other components: admihistratorsv
must be accountab]e for their input, parents for theirs, teachers for theirs, as

well .as g1vwng attent1on to the input from cur:wculum materials, etc.

L4

_ *Sam Henrie is Senior. Research Associate at the Far .West Laboratory for
" £ducational Research and Development, 1455 Folsom Street San Francisco
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The purposevof dccountability is to help the system approximéte its gopls,
rather than ‘identify ‘its faults. A\tountabiiity can be used to identify the
strong areas of the system and enhance its effects as well as to identify
weaknesses, so. that remedial actﬂon can be’ taken. o

‘This points to the need for anaiyticel capabilities within the accountabil-
ity system. Tne systemeshould not only identify the effects, but also point to
the processes which bring about those effects, and provide tools by which probable
improvements can be identified. : .

The sum total of this view of accountability is that accountabi]ity is a

constructive process of evaluation, feedback, and improvement. Each component
of the system must be accountable for its affection the children and must be
continuously improved in order to increase its beneficial effect. ~
| Accountability as a philosophy, can be interpreted as a move away from.
the competitiye surviva]-of-the-fittZst appnoech‘to teaching. In a modern
accountability system there is no rejectidn of those students who fall below
the norm or "fail.” The focus 15 not on measuring and 1abe]ing students in
order to differentiate those who succeed from those who fail, but rather to help
each student succeed--sucCess bejng defined as significant imprevement and |
cognitive'kncwiedge in skills, affective growth, social integration and cdjust—
mentu self-image etc. . d

f The relationship between an eva]uation program/accountability system and
an nstructionai program is a delicate one. The evaluation program must be
continuous and must provide useful feedback.for the participants in the education-
" al program, yet it must not'inter}ere with that program in any detrimentai way.
In other words, acccuntability must nof become the tcii that wags the educational

dog. Those who design the accountability system must pe aware of this important

balance and aware of the trade-offs inioived.
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Costs vs. benefits in the use of teacher and student time for testing
is one such trade-off. As long a§ the tésting is beneficial to the ins tructiohA‘
al system - that it provides meaningful diagnostic and evaluative data which can
be used to improve instruction - it 1is }egitimate to use it for evaluatfon
purposes. Nhen the evaluation procedures cut into neede- 1nstruct10na)//

learning time, they must be questioned, andﬁcareful consideration giVén to

/

Distortion of the fnstrd\tionalllearningjsystem can occur 1f the type

_ the 1mportance of evaluation as opposed to nstructional/learning/

of evaluation emplayed is incompatible wi th that system whén obJective

tects measure only a few of the skills taught in an 1nstrdtt10na\ program, .
‘or even a different set of skills thip those involved 1n the\program, ;et
the‘results\of such tests are fed bgck to teachers and students, a false
sense of success or failure will fésu]t. | ‘

A similar effect can occur when the accountability system encourages
certain rewards and punishments for certain Bvert behaviors, like free .
~ movement about the classroom or talking among students, ‘I; is well known

that children need a certain amount of mobility_and thatilearn1ng is

enhanced, %n certain situations, when talking is permitted. When these

Athings are entirely frustrated, psychological fension mounts and stbdents

bedqme efther hostile, or depressed and passive. Yet a poorly con-

ceived evaluation based on simple frequency cgﬁnts of “talking out of

turg" and "getting out of one's seat" can demonstrate a program's 1néreas-
~ing success while it is destrUétive of other educational and humanistic >

goals of the prbgram, - | ‘ "’L
Regard]ess of the eﬁthusiasm of the evaluators or accountability

system designers, and regardiess of éhg demends made by monitors, program

directors, governing board members , parents, etc., it is not healthy or

_productive for the evaluation program/accountability system to overpower

the instructional system.
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~ Whenever a conflict exists betmeen‘these‘two functions, the instructional |

system should be favored. After all, that is what education 1s all about.

Qoaisﬁfor Students in a Mainstreaming Program _
In programs that attempt inteération of'exceptionai‘chiidren'1nto‘the .
| regular classroom. at least three kinds of student outcomes need to be considered
in any evaluation design: ’
The uearning performance of the exceptionai children in the mainstreamed
ciass This shouid be measured against a baseline of previous performance in
the isclated situation, thus offering a comparison between the two arrangements.

‘ Measurement of self-image and gocial integration of the exceptional children
tn the normal population of the regular classroom. The kinds of behaviors and
até)tudes measunid here are not cognitive in nature. They are the degree and

kinds of social interactions between normai and exceptionai*chiidren and, in }

Dartlcular. changes in their self—concepts both rlegative and positive.

The performance and attitudes of acceptance on the part of the normal *.
children in the classroom. Here we would measure such things as changes, if
“any, in the cognitive- performance of norinal children that might result from
the teacher robbing time from them 1n order to focus 6ﬁ‘remediation of exception-
ai children's problems. This part of t“cicvaluation wouid ‘include measuring the
attitudes of the normal children toward the exceptionai children; the degree and
quality of their acceptance (incidence of teasing or stereotyping, expressions of
friendship, goodwill, etc.), and any qualitative'changesain the attitudes of the
normat children toward exceptional children (e. g. s to be different ts alright'
that a deficiency in one area of cognitive nerformance does not debase the total
personality or value of a person, etc.). The evaiuation/accountabii1ty design

would seek to demonstrate those behaviors of peer heip and peer tutoring that
. 3 A

could be measured by frequency counts, and make observations onthe quaiity

¢ . 1
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' of thc interection be'wcen chiidren‘(e g., does the interaction’focus oniy

on. cognitive tasks or s it aiso soctal anG friendly and takes. place on the
p]aygrounds, in the halls, at iunch etc. ).
'ObJectivity vs. Subjectivity in Evaiuation of Mainstreaming Programs

Because of the strong emphasis on training, accountabi ity programs fo}
'exceptionai chiidren have tended to be framed in terms of cognitive deveiopment
and have emq}oyed behavioristic techniques.. In certain techniques, precision .
tehching for ong, there is a tendency to focus on overt expression of cognitive

/growth, For example, frequency charts are kept on Jcorrect" and "incorregt"
verbal output -_which mearns - the number of correct answers, or reheafsais of
memori zed materiaikthe chiid can produce to a'given stimulus 1ike 2 question,§
or iqstructions to recite the multiplication tabies.' These programs also
measure coqformity‘to classroom rules, 1.e., the'numben of times the student

. speaks out of turn, the incidence of tardiness; the fnequency'of engry
exchanges between children, etc. When behaviorism 1s appiied to human
iearning and groﬂfﬁ;;ts effect fs almost always reductionist - 1t o

“ focuses on short-t

&

y easily demonstrable, and sometimes trivial objectives,
After all, it‘is very difficuit to keep a frequency count'on subtle changes
in self-image, or‘on a number of other important‘kinds of growth that
are not immediately demonstrable, ’ ' | |

Educators who have embraced the ”ooen classroom” approach to instruction
are asking for evaluation programs/accountability systems that take into
account these more difficuit kinds of measurements. They °mnhasize affective
growth and cooperative work initiated by the child foilowing his/her own

., motivations! This philosophically based methodology presents probiems to
those who wich a strict accounting. . Means must be found to develop account-

| ability withln this framework. ;

The disagreement between iiicse who advocate strictly objective evaluation
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based on overt behavior, and those who will accept subJective "soft" data .
has roots in a long-standing disagreement between professional philosophers.
The logical positivists insist zi;t truth ¢an be establishesonly by rigorous
. experimental p“dcedures-wh1ch yield observable and reliable data This
philosophy has been adopted by behaviorist psychologists who witl accept only -
overt behavior as data, and who usua11y measure the frequerty of occurrence
of the behavior in their experiments. Other ph11osophers are willing to
accept more subjective evidence, such as reports of feelings, as‘means of
establishiﬁg truth. Or they are amenable to-Togical arquments. These views
have their counterpart in phenomeno1ogica1 gesta]t, and personality psychology,
all of which allow for many kinds of subjective data. The phenomenologists are
‘willing to accept less rigorous, “soft" data in order to study learning processes
or behavior in all its natural richness and complexity. ‘

The behaviorists admit as evidence only those changes that can be objective-
1y measured (thrdugh frequency ceunts of overt behaviors). The loosest kind of
data they might admit would be observations by 3 variety of observers when
‘1nterrater re]1ab111ty can be shown to be hjgh. The behavior\sts are loath to
accept subjective judgments, particularlvahen those Jjudgments are made by ; ’
participants like the teacher;qr students. They show little interest in the
intervening variables of self-image, attitudine¥ changes in learhing. heurist1c~.
learning, etc., because these are d1fftcu1t td define and objectify, and their
measurement must necessarily be subject1Ve--e$ther by report from the learher .
himself, or by the 1nterbretation of one ciosely 1nvo]ved in the learning

swtuat1on like the teacher.

' \\\{fe humanists, by;contrast; place a high value on measurement of the interven- |

T
Y
1

ing var?Ebtj}. They claim that the.]earning processes or heuristics are much

more‘powerfu than the learning of mere facts or isolated skills,
- ) A ]
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They-beljeVe-that subtle, internal, longitudinally developed. attitudes
11ke se1f§1ma§e are of much more importance in the overall growth and
development of a child, than the mastery of any isolated group of skills.,
Indeed, they believe that the long-term development of the child depends
upon his gaining a Sbnse of masterv self~worth, and 1nterna11zed
v motivation to Yearn. ”f S s \,A. A
’ In his.artic}e. "Objectivity vs. Subjectiv{ty in Educational Re-
search," Miéhae] Scriven‘argues that subjective. reports are no*. only
legitimate, but may be the only way 1n which important: variab]e° in the
educational experience can be measured He points out that in a
sociatl- intellectual process like 1earn1ng there is no "objective"
-hinstrumentation such as one finds in a field 1ike physics. we have
no oscilioscope of the mfnd or bubble chamber to trace the paths of
newly spawned ideas. He points out that a well- trained mind 1s
the most sensitive instrument available to a social scientist. A keen
,ond sensitive observerhis more likely to be truly objectire. in the sense
of accurate]y measurfng the effects‘of a particu]ar treatment of ‘the !
program, than would be a measurement by “objective" frequency counts_of
overt behaviors. The frequency count also is made by an observer but
in this case he has drastically 1imited the data that he will attend
to in order to gain interrater.reliabilfty, | |
But the most important argument>jn'favor of subjective measurement
revolves around the richness of such measurements. Behaviorists find
it terribly difficult to objec?ffy'and measure'simp]e attitddtna] staies '
e like happiness, frustration, aéo anxiety, bur even a young child can
discriminate these states quité eas1ly when they are occurring within his
oWn nervous system. With a 11tt1e prob1ng he is able to report his

. emotional state quite accurately.
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A teacher, after working with a chi]d for some time. can usually gauge the N
changes in attitude better than any ”obJective" observer who 1s restricted to
the use of frequency\counts of avert behaviors. Here the question of teacher
prejud1ce and/or se]f deception may be raised. However, outside. observers with

” c11n1ca1 training, or with operational descriptions of the attitude states,
1earning processes, or goals in question can be ca?led upon to verify the
teacher's subjecttve observation. .

The preceeding argyments are not intended to ru1e out the use of “objective“
measurements through frequency counts of overt behavior. They certain]y ,have’
a prominent place in any comprehensive evaluation/accountability sysbem. But'

- they must be applied to thoseylimited areas of cogn1t1ve orohth and behavior
control to hhiqh they are appropriate. They must be richly suoplemented by
subjective observations. 1nc1dding observations by those 1hmediete1y inrolved
ih'lhe‘teach1ng/1earning situation 'Tike students, paraprofessionai aids, and
teachers, as well as observations by trained professionals 1ike c¢linical
psychologists.v

Nejther are these arguments 1htendeo‘to discount cogniti@e growth as an
important goal. But thcy are offered as a caution against the narrow acceptance
of this goat as the only goal of an educational system. Placing 100 large an
emphasis on external contro] results in de-emphasis of self-in1tiated work.

Stress1ng curricuium content, the mastery of which can be easily demonsbrated,

e.g., recitation of the multiplication tables to theexclusion of less easily

“measured developments in'insight and esthetic sensibiliiies ultimately does a
; i k P : .

disservice to the child. Education must be a process which faci]itabes bal-~

anced growth,to all aspects of the child's life.
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The 1déas presented in this short p er are offered on1y as a rdationatle.

for a more humanistic and subjective approach to accounté£1lity
They suggest that the goals must be broadened that objectives and
evaluation systems must be formulated to account for the special
. goals of mainstream!ng programs. They also suggest that accountab111ty
hsystems shou]d be designed to be compatible with and re1;¥Qrc1ng to

| - + the 1nstructional system,

SN
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' \ ‘ - FOQTNOTE ; .
Scriven, M. ."Objectivity and Subjectivity.in Educational Research,"
Chicago: National Society for the Study of Education, 71st Yearbook,
1972.” (Distributed by the University of Chicago. Press) pp. 94-142.
See also Efsner, E. W. "Emerging Models for Educational Evaluation,"
School Review Vol. 81 (August 1972), pp. 573-590. \ ‘
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L ©~ AFTERWORD o
\ E A b ’
 Many of the ideas expressed herein are commonplace -in relation to
"normal" children: They are radical in relation to the handicapped“chi]d.
‘because people have not assumed that exceptiona] children are learners "

| and contributors to a positive atmosphere 1n the classroom Ne have

‘seen evidence to the contrary.

.
)

This is a plea for the Seif. 15e1f-renewa1; se1f—eva1uation;
‘self-direction - ali‘necessary for teachers anq students to experience

growth and \earning together ' o ; '
, :

People. whether aduits or children, succeed to the
degree to which they exercise control over their own
destinies and contribute to the life of the group.*

l)\

This is a plea for progress - for genetosity in the face of failure,
for confidence that, through the configurations of change, new behaviors,
ideas, skills, and mysteries will emerge to enhance our lives.

.. . a person is a fluid process, not a fixed and static
entity, a flowing river of change, not a block of solid
material; a continually changing constellation of potentialities,
not a -fixed quantity of traits.**

L]

* Beery, Keith, personal communication. - o

** Royers, C.- On Becoming:a Person. Boston: Houghton Mifflin Co,,
Sentry Edition, 1961, p. 122. 4
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C |
REVIEW OF THE LITERATURE

: o ~ Robert Farrald* -

R A \Historicaiiy. educators have deSired a truly bersonalized instructionai .

system - one that recognized each child as having his own 1iabilities

and assets. his own ]earning style. his own goals, and his own

posentiaiities. Educators have been obsessed with the idea of failure-v

" free schoo]s - schools that would maximize emotiona1 robustness and

C A
socfal sturdiness, while faci]itating intellectuaT and academic devel-

_ opment Yet an individualized instructiona] program for each and

(o]

every chiid remains elusive, In spite of the obsession with fai]uref

: free schoois, our educational fnstitutions do, as Rubin (1969)\points .

. . k .
out, represent a "gigantic selecttfve mechanism“ forrsociety.van

"agency of negative credentiaiism"]which certifies the children of

poor citizens:as sociail§ inferior and intei]ectuaiiy less capabie.

The Coleman Report (1966) documents education's failure to serve. as

a vehicie'oi upward sociel and econgmic mobility, presenting Voluninous
evidence to support the view that we have created a racist school
structure that vioiates the vejy democratic princupies upon which our .
educational system is* based Green (197?)’\after a thorough study>of
school records, surveys. and census reports. conc]uded that American
schools have failed to teagh about 40, percent of the children en-

trusted to them during the past 70 years.? Leon Lessinger (1976) expresses
N

‘RoBerf Farrala s Director, Identification and Remediation’ of Learn-
ing Disabilities Frogram, Sioux Falls, South Dakota .

Mand

s

-
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the dilemma of education:* . )

If one alrplane in every fo.ur crashed between takeoff and landlng.

people would refuse to fly. If one automobile in every four went

out of control and caused a fatal accident or permanent injury, -

Detroit would be closed down tomor.ow...[yet] our schools--which

produce a more important product thgn airplanes or automoblleSa—

somehow fail one youngster in four., »

"Special education" has hlstorlcallv,been oneiof the panaceas for
coping with individual dlfferences and school failure. KYet,'ln recent
years, the efflcacy ot speclal educatlon has been questioned and many
of its pollcles ard\practices'critlclzed Indeed, some critics contend
‘that maqy aspects of tradltlonal speclal educatlon programs are ‘not
only 1neffect1ve and 1neff1c1ent but also undesfrable or even harmful,

““v\ .
The questions and criticisms posed by the detractors o(‘current Speclal L
-education' practices must receive fmmediate attention and careful | |
thought Mere opinion, guess work, personal bias and/or‘eloqua
will carry 1ittle weight, if the efforts ‘of. speclal education are _
Rx\welghed in the balance and found wantlng. Decls1ons regardlng current
practices and proposed thanges must be based upon* carefully collected and -
well 1ntegrated facts - facts concerning efflclency, economy, and

Aeffectlveness in terms of the humao beings we wish to -educate.

. N
Ratlonale for Speclal Class Placement

. For many educators ”speclal education” is analogous with “Speclal
class placement.” Educators have attempted to reduce school failure
and 1mprove quallty by trying. to create classrooms that vere homogeneous.
1 €.y classrooms created on the basis of some grouping technlque
that would minimize individual dlfferences among the children to be.
'taught. Efforts to decrease heterogenelty have resulted in the

removal from the mainstream of educatlon varlous groups of children

4 . ' ) ‘ .
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Iaba}ed “mentally retarded,"."émotionally d1sfurbed," "edu&ationally
handicapped," etc. Advocates of special, segregatedfc\%sses have post-

“ulated severaf hypotheﬁes to support their position: K

Re?ular classes cannot adéhuately meet the needs of exceptional
Ch ]dren- ) *

The mainstream curkiculum. teaching strategies, and insiructional
materials are all inappropriate to the unique learning character-
istics of "special™ children.

Thetgpan of individual differences in any give. regular class, and g
" the °V§""helT1n9 burden ‘created by the numbers.of children assigned -
to each regular class teacher,sprevent the necessary fndiyvidual

of instruction so.crucial to meeting the needs of cgqldren Wiy zation

handicapping conditions.

~ Peers and teachers alike are negative and reject1n§ in their attitudes
tosard children who are different. ‘

Regular class teachers do not possess--nor are they willing to f////m
acquire--the knowledge or the skills necessary to adequately teach
“exceptional® children, ,

Special, segregated classes can, on the other hand, effecttvely meet
" the needs of exceptional children: '

Special classes provide a speciallj trained teacher with a unique
Ycombination of skills which .allow her to be more positive and accept-
ing in her attitudes and more capable of individualizing instruction.
i

~Special.education teachers are more competent in providing a

. special curriculum appropriate to the real 1ife needs of the
children, and a unique repertoire of teaching strategies and
instructional materials devised expressly and scientifically for
the exceptional youngster. . 1;x. '

Because spec1a1“éf§§ses group chiidren Schording to the type ot
disability, and because class size i$ Yimited, an instructional
program that is highly personalized ts thereby insured.

Because special c]asse§'are homogene6us an& the teacher is warm
and accepting, they provide a healthier context for social and
- emotional development,

Ultimately children taught in special classes will achieve a

higher and more fruitful level of adjustment in the sacial and
" vocational aspects of the "real" world.
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Cundings of Efficacy Studies

The various assumptions inherént in the promisr of special class
p]aceggnt'have been questioned by special educators themselves.

Critics of speciél, segregated classes range from very mild and
conserQative to very sweeping and redica].,»31egel (1969}, whi{e admi t-
ting that sp;cia1 classes may have produced several fine by-products
such®as organizational patteens, deeper‘knowledge,and'1nsight. better
diagnostic procedures, and better teaching interventions, believes
that many ”ma;ginally exceptional” children - whether mentally re-
tarded, brain injured, or emotionally disturbed - may'be‘educated in
'the reghfgr class «if - and only if - the-regular cla§s teacher is given
%ppropriaie training and orientation. ‘This pogition has been supported
by Kirk {1950), Nboden (1953), and Crutckshank (1958).‘ )
~ Qther more recent critics are harsher in thefr criticisms and more
- insistent that change occur immedfater. In Dunn's view (]968),
"...murh of cur past and present practices are morally and educat1on-
ally wrong." He notes that special educators

.have been living at the mercy of general educators who have

referred their problem children to us {and that] ...we have been 4
‘generally i1l prepared and ineffective in educatinu ‘these children.

Dunn's solution is that we
...stob being pressured into continuing and expanding a special

education program that we know now to be undesirable for many of
thé children we are dedicaivd to serve.b .

unn's survey of the 1iterature pertaining to segregated classes‘
caused him to conclude that specwac class placement was essentxa]ly
damaging to the children who were isclated and that certain retarded
children make bhetter progress in the regular classes.

Johnson {1962), after a very thorough review of available data,

‘suggests that: e
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It is fndeed paradoxical that mentally handicapped chiidren having teachers
especially trained, having more money {per capita) spent on their education,
and being [enrolled in classes with few children and a program} designed to
pravide for their unique needs, should be accomplishing the objectives of
their education at the same time or at a lower level than similar mentally
handicapped children who have not had tgese advantages and have been
forced to remain in the regular grades. Y ‘

Lilly (1970) nojes that consideration of available evidence and expert
opinion leads to the conclusion ", . . that’traditional special education
services 23 represented by self-contained sbecial classes should be dis-
continued immediately for all but the severely impaired."” . Deno (1971) argues
that special classes and the tendency to meet the problems of heterogeneity.
via segregation are "fed by the natural teﬁdencg of any organization to get.
rid of what makes attainment of its goals difficuit. . ."8 While Anderson
(1971) believes that segregated classrooms evolved when .

. . regular teachers in regular classrooms who could not cope with
the irregular behavior of children dissalisfied with their-learning
environment shifted them to special schools and classrdoms, convincing

, themselves that the isolation was for the student's own good.9

r
\\\A For Trippe (1971) A
. . . the special education program represents a convenient acceptable
way of abdicating respons{bi]ity while appearing to be in the best
interest of the children.10 | - .

Emprirical Studies on Effects of Special Classes forﬁgﬁﬂ Children

The problem of evaluating the éfforts. of, speé}al education and the
outcomes of special, segregated special ¢1;ss placement has ‘been
éhamefully heg]ectéd. Much current practice is based upon opinion,
ard available data are chd%ac@erized‘by'a Tack of certainty énd by
empirical v;gueness. Nearly a]l‘stu&ies thus far completed'suffer
from serious methoésﬁogica} weakhessés. The negligible or inferior

academic performance of EMR children}educated in special, segregated

L4
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classes has been verified by a long 1ist of studfes (Bacher, 1965; '
taldwin, 1958' Blatt, 1958 Casstdy and Stanton, 1959; Diggs. 1964;
Elenbogen, 1957 Goldstein. Moss and Jordon, 1965; Kern and Pfaffle, 1962;
Mayer, 1966; Thurstone, 1959). Several studies seem to indicate that

those children educa;ed in a special class make greater gains in social
and/or emotional adjustment (Baldwin, 1958; B1att. 1958 Cassidy and
Stanton, 1959; Elenbogen. 1957; Thurstone, 1959).

dordon (1961), as a result of a sociometric study of 349 second-

.ary special clags children, found that the structure of the social

relationships 1h special classes tends to be wvery similar to that of

; regular q]aéses and concluded the EMR children tend to have the same

relative social posit{on. regardleés of class placement. Blatt's
(1958) study suggests that the evaluative instruments employed {and
the correspohdiné variation of dysfunction in social and-emotiéna]
adjustment) influence thetdata evolving fkom research sthdieé, and

indicates that conclusions regarding any superiority of special ciass '

ghildren in terms of social/emotional adjustment be viewed with caution.

Other studies (Goldstein, Moss and Jordon, 1966) yield data that =
indicate that EMR childreh educated in the mainstream makevgreater
gains in soc1a]/emot1ona1 adjustment Carroll (1967) found EMR
children 1n partially intearated organfzationa] settings made
significantly better gains in self-concept than did EMR children
educated in special xlasses.

Empirical Studies on the Effect of Special Class Placement for Emotionally

y

DisturbeJ Children

3
Several efforts have been made to evaluate ba31c assumptions under-
lying specwa] classes for the emotiona11y hand1cﬂpped. ‘Whelan (1966)

found that emotionally disturbed children in special classes assigned
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more positive meanings to schpol. self, and famify-related concepts w -
than did ?motionally disturbed children in regular classes.” Rubin,
Simson and Betwee (1966) concluded that special classes do not produce
results significantly different from regular classes. Vacc‘(1968)

C attempted to.measure change in achievpment and overt behavior of .
'emotiona1ly disturbed children in specia\ and regular classes.
Rasulting data indicated that emotionally disturbed children 1
special classes demonstrate superior achievement and superior gains in

social and emotiona? adjustment. : &

A second study by Vacc (1972) is of special interest because his
basic premise was that the policy of special class placement can be

properly evaluated in terms of the degree fo which the chiid's improvement ,

x

resulting from special clas; treatment, is maintained after h1§ return Eo
the regular class. Thus, Vacc compared children plpced in special c]ps§.

- two years after they had peturneﬂ* to the regular gléss with childlren ¥

w

~ {matched on the basis of intelligence, chronologital age, grade place- .
ment, ach1evenent level, social class and diagnosis of a supervising
psychologist) who experienced no special class placement, He summar‘ ‘

ized his data as fo1lows

\
it can be concluded that the data from this s tudy support the

notion that emotionally disturbed. children who did not receive.
special class intervention are accomplishing the objectives

of academic achievement, overt behavior change, and social o

(. position at the same.level as children who did have the .
s advantage of special class placement.1l .
L

-.~Morse; Cutler and Fink (1964) concluded that special class place-

ment for the emctionally handicapped is frequently a dead end - an
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educational death sentence. They also found that foiiow-up data on
those children who were, in fact. reintegrated were practicaily
nonexistent, Grosenick (1970) found thal with proper preintegration

~training and appropriate postintegration fellow-up, children could
successfully be reintegrated into the na.nstream without loss of

” gains made during the special class piacement period, and without
adversely affecting those children already enrolled fn the regular class. .
Indeed, sighificdnt improvement occurred after.reintegration. Grosenick
notes that successful reintegration is impossfble without: (a) careful

- preintegration preparationlin those basic academic and behavioral .
skills crucial to survivai‘in tﬁe mainetream;”(b) careful assessment of -
the child's readiﬁess to return to the.regular ciase- (c) extremely
good communication and cooperation among all persons responsible for
the child's educational and. emotional welfare; and (d) careful and
thorough follow-up.

Relationship Between Speciai and Regular Education

R Ernest'Siegei (1969), an early pioneer in "mainstreaming," was among |

the first to question the policy of "specia] classes for specia] chii- '

')(4 | dren" and the validity-of a compartagn Tized view of special versus
regu]ar education He aoted that "...by definition as wei] as by ¢
philosopy ’'special education’ can he undertaken in the regular class, "2
Stegel's writings seem to imply that "special edaEation“ eonsists
merely of a series of intervention or organiEational strategies that
night be utilized to varying degrees withinfthe general frame- o
work of regular edacation. Cain (1570) notes that you cannot eeparate'
a specific problem of education - such as mentgl retardation,

emotional disturbance, or cultural divergence - from the total
( .
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school environment "The»&‘Fsident s Committee on Mental Retardation :
(1972) postulates that mental retardation (and by inference other

: hanqicapping'conditions) is merely one of the symptoms of our m
society, and that the tetal educational system is inexorably
entwined with the social, economie, and po]ttical systems, This concept

l relates to. the finding that many ch11dren labeled EMR are "yetarded"

| only in school. At home, among the children in their neighborhoqu
these children function normally. _ ‘n |

Why then,‘in view of the lack of supporting evidence, do ;pecial,
seéregated classee continve to flouriéh? There is, of course, much f
evidenCe'to support the charge that spetia] c{asses represent a terQ
ritorial imperative, and that certification requirements for specia]
teachers merely reflect an attempt‘to ~staplish and protect vested -

‘ 1nterests. Farrald and Schamber (1:93) suggest that segregated c]as;es"
continued to flourish as a result of the educafors' refusal to abandon .
an enterprice in which they haqp 1nvested'sdfmuch time and enerqy. ’
Johnson (1969) views special education as\:\h part of the arrangement

- for too]ing out students." According to Joh son, the piight of the
black (and by implication other minority groups, including the retarded,
etc.) is ".,.a direct resul) of the regular school's failure to cope .

with individual and collective differences in learning and conduct. ul3
Seem1ng]y, it 1s easier to erect a para11e] but segregated system than
it is to change the regular system so that 1t accomnmodates itself to the
individual needs and characteigstlcslof children.

_\\Ewath for Teachers - , ‘ ‘ S

'Teachers, as well as children, may bg shortchanged as a result of

thetr 1so]ation from certain kinds of chi]dren There is evidence
to support the charge that a policy of segregatfon dim{nishes the

regular class teacher's ability to accept and accommodate individual




i

' . A
differances. Waleski {1964) notas that classroom experience with blind
and deaf children provides a learning laboratory for the regular class
teacher. The meinstream teacher, when confronted with the special needs

of an e;ceptiOnai child, is forced to analyze her methods and strategies.

. Such a teacher also gains a greater appreciation of and/or tolerance

for exceptionality. She becomes more sensitive to individual di fferences,
more patient. adaptable, and confident Haring, Stern, and Cruickshank (1958).
conciuded that teachers in dafly c0ntact with handicapped children tend
to be more responsi\e more toierant, and more committed to meeting the
individual differences of children, Teachers without daily experience

with handicapped children, on the other hand, tended towd?d attitudes

' of rejection‘rather than acceptance. They tended to be both mo‘d\N\‘x

nxious and threaténed by the implied process of integration Teachers,

\

then, when deprived of the opportunity to teach exceptional children, are

restricted in tenms of their opportunities for professional growth.

v

Such teachers lose an opportunity to face chailengr and responsibility

“ for children entrusted to their care. "

It seems safe to assume that any limitation placed upon the teacher's
opportunity for professiona] growth creates a corresponding restriction
upon the child's growth, Adeiman (1971) hynothesizes that
... the greater the teacher's ability to personalize instruction. <
the fewer wiil be the number of children in her classroom who will
exhibit learning or behavioi problems [and] the poorer the teacher's
ability to personaliz ‘qitruction, the greater will'be the ‘
number of such probiems
‘Avaitable data seen to indicatle that teachers who refuse to accept
respon51b111ty for "“exceptional” children also tend to avoid the

responsibility 1nherent in the very concert of personalized instruction.
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New Solutions heeded

Fundamental and basic changes are needed to overcome the 1nflex1b111ty
and nogid practices of the past, and: educators must seek out a1ternat1ves
to the pclicy of special. segregated class placements. In the words of
Leo Buscaglia - :

. + . There are thousands of beautiful gradations between this choice

and that choice. There are discoveries and new ways of doing things

that we haven't even dreamed about. 15

We must seek new administrative‘plans. We wust become solution
hunters, since only throubh‘creative problem Solving wil1‘we be able to
generate a truly "special" educational structure that embraces all .
_children as a part of tRe mainstream and 91ews each child as unique
Great good can evolve from the simple reJection of archaic assumptions,
from the recogn{tion'that fhings we have 1ong thought to be true are
false, and from subjecting our current practices and beliefs to frequent

\ ‘ ]
- and critical appraisal. )
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alternative will best meet his individual needs, with reference
to the teaching .talent available. Those who favor special class
placement assume special educat.on teachers have the necessary o
skills to best meet the child's needs.’ ‘ A

Author feels that tﬁsqzducat1ona1 needs of the mildly retarded

"The Influence of Teacher Expectations on the Performance of
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Focus on Exceptional Children Vol. 1, No. 4 (?969) pp. 6-10.

Author. feels that the most successful teachera of the mentally
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in Sacramento, California. A precision teaching procedure was
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than their controls in academic skr]ls, social behaviar, aa
attitude change. ‘
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This article ?resents a strategy for eliminating the stigma of
the special class and integrating- the EMR population into the
total school program by abolishing the self-contained class -and
placing EMRs in grades with regular students: Resource rooms
staffed by special education teachers woyld be established to
teach the skills of learning,and the identification ¢f students
for resource rooms would be by achiévement rather than 1.Q.
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The author feels that the reality of special classes does not
Tine up to our assumptions about them such as: 1) individualized
instruction, 2) highly trained teachers, 3; close supervision

by directors,:4) homogenous grouping.,and 5) opportunities for -
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effective special classes could be, it is wrong’to condemn the
system before implementing the assumed conditions. )
"Alternatives to Special Class Placement for Educable Mentally
Retarded Children,” Focus on Exceptional Children Vol. 3,

‘No. 4 {1971), pp. 1-12.

" The author re-examines certain persistent assumptions abouf the

nature and purposeé of special education, and. calls for the
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contrasting alternatives.to special classes are discussed.
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Problems, 1971, 16 pp. '
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alternatives for the educable mentally retarded than the
dichotomous regular or special class placements. Integration

is actually an administrative or organizational solutien with

no clear implication for instructional content. It is impera-
tive that psychologists change their roles as testers and .
counselors to learning facilitators, or engineers, in the
broadest terms. The quality of a special education program

- will depend upon the number of -alternatives available to meet

the needs of the mildly handicapped child.
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and parental information revealed that' the subjects from
both groups were described as having made satisfdctory 3adjusg-
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Stanton, J.E. ment of Mentally Petarded Children: A Study of Differences
, Between Children in Spgcial:and Regular Classes in Ohio. U.S.
Office of Education Cooperative Research Program, Project No.
L 043,19 Cotumbus, Ohio: Ohio State University, 1959, 104 Pp.

. Compared 94 retarded children in regular classes in Ohio th
children in special classes in other cities. Results indicated
the retardates in Special classes were superior in social
adjustment but inferior in academic achievement, which seems
to be a reercthn of the goals of the special class teachers.

Cegelka, W.J. and. "The £ff1cacy of- Spec1a1 Class Placement for the Mentally
Tyler; J.L. Retarded 1n Proper Perspective,” Training. Schoo! bulletin
Vol. (1970), pp. 33x68.

A review of related studies, issues and considerations
regarding the most efficacious placement of educable mentally
retarded children in the public schools. Suggestions for
additional viewpoints of the problem-are also inciuded.

¥
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Cormany, R.B.
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“Two :-0llowup Studies of Former EMR Students frcm the Kansas

Work-Study Project," Exceptional Children Vol. 37, No. 10
(Summer 1971), pp. 733-738.

Children from worksstudy and nohwork-study special classes were
carefully equated to assure similarity and then compared for
employment success after.they left school. The nonworn-study
group had 75 percent employed and the work-study group had 83
percent employed. The implication is that in the area of prep-
aration for employment there is no evidence to suggest that
regular class placement is superior to special class.

"Improving thé_Socia] Acceptance of Unpopular Educable Mentally
Retarded Pupils in Special Classes," American Journal of Mental
Deficiency No. 72 (1967), pp. 455-458. o

Loi=s tatus educable mentally retarded children were paired with -
high-status educable mentally retarded in the preparation of a
$1ay for two 15-ininute periods weekly for five weeks. Results

. Indicated the children improved significantly in’actual peer

-

acceptance and in perceived peer acceptance.. However, the design !
of the study prevénts a clear understanding of exactly what .
factor brought about the changes. ' _

"A Critical Examination of Spedial Education Programs," Journal
of Special}Educa;ion Vol. 3, No. 4 (1969), pp. 374-379. ‘

Authors feel segregation Serves only to enforce the perceived
threat to the goals of regular education. Since it denies the
majority the opportunity to becume familiar with the handicapped,
integratign can serve to humanize the attitudes of the normal
population, : ) -

"Returning Special Education Students to Regular Classes,”
Persgg?eé4%nd Guidance Journal Vol. 48, No. 8 (April 1970),
Pp. =040, ' ' ~

u

Fifteed\educable menta]]yvretarded special class students were>"
returned to regular clayses solely on the basis of I.Q. scores.

‘Fiftéen others-were selected for regulal placement from a group

of 25 teacher-recommended students, who'had -participated in an
orientation and screening program involving the special class
teachers, reading specfalists, and a counselor. Results indicated

_that the experimental group had higher grade point averages and

lTower failure and return-rates. | _
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Council for

~ Annual Survey of Exceptional Child Research Activities and lssues--
Exceptional Children

Dimension Series

Council for

1970.. Arlington Virginia:

Counci? for Exceptional ChiTdren
Information Center, 1973. ' g . ’

The issue cited most frequently by 57 leaders in~Special Education
was the special class versus regular class placement of mildlyy

retarded ﬁhiIdren. In addjtion to being mentioned most often,
it was co gidered to be the one most crlcial to future trends
in special” education.’ ' L

Not All Little Wagons Are-Red: The Exceptional Child's Early

Exceptional Children Years. Report from the Invisible College Conference on Early

P

Council for

g ChiTdhood. Held January 20-21, 1972,1n San_Antonio, Texas. Ed.

J.B. Jordan, Arlington, Virginia: Counci) for Exceptional
Children, n.d. 191 pp.

A collection of fgports based on presentations of the participants, -

this book reflects the great diversity of approaches to-early :
childhood special education. Major topics are: early interven®
tion, identifying children in need of special help, program
models and resources; personnel training, and initiating change.
Trends in special education priorities, inservice training,
noncategorical approaches, accountability, and federal and

state funding are discussed from a variety of viewpoints.

v

Regular Class Placement/Special Classes: FExceptional Child ©

Exceptional Children BibTiography Sevies.  Arlington, Virgiiia: CoupciT for

Council for

o - Exceptional Children

Exceptional ChiTdven, ICEC, 1971, 15 pan.

One in a series of bibliographical listings on exceptional
chitdren. This publication includes 56 references related

to the question of regular or special class placement for
exteptional children. Each entry is .ebstracted and.includes
tests, journal -articles, conference papers, and research reports
selected from Exceptiornal Child Education Abstracts. :

Special Class Placement - Continuing Debate. Papers presented
at the Annual International Convention of the Council for

gﬁcsgtional Children (48th) Chicago, I1linois{ April 19-25, 1970,

Included are papers dealing with the arguments for and against
special class placement, the efficacy of special placement for

. educable mentally retarded children.and the debilitating effects

of 'special placement. Also included are -fapers concerned with
the prospects of the mentally retarded for the future.

. \
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Counci1\for Trends_and Issues 1in_Special Education. Papers presented at the
Exceptional Children Annual International Convention of the Council for Exceptional
: Chiégren3549th) Miami Beach,'Florida: Apri) 18-24, 1971.
€0 0%2, 398. - '

Six papers selected from those presented at the CEC Convention. ,
The first paper focuses on child advocacy and the legal nd
111egal abuses special education pupils are subjected to, The
second, addressed to teachers-in-training, deals with effecting
change within the existing structure. The third discusses the -
role of federal assistance to the field. Yhe fourth describes . .
special education pragrams in Toronto, Canada. The fifth
analyzes the Council for Exceptional Children's historical

and present roles, and_the sixth rebuts criticisms of special
education for the mentally retarded.

Darragh, J. - ' Diagnostfc Practices and Special Classes for the Educable Mentally ~
Retarded: A [ayman's Critical View. Washington, D.C.: touncil -
for Exceptional Children, 1367, 5 pp.

a L]

The author feels that placement of the mildly retairded does not
insure greater learning, improved social adjustment,and vocational
success. Consequently, the justification, for continuing such
classes is questioned. Recommends that professional educators at
colléges and universities conduct research to determine the value
of special classes for the retarded.

—r

Dearborn Board A Follow-Up and Comparison of Graduates from Two Types of FQZ
of Education High School Programs for the Mentally Haidicapped. Final ‘

Report. - Dearborn, Mich: Dearborn Public Schools, 1970,
70 pp. : o

Tvo groups of educable mentally retarded high school graduates
. were compared on social, vocational, and economic factors such
' as job placement, income, and community participation. One '
' - .group graduated from a self-contained, vocationally oriénted
program, while the other graduated from a program integrated
into the general high school where job experience was concurrent
with general education and courses were not specifically
vocationally oriented. Results indicated graduates of the
integrated general high school program had better attendance :
records, held more full-time jobs, higher occupational levels ¢
'angisil?ries, and participated.more fully in community :
- activities. : ,

]
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Deno, E. N,

Dunn, L.M.

Edgerten, R.G, .

_ strongly questions current practices in the labeld

{ O

Instructional Alternatives for Children. Papers prepared for
the txceptional Children Branch-of the National Center for Ahe
Improvement of ‘Educational:Systems by the Leadership Training
Institute for Special Education under the Education Professions
Development Act. Arlington, Virginia: The Cauncil for
Exceptional Children, n.d., 195 pp.

The theme of the 15 papers in this monograph is how to improve
the interface between regular and special education services.
The programs described focus on three aspects of the problem:
1) how to plan a course of action best suited to individual
children, 2) how to train adults to implement the plan, and

3) how to evaluate the plan. Descriptions of reorganization
range from single school buildings to whole school districts
to long-range planning at the state education agency level.

o

“Special Education for the Mildly Retarded - Is Much of It

~ Justifiable?" Exceptional Children Vol. 35, No. 1 (Sept.  *

]968), pp- 5"22-

Author teels that disadvantaged children who have been labeled as
educable mentally retarded need educational opportunities other
than the traditional self-contained special c¢lass. Reasons stated
include: - 1) children do better in regular classes, 2) track

‘,programs are a violation of the Fifth Amendment, and 3) 1abe11ng

process is debilitating. Also, he feels, that regular classrooms
are now better able*to cope with individual differences,’ due. to
recent ‘{nnovations such as ungraded classes, programmed materials,
team teaching, educational TV, and clinical"®eaching. Recommenda-
tions include the utilization of special ‘educators as team,
itinerent, consultant, resource room and/or remedial teacher.

The_Cloak of Competence: Stigma in the Lives of the Mentally
Retarded. Berkeley: University of California Press, 1967,

© 233 pp.

This book attempts to accurately study the 1ives and thoughts of
48 retarded adults.who had been discharged from'a Californtfa
hospital. Data were collected by personal interviews with the
subjects; their friends,and relatives. Major problems upon re-
lease from the institution were making a living and getting
married. Of the 48 subjects, 44 had undergone "sterilization"
prior to their discharge. Most of them were very resentful of
this humiliating experience. A1l subjects felt their ipstitution-
alization had been a mistake and attributed their incofipetence to
the experience of institutionalization. The informat#oh presented
and treatment

of the retarded in our society.
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Erdman, R.L.,
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"Heller, H.W.
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and
Flynn, L.A.
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Koury, R, ™

.\ 0 »
. .
\

The Administration of Programs for Educable Retarded Childben

in Small School Systems, Arlidgton, Virginfa: Council for
Exceptional ChiYdren, 1970, 91 pp.’ ‘ ' '

A booklet designed to assist school districts in riral areas

and small communities interested in establishing special
education programs, including classes for the educable mentally
retarded. Content includes material pertaining to the selection
of children, organization of classes, related organizational

. problems, and curriculum and program alternative approaches

such as itinerant teachers and work-study programs.

Cooperative Instructfonél Services Program For Improving
Educationz] Personnel To Teach Special Education Students
In The Regular CTassroom -« Final Report. Logan, Utah: Utah

State University, 1970, 11T pp.

A report of a program designed to train regular class teachers
and teacher aides to meet the needs of handicapped and disadvan-
taged children in regular classes. Training sessions’included
Sseminars dealing with thé emotional and intellectual needs of
exceptional children, observing and recording.behaviors, curric-
ulum planning, and practicum experience in a laboratory school,. -

Results indicAted improved attitudes toward handicapped children

on the part o e participants,.and the students improved in

-academic achievements. Appendix includes sample evaluation

forms, data tables, and 1ist of staff and participants.

Adjustment of EMR Students," Exceptional Childre
No. 9 (May 1970),\9p3 680-681.

"The Effect of a Part-time Special Educ?tion Progrem on ghe
a ol. 36,

. tducable menfa11y retarded children in a regular elementary

class weYe given a daily supplemental 45-minute class period -
of small group and individual tutoring. Results indicated

no significant differences between special class retardates 3
and nonspecidl class retardates in terms of school adjustment.
More nonspecial class retardates were promoted than special
class retardates. . o

i
4

Survey of Research_on Grouping as Related to Pupil Learniqg.‘
Washington, D.C.: Office of Education, Bureau of Elementary
and Sp‘condary Edtggg:.ion, 1966. MR

A review of the research pertaining to thé ?e1at10nship‘between
learning and grouping., ' The effect of ability grouping on
achievement motivation is discussed as it relates to gifted and

- slow-learning children. Other topics discussed are the nongraded -

concept, individual differences, and the need for flexibility

‘in grouping.

¥
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Gallaghsr; J.Jv

i

Gampel ,» D.H.,
Harrison, R.H. and

1

Budoff, M. 't

Gardner, d.S.

Goldstein H.,
Moss, J. and
Jordan, L.

4

"The Special Education Contract for Mildly Handicapped \
Chilg;?nEQSIExcept!onaJ Children Vo1. 38, No. 7 (March 1972),,
pp. 527-535. , ' '

This article cansiders the advantages and problems of labeling,
and points out how labeling has allowed society to marshal vast
resources 1o attack the problems of mental retardation. It is |
suggested that the controversy over to label or not label s not '
the real issué, since some children will be hurt by either
decision. The author proposes and discusses a two-year special

.education contract that would mitigate the damaging effects of

labels on children with mild handicaps.

" "An Observational Study of Segregated and Integrated EMR

Children and Their Nonretarded Peers: Can We Tell The Difference -
oking?" in Studies: invkearning Potential vol. 2, No. 27,
$g72rig e, Mass.: Research Institute For Educational Problems,
’ pp. S o - ‘ T

This study attempted to determine whether there are unique be-
havorial characteristics of the mentally retarded that, cah be
used for identification purposes. Results indicated that both
integrated and special class retardates engaged in significaptly
less interpersonal interaction than did their non-retarded peers..
Both groups were rather passive and tended to avoid engaging in

~any active behavior that would cause notice. Implications include

the need for training the retarded to become more actively in-
volved with others. L - o

"Out of the Classroom: The Birth ‘and Iﬁfancy of the Resource
Center at Hauula," Exceptional Children Vol, 38, No. 1
(Sept. 1971), pp. 53-58 ~

. %

~ This article deals with the developmént of a resource cénter'at

the Hauula Schoot in Hawaii as an alternative to special class

" replacement for educable mentally retarded children. The children
-worked with special education teachers during scheduled periods

of time during the day, As a result, most of the children were
successfully integrated into the regular classes. Also, the

Resource Center teachers were required to gonsult with the regular
class teachers, iritiate new teaching techniques, and train other
teachers in appropriate methods of instruction. .

A’Study of the Effects of Special Class Placement on EMR
Children. U.S. Cooperative Research Project No. 619, Urbana, I11.:

University of 111inois, 1965, 245 pp.

A comprehensive and carefully controlled study in which all .
entering first-grade children in-schools in three communities in
I111nois were screened. ~ A1} children having 1.Q. test scores
below 85 were randomly assigned to regular or special classes.
After four years results indicated: 1) both groups had raised
their average'1.Q.'s. from 75 to 82, 2) meithgr group was superior -
in academic achievemenrt,and 3) neither group was superiorona * -

test of social knowledge. -

4
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Coodman; H. and '"Socié1 Acceptance of EMRs Integrated Into A Nongraded

others Elementary School,”" 'in Studies in Learning Potsatial Vol. 2,
: ‘ No. 20, Cambridge, Mass.: Reseapch Institute for Educational
- Problems, 1971, 21 pp. d*é"’,f’xg '
=  Results offthe study ing#Cated both integrated and segregated
"+« educable retardates were rejected significantly more often than

normal children, that younger children are more accepting of . -
others than older children, that boys express more overt rejection
" than girls, and that integrated educables are rejected more than
segregated ones by boys but not by girls, .

. . ¢ .
Gottlieb, J. and "Social Acceptability of Retarded Children in Nongraded Schools
o, Budoff, M. Differing in Architectuye," in Studies in Learning Potential

d *Vol. 2, No. 28, Cambridge, Mass.: Research Institute for o
‘ Eduagtional Problems, 1972, 14 pp. ' o .
~ Integrated and segregated educable mentally retarded children
were compared for social adjustment in a traditional school
building and a noninterior wall school. Findings
revealed that the mentally retarded children, in the open-floor
schoo] were rejected more often than the retardat€s in the
traditional walled schnol. Although the retardptes in the »
open-floor school were known more often Ly thei¥?normal peers,
they were not chosen as friends more often. It'was implied’
that merely removing a child from a specidl class in and of
’ itself does not necessarily remove the label. '
: ] -
" Gottlieb, J. and "Attitudes-Toward School by Segregated and Intagrated Children:
Budoff, M, A Study and Experimental Vatidation," in Studies in Learning
: ' Potential Vol. 2, No. 35,, Cambridge, Mass.: Research Institute
For Educational Problems, 1972, 10 pp. ’

A report of two studies concerning the attitudes of the mildly
retarded toward school in several school placements. In the
first study, the attitudes of nonretarded and retarded children
in ségregated and integrated class placements revealed that.thé’
. integrated group held more positive attitudes than the other
groups. The segrated group indicated the most negative feelings.
: In the second study, mentally retarded children were randomly. -~
< assigned to integratéd and segregated classes with the results .
! being similiar to the first study. Implications include a
, ‘ . discussion of the effects'of the labeling process. '

Gottldeb, J., | A Preliminary Evaluation of the Academic Achievement and Social

Hutten, L. and Adjus tment of EMRs Ip a Nongraded School Placement," in Studies -
Budoff, M. in Leirning Potential Vol. 2, Ne. 23, Cambridge,. Mass.: Research |
) - Tnstitute For Educational Problems, 19715°29 pp. . =~

. A comparison of the social adjustment and academic achievement of

. educable mentally retarded children in a nongraded schodl with
comparable retardates assigned to segregated special classes.
Resuits indicated the integrated retdrdates expressed more favor-
able attitudes toward school than their segregated peers.. However,

" the normal children tended to reject the integrated retardates

_ more than the segregated ones. Due to the small population (N=7)
of the study, further research is indicated. o ' .
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"Gozali; J. ~ “The Expectancy Phenomena: Implication for Educating the
~ Mentally Retarded," Focus on Exceptionil Children Vol. 1,
No. 4 (1969), pp. 1-6. ' -

-

+

Author feels that teachers of the rétarded are likely to respond
to students not only in terms of the student's actual abilities,
but also in terms of their own attitudes and belfefs as to what
the mentally retarded are 1ike. In order to avoid this it is
suggested that teacher training programs stress sensitivity
training and emphasis on nonverba] communication.

Grosenick, J.K. "Assessing the Reintegrat1$h~qf Except{dna1 Children into
Regular Classes,” Teaching Exceptional Children Vol. 2, No. 3
- (Spring'1979}/K9p; 39, (

By observing the bBehaviors of exceptional children before and

after integration into a regular clasc the author concluded that

o+ the special students were successfil'.y integrated and their
placement did not significantly af ‘ect the regular class students,

Grosenick, J.K. "Integration of Exceptional Children lnto‘Regular Classes: PResearch
' . and Procédure," Focus on Exceptional Children Vol. 5, No. §
' (0ct.]971). pp. 1-8. ' . ‘

The author outlined a set of procedures for the integration of -
special class children into regular classes.® The procedure - .
includes determining readiness, preparing for the change, managing
- \ initial integration and assessing behavior maintenance. It is -
) : suggested as a practical guideline for use by teachers and
o administrators who wish to integrate special class thildren into
regula_[; classes. . :

-

Hammons, G.W. ‘ "Educating the Mildly Retarded: A Review," gxéeptional Children
' - Vol. 38, No. 7 (March 1972), pp. 565-570. A .-

" A comprelfensive Epview of the 1iteraiure pertaining to the-
, ) benefits and values of spe¢ial classes for the retarded. It
. ' } concludes with a plea for change rather than reaction and ‘that.

, inappropriate practices be altered rather than abolished. ;
:‘ . . . . fﬂ“
Haring, N.G., ~"Attitudes of Educators Toward Exceptional Children. Syracusé, .
- Stern, G.G. and New York: Syracuse University Special Education and Rehabflitation
Cruickshank i WM. Monograph Series 3, 1958, 238 pp. . . . ~
& A documented,Statistica] examinatioh of the attitudes held by )

regular class teachers and administrators toward exceptfonal
" - children and methods to modify these attitudes. Also, included
- are samplg, tests used to measure attitude change of teachers, and
selected lectures on integrating exceptional,chi]dren!jnto regular
classes. } 5

.
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Havighurst, R.J. Jkduédtionally Difficult Students: What The Schools CE; 0o,"

‘The National Association of Secondary School Principals
Bulle§in VoI 49 (198657, pp. A10-127. '

The author groups -the culturally disadvantaged, mentally ret&rded,
and nonconformers as "difficult" students. Included in this ‘
category would be the rebellious "loner" who is often oserlonked,

- Suggested guidelines are presented to help meet the educaticnal
needs of these children. . . :

Harvey, J. . "To Fix or to Cope: A Dilemma for Special Education," ggyrnai
of Special Education Vol. 3, No. 4 (1969), pp. 389-392, :

P | : . N s ,
‘ A discussion of the advantages and disadvantages of special
education including quotes from leading authorities in the
field. Emphasis is on the question of integration versus
segregation. The author feels that each of us interprets
special education in.terms of his own frame of reference, and
' there is a dira need for special education to provide diagnostic ¢
‘or prescriptive Leaching for. the various types of excep'tional ‘
_children., ‘ ‘ ,
Hayball, H.L. and Study of Students from Special Classes Who Have Been Returned,
Dilling, H.J. . to Regular Classes. -Ontario, Canada: Scarborough Board of -
: tducation, 1969, 37 pp. ' '

Study was concerned with the effeects of regular class placement
on slow learners, educable meytally retarded children, children
with perceftual and behavio?g%hproblems,hnd multiply-handicapped -
children. Most of the childreh except the slow learners and
educable meptally retarded achieved according to expectations.

. ' ‘Teachers reported similar personal and social adjustments for
‘all groups. Generally, all of the students held positive '
attitudes toward the regular class experience with the mildly
retarded being the most positive. Appendix includes samples
of the teachar questionnaire and student interview questions.

Hodgson, F.M. "Special Educgtion - Facts and Attitudes," Exceptional Children
A o Vol. 30, No. 4 (Jan. 1964), pp. 196-206. ’ I

A national study by the Los Angeles Board of Education secured:
data trom professionals in respect to the definition, function,
organization, and administration of a special education program.
Organizational plans discussed in detail are the .segregation,
partial segregation, cooperative resource room, and itinerant - -

' - teaching plan. '

Holowinsky, I.Z. "Special Child or Retarded Child? Some Speéial Problems of Class
A . Placement,” - Training School Bulletin, No, 60 (Nov. 1963},
pp. 118-122. . . ' 4

\ ; A discussion of some of the problems related to the placement of

a child in a public school gyecfa] class. "Topics included are the ‘-
differences between funstional and permanent retardation, the .
validity of intellectual evaluations, eligibility criteria, and '
the importance of placing a child in an educational environment
that meets his -eeds.. A
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lano.,B.R. "Shall We Disband Special Classes?" Journal of Spec#al Education
A N Voi. 6, No. 2 (Summer 1972), ‘pp. 167-177." T

A critical review of the major reasons that have justified the

J placement of retardates in special classes, The author suggests
that decisions on selection, placement, and programming for all

children in a school be made cooperatively by regular and sgecial

education: teachers, Also, special educators need to take the

{nitiative in developing greater coordination of effort with

general education. '

Jansen, S., "Is Special Education Necessary’- Can.Thjs Program Possibly ie
Mogens, .C. and Reduced?" Jpurnal of Learning Disabilities Vol. 3, No. 9
( others , \ . (Sept. 19707, pp. 434439, - .

Although special educators in Denmark have attempted to implement: -
preventive measures,.they have not succeeded in reducing. the need
- : ' far special education programs., At the present time-about 15 per-
T - cent of a1l Danish ;school.children are receiving remédial instruc-
N © . tionm, -Ihe'issue'of segregation versus integration is of great -
*concern. Opinions are expressed concerning the possibflities of

" .. - .reducing the need for special education by an overall expansion
B of thé gederal educational facilities. - .
Johnson, G.0. “Special,Educaiion for the Mentally Handtcapped:- A Paradox," *

Exceptional Children Vol. 29, No. 2 (Oct. 1962), pp. 62-69.

tiveness of special classes for the retarded. It wes concluded :
~~that retarded children in regular classes do as well or bette

than their peers assigned to special classes, fn-terms of
~academic achievement, - . _ AT

e

A qdhprehensibe review of the;11tératuré concerning the effec;/;/;//;/

-~

-
-
-

Johnson, G.0.: A Comparative Study of the Personal and Socjal Adjustment of :

4 Mentally Handicapped Children Placed in Special Classes Wit oy
Mentally Handicapped Children Who Remain in Regular’ Classes. . o
- ?gg?cuse;'New York: . Syracuse University Research Institute, [ .

Results indicated that comparisons of personal and social .,
»adjustments showed no significant differences between specfal
class retarded and regular class retarded children. Regular

class retardates achieved statistically lower scores on’ |
, personal and social adjustment than did children of normal -
PR - intelligence in the same classrooms. -Special class children t
IR were found to be much 1ike the normal children in peer acceptance,
: : but special class children were significantly more accepted by ‘
v : their peers than were retarded children in the regular grades.
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. Johnson, G.0. and
Kirky S.A.

Jones, R.L.

Jordon, T.E. and

DeCharms, ‘R,

{2 Karnes, M.B,
i L

"~ Kauppfi, D.R.

"Are Mentally Handicapﬁed Children Segregatéd in the Regular .
Grades," Exceptional Children Vol. 17 (1959), pp. 65-68, 8;-88.

Results of the study indicated mentally retarded children in

regular classes were isolated and rejected by their peer groups,

despite attempts by the teachers to integrate them irito the

regular classroom. It was concluded that the physical presence

of a retarded child in a regalar class does not guarantee social -
Yintegration. : ‘

., ’ -
"Labels ar” Qtigzma.in Special Education," Exceptional Children
Vol. 38, No. 7 (March 1972), pp. 553-564.

This article points out that insufficient attention has been

given to the fact that certain specfal education labels imply
deficiencies and shortcomings in children, and that no systematic
tnquiry has been made of ‘children's perceptions of the labels

and services offered them. Results of the study indicate

children reject the labels "culturally disadvantaged" and "deprived,”
ard that few strategies for the management of stigma have been
developed by teachers, ‘ ‘

1
1

"The Achievement Motive in Normal and Mentally Retarded Children,"
American Journal Mental Deficiency No. 64 (1959), pp. 457-466.
< ,

Forty-two mentally retarded children in special classes were
compared with 60 mentally retardec¢ children in regular classes
in respect to achievement motivation as measured by the TAT.
Resufts indicated the retarded children in the special classes
had less fear of failure than the retardates in regular classes,
which might indicate that the pressure for academic achievement
in regular classes causes a fear of ‘failure, and lack of empahsis
gn ?cademic achievement in special classes lessens the fear of
aflure.

"The Slow Learner: Administrative Plans That Help," NEA Journal
No. 48 {Oct. 1959), pp. 22-23, ,

A discussion of the basic principles involved in providing the

" proper education for the slow learner. Topics covered include
early identification, recruftment of teachers, acceptance of the
program by others, curriculum sequencing, evaluation, integration,
guidance, and counseling. Emphasis is on fleXlible grouping and
realistic goals for the individual child. :

"The Emperor Has No Clothes: fomments on Christoplos and Renz,"
Journal of Special Education Vol. 3, No, 4 (1969),Vpp.t393~396.‘

The author feels that empirical evidence does not support the..

philosophical basis of ,special educatior. Also, segregation on .

the principle of disability does not yield benefits. In fact,
ssegregation may be considered to be discriminatory.

t
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Kern, W.H, and “A Comparison of Social Adjustment of Mentally Retarded‘ﬁﬁildren
Pfaffle, H.A. in Various Educational Settings,” American Journal of Mentall :

S

Beficiency No. 67 (1962), pp. 407-413.

Purpose of study was to compare the ‘ocial) adjustment of mentally
.retarded children in three educatfonal settings - special classes,

special schools,'and regular classes, The California Test of

Personality was individually administered to all sgbjects.

Results indicated less satisfactory adjustment on the part of

the regular class children on two of the six subtests.” Authors

concluded tih:t retardates in specizl classes or special schools

show mgre saiisfactory social adjustment than similar children

in the regular grades. .

Kirk, S.A. - "Research in Education.” . In H.A. Stevens and R. Heber (Eds.)
Mental Retardation: A Review of Research. Chicago: The
University of Chicago Press, 1964, pp. 57-99.

R %
An extensive review of the research pertaining to the efficacy
of special classes. Although the majority of the studies indicate
that retarded children make as much or more progress in regular
grades as they do in special education, the author emphasizes
the pitfalls inherent in these studies, and concludes that”until
well-controlled, longitudinal studies are conducted, the benefits
or detriments of special classes will remain partly in the realm
of conjecture.

Knoblock, P, and The Lonely Teacher. Boston: Allyn and Bacon, Inc., 1971, 154 pp.
Goldstein, A. > 4

; An analysis of the perceptions of special education teachers
concerning their relationships to thefr children, Divided thto
four parts: Part I explores the theme of teachers' loneliness;
Part 11 discusses ‘group approaches for greater communication - -
between staff merbers; Part II1 describes actual group processes;
and Part IV analyzes the quality of individual teacher-pupil
relationships. Descriptions of what really happens when teachers.
and children interact are illuminated by anecdotal material., Main
theme is that group process approaches can aid the growth potential
of teachers as much as children,

Knox, S.C. “Turnover Among Teachers of the Mentally Retarded,” Exceptional
Children Vol. 35, No. 3 {Nov. 1968), pp. 231-235.

Purpose of the study was to identify some of the variables
related to teacher turnover. The method employed was to compare
a group of teachers who had taught mentaily retarded children for
two years or less with a group whp had_taught_for a longer period.
Results indicated those who quit with two or less years of
experience tended to be .younger men, employed in targer school
systems with a minimum of certification. No differentes were
found with regard to number of years of training, differential
salary,or laboratory experience.

(Y
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Kolstoe, 0.P.

Kolstoe, 0.P. and
Frey, M.R.

*

Lavender, J.

Lawrence, E.A.‘and
_Hinschel, J.F.

S . N

"P%agﬁams for the Mildly Retarded: A Reply to the Critics,”
Exceptional Children Yol. 39, No. 1 (Sept. 1972), pp 51-55.

The author closely examines some of the most widely quoted re-

search supporting the assumption that mzihods of jdent ifying

the retarded and programs for educating them are adequate.

He concludes that the present.criticisms aimed at specfal classes

are not so much criticisms of thy classes as they are criticisms

of some of the administrative aspects of the program, such as: -

1) the use of 1.Q. test scores to identify the retarded, 2) failure

to reevaluate the effectiveness nf *he program on a regular basis

and 3). a lack of proper preparatory work experiences in the

curriculum. As a surmary, he offers possible solutions with the

suggestion that a variety of special programs be instigated in

addition to, not in Heu of, special classes. ;
Vi

A High School Work-Stud Prorram for Mentally Subnormal

Students. Carbondale, 111.:  Southern 1111nois Universi;{\Pn=ss,

196““779 pp.

This book describes the charagteristics and needs of the mentally
retarded, and outlines an ideal four-year high school work-study’
program. Emphasis is placed uponr integration’ and rnacademjc
vocational experiences for ithe retarded.  Also ingludes specific

curriculum guidelines and sample evaiwation forms.

"Public: School Programs for Retarded Chfldren," D)ggst of the
Mentally Retarded Vol. 5, No. 2 (1969), pp. 97-10%.

A description of past. and present educatwonal services for the
mentally retarded in the publ‘c schools of Connecticut. There

has been a 150 percent increaiz in the nurber of classes ‘for the
retarded, and a 400 percent increase ‘in state aid during the past
ten years. A strong emphasis has been.placedsupon the integratio"
of normal and reterded children whenever feasible,

D)

- "Self-Concept and the 2etarded: Research and Issues,"

Exceptional~Children‘Vo!. 39, No. 4 (Jan. 1973), pp. 310-319.

A review of the research concerning the assumptjon that retarded
individuals possess negative self-concepts. Authors conclude
that segregated class placements do not develop positive self-
cotceply awvony sotarded children.  However, much of the research
in this area s questionable due to the validity and standardiza-
tion procedures of thé self-concept scales employed. The need

“for additional research pertaining to the effectiveness of psycho-

therapy or counseling in improving the setf-concept of retardates
is stressed. :

..
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~~tevine, S. Labeling and Segregation of Exceptional Children: Social
- Distance Creating Phenomena. Unpublished manuscript.

San Francis:o: California State University. San Francisco. 1972,

Author feels that placing children in classes for the mentally
retarded gives low socioeconomic status parents a cross-
generational sense of hopelessness. They can predict only
that the future of their children will not be substantively
different from their own. Special ¢lasses for the mentally
retarded are perceived by such parents as an extension of the
we!fare agency concept rather than as vehic]es to provide
"equal opportunity" or equal access. -

Lilly, M.S. . "Special Education: A Teapot in a Tempest " Exceptiona al
" Children Vol. 37, No. 1 (Sept. 1970), pp. 43-49.

A discussion of policie: and practices in the field of
special education and their relevancy: to learning and behavior
problems, Emphasis is on the idea that seif-contained special
classes should be discontinued for all but the severely handi- -
capped. Also, the operations of the Council for Exceptional
Children and The Bureau for Education of the Handicapped are

- reviewed in relation to the need for change. A new approach
for defining exreptiona1ity is presented.

| Lilly, M.S. A Training Based Model for Special Education," Exce tiona]
) Children Vol. 37; No. 10 (Summer 1971), pp. 745-749,

‘Presents a training based mode: for special education services,

the goal of which 1s to equip regular classroom teachers with

the skills necessary to cope with exceptional children. The

model places the responsibility of rectifying a classroom problem

- , on thc regular teacher, with support from instructional
specialists, although the author does not call for'an adminis-
trative edict to do away with all special classes. Included are
implications for direct service functions for administrative
teacher education and legislation. ,

Fd E ‘ K }
. long, N.J. Conflict in the Classroom: The Education of Ch11dren w1th
‘Morse, W. C and Problems. Second ed., Belmont, Calif.: Wadsworth Pub¥ishing
Newman R.G. {Eds.} To., Inc.,» 1971, 587 pp. S : .

This collection of papers is distinguished by a section composed
“ of excerpts from modern literature describing what it feels 1ike

to be emotionally disturbed. Current issues such as drug

addiction and the new attitudes toward psychotherapy are also

discussed. Other sections are identifying and diagnosing the

disturbed child, the kinds of help available, teaching techniques,
L _ and hygenic management. The last part covers evaluation problems.
Bibliography.
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HacMillan, D.

Melcher, J.Hg

Heyen, E.L.

Meyercw{tz, J.H.

© Meyerowitz, J.H.

"Special Education for the Mildly Retarded: SerVant or
Savant” Focus on Exceptional Children Vol. 2, No., 9
(Feb. 1971}, pp. 1-11. /

A reassessment of the evidence presested by Professor Dunn
regarding the integration of educabl: mentally retarded

children into regular classes. The author warns against

polarization.on the {ssue of special class versus regular
class placement; instead calls for debate and research on
a larger issue, namely "To what extent, and under what
conditions, can a wider range of individual differences be
dccommodated in the regular class than {s presently the
case?"

“Some Questions From a School Administrator," Exceptional
Children Vol. 38, No. 7 (March 1972), pp. 547-55T.

The need for a greater integration of special education service
within the mainstream of general education is discussed. Autho
feels that many regular classroom teachers may not be ready to
include the handicapped, that principals generally have little
academic background on the needs of the handicapped, and that .
broader certification requirement. are needed for special
education teachers. :

“The Education pf the Mentally Retarded - A Systematic Error in
Curriculum Development," Education and Training of the Mentally
Retarded Vol. 3, No. 4 (1388), pp. 164-168. T

‘ Since retarded'éhildren learn as much or more in regular classes

than they do in special classes, the author feels that a system-
atic curriculum should be developed by general education curric-
ulup specialists in cooperation with special educaters., If
educational objdéctives are clearly developed, stated, and
reflected in a definite curriculum, then the apathy of general

" education toward the retarded will be greatly reduced.

"Peer Groups ang Special Classes," Mental Retardation Vol. 5,
Mo. & ()967), pp. 23-26. : .

A study of the effects of placement on personality character-
fstics of the mentally retarded, Results indicated a trend
toward more self-derogation in children placed in special
classes compared to their peer group in regular classes.

"Self-derogations in Youn Retardates and Spécial Class Placemeni,"
.C,h.i.l.d..f?gzg?.omgo_g No. 33 ?1962),‘,;:9. 443-451.

A study of self-derogatory statements made by matched groups of
first-graders. .0f 120 entering first-graders with 1.Q.'s of 60
to 85, half were randomly assigned to special classes and half
retained in regular classrooms. Also, 60 normal first-graders
were tested, Results indicated the children in the special class
made a greater number of self-dercgatory statements at the end
of the year than/did those in regular classes.

N !
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Miller, J.C. and "A Rational Look at Special Class P]acement,“ Journal of
Schoenfelder, D.S. Special Education Vol. 3, No. 4 (1969), pp 397-403.

It is the authors' viewpoint that the recent criticisms of
special classes while claiming to be logical, have been 111-
concealed emotional outbursts. Many of the c¢ritics have been
guilty of faulty and incomplete reportin?. They feel that jthe
criticism that special education discriminates against minority
groups is invalid. Moré research is recompended to ascertain
the effects of integrated and segregated placements of the
handicapped on both novmal and exceptional children,

Mooney,.T.J. A Study of the Efficacy of the Administrative Placement of
Fducanle Mentally Retarded Children in Various Educational
Settiny= When Compared on a Self-Concept Scale. Unpublished
\ ?ggéoraT‘dﬁssertation. Syracuse, New York: Syracuse University,

A comparison of the expressed self-concept of retarded children

in three educational settings: 1) a special class partially -
integrated with nonretarded students, 2) a partially segregated
class with Yittle integhation, and 3) a special school group in

4 completely segregated location. Results indicated a sfgnificant
difference in self-concep favoring the partially segregated group.

Muehlberger, C.E.  "Factors Related to the Acceptance of Special Classes Within the
Public Schools," Journal For Special Educators of the Mentally
Retarded Vol. 6, No. 2 {1970}, pp. 104-108,  ~ ~ T

Author feels that a more harmonious velationship between special
and regular ¢glasses can be attained by: 1) integration of special!
class studengs, 2) orientation of facu.ty towards the nature and
needs of the retarded, 3) special activities, and 4) improvingjthe
' attitudes of the retarded toward others. Also, the attitudes,
mannerisms, and personal appearances of the r&tarded will greatly
determine théir acceptance by others, C

Neison, C.C. and "Forum: Khe QJestion of the Efficacy of Speci$3 Classes," -
SchPidt, L.J. Exceptiondl Children Vol. 37, No. 5 (Jan. 1971), pp. 381-384.

! The philo;géhical issues . surrounding the controversy in special

i : . education of special class placement versus regular class
a placement for handicapped childreh are discugsed. Three areas
of difficilty in solving the controversy are noted to be
adherence to the past, approachingewith a priory conclusions,
and the failure to critically examine the present constructs in-
use. Presuppositions of special class efficacy and the need
for empitical validation are explored. e

L}
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Peach, W. and : | "Automated Reading Instruction for Educable Mehtally Retar'ec *
Beverly, L. Adolescents," Slow Learning Child Voi. 16, No. 1 (19b9)
: pp.15-19, ~ -

Purpose of this study was to compare the effectiveness of read-
ing instruction machines (TACH-¥ and Controlled Reader) with
regular.classroom instruction {: teaching EMR adolescents - *
to read. The Gates Beading Survey was usad as a pre- and
post-test. Results ihdicated the subjects taught with the
reading instruction machines improved 9.3 to 5.3 g-ades,

[ while the control group's reading improvement varied from
" \ -0.1 to 2.4 grades. Greatest fmprovement was shown in the
' . ‘areas of vocabulary, speed, and comprehension. v

Porter, R. B. and "A Comparison of Mentally Retarded Adults Who Attended Specia’

Milazzo, 7. C. . - Class With Those Who Attended Regular Ciass," Exceptional
: Children Vol. 24 (April 1958), pp. 410-420. ,

' This study compared mentally retarded children from regular
classes with the mentally retarded fram special .classes g
and found that special' ¢lass graduates had longer pericds
of full-time employment and tended to change residence .
less often. It was felt that their experience in a

special class had aided them most in the area of social
competency, .

Presland, J. " "Who Should Go to E. S. N. Schools?* Specfal Education
Vol. 59, No, 1 (March 1970), pp. 11-160"

Both sides .of the issue of segregation versus integration
are discussed with references to recent studies concerning
: , the educable mentally retarded. The conclusion reach®d was
\ ’ ‘that placement decisions should always take into account the
: . . child's inteiligence level, medical considerations, maturity, |
: special abilities and disabilities, academic achievemnt, :
¢ home background, attitudes toward school, age, and th. \
o availabiiity of alternate special provisions.

Reger, R. and ’ . "Out of the‘CIa;sroom:‘ The Child Oriented Resource’ Room
Koppmann, M, Progzam." Exceptional Children Vol. 37, No. 6 (Feb, 1971),
' pp., 460-462, . . . ,

Resource Room Program fon exceptional children. Information
is included regarding thg criteria and admission procedures,
schedule arrangements, pfogram content, and the role of °
parents and teachers. Due to the success of the program .

. 1t was greatly expanded after a two-year period.

A descript?bn of Buffaloé; Child Evaluation Center and
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Renz, P. and "The Social Perception of Normals Toward Their EMR Grade- Mates."
Simenson, R.J. American Journal of Mental Def15fency Vo]. 74, No. 3 {Nov. 1969),

. pp 405-408

Purpose of study was to .compare the socia. perceptions and
attitudes of normal children toWard other normals and educable
mentally retarded children in special classes. Fifty-seven
randomly selected normal children rated 14 special class
retardates and 14 randomly selected normals. Findings revaaled
that the.special class retardates were not rejected any more
than their normal peers, and that the normal children used the
‘same criteria to judge and describe the.retardates that they
used for other normals. o
Reynolds, !.C. and Exceptional Children in Reqular Classrooms. Papers prepared for
Davis, MN.D. the Leadership Training Institute/Special Education, sponsore
by the Bureau for Educational Pérsonnel-Development, U.S. Office
of Education. Distributed by Dept. of Audio-Visua’ Extepsion,
University of Minnesota, Minneapolis Minn., n.d , 125‘pp

“w The Bureau of Educationa) Personnel Developme' it tBEPD) of

the U.S. Office of Education supports a variety of ya¥ning
programs in Special Education. This.collection of es ays s "
one uf their attempts to stimulate thinking on how to reintegrate
handicapped children into the regular classroom. Includes 14
papers that review various philosophies and strategies for :

, , accommodating exceptional children, all of which agree tha:
integration is both desirable and necessary.

Rotberg, J.M. "Defining the Task of Teachers of the Educable Mentally Retarded,
Education and Training of the Mentally Retzrded Vol. 3, Ho. 3
. {Oct. 1968), pp. 146 149. : 7

Critical incident techniques were used to determine the task of
teachers of educable mentally retarded children. Professional
educators observed and recorded incidents of significant teacher
behavior in the classroom. Results indicated that principals”
and supervisors differed significantly from teachers in their
-emphasis on pdrticular aspects of the teaching task. Also,

the resuits have significant 1mp11cations for all teachers.

Rucker,\C.,_f - "The Participation of Retarded Children in Junior High Academic
Howe, C.E. and ‘ and Ndnacademic Regular Classes," Exceptipnal Chi]dren Vol.
Snider, B.. ~ No. 8 (Apri) 1969}, pp. 612-623. .

- .

Resu]ts of this study indicated that retarded chi]dren whd had
been participating in regular classes were significantly less
accepted than the nonretarded, equally low in the social structure
of both academic and nonacademic classes, and apparently unaware :
of their low social position in regular classes. Also, their
A ‘ level of acceptance in the special class was pnsitively re]ated
’ . to their degree of acceptance 1n regular classes.
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Sampson, 0, "Children in a World Anart," ’special Educatior Vol. 60, No. 2
. {June 1971), pp. 6-9, o

S A survey of administnators and remedial teachers in comprehensive
’ schools in England was conducted to determine the extent of
‘ integration of remedial pupils and staff into the system.
Administrative organization, remedial teacher reaction, concessions
to segregation, m0d1fication for 1ntegrat10n, and teacier 1ntegra-
tion-are discussed. :

Schonell, F.J. "The Slow Learner - ﬁeggegation or Integrat1on," Educati 2l
, Research Vol. 5 (Feb, 1963), pp. 146-150. .

A report on the symposium "Slow Learner" in which international
“educators exprussed their opinions concerning the integration of
the mildly retarded. Countries represented were Australia,
¢ ‘ Canada, Denmark, Great Britain, Holland, Japan, New Zealand,
. " Russia, Sweden, and the United States. Unlike the United States,
N most countries reported a strong emphasis on the practice of
segregating the retarded ,

[R

Schurr, L.T. and . The Effect of Special Class P1acement on. the Se]f-Concept'of

* Brookover, W.B. .~ AbiTity of the tducabie ifentally Retarded Chil8¢ Washington,
. ‘ : 0.C.: DHEW, Bureau of Handicapped Children‘and uth; 1967, 199 ojr

Results irdicated educable megtally retarded children in Specia)
. classes showed an increase on the General Self-Concept of Ability
 Scale during an 18-month period, while those reassigned to the
regular classes all declined in self-<onceépt of ability. Special
class placement was found to have a poésitive effect on the children's
self-concept of ability, which was based on self-comparison with
class peers. It is suggested that the students may have internal-
ized the negative attitudes of others about the special class and
not abodut their ability. .

Schwartz, i. “An lntegrateo Teacher Education Program for Special Education -
S A New Approach," Exceptiona) Ch11dren Vol. 33, No. 6 (Feb..1967),
. pp. 411-416. RS

Author outlipes an {dea] teacher educator program which emphacizes
the training of clinical teachers -to provide diagnosis and ‘
reme-iation for a vdriety of learning difficulties presented

by :xceptional children. In order to move in this.direction,

the author feels we must-abandon the traditienal practice of
‘labeling chilgren according fo a specific handicap.

~ Schwarz, R.H. » "Mental Age A It Rglates to Schggl Achievemgn; Among Ed:cagle
. i Mentally Retar®ed Adolescents," Education and Training of the |
Mentally Retardgd Vol. 4, No. 2 {Apr 11713637, pp. T e
This study was oncerned with the discrepancy between actual
' achievement and expected achievement according to meptal age

g
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among educable mentally retarded children in special. classes.
It was found that teachers were concentrating their efforts on
the lower grade retardates in the class, thus increasing the gap
. « between actual achievement and expected achievement among the
i . higher grade retardates. As a result, the author questions the
i . effectiveness of homogenous special education classes for the
3 educable mentally retarded. ,

:%Schwarz,lR. and "The Academic Achievement of EMR Students and Sociai ilass,"
- Shores, R.E. American Journal of Hental Deficiency Vol. 74, No. 3 (19695,
X ;;-p- m' . . .
| . Mildly retarded children enro}lnggin special education classes
‘ were grouped according to age’ and socioecoromic level., Reading
i

.and arithmetic achievement levzis of the groups were measured

and compared. Results indicated middle socioeconomic level
children achieved at a h'glier level, and a differepce in reading
skills appeared to increase as a function of age and socioeconomic

level. | - :
yiegel, E.. Special Education in the Regular Classroom. New York: John
SO Day, 1369, 171 pp. , , : -~

‘This book attempts~to provide teaching ideas, methods, curriculum’
strategies, and genpral advice to the regular classroom teachers
who may be teaching mitdly handicapped children in ‘their classes.
Author feels that _feachers can_help these children deal with
problems of immaturity, coordination, anxiety, self-concept,
abstract thinking, and behavior with proper support from
supervisors and administrators. : ) .

Smith, R.M. Clinice) Teaching: Methods of Instruction for the Retarded. New
- York: Mcﬁraw-Hil1, 1968, 292 pp. . I L

This book outlines the “clinical teaching” method which emphasizes
the value of identifying the relacive strefgths and weaknesses

of each child and providing a highly structured and stimulating
environment, Curriculum development should be based upon the
learning characteristics and behaviors of the mentally retarded
chitd, Stresses the use of daily lesson plans, homogenous

4

’ . . grouping, data froa psychological evaluations, daily record
. keeping, and c3assrnom experimentation. ;/,- . &
Sparks, H.L. and “What is Special About Spectal Education Revisited: The Mentdily.
Blackman, L.5. . Retarded," Exceptional Children Vol. 31, No. 7 (Jan, 1965)
pp. 242-247. v )
. A discussion of special ctass'placement'versﬁs regular class

placement. Author feels that the-evidence indicating special
class placement does not promote académic achievement and
questions the adequacy of the special class soclal- environment.
Recormends the importance of research in-the area of teacher
preparation for teachers of the mildly retarded.
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'Sheperd, G.

“Stanton, J.E. and
- Cassidy, V.M.~
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Thurstone, T.G.
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"When You Wish Upon A Star: The Self- Fquflling Prophecy and
Special Education," Education and Training of the Mentally :
Retrrded Vol. 3, No. 4 (1968), pp. 189-193. ,

Author feels that expectations held by the special education
teacher can be transmitted to serve as clues for modifying
the behavior of the child. A child who is expected by the

.school to learn does so; the child of whom 1ittle is expected'

produces 11ttle. If more achfevement were expected of " special
class students, more achievement possibly might’ occur

"ThO tducation of Educable Mental‘" Retarded Students in Secondary
Schools: A Review of the Litereture." Curriculum Bulletin
Vol. 23, No., 280 (July 1961), pp. 1-31.

A review of 1iterature, focusing on the efficacy of spec1a1
class placement, follow-up studies of the retarded curriculum -
organization and content and occupational prognosis

A Study of D\fferences Between Children in Residential School
(Tasses and Special and Regular Classes in Ohio. Columbus,
Ohfo: "College of tducation, Ohio State Un1versity, 1961

91 pp. . Co

‘ A study of differenies between children in residential schoo]

clas<bs and special and regular classes in Ohio is presented =~ ,
as part of an investigation of factors involved in the educa-
tional placement of educable mentally handicapped children.
Observatidns about the residential educational environment

alohe are made, and a statistital comparison with special

and regular c1ass pophJations is-done. Conclusions are -

drawn regarding the |;lults of different types of gducational

. "Segrégation Versus Non- Segregation o Fxreptional Children,":

Journal_of Fxcepo\ional Chﬂd_/g” Vol. 42 (Maj 1946);, pp 235-240.
Vigws on segregation and nonsedregation of exqeptiona1 childrén

~expresseq by members on*a panel at the Twenty-Second Annuai,

Meeting of ?he Internatignal Council for Exceptional Childrén.

The conclusion reachegs/vas that “jt would seem right, therefore, ..
that, with our know)€dge of modern educationsmethods, a more
scientific treatment than sogregation be afforded all children»
within the school." . ; .

\

. An £valuation of Educat1nJ,Menta11y Handicapped Children in

Spetial Classes and in Regular Classes. Washington, D.C.:
North Carolina University, Chape? HilT, Office of tducationy
OHEW, 1959 259 pp. ‘

A comparison of mewtal developnent academic achievement, socfal
- adjustment, and physical growth and coordination between retardates

in reqular and - spec1a1 classes. Population was drawn from rural

¢ |
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and large and small school districts. Results indfcated that the
retardates in $pecial classes were superior in social and physical
development, but inferior in academic achievement ¢o*their peers
in regular classes.

Valett, R.E. - "The Learning Resource Cegter for Exceptional Chtldren,"” )
Exceptional Children Vol. 36, No. 7 {March 1970}, pp. 52/-530.

A description of how a‘Learning Resource Center can meet the
needs of exceptional children in the public schools. Services
' - include individualized instruction, isequenced programming, and
‘ ' " the development of prescriptive teaching approaches. Strong
) : emphasis is placed upon inservice training and parent éducatfon.
Valetutti, P, "integration vs. Segregation: A Useless Dia1ect}c.”‘dourna1 of
'  Special Education Vol. 3, No. 4 (1969), pp. 405-408.

Author emphasizes the ratfonale and benefits of segregating
exceptional children. Since the exceptidnal child -integrated

‘. "~ 1into the regular cTassroom may be a disruptive influence, the
practice of segregation cah provide legitimate relief for the
classroom teacher. Also, segregation can sometimes improve ’
the self-image of the rejected retardate. Of greatest importance
are teacher values and attitudes and their influence on pupil
self-perception and performance. : :

r .. Lo ' )
Warner, F., ° A Survey of Some of the Attitudes of 369 Children Toward Their
Thrapp, R. and Placement in a Specia) ¥MR Class. Project No. 9233, Frederic

~ MWalsh, S. ~ Burk Foundation/Faculty Development Fund, San Francisco:

o ;e California State University, 1972, 23 pp. ‘ " JJ
Three hundred and sixty-nine children in special classes for the
mildly retarded werz asked to regpond to the following questions:

* 1) Do you like being in a special class? 2) Would yc¢1 rather be

“+ - in some 7ther class? 3) Why do you think you aye in a special
class? 4) What do you 1ike-most about heing-inja special class?
a and 5) What do yau 1ike 1ea§;,ab eing -in & special class? -

. . Results did not support the assumption t most children ~N
' ) resent their special class placement or are desirpus of .
‘reassignment to a regular class. The most frequently cited
reason for discontent was theiy interpersonal relationships

with retarded peers. - ,

\

1)

’ : o ) . ‘ . ’ rg ‘
Weintraub, F.J., - State-Law and Education of Handigzapped Children: Issues and
Abeson, A.R., and  Recommendations. Arlington, Virginia:r The Council for Exceptional
Braddgck, b.L. ~ Children, n.d., 142.pp.. . , 4 | -~

_ - This book is meant tb serve as a guide for those seeking a direction,
~ ‘ rationale, or modél for legal change. Recent major legal decisions
are discussed relating to.areas of state definitions of disability
and eligibility, validity of placement, discriminatory pldcement
of minority groups, pare;!s'~rights, and ability gropping. Of

Fs

particular interest is thp section on model statutes intended
, , for those wishing to revihé or update the laws of their state
 relating to the educatioh of handicappad children.
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Welch, E.A..

Winford, B.J.

\

7

. Wrightstone, J.W.

and others

Zito, R.J. and
Bardqn, J. 1.

5

¥

The Fffects of Segregated and Partially Integrated Schooi
Programs on Self- Concept and Academic Achlevement of Educable
Mental Retardates. Unpublished doctoral dissertation, .
Boulder, CoYo.: University of Denver, 1965. ' .

One group of EMR-childran was assigned to a segregated speciai
viass, the other group tc a pariially integrated class.. Noné
of the childreq had Had previous experience with any type of’
special education. Results indicated the integrated subjects
showed a significant decrease in the number of derogatory
statements they attributed to themrelves, with the reversg
‘true for the retarded segregated yrcup. A1l groups made
significant gains in reading, spelling, and arithmetic, with
the retarded integrated group making significantly greater
gatns in reading than the retarded segregated group. Author’

o conciudes that children segregated on the basis.of intellectual

inferiority not only perform less adequately, they more often
see themseives as -tnadequate and rejected.

Achievement of Educabie Mentally Handicapped Chiidren as
Affected in the"Level of Teacher Preparation. Ed. D.
Dissertation, Charlottesville, Virginia University of
Virginia, ]964 54 pp. ’

Purpose of the study was to determine the effectiveness of .
teachers in special public school ciasses for the mildly
“retarded who differed in the degree of Ytheir special preparationy,.
and the manner of obtaining their preparatfon. Results indicated
that the mildly retarded children taught by teachers with pant-
time preparation achieved higher reading scores than the children
taught by teachers with full-time preparation. Imp]ications are

" discussed.

A Comparison of Educational Qutcome Under Single-Track and
Two-Track Plans for Educable Mental]viRetarde Chijdren.
“Washington, D.C.: DHEW, Office of .
Education, CRP No 144, 1959, 499 pp.

This 'study compared the changes in the EMR enroiled in an
experimental two-track (homogenous) program with those enrolled -
in a one-track program in New York City. Authors concluded that °
there was no evidence, based on their data, to support either
homogenou$ or heterogenous grouping and that the achievement of -
both groups was below their mental age expectation." ’ _
“Achievement Motivation Among Negro Adolescents in Regu]ar and .
Special’ Education Programs,” American Journal of Mental Deficiencx
Vol. 74, No. 1.(July 1969); pp. 20- 26.

-’

Results indicated that Negra adolescents have achievement motiva-
tion comparable to others from the same socigeconomic level. _Also,
:they are more inflyenced by success than by failure.- Experience
in speciai class tended to make them cautfous in setting goals

_and'to anticipate failure to achieve goals, whereas those in - s

regular tlasses' anticipated success and.had higher leveis of
academic achievement. .
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