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BEST COPY AVAILABL
PROLOGUE: )
Special Education and the Cities

During the past several vears the regular and special education communi-
ties have been moving through a series of rapid changes. Undoubtedly.,
the problemy in the urban areas of this country have accentuated the
changes taking place and have made the adoption of solution-seeking
strategies tor the spectal education conuuunity even more complex.

The three "Ls™ Leverage. Legislation. and Litigation have moved
the demands for quality programming bevond the ability and resources
of the wiban special education community.,

The actions ot parent groups have outpaced the professional commu-
nity’s ability to adequately respond to full service for all handicapped
children. By exerting political pressure (leverage) on the state board of
education. local school boards, and other legal entities. purents have
persuaded those responsible to provide more comprehensive services for
handicipped children, This strategy has often led to legiskatian that man-
dates tull service, Failing to bring about a reversal in the exclusion pro-
cess, parents have turned to litigation tor final assistance. It is the courts
that have provided the major incentive to providing education for all
handicapped children,

The decision rendered in a suit brought by the Pennsvivania Associa-
tion of Retarded Children (1971) in federal court made it mandatory
thut tree public school education be provided for mentally retarded per-
sons, Yet another suit of greater importance to speciat education is the
Mills vs. Board of Education of the District of Columbia: this case ex-
punded the implications of the Pennsylvania right to education ruling.
This fatter decision provided that all handicapped chitdren. not merely
the mentatly retarded. have an equal right to education. Also. the Mifls
cuse is considered a tinal and irrevocable determination of plaintitfs’
constitutional rights™ (Friecdman. 1972}, The Pennsylvania decision is
hused on a consent agreement and does not provide the fegal precedence
of the Mills judgment.

ULS, District Conrt Judge Josepl C. Waddy summarized the Midlls case
as follows: That no child eligible for a publicly -supported education in
the District of Columbia public schools shall he excluded from a regular
public school assignment by a Rule. Policy or Practice of the Board of
Education ot the District of Columbia or its agents unless such child is
provided (a) adequate alternative educational services suited to the
child’s needs. which mayv include special education or tuition grants, and
(b a constitutionally adequate prior hearing and periodic review of the
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child’s status, progress, and the adequacy of any educational alternative
{Abeson. 1973 p. 3).

The Mills decision mandates too that the handicapped be provided a
reguler public school assignmient or with alternatives at public expense
and with constitutionally adequate hearings. Thus each child of school
age must be provided ... a free and suitable publiclv-supported educy-
tion regardless of the degree of the child’s mental. physical or emotional
disability or impairment. .. {Abeson. 1973 p. 3}. In other words. the
excuse of insufficient funds is not adequate reason to exclude these
children from their right to an education.

This sequence of events. compounded by other problems facing the
entire educational community in urbare areas. has placed tremendous
burdens on urbuan special educators responsible for programming for
handicapped children. The special educator has traditionally placed the
majority of its services in the middle section of the continuum. or range.
of handicapping conditions, The responsibility for educatir; the severely
handicapped has been left to others or to no one. The child with moder-
ate learning and behavioral problems who could be educated within the
confines of the regular classroom has been. in far too many cases. either
programmed inappropriately or not programmed at all. This spread in the
coverage of a full continuum ot program services has caught the urban
special education administrator short in terms of adequately trained per-
sonnel. functional curriculums. and sound instructional models. This
shortage of human and technological resources comes at a time when
finances are severely strained. The courts. however. have indicated that a
fack of financial resources is net sutficient reason to deny services to
handicapped children.

Urban school districts contronted with the task of implementing com-
prehensive educational services for all handicapped children are bearing
the brunt of the responsibility. There is a tremendous need to marshal
the technological. human. and financial resources of state educational
agencies. institutions of higher education. and tederal education agencies
to assist the urban cities in responding to this situation. It is this obvious
need for assistance to the urban cities that provided the impetus for the
Buresu of Education for the Handicapped (BEH). the National Center
for the Improvement of Educational Systems” (NCIES) Leadership Train-
ing Institute. Special Education. to co-sponsor the Special Education and
the Cities Training Institute. The purpose of this training institute was to
estublish a meaningful dialogue among state directors of special educa-
tion. directors of special education in large urban centers. representatives
of selected training institutions. and presenters representing current for-

to
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ward looking and viable special education models. The institute was orga-
nized around the issue of “right to education™ for all children. the train-
ing needs of regular and special educators, and the “three D™ problen:
Decategorization, Delabeling. and Desegregation.

The major topics for this training conference have been and continue
to be target priority arcas for the Division ol Personnel Preparation
(DPP). Bureau of Education for the Handicapped (BEH). The BEH objec-
tives are:

To assure that every handicapped child is receiving an appropri-
ately designed education by 1980 (85% by 1978).

To assure that by the year 1977 every handicapped child who
leaves school has had career educational training that is relevant to
the job market. meaningtul to his career aspirations, and realistic to
his fullest potential.

To assure that all handicapped children served in the schools
have sufficient trained personnel who are competent in the skills
required to aid the child in reaching his full potential.

To enable the most severely handicapped children and youth to
become as independent as possible. thereby reducing their require-
ments for institutional care and providing opportunity for seli-
development.

The Division (DPP) utilizes its three basic grant programs to respond to
the BEH priority areas. These are: program assistance grants to institu-
tions of higher education, program assistance grants to state educational
agencies. and the special project program.

Program assistance grants are used to increase the quantity and quality
of teaching personnel and other special personnel for the education of
handicapped children by providing funds to eligible institutions and agen-
cies that have. or will develop. programs for the preparation of such
personnel. The purpose of the special projects is to develop. implement.
and evaluate training approaches that are basically new or which are
significant modifications of existing programs. Projects include innova.
tive approaches to the solution of major training problems.

Many areas nnder examination and review at this training conference
are also under examination and review in the Division of Personnel Prep-
aration.

Training of Regular Educators

The training needs of the regular educator have been a major focus at

O 3
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DPP. it is anticipated that approximately 20 to 30 grants will he made
for academic year 1973.75 for this purpose. State education agencies and
colleges and universities will submit applications for this area. A portion
of the funds will be used to stimulate changes in teacher certification
requirements. This would include responding to students who plan to
become regular class teachers who will have as a portion of the prepara
tion sequence some special education course work and related practicum
experiences with handicapped children. 1t is anticipated that a significant
portion of the grant funds will be used to conduct in-service preparation
of practicing regular educators. This group will include teachers. princi-
pals. supervisors, administrators. ete. It is also anticipated that parents
will also be able to participate in these sessions.

It has been noted that school districts and states have placed general
educators in service programis for handicapped children. This occurs
when state lepistatures mandate service programs but neglect to
strengthen programs that prepare qualified special educators. A Pavlovian
type of response usually occurs. There is a massive effort to provide
eniergency in-service preparation programs. While it is necessary to meet
such needs. the problem could be avoided by coordinated local and state
planning. All too vften colleges and universities are criticized for failing
to respond immediately to a pressing local and state need when. in real-
ity. it is a failure in total planning and program development between
and among the various institutions and agencies.

Examination of Level of Personnel Preparation

This issue is very crucial to the future planning of training progroms in
institutions ot higher education and state education agencies. {t is related
to the merits, positive or negative, of preservice in contrast to in-service
preparation. 1tis also refated to the selection of surplus general educators
and preparing them to function in service programs for handicapped
children. The issue of whether training activities designed to mieet new
and emerging critical needs should be weighted toward in-service training
rather than preservice education is being examined. In the future. person-
nel preparation programs in instrtutions of higher education will begin to
respond adequately to the preservice needs of the special and regular
education community. This factor will cause the field to review its capa-
bilities to move info an in-service mode,

Ineservice preparation refers to continuing education of individuals
who are already assigned to a given task. A teacher of the handicapped
may desire. ur be required. to take a new educational diagnostic course

Q .
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and practicum. This would be an in-service activity. Another in-service
activity would tvolve u regulur education teacher who had been assigned
to a special class without prior training. and who would be expected to
enroll in course work and a practicum while teaching that class.

Preservice preparation refers to an individual who obtains prior prepa-
ration before assuming a task. For example, a reguler educator may
decide to start a special education certification or master’s program on a
full-time or part-time basis. This individual, however. would not assume a
role in special education until the program was completed.

Cooperative Statewide Planning

The emphasis on cooperative statewide planning is another major ac-
tivity of DPP that correlates with two of the conferences purposes of
improving communicztion within staies among SEA. college and univer-
sity, and farge city special education personne! and to afford opportunity
for SEA. LEA. und representatives of 1HE training institutions to plan
active and immediate approaches in seeking solutions to critical special
education needs in large city school systems. DPP is beginning to plan for
cooperative efforts that would bring project directors of federal program
assistance or special project grants for the preparation of personnel to
train handicapped children. representatives of state education agencies.
and other appropriate agencics together for a series of conferences. The
purpose of these conterences will be to discuss procedures to initiate or
mprove existing statewide planning among all public and private agencies
and Jdnstitutions throughout the states that prepare personnel to train
handicapped children.,

The Need for this Conference

A training conference such as this is a vital entry point for the triad of
the SEACHIE and ocal urban school districts to begin to work coopera-
tively. Tt is clear that various role changes nuist occur within this triad if
a full continuum of services is going to be offered the handicapped child.
Some ot the role changes will and can be accomplished rather casily:
others will result in mujor institution changes. The speed and ease in
which these role changes are made. however, will depend a great deal on
how well the purposes of the conference are met and the follow-up
objectives are achieved. The Bureau of Education for the Handicapped
anticipates being an active partner in this process. “Responsibility and
accountability will be the haltmark of federal action in concert with local
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and state decision makers at the local and state education depurtments
and at the departments of special education in universities and colteges™
(Herman. 1973 p. 148). This conference is a continuing link in this
cooperative process,

Richard J. Whelan,

Director, Division of Training Programs
Burcad of Education for the Handicapped
and

Edward Sontag,

Liaison Officer. Bureae of I eation for
the Hundicapped
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PREFACE

More than atany ather perisd in the history of menkind. at present there
is o lnnmanistic concern exhibited toward the atypical individual tfor his
education. his welfare, and especially his role as a contributing member
in a changing society. The vears have witnessed a trend from isolation
coupled with g lack of concern to a period of separation with concern
and more recently a movement toward a more integrated concept of
cducation known as “muainstreaming.” Paratleling this recent trend is o
national concern for providing public schonl education for the mutiply
handicapped child or the more severely involved individual,

Farge urhan centers are finding that many ol the well established
categorical definitions of and plivsical arrangements tor children are no
longer relevant in this era of accountability, The advent of desegregation,
along with efforts of vocal minorities to achieve better education for
their children without the stiging of kbeling or tracking has resulted in
fegal action that will require the reorganization and updating of educa-
tional practices

Educating handicapped children cannot be viewed in isolation from
general teacher effectiveness. The whale area of competency-perfor-
munce based teacher education  addresses itselt to the question of whom
we are preparing teachers to teach. Special education over the yeurs has
established the fact that educating children with fearning or behavioral
disorders can and nust be accomplished in the public schools. Many
handicipped children, especially those who are severely involved. will
require special classes. The dilemma in urban centers is net whether to
have special classes. but what special education can do. working in con-
cert with regnlar education. to provide the best environment for individ-
wal children, some of whom may need a self-contained environment. A
related cogent area of concern and one which many are chary to explore
in depth is educating that group of severely kundicapped youngsters who
are not now affordad o public schoaol education due to admission restric-
fions, The legal @ad social implications of this area of need are far-reach-
ing.

1t s time for special education to stop ceriticizing the “mainstream”™
educitor tor his shortcomings and inadequacies in terms of providing for
the atvpical learner within regular classes. T ix sinperative that special
educators determiine with regular educators options periaining 1o train-
ing. to sharing o respomsibilities. to apportinities for close working
relationships, and to identifving current technology and management
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svstemis that have proven etfective in providing a cascade of services for
the handicapped.

The contributors to this volume have developed programs or systems
that have been successful in dealing with the above-listed areas of con-
cerit. Phe concepts have to some extent withstood the test of time and
are presently being implemented in educationul sertings throughout the
country. One common denominator found m all the contributions is the
notion that humanism in education can be achieved to a greater degree
by providing “mainstream” education, In most instances this proved pos-
sthle and beneficial tor particular students who have been lubeled handi-
capped. This also applies to those who are olready failing in regular
classes but who have not vet been labeled as handicapped.

The other common denominator found in all the presentations is a
sicere beliel in the need tor reeducation and updating of “regular”™
educators at all fevels in reterence to the handicapped. This belief is
aectzapanied by 1 desire to provide public schools with the best support
syatems available to aid them in offering improved and more humanistic
cducation tor the handicapped. and in so doing upgrading total educa-
tional services tor all students.

Philip H. Mann,

Director, Special Education
Developmental and
Technical Assistance Center
University of Miami

O
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HISTORICAL PERSPECTIVE

The conference grew out of shared concern for the present critical
needs in special education. The groups that were brought together as
participants were invited because of the major roles they play in shaping
special education programs in this country. The fruition of this confer-
ence was a direct result of planning and discussions over an extended
period of time.

fn 1971, the panef of consultants of the Special Education. Leader-
ship Training Institute Bureau of Educational Personnel Development
and the personnel of the Exceptional Children Branch. USOE. foresaw
the emerging problems in the education of the handicapped in the “inner
cities.” They proposed a series of meetings of administrators of special
education programs from the largest city schoeot districts in the country
and appropriate officials tfrom USOE Bureaus charged with reznonsibil
ities relative to the education of handicapped children in Washington.
D.C. to begin working together toward resolution and elimination of
these problenms.

They further proposed that an organization already in existence. the
Council of Great City Schools, could serve as a vehicle for bringing
together the desired personnel. This orgunization has as its membership
the superintendents and doards of education of the twenty-three largest
city school districts in the continental United States. Staff members
occasionally join this group to discuss or rescacch educational problems
confronting urban communities.

1t was felt that the B.EP.D, weuld be the logical bureau in the US.
Office of Education to serve as the catalyst since its objectives included
the efficient use of educational personael and the improvement of the
quality ot the preparation of that personnel.

The Special Education Leadership Training Institute tunded by the
Exceptional Children Branch tunded the first meeting in San Francisco in
May 1971, Line administrators of special education programs (associate
superintendents. assistant superintendents. or directors of special educa-
tion) in member cities of the Council of Great City Schools were con-
tacted. and their response was enthusiastic. The purpose of this first
meeting was to discuss the problems facing school administrators in
meeting the needs of handicapped children in the inner cities. A second
objective was to discuss working relationships with general administrators
to provide direction of programs for these handicapped youngsters the
coordination of the education of the handicapped with regular educa-
tion.

ERIC
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Dr. Witliam [ Smith, then Acting Associate Commissioner of the
Bureau of Educational Persanmel Development, served as the “kevnoter”™
tor the conference with his speech “Special Education: The New Pers-
pective.” Pr. Mulcolm D. Davis. Chiet of the Exceptional Children Branch,
dehvered o mggor address on “Special FFducation tor the Seventies and
Bevond: A Redetinition.” An in-depth discussion on the need for retiain-
ing of present regular and special education teachers and administrators
tollowed and consumed the remainder ot the two-day meeting.

I became nereasingly clear that those charged with the responsibil-
ities of administering special education programsin the large urban cities
should continue to meet to analyze the many problems facing those
communitics as well as to develop broader understandings and to move
aggressively toward the improvement of instruction and services tor chil-
dren with tearning problems and other disabilities.

The representatives of special education administration from the
member cities of the Council became a subcommittee on special educa-
tion of the Council and submitted the following recommendations as a
result o its two dayvs” deliberations:

1. That the committee prepare i proposal, ising research money., for
4 pilot study that would focus upon the preschool identitication of
the exceptional child, using a broad-based network of personnel. the
involvenment of appropriate speciulists. and the generation ot measur-
ing instruments appropriate to the bhackground of the child and
capable ot projecting his possible development.

2. That spectal education should be ettectively meshed with the
regular education framework inall possible arrangements, Within this
operation spectal education should participate in the creation and
nuintenance of a total educational environment suitable for Jll chil-
dren. The communications network should cross organizational lines
as necessary and be continuous,

3. That special educators should regularly assess the capacity of
the school to serve all children with special needs und provide better
concepts and methodologies. The gradual reduction ot excluded chil-
dren should be a primary responsibility.

4. That the identification of children with special needs should be
based upon a comprehensive identification system in which all persons
close to the child act as finders.

3. That the instruction and service ot exceptional children should
he highly individualized and designed to nicet needs and develop po-
tential. Valid instraments and competent personnel must be utilized

10
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in identification and in class assignments. Further. there should be o
periodic evaluation ot pupil achievement and program accountability,

6. That categorization as a way of allocating pupils to specialized
progrims and state reimbursement tied to these categories is indefen-
sible. While it is diiticult and can be expensive. the fashioning of
difterentiated programs weighed heavily i the assumption that pupil
potential must be at the core ot any proposals for reimbursable special
education programs,

A preliminary: proposal for a possible project was presented to the
Bureau of Education tor the Handicapped. The proposed project would
have concentrated primarily on carly childhood education tor the handi-
capped. a1 most pressing need area for the comtitnent member city school
districts. Tt had relevaney to g variety of Bureant tunctions in terms of its
emphasis upon diagnosis as @ research tool, training of regular classroom
teachen, the use of media with handicapped children. and the provision
of improved services to children with a variety of tvpes of handicaps.

[n exsence. the project was designed to study systematically current
dizgnostic procedures and problems: to develop a clasification svstem
which is appropnate for the regutar classroom teacher for the diagnosing
and remediation of special problems: to develop efficient diagnostic pro-
cedures and instruments: to develop diagnostic training programs: and to
begin to butld a catatogee of materials and techniques for dealing with
special problems in s,

U nfortunately, the project was not able 1o be funded at that time. 1t
theretore, became apparent that it some of the goals and objectives of
the committee were to be met. the wark of the committee would need to
be funded by a small technical assistance grant since project tunding did
not appear possible in the immediate future. The Special Education,
fearnimg Training Institute agreed to do this for at feast the 197172
school veur,

The committce met in Minneapolis in November 1971 to continue the
discussion ot establishing priorities for serving the handicapped as well as
researching administrative models for special education in large city
school districts. The Council. through its work on Management in Urban
School Districts, proved to be of invatluable assistance.

At the conctusion of the two-day workshop . the committee made the
following recommendations to the Board of Directors of the Council:

I Thut the committee seek 1o resolve the disparity between
federal. state. and tocal interpretations of USOE formal Title | ESEA

o ¥
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policy regarding the inclusion of handicapped students within the
definition o' “disadvantaged.” The committee recommends that the
Council of the Great City Schools seek clarification of OE Guidelines
relating to the problem and disseminate the information to member
city school districts and other agencies as appropriate.

2. That the Great City school systems move toward the integration
of marginally handicapped pupils into regular education programs
with emphasis upon staft’ development and the provision of supple-
mentary specialized services.

3. That the committee on the Education of Exceptional Children
seek technical. travel. and coordination support from the Office of
Education to conduct workshop and needs assessment activities for
the study ot models relating to management. staff development. and
administrative structures in special education.

The committee’s work was beginning to have impact upon programs
for the handicapped throughout the member cities. as attested by repre-
sentatives from these cities. It was felt that spin-off from the work of the
committee was also taking place in many other communities throughout
the nation. as evidenced by meetings, workshops. programs at state. re-
gional. and national conferences and in program changes themselves. The
small financial investment in the work of the committee by the Special
Education Learning Training Institute through B.E.P.D. was beginning to
pay large dividends,

During 1972, efforts were pointed toward resolving policy questions
regarding the administration of services to the handicapped (including
reaction to the Policy Statement of the Council for Exceptional Children
on this subject). Attention was also tocused upon the need for improved
communication between local school districts. State Departinents of
Education, and teacher training institutions,

In g continuing attempt to bring together regular and special educa-
tion in the best interests of the handicapped. the committee made the
following report to the Board of Directors of the Council when they met
in Portiand. Oregon. in May of 1972:

“The intent of the committee is to collectively commit to the
proposition that specialized educational programs in the cities cannot
only more adequately serve exceptional children, but can also more
adequately  serve Council school districts in  their attempt  to
strengthen general education programs, and to provide equal educa-
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tional opportunity. The committee proposes to work caretully with
other staft and stunding committees to seek their advice and assistance
in furthering this commitment.”

It was further stated thut:

“the general mission of the committee is to identify and discuss criti-
cal issues related to improving the ability of city schools to pravide
varied. quality programs for exceptional children. to develop consen-
sus among member districts on hasic premises, goals, and objectives,
and to assist the council and its member districts in developing policy
and programs of an exemplary nature.”

In November, the committee crystalized its concern over working
relationships between local districts, state departmients. and training
mstitutions. It proposed to undertake a muaster project with help from
the National Center for the Improvement of Educational Svstems
(NCIES) (formerly Burean of Educational Personnel Developmenty and
the Bureau of Education for the Handicapped.

The project would set up a consortium between the schools and uni-
versities that train teachers. A model training program could be devel-
oped that would involve general administration personnel from large city
schools, regular class teachers, special education personnel. social and
health care workers who are within the range of service delivery. teacher
trainers in colleges and unijversities in the vicinity of member cities, and
parents. Some of the areas of concere would be improved legistation and
administrative guidelines: the coalition of health and social services with
educational services: the revision of pupil testing. classification. and
placement procedures: projections for the future in terms of changes in
the needs of handicapped children. handicaps other than those the
schools are presently prepared to deal with, and the impact on schools of
providing individualized instruction for more children,

A proposed point of departure would begin with o conference com-
posed of representatives from the Great Cities group. State Departiment
Special Education Directors, and deans of schools of education. An ad
hoe planning committee was composed of representatives of the Special
Education Committee of the Council of the Great City Schools, the
National Associition of State Directors of Special Education, the 1T/
Special Education. and representatives of the Exceptional Children
Branch. NCIES. (formerly B.E.P.D)YUS.O.E.. and the Training Division/
Bureau of Education for the Handicapped.

Invitations were sent to appropriate representatives, and the culmina-
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tion was the Miami Great Cities Conference. It was an excellent begin-
ning. and it is hoped that out of it will develop resolutions to eritical
problems and needs in special and general education.

o
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National Center for the [siprovement
of Educational Systems

and

Martin Dean,

Assistant Superintendent,

Special Eicarional Serviees Division
Sun Francisco Unified School District



SECTHION

ISSUES AND COMMENTARIES

In this section Evelvwn Deno provides a sumewry of the presentations and
group discrissions of the Great Cities Conference on Special Fueation
Dreld in Miami. lhree wswior issues are discinssed by some of the major
Jigures inospecial cducation in the counmy. The conclhieding article in-
volvres the role of special ediecction in the desegregation and integration
process, botl the legal and tre educational implications.

INTRODUCTION

EVELYN DENO
Professor, Departinent of Special Education
Universinv of Minnesota
and Associate Dircetor
Leadersitip Training istindte, Special Fducation
National Center tor the
Improvement of Educationad Systems

Dscussions of the Miami Conterence on Special Education i the Great
Cities centered around three issues:

I. The Right to an Education For All Exceptional Children

2.0 The Training Needs of Regular Educators

3. The “Three D™ Problems: Decategorization, Declassification. and

Desegregation,

Background on the three issues was presented in three ditferent gen-
eral sessions, with cach session addressing one of the issues, This materia
wus designed to provide a common base ot information and illustration
of implications to stimulate and focus later small group discussions
around these issues, Initial presenters were:

Iasue 10 The Right to Education For All Exceptionud Children
Richard A Johnson Director of Special Fducation
Minneapolis Public Schools

John Groos Director, Special Education Section
Minnesota Department of Education
Frank Wood Chairnan, Department of Special Education

University of Minnesoty

4
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Van Mueller Chairman. Department of Education
Administration
University of Minnesota
Issue 2: The Training Needs of Regular Educators
Charles Meisgeier Coordinator: Center for Human
Resources and Edncational Renewal
Houston Independent School District

Robert Howsam Dean. College of Education
University ot Houston
Hon Partridge Division of Special Education

Texas Education Ageney
Issue 3: The Three Ds. Decategorization, Declassification. and Desegrega-

tion
Ernest Willenberg Assistant Superintendent. Special Education
Branch
Los Angeles City Unified School District
Patrick O'Donneli Chairman., Dept. of Special Education
San frrancisco State College
Leslic Brinegar Associate Superintendent, Chief,

Division of Special Education
California State Department of
Education
Fhis section of the report summarizes the impressions left with one
observer.

16
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ISSUE |

THE RIGHT TO AN EDUCATION
FOR ALL EXCEPTIONAL CHILDREN

RICHARD AU JOHNSON
Director, Special Ecication
Minneapolis Public Schools

Education has long been consdered by muany a privilege rather than a
right tor persons infirmitv-bound by conditions of poverty. racial, or
social status, or by persainal. physical. or psychological traits classitied a,
undesirable. Among those so classitied are the handicapped of var coun-
try. Fhat great discrimination and inequality of educational opportusity
exist tor this population has been well documented. For vears many
handicapped children have been subjected to svstematic exclusion from
public education. or have been served by second-class systemis ef educa-
tion and training. Equality of educational opportunity tor these labeled
“handicapped™ has not in the past been u reality and is not now extant.

Recently, however. several major etforts have helped to clarity the
“eivil rights ™ ot the andicapped. Among these are the increased public
awareness created by national legislation and use of public media. at-
temipts by the CEC Policies Commission and other professional organiza-
tions to address this and related issues. and other ettorts of governmental
agencies, individual special educators, and state legiskators. Tt iy clear,
however. that the current major emphasis on the rights of the handicap-
ped has comie about through the courts of our land.

Class action suity have been filed and won by parents in several states,
and the mujor emphasis of these suits has been on the “equal protection™
rights of the handicapped. Courts have made atfirmative raiings that
require states to provide. in effect. public school education or training
for all handicapped children.

AS these rulings and their implications become visible to the public
and to cdacators. several major issues or questions become significant.
Among these are the following:

1. Do the public schools have responsibility to serve all handi
capped school aged chifdren, regardless of type or degree of handicap.
level of functioning, or residential location even for those who func-
tioning is only on the autonomic level?

Q 17
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2. I so. what is meant by “serve™

3. not. what criteria can be applied to deternmine which chil-
dren the public schools have responsibility for and what processes can
be utilized to ensure that these criteria are uniformly and equitably
applied. and that the Fifth Amendmeat “due process™ rights of the
handicapped are assured?

4. What is meant by “responsibdity ™! Does this term denote that
the public schools shall actually provide direct educational services for
all handicapped. or does it mean the public schaols have the responsi-
bility to see that every handicapped voung person is receiving appro-
priate educational or training experience however and by whomever
provided?

5.1t the public schools have responsibility for provision and
funding of direct services to all the handicapped. does this mean that
schools will be taking over responsibilities and programss that were
formerly operated and funded vy weltare, and. i’ so. what arrunge-
ments can of should be made Tor a shitt of funding resources?

0. Given the fuct that education of its citizens is. by virtue of the
Tenth Amendment to the Constitution. a responsibility ot cach state.
does it follow that the charge “to serve all the handicapped™ applies
only to those states where (1) the state constitution requires it. {2)
or where state or federal court rulings obtain?

7. How will training programs bhe created to support expanding
commuunity programs for the severely handicapped?

8. Are the states individually able to support the needed training
programs? Do colleges have sufficient expertise? Or do we look to
regional or national leadership?

9. Does the right to an education™ issue apphy only to those
severely  handicapped who are veceiving no formal program from a
public school. or does it also apply to those handicapped provided
education in thetr local schools, but who are under-served?

10. Should the state Departments of Education be given responsi-
bility and authority for all educational programs for the handicapped
in schools, institutions. and elsewhere as a means of achieving coordi-
nated programming”?

T Given the tact that these is currently little consensus even
among special educators on the issue of right to an education for all
handicapped. and even less on resolution of related criticial questions.
how might the even more difficult problent of obtaining across-ugency
consensus and specitic focus be addressed?

12, Where school districts and states are required to ereate instant
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programs. policies. and procedures in response to court order. what
crisis management and program development expertise is there that
could be marshaled to assist local personnel in meeting organizational
and planning reqguirements?

13, Does lack of sutficient appropriations at ecither the state or
Iocal levels exvose states and local districts from providing tor ull the
handicapped? If not. how do education agencies. especiatly the hard-
pressed central cities. obtain the necessary dollar resources?

These and other questions reluted to ensuring the rights of the handi-
capped to free public education require extensive analysis. Locat school
officials and board members. state education agency personnel. training
prograrz personnes. and USOE executives need to share information and
perspective on these issues. to the end that some clarifications oceur. and
that strategies be outlined 1 assist schools and refated agencies to de-
velop plans and programs necessary to provide for the constitutional
rights of the handicapped.

19
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ISSUE 2
THE TRAINING NEEDS OF REGULAR EDUCATORS

CHARLES MEISGEIER
Coordinator: Center for Humuan Resources and Educational Renewal
llouston Independent Schools

Within the past two or three years. the institutions of higher education
and state and local educational ugencies have been struggling with the
problem of providing adequate training opportunities and models to sup-
port and assist in the implementation of new designs for special educa-
tion. But the problem is extremely complex. and the emerging designs
are creating training problems and demands for change that place great
stress on all three systems. One factor scems clear: the emerging des'ans
require a whole new series of cooperative ventures among personnel of all
three systems,

The problem would be difficult enough for special education to make
internal chunges; however. the emerging designs for delivery of special
education services are part of a refashioning of the total educational
system and thus must involve the total educational system. The changing
environment of the schools is creating new interface problems for both
special and regular education. Linestaff responsibilities are becoming
clouded, Both regular and special educators are looking at the generic
competencies that teachers need to possess in new ways. No longer is the
training of teachers or special personnel clearly the responsibility of one
group or the other. Territories are being invaded. Both regular and special
educators are looking again at the generic and special skills that teachers
should have and at who will train them. The changing role of teacher
from being contined to a self-contained class to participating on teams.
from the role of dispenser of information to facilitator or advisor. has
created new interfacing problems.

Other questions that need to be addressed are:

What are the clements that have to be involved in any effort to
mount new training programs for specisl education (teaching organiza-
tions. state department personnel. ete.)?

What Kinds of new organizational structures may need to be cre-
ated to support new training demands?

Assuming that all parsties desire to participate in redesigning train-
ing programs. what forces tend to support or restrain the development
of new training eftforts?
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ISSULE 3

THE THREE D'S: DECATEGORIZATION,
DECLASSIFICATION. AND DESEGREGATION

ERNEST I’ WILLENBERG
Assistant Superintendent, Special Fducation Division
Los Angeles Unified Citv School District

Historicallv, exceptional individuals derive their labels by way ot medical
diagnosis. The child without vision was diggnosed as blind: the child
without heanng, deat: the child with intellectual deficits. mentully defi-
cient: and so forth. There tollowed the grouping of such individuals tor
purposes of treatment, care, custody. and education, The assumption was
that cach diagnosi. prescribed a certain course of action in treatment,
social management, and education. Initially. social managenment and edu-
cation required the separation of the child from his family and removal
from the tocal community . Generally, the blind  deaf, mentally retarded.
and other handicapped children had to be sent away to state institutions
il they were to be served at public expense. In many cases, institutionali-
zation of the child was an approved social action to provide respite for
the child’s family and to remove an embarrassing member trom his home
and local community. Tt was considered an act ot compz-sion to establish
separiate cultures und societies tor certain groups of handicapped individ-
uals, For example, the culture of indigency was perpetuated for the
blind: the culture of the dmd was associated with the deat’ and society’s
“colonies™ were established for the mentally retarded. Although these
examples are the extremes. they typily historically the negative sub-
culture position of most handicapped persons cither in the sense of
being objects of pity. embarrassment. or some degree of revulsion of
fear,

Since World War H there has been a veritable tidal wave of reaction to
the traditional methods of separating, isolating, and institutionalizing
divergent members of society. Hunmanitarian concern for the rights of the
individuals has been given strong support by cconomists who became
alarmed at the burgeoning costs of institutional programs. Nationwide,
state after state instituted statutory provisions tor the education and care
in focal conmmunities ot the handicapped theretofore provided for only in
state residential facilities, This phase represented the most extensive
move toward decentralization in the history of public services for handi-
capped cbildren. The impact of deinstitutionalization continues to be felt
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by the thousands of school districts and local governmental jurisdictions
charged with extending their general services toasegment of the populy-
tion previoushy not included. Thus. local scliool districts, health depart-
menis. and so forth were contronted with serving individuals previously
under the jurisdiction of 1 separate state aathorits - The movenient re-
quited g chanee in rationale tor senvice  oue that einphiasized inclusion
rather than exclusion: one that asserted the inherent werth and dignity
ol human hic as opposed o o saate of mdividual value based upon the
potential tor productivaty.

The next phase v upon asin the environment of the local school. Ttis
no longer sutticient nierely to make provisions for the handicapped by
reintitutionalizing progtamy around  their diagnostic labels. Separate
special day setieols, centens, and classes have been indicted as offending
arvatigements responstble tor tarrher retarding and dehumanizing certain
chddren whose prospects would be much brighter in the environment of
the “normal™ pupil population. The clarion ¢rv has become Decatego-
nze, Peclasaify, Desegregate Mainstream! ™

The Issue

Singe labeling, categorization, and grouping ot pupils around diagnos-
tic classitications hus hecome associated with personal devaluation, low
motivation, and poor achievement, it is contended that such terminology
and grouping ot pupils for service tends to thwart tie hasie goal of
special education in the local public school. Instead ot fostering the
inherent worth and dignity of the exceptional individual, the syvstem
tends to memorialize his exceptionality. The remedy sought Main-
streaming is represented to have similar values for the handicapped as
integration iy represented to have with various racial and ethnic gronps.
While there is a concensus that from negative labels, positive images do
not necessarily flow, some would point out that muny of the social and
educational problems ol deatness are asociated with the deat’ no matter
how ane deals with the labels, The same could be said of the blind,
mentally retarded, and other exceptional individuels, 1t would be argued
that the essential tiusk is proper classitication and programming rather
than declassitication: that mainstreansing as a total solution tends to
oversimplity and. i the final analvsis, glaze over the complexity of indi-
vidnalizing instruction trom a broad array of educational strategies.

The Problem

Alter one disposes af all the shibholeths, the cateh phrases and the
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slogans, the problemt of the exceptional individual in the local school
system s to individualize his instruction in such a mann2r as to enable
him to achieve his potential, whatever that may be. and to provide an
environment that fosters understaniding and acceptance ot the concept of
the worth and dignity of the human individual, without qualification
because of race, creed. religion, national origin, culture, financial status,
social. physical, emational, or intellectual condition. In our search for
answers it is well to know first of all what the problem is before pre-
scribing the solution. Tt may be that the ultimate goal for each excep-
tional individual will be obtained from the array of selutions applicable
to alt children,

Questions on Decategorization

I. Instead of categorizing pupils and providing programs based upon
their diagnostic categories, what better alternatives do we have to offer
for instructional grouping and programming?

2. Remwowval of @ label doesn’t efiminate the fact that the child is still
divergent (exceptional) individual. What are the change agents for the
negative nmages associated with the divergency, whatever it may be?

3. Much of our public and finuncial support for special education
programs has been depeundent upon “causes”™ associated with specific
categories of human conditions. How do we retain the support of our
special interest groups while we deemphasize or repudiate the validity of
the categorical thrust in the context of educational programining?
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LABELING. CLASSIFICATION. AND CATEGORIZATION

PATRICK AL O'DONNELL
Chairman, Departient of Spedal Fducation
California Swte University, San Francisco

Categorical programming in special education has encouraged universities
to develop fragmented istands of expertise for preservice training of pro-
fessional personnel. Neophytes are systematically inducted into quasi-
disciplines that have been created as a response to conceptual delinea-
tions hetween types ot handicapping conditions. Supported by credential
requirements and the availubility ot job opportunities by categories. uni-
versity statts_in true Parkinsonian fashion, have engaged i the elabora-
tion of techniques. methods. and principles which are supposedly unique
to the teaching ot children with particular categorical handicaps,

If the university is now to develop more generically trained personnel.
we must find and detine a different base around which our departments
and progrants can be arganized.

. Competencies needed by teachers in noncategorical programs
must be adentitied.

20 Common educational needs of exceptional children must be
specificd. and instructional strategies tor mieeting these rieeds must be
developed.

3. Teachereducators must develop more broadly based expertise
and concentrations, Instructionally related groupings of faculty (pro-
gram planning, instructional technology, evaluation, ete.) is one altar-
mative to the present division of labor by category of handicaps.

4. Institutions ot higher education must assist state and local edu-
cational agencies i defining “low incidence™ categories and in upgrad-
ing services to these children. The needs of all exceptional children
caniot be met in generic programs,

5. Universities must insist that states develop certitication patterns
that provide for teachers who are prepared for generic programs as
well as tor specialized teachers who are prepared for instructional
toies in “low incidence™ programs,

0. Departments of Special Education must work with local educa-
tional agencies toward the development ot practica that meet the
needs of students preparing for work with generically siructured pro-
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grams. Existing patterss for practica generally fzil to pi vide adequate
breadth or depth to meet the needs of teachers assigned to generic
progrinis.

(uestions:

1. On what basis can we differentiate between children who can func-
tion best in generic programs and children who require highly specialized
insiructional programs?

2. What competencies. if any, are needed by all students preparing for
careers in special education?

3 How can present university faculty be retooled to function in
emerging generic programs? s there i need o, reeducation”?

4. To what degree must university graduate programs be coordinated
with existing state certification requirements”

5. What means can the state ageney use lo insure that university
programs have adequate freedom for innovative program development?

o 5
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DEFINITIONS. LABELS. AND CLASSIFICATION

LESLIE BRINEGAR
Associate Superintendent. Special Education
California Departiment of Education

Through definitions. labels, and classification. exceptional pupils were
brought to the attention of legislators and school personnel. Resources
then were 1ocused for their education. Classification permitted a con-
trolled development of special education. Eligibility standards required a
study of the needs of specific types of individuality. directing that such
individuals’ education be provided in appropriate settings and under
teachers trained in specific philosophies and techniques.

The classification system has been constructed by an additive process
but has not sufficiently changed as program development has been re-
fined. An important current trend is the removal of fabels from handicap-
ped children in the school system. At present under most state laws it is
necescary to categorize children in order to provide needed special educe-
tion services. It should not be necessary to place a stigmatizing Libel on
these children in order for them to receive equal education opportunity,

Laws should relate only to “exceptional individuals.” Present classifi-
cations (physically handicapped. mentally retarded. educationally handi-
capped. ete.) should not be used to separate funding and legal require-
ments. Laws should provide the opportunities for any exceptional indi-
vidual to benefit from appropriate services regardless of exceptionality:
thus. only a single legal classification should be necessary to cover all
exceptional individuals. Exceptional individuals should be defined in edu-
cational terms,

A subclassification system that emiphasizes program services primarily
and child categories secondarily should be retained since information
regarding numbers. program location. and progress by type of exception-
ality is needed for planning, data, and reporting purposes. An important
difference between the current systen and the subclassification proposed
is an emphasis upon programs, not pupils. In order to quality for special
educational services a child need only be identified as exceptional: he
then may be placed in any program appropriate to his needs.

A funding system that protects the integrity of “categorical pur-
posing™ and which permits a variety of services without fabeling of pupils
appears to be not only desirable but attainable at this period in the
cvaluation of special education services for exceptional children,
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Starter Questions:

1. Should special education programs be operated from the base of a
single legal classification. and can the special purpose funding required be
maintained without loss?

2. Should program components (i.e.. special purpose grouping. re-
source services. special classes) be operated on a fully free and flexible
basis to allow noncategorization or categorization as determined locally?

3. Should the special education classification system relate primarily
1o program components or services rather than to classes. groups. catego-
ries, or types of children?

4. Is the delivery system sufficiently capable (i.e.. are sophisticated
programmers and clinical teachers available in quantity) to effectively
handle a completely free and flexible system which at the same time will
assure. within each state. a good education for all exceptional children?

O
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SUMMARY OF PRESENTATIONS

EVELYN DENO

Dr. Johnson fed oft the general session panel presentation on the issue of
the exceptional child’s right to equal educational opportunity. He noted
that. afthough the courts have established that deviant children have a
right to educational opportunity as long as opportunity is provided for
other children. important implementation questions remain to be re-
sobved. Central questions are: (1) is there any level of disability which the
schools are exempt from serving. and (2) what is meant by “serving”™? A
host of technical and management problems flow from these questions.
They defy casy answer because both technological lacks and social-politi-
cal factors are involved.

John Groos confirmed that most state education agencies will need to
make fundamental changes in how thev trv to assure access of all chil-
dren to appropriate service. State Education Agencies (SEAs) share with
local agencies the responsibility to determine how seriice needs are best
met and how high quality service shall be defined. He ascribed te the prin-
ciple that fiscal support of local district service should be contingent up-
on quality of performance. including district faithfulness in preserving
equal opportunity. He described how the Minnesota Education Agenicy is
modifying its quality control procedures so state fund granting will be
contingent upon presentation of an approvable program. Local school
districts will bave much latitude in design of how service will be rendered
as long as critical operating criteria are met. These criteria include such
clements as adequate needs assessment capability, capacity to develop
and carry out service tailored to individual needs und gouls. adequate
means of evialuating service effectiveness, and means of assuring that
service is available to all those requiring help.

Dr. Wood noted that the pressure for education for all that is now
receiving much support through recent court actions is a tribute to suc-
cosstul demonstration that many children formerly thought ineducable
can in fact learn. He proposed that institutions of higher education have
responsibility to pilot test new methods and explore what is possible in
areas ot ignorance that limit education’s ability to provide equal oppor-
tunity for all children,

Dr. Mueller expressed the opinion that the major arena of change has
to be the regular education system. He predicted that the New Jersey
court suit ol Robinson vs. Cahill may have even greater imipact than the
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Pennsylvania and other earlier class action suits. The Wisconsin court case
which challenges the state’s right to compel Amish children to attend
school highlights the need to examine the validity of the compulsory
school attendance requirement for alt children. Does a child have the
right not to attend a particular school? Do parents have a rght to
education of their choice for their children since our laws generally
assume children “belong™ to their parents? The issue of compulsory
attendance as opposed to compulsory education calls for careful exami-
nation. There is attendant need to consider whether a child’s right to
education should be stated in minimal terms or in some more idealized
terms.

Dr. Mueller contended that the problems of Great City school systems
were not just financial. that much could be accomplished through monies
already available that were not being deploved to the best possible effect.
He warned that the schools already constitute a heavy public investment.
that the pool of economic resources is not infinite. and that demands on
funding sources are increasing as costs rise higher even without program
expansions. Special education. like regular education. is going to have to
documient that the money it invests shows a commensurate benefit to
children and society.

Dr. Mueller questioned how much of an investiient higher education
institutions should continue to make in preservice education. given the
present decline in school enroliments and the already existing oversupply
of trained teachers. Staft cutbacks are more likely to be the order of the
day in the years immediately ahead than staff increases. As staft reduc-
tions are made and fewer new. recently trained teachers are hired. school
staffing patterns will include a higher and higher proportion of teachers
whose preservice education is further behind them. Under these circum-
stances it seems essential that colleges shift some of their investment in
preservice education to providing more continuing education opportuni-
ties for education personnel already at work in the schools.

Presenters on the issue of professional preparation described how per-
sonnel training in Texas is being related to the statewide changes in
special education service delivery being promoted through the Texas
Education Agency’s Plan A This systern assumed that all children have
right to equal educational opportunity and that preserving this right
demands service tailoreu to individual needs without denigrating labeling
or unessential segregation from the educational mainstream. These shifts
in thinking and practice call for retraining of both regular and special
educators to maximize the effectiveness of the regular-speciul education
interface.
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Dr. Partridge described the asumptions wndergirding Plan A formula-
tionr and some of the mmplementation processes. Dr. Meisgeier outlined
sotnie of the problems the Houston scliool districtis trving to resolve s a
vonsequence of aecepting these assumptions and how it is going about
this. Dr. Howsam deseribed how the University of Houston sees its obli-
gations in this endeavor and how it is trving o adapt its resources and
practices to this movement.

Al of these speakers acknowledged the protound difficulties attend-
ing the comprehensive, systemi-wide changes their institutions were trying
to bring about, but expressed beliet” that the importance of the issues
involved did not permit any lesser commitment. They noted that move-
ment away from categorical approaches to special education service de-
livery within local school systems was of such recent develapment that
even teachers who have just completed their college preservice training in
recent vears may not be equipped by their training with the skills re-
quired to eftectively serve within the newly emerging service tramework.

Presentation of general backgrownd on the three issues was followed
by small group discussion to examine the reality of the readings of cli-
mate made by the speakers and the service implications of these torces
it they seem likely to have impact.

Discussions of the heterogencous. cross-role groups observed by this
reporter led to the impression that the situation was reasonably well
articulated by the issues presenters. except that many local (Great Cities)
special education directors expressed heliet that lack of tunds constituted
a greater impediment to movement than Dr. Mueller's statement regard-
ing funding was interpreted by them to imply. Local Education Agency
(LEA). State Education Agency (SEA). and Institutions of Higher Educa-
tion (IHE) people acknowledged repeatedly that adjusting to the circum-
stances described would require a shift in their reiationships and much
enhanced communication among their agencies as well as more on-par
communication with those they serve. If parents ate given more voice in
how their children shall be educated. either through more involvement in
setting goals for their child’s learning or by more choice in which school
their children will attend. or even voice in whether the child is compelled
to attend school at all, new problems are raised for educational systems.
However. some change in the relationships involved could help to relieve
the unrealistic expectancy that it is possible for any one school or pro-
gram to meet the diverse needs and desires of all district residents.

Cross-role groups were sensitive to the profound implications of the
shift from demand for preservice training to meet rapidly expanding
staffing needs generated by mushrooming school enrollments to declining
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need for more teachers and increasing need for continuing education.
Beliet was expressed that focal school systems are having to change their
practices to meet new field conditions faster than colleges are adapting
their training practices to the new needs. Feeling was expressed that
colleges cun enjoy the lunury of delaved response hecause they are sev-
eral steps removed from the daily crisis need. There was concern that if
colleges do not respond fast enough to critical in-service training needs.
state and focal educational agencies may be forced to assume training
responsibifities that would be better met i {icld service agencies collabo-
rated with colleges to get the job done,

There was strong interest in and support tor the kinds of training
programys described in the “show and tell”™ sessions of the conference,
particularly those in which colleges and local school districts entered into
fornmul partnership to provide supervised field experiences that exempli-
fied recommended service practices and training designed to improve the
regular-special education interface. In these situations the trainee has
opportunity to translate theory and methods learnings into effective
practice with children under the direct. continuous monitoring of train-
ing staft whose own teaching behavior exesiplities the skills to be ac-
quired. In many of the most successful instances, these personnel trainers
are under joint appointment between the college and the schools. They
are thus able to assist in improvement of practices witiin field training
stations: this in turn yields more demonstration opportunity and more
ideal practicum sites, The learning laboratory is the real world in these
programs.

Cross-group discussions around the decategorization, desegregation,
delabeling issue seemed to reveal a general consensus that the special
education field will have to modify its historical practice of organizing
instruction around categories of presumed defect and proceed with dis-
patch to find eftective ways of individualizing instruction to eliminate
most of the undesirable effects produced by past categorival, more segre-
gated approaches. The Willenberg statement was accepted as a good sum-
mary of current thinking on the issues.

Most participants agreed that this issue is particularly critical with
respect to education of the mildly and moderately handicapped who
have for so long comprised the major proportion of the EMR. ED. and
LD populations. Descgregation is seen as less of an issue with the very
severely retarded, There is much agreement that significant changes must
be made in regular educational practives to make “mainstreaming” effec-
tive for those children who are best educated in the mainstream setting,
Though the right of educational opportunity for all was accepted as a
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hasic principle of service delivery. mainstreaming of all handicapped was
not considered teastble or even desirable tor many children under current
operiting conditions in most Great Cities school systems.

Reports of the discussions and recommendations of Hke-role groups
were presented at o general session. The general substance of these re-
ports niay be summarized as tolows:

Great Cities Administrators Group (Dr. Richard AL Johnson reporting)
This group reported a crisis ot need among some Great Cities adminis-
trators to help them

{3) determine how resources can be allocated to better meet their
responsibility to extend effective service to alt children. and

(b) develop and maintain insservice activities that would support
the new trends recommended. including continuing education for spe-
cial and regular education administrators.

fowas felt that Great Cities school administrations need help from the
Special Education Leadership fraining Institute. Bureau of Education tor
the Hundicapped, or ather potential sources to help them conceptualize
and evaluate their practices in terms ot what has been recommended as
desirable at this conterence.

This group recommended that regional planning sessions be held that
would include interagency representatives, QOpportunities for mutual sup-
port should be explored in these sessions. Consideration must be given as
to how state laws and reaulations constrain movement in directions de-
sited and how such limitations to improvement in direct service can be
renroved. Directors indicated that although reluxation of funding regula-
tions can often be secured to alfow small. short-term “experimental”
variations i practice, few states have taken as substuntial or comprehen-
sive steps as the Texas Education Agencey to encourage education for all,
descgregation.  decategorization. delabeling, and inservice  personnel
training to fit new service practices, Nor have many colleges gone as far
as some programs deseribed at this conference in trying to meet the
training concerns felt by state and local education agencies.

The LIEA group suggested that financial support be sought for site
visits ol cross-agency representatives (from SEAs. Great Cities LEAs, and
colleges) to observe promising programs in other cities, to follow people
around tor several davs to see how the model works. how functionaries
function, how available resources are exploited.

State Education Agencr Representatives (Dr. William Ortman reporting)
This group saw need to develop a position statement on needs and
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possibilities as perceived at the state agency level. They reported that a
vehicle for this exists in a project for state directors that is already
underway. However. there is need to identify what things should be
included in such a position statement.

Participants in this group acknowledged their responsibility to adopt
an action-oriented posture. to help point the way toward better practives
through appropriate moditication of regulatory practices and technical
assistance from the SEA level. However, they solicited clearer specifica-
tiont of the state level constraints thought to be barring improvement of
practices at the local tevel. There was suspicion that some of the factors
said to be constraining movement forward do not exist in fact or could
be relatively casily modified it LEAs formulated their needs. goals. and
plans of action more precisely.

Higher Edication Representatives (Dr, Bruce Balow reporting)

There was verbal acknowledgment of the responsibility of higher edu-
cation training institcetions to be responsible to field needs resulting from
changing field service practices. The impression prevailed that colleges
have not heen us responsive as they should be to the training-related
manpower necds of the Great Cities. The group did not seem optimistic
dhout Tow easily the obstacles to better response conld be removed. For
instunce:

(a) The system within which college professors must function does
not reinforee. equally with otlier possible activities. staft investment
in continuing education or high effectiveness as a trainer of practi-
tioners. In many places promotion still comes more readilv to those
who do research and publish than it does to those who invest the.
substantial amounts of time and competence required to teach others
how to be good teachers. Good practicum supervision in the field
requires smaller class loads,

‘Legishators and college administrators stéll use numbers of students
enrotled as a justification for adding or dropping positions. These col-
lege people acknowledged their responsibility to work on changing the
reinforcement systent but saw this responsibility as a hard nut to crack.

{b) They saw that problems could arise in preservice education if
local districts are inclined to invest their resources in continuing educa-
tion of their own staff members at the expense of providing preservice
laboratory experience fornonemployees of their system, There is a prob-
fem in that college personnel are not always welcome in the schools:
the school’s obligation to professional training is not always accepted.
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(¢) Thev acknowledged the necessity to move more educationat per-
sonnel training out into the field to give trainees a better reality base. At
the same time. a case can be made for the value of the historical-theoreti-
cal knowledge which may be best presented on campus.

() Departmental jurisdictional disputes muake it ditticult for special
education-regular education and other related protessional training pro-
grams to impact on cach other at the college lTevel. This problem is deeply
ingrained in institutional practices bearing directly on staft reward sys-
tems and is not likely to be casily modified. Even within single depart-
ments such as special education departments. intrade partmental pro-
grams that have historically been operationalized along categorical lines
find it hard to shift to noncategorical or cross-categorical address. Staff
members often have a personal career identification with and a life in-
vestment in one “type of child.” which threatens to be eroded by more
generic or noncategorical approaches. Severely limited resources are not
readily reallocated as responsibility to meet the instructional needs of
severely handicapped children is mandated at the same time that training
of special education “generalists™ is urged to support handicapped chil-
dren in their mainstream participation,

There seemed to be less agreement in this group about what the next
steps should be to move colleges forward on the kind of thinking pre-
sented at this conference. The historical nature of the college or univer-
sity as a “community of scholars™ free to pursue their own interests. out
of which investment busic truths are expected to emerge. is sufticiently
unlike the specified action purposes of aservice delivery agency such asa
public school system to make it difficult to marry agency resources in g
systematic, programmatic push toward mutually agrecable ends, Never-
theless, participants acknowledged need to work on the problem. while
stitl protecting the obligation of college personnel to feed the basic
knowledge pool on which effective tocalin-service must depend.

Urban-Rurai Program Represeritatives (William Gibbs reporting)

This group was not as directly involved with the substance ot this
conference as were the three previous gronps. However, they saw consid-
erable relevance of the issues discussed to their own responsibilities, and
saw considerable possibilities for improvement of pructices in their own
programis in the “show and tell’ sessions of this conference. They re-
quested that some of these presentations be repeated so more of the
niembers of their group could hear about these models. This wus ar-
ranged for them,
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Trend Project Representatives (Joe Rodrigies reporting)

This group. tike the EPDA Rural-Urban program group, attended ses-
sions of this conterence as part of a conference ot Trend project direc-
tors. They reported that they were impressed with the emuiphasis on needs
assessment and education tailored to individual child needs determined
by appropriate axsessment procedures. They expressed strong support of
the need to integrate action that this conterence reconanended. They
scenied pleased at the special education directions being recommended.

DPresenters Group

This group was asked to discuss dissemination problems. There was dis-
cassion of how dissemination could be enhanced. I'mphasis was placed
on publication and provision of technical assistunce teams for programs
wunting to mpreve their performance. Presenters felt that the discus-
sions following their presentaiions indicated ability of listeners to iden-
tify their own problems but did not seem to indicate that they saw as
much answer to their problems in the models the presenters were describ-
ing a~ the presenters thought was there. They wondered why the refe-
vittiee wis not more apparent. Was it inadequacy in their presentation
methods? Was there a sutticient difference in the way tunding of a
“project” and tunding of a ongoing service svstem oceurs so translation
to broader practice is too difficult? I the Tatter. should block grants to
Great Cities programs for handicapped children, with minimal strings
attached. he encouraged to enable the kind of freer operating conditions
available to a special project?

In the general discussion folowing small group discussions coniments
were nude that were relevant to action tollow-up to this conference,
Ortman noted that SEA movement to a program approval basis tor grant-
ing of funds (c.g. ESEA Title VI and new practices deseribed by SEA
representatives trom Minnesota and Texas) provides a precedent for
block funding. R. Johnson pointed out that switching to block finding
to enable the kinds of modifications in practice recomniended here
would require technical assistance to Great Cities administrators respansi-
ble for leading the action. Ray Simches pinpointed ¢hree outstanding
problem areas ininstitutional adoption of new practices:

1. The eonfiesion that attends transplanting to new settings the
findings of existing programs which have proved successtul in their
own particular settings. The Great Cities have the longest standing
special education programs hecause, in the main, public school special
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programs exist that nnst be replaced or significantly moditied before
the new model can take hold. School systems fack funds to suppori
the planning, sttt development. tucilities remodeling. ete.. which in-
stallation. of new practices asuaiiv requires. “School must keep™ while
transition tikes place sinee attendance and service are both manda-
tory,

2. There must be tirm. dependuble advocacy tor the change. tull
commitment to it at the district seperintendent level.

3. There must be a teeling of ownership on the part of those who
must implement the new practices. They do not feel real ownership
untit and unless they have been involved in planning and developing
the idca. Though presenters may tfeel frustrated at the moment be-
caise listeners do not seem to enthusiastically embrace the road map
tlie presenters have developed out of their vears of mistakes and sue-
cesses. they should take heart. Time muy reveal that ideas they pre-
sented were being “tricd on for size™ by the listener and may vet be
usetul guides in developing field practice in other settings.

Discussion Summary

There seemed to be consensus that the parties who have governance

authority must plan and work together it improved. integrated service is

to

be the end result. The best way to promote this discission may be

through regional and state planning meetings, Development ot dittferent
wayvs of allocating funds and evahiating outcomes is essential in all
aspects. There also seemed to be consensus of need for signiticant moditi-

cat

fons in tunding practives which go bevond just more financial support,

Development funds are needed by agencies to ¢nable the transition from
conventional practices to new ways of serving.
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LABELING AND MINORITY GROUPS
- AN ISSUE

PHILTP 1L MANN
Direcror, Special Ediecation

Developmental and Technical Assistunce Center

University of Miami

and
JEFFREY L. BREZNIER
Assistant Director, Special Education

Developmental and Teclmical Assistance Center

University of Miami

In 1954 the United States Supreme Court in the case of Brown v. Board
of Education of Topeha, Kansas' tound that in the field of public educa-
tion the doctrine “separate but equal™ was unconstitutional and deprived
the sepuarated group of the equal protection of the laws guaranteed by
the Fourteenth Amendment. This decision was based upon the premise
that g system i which students are separated by race tends to have a
detrimental effect upon the black children wherein a sense of inferiority
is denoted by the separation atfecting the motivation of the students to
Jearn, Such segregation, it was felt. retards the educational and mental
development of black children and deprives them of some of the benetits
they would receive ina racially integrated school system, Brown initiated
an end 1o the dual system of caucation for black and white children in
the United States,

Since 1954 the country has progressed in the desegregation of its
schools, particularly in the South. to the extent that the pupil population
and the statt of the school inchudes members of all ethnic groups served
by their school district, In court decisions since 1968 educators have
been charged with an aftirmative duty to end Jesegregation and to do so
prior to litigation eftorts, in effect to end it “now.” While response to
this charge by the courts has been varied and in some cases defiant of
specitic court orders, the overall effect of the desegregation decisions of
Greent Alexander,” Swenn,* and now Keves® has been to provide. a
catalyst for change in the educational process, The doors were opened
for new ways to tocus on human values, attitudes. und resources within
the schools based upon the changing composition ot the student popula-
tion, As the school move foward desegregation, the heterogencous mix-
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ture of pupils in the schools presents administrators, teachers, school
board members, curriculum experts. and others with an opportunity to
examine current educational policies and practices in order to determine
how well they meet the needs of the pupils served by the schools,

It has been recognized that merely attaining a multiracial composition
within a school is not sufficient to eliminate racial isolation. A mix
within each classroom is necessary to climinate the deleterious effects of
racial isolation. Movement along the continuum from segregation to de-
segregation to integration can only become reality when students of all
racial. cultural, and social class backgrounds are free to learn in an atmo-
sphere devoid of invidious group distinctions and barriers. Integration as
distinct from mere physical desegregation aims at achieving equality of
access to the opportunities and benefits of society. both immediately and
in the long run,

School segregation within schools has oceurred in many ways, from
blatant violation of the spirit of desegregation orders creating all-black
classrooms within nominally desegregated schools to that which is pro-
duced by the administrative device of “tracking” and homogeneous
“ability™ grouping. Although no evidence proves that tracking improves
either the quality of instruction or achievement. there is compelling evi:
dence that the creation of racially identifiable classrooms has grave nega-
tive consequences.”

Despite the tuct that there is little research to support ability grouping
in terms of minority group children, the belief still persists that separat.
ing students into discrete categories based on “achievement scores™ re
sults in better education. There is. however. a basic philosophical ques
tion that still needs to be answered. The question is: just what exactly is
the purpose of school?

School has been defined as “preparation for life.” Life in the real
world primarily involves human interaction and the understanding of
interpersonal relationships. The question is: how far does the school go
in fostering such “humanism™? Since humanisim is not as easily meu-
sured as social studies or arithmetic, it tends not to become explicit in
terms of school curriculum or structure; instead by ability grouping or
tracking or labeling we tend by the nature of the process to prepare
students to become part of the outgroup. The problem learner often
develaps ways to circumvent the system instead of seeking opportunities
to improve the system and become a part of it.

In the court case of Hobson v. Hansen,” Judge J. Skelley Wright dealt
with this whole problem of the track system. He recognized that the sum
result of the system was such ¢< to deprive the poor and a majority of the

o 38

RIC

Aruitoxt provided by Eic:



E

Negro students in the District of Columbia of their constitutional right to
equial educational opportunities. Ability grouping is by definition a clas-
sification intended to discriminate among students, the basis of that
discrimination being a student’s capacity to fearn, The complaint in this
case was that the practice as administered in the District of Columbia
public schools had become o svstem of discrimination tounded ou socio-
cconomic and racial status rather than on ability. In addition to the
inability ot students to be removed front this systemy (for over 0% of the
students, the assignments were permanent). there was a distinet lack of
adequate remedial and compensatory education programs for students
fettin the lower tracks because of cultural handicaps.

The evidence i this case shovad that the nethod by which track
assignments were miade depended essentially on standardized aptitude
tests. standardized to whiteamiddle classed novms that were inappropriate
for use with a large segment of the student body. producing inaceurate
and misfeading tests scores when given to fower class and Negro students,
Accordingly. the track system amounted to an unlawful discrimination
against those students whose educational opportunitics were being lim-
ited on the erronecus assamption that they were capuble of accepting no
more. As such. the track system was simply abolished because it discrim-
inated against the disadvantaged child. particularly the Negro. This ruling
has since been reintoreed by additional litigation as was stressed by Paul
Dimond. a statt attorney at the Harvard Center tor Law and Education,
when he wrote:

Wherever classification has the ettect of systenuadically and dispro-
portionately singling out o minority group of a particular race or
national origin for exclusion, placement in special education class
or the bottom tracks. it may be a “suspect classification.” or a
violation of Title VI of the 1904 Civil Rights Act. ... Moreover, if
substantially racially disproportionate school assigniients are pro-
hibited by state regulation . .. the resulting racial classifications are
simply unlawtul ®

It can be seen that where students are placed in special education
classes by means which result in “black™ special education classes. that
not only can the educational process be suspect, but there in fact may
exist an illegal situation. In working in the area of desegregation, one is
often confronted with the situation of a “desegregated™ school in which
most. i not alt of its special education studeats are black. Educationally
speaking. assignment to special education tracks often plices a stigma of
inferiority on the child (similar 1o that condition created by the dual
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school system declared unconstitutional in Brown) and results ina lower
chance of recenving 1 high school diploma which has a high vahie in onr
culture. Many white parents often avord sending their children into spe-
cial education programs when st appears that tack children predominate
in those clisses becaise of the stignia of infenionty that has been created.

In Steware v Phillips” in Massachusetis allegations ot racial discrimi-
nation based on dispropartionate assiznments ot blick children, ianguage
difticutties: test bias, madequacy ot evaluation and school testers, and
other procedural rights were made. A tederad judge contended that such
assignments constituted stigmatization of the child by public authority
which under previous rulings had required a prior hearing. Consequently,
new statewide regulations tor placement of allegedly retarded children
were adopted catling for a full prior evaluation. the elimination ot the use
ot lubels insofar as possible, integration into regular classrooms insotar as
possible. and an appropriate publicly supported program of education for
all children.

In Larre £ v, Rifes'?

it was ruled that black students may no fonger
be placed in Calitornia classes for the “educable mentally retarded™ on
the basis of LOQ. tests that fead to racial imbalance in the composition of
those classes. Regarding this court case. it is inuportant to note the role
that was plaved by an educator in bringing about the above decision as
well as other sweeping changes in the special education programs in
Calitornia.

Sociologist Fane R, Mercer tor several vears has studied how scliools.
miedical agencies, and community organizations label persons mentally
retarded. Dro Mercer, presently the director of o federally tfunded re-
scarch program (Program Research in Integrated Multi-Ethnic Education)
at the University of Calitornia at Riverside, has directed a study of men-
tal retardation in Riverside tor the past ten years, recently linking it with
studies ot seliool desegregation and integration. She now heads up
project to standardize the individual LO. test used in the San Francisco
Unified School District on urban black and Spanish-surname students,
An examination of the schools i Calitornia revealed tonr and a halt’
times more retarded Chicano children and two times more black children
than chanee would have dictated, but onby half as many Anglo children.
This s o nationwide problem involving Puerto Ricans in New York.
Chicanos in the West,and blacks nearly evervwhere, Dr. Mercer looked at
the definition of mental retardation as defined by the American Associa-
tion on Mental Deticieney €AAMD) which saiid that mental vetardation
wis  subaverage  general intellectual functioning .. L associated  with
mipainiient in adaptive belunvior.” and she found that few it any agen-
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cies had measurements of adaptive behavior, a prerequisite tor labeling
mentally cetarded children as deted by AAMD. Another observation
confirmed by statistics was that L.Q. tests are culturespecitic and there-
fore hiased. In the study when thew controlled for social hackgrounds of
the children, there were no differences i the average mtelligence he-
tween the Anglos and the blacks. or between the Anglos and the Chica-
nos. Dr. Mereer proposes @ more iumane disgnostic progriam, a svstem of
2 pluralistic assessment that would be appropriate for integrated multi-
cthnie schools. This systenm anchedes o measure of the child's adaptive
behavior and role performances in nonacademic settings (Adaptive Be-
havior Inventory tor Children) and a measure of the child’s health history
and impairments (Health History and Impairment fnventory ). The social-
ization milieu ot the child is to be measured (Socio-Cultura) Modality
Index), and this information is used to develop a multiple framework tor
inferpreting the measuring of 2 particular set ot scores, Finally, individual
cognitive skills would be micisured. Thix system serves to difterentiate
between prognosis (of which the 1O, is capable) and diagnosis (which has
been ignored to a targe extent after the prognosis has been made).

What is important about PRIME and Jane Mercer is the impact they
have had upon the state of Calitornia through the courts tas in Larry P v,
Rilex): the Tegishatare where various nieasures lave been passed to equal-
ize the opportunity of black. brown. and Anglo children within that
schiool system, and in the schools where regular teachers now are being
corfronted with students of ditterent ethnic groups now being put hack
nto the regular classtooms in the quest to seek true quality integrated
education,

Dr. Mercer is quite concerned with the effect her research has had
since she s atraid that she may bave done those disadvantaged children a
great disservice. She is a great heliever in preparing for change as well as
identifyving change strategies, In this particalar case Dr. Mercer fears that
teactters ot regular clissrooms are unprepared to handle the influx of
special education children back into the mainstream of public education
especiaily in terms of the teacher’s abilities to go bevond prognasis and
actually diagnose tor tae individual needs of the pupils involved. 1t would
seem that if the programs described in this monograph were to reach the
public schools. muny of her fears would he dispelied, and the process
would be mitiated so that the progress from desegregation to integration
would be such that the schools could provide culturally and structurally
integrated learning environments for students ol all racial and cultural
backgrounds and special education wonld not become the method by
which segregation is maintained within the schools.
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It the goals ot multiraciatism, integration, and cultural pluralisni are to
he tulttiled in the public schools, it must be insured that pusarity group
people have an equal opportunity to acquire skills that will enable them
to compete successtully with members of the dominant gronp and foster
attitudes that lead to positive interactions between members ot both
sroups,

In mstances where special education students have been denied educa-
tion in the public schools, more and more cases are reaching the courts.
the most prominent ot which was Penusylvania Association tor Retarded
Children v, Commonwealth of Pennsyivania. ! which brought suit on
hehalt ot the retarded in Pennsvivania, In sum. this action declared thiat
all children are entitled to the full henefit ot a quality education. As a
result many seriously handicapped children have been enrolled and pro-
granimed in the public schoobs. o Mills v Board of Education of the
District of Columbia.'* the Court of Appeals declared that: “The Dis-
trict of Cotumbia shalt provide to cach child of school age a free and
suttable publicly supported education regardless of the degree of the
child’s mientat, physical or emotional disability or impairment.” Educa-
tan as we enviston it today will not continue to exist unless it becomes
responsive to the present eritical needs of a changing society,

The major legal decisions discussed that have come about over the
past decade are beginning to alter perceptively in many arenas of the
countiy some ot the cherished beliefs which are still the basis of our
cducational systemn the heliel, for example. in the almost intallible na-
ture of tests as a means of grouping children, Tabeling children, and as
predictors of belavior. All too often they become self-fulfilling prophe-
cies since unfortunately expectation is somethiag we talk about but in
reality: have tittle control over where teacher w.d child are concerned.
Another entrenched belief is that without a label we will not know what
to do with the child. The problem is that we have too many labeis for the
sanie things but got enough answers, Perdiaps we are not asking the right
questions. Fhis is especially true of the classroom teacher. who has been
conditioned in many cases to take the casy way out. I cannot teach
him, then we can label him and get him into a special education class:
then we will not have to worry about him and perhaps our collective
conscience will be assuaged.

Teacher education is faced with the problem ot serving children in
diverse educational settings. The concept ot accountability is predicated
upon the fuct that teacher trainers at uall levels will acquire the special
skills necessary to prepare teachers to teach in these diverse settings. The
need enists to acceelerate the modemization of teacher training at the
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university level and to comnuunicate such changes to regular educators on
the job through inservice training permeating every aspect of staft devel-
opment programs. _

For education to become a viable response to the needs of society, the
personnel involved in the extension programs and those participating in
the needs assessiient of local areas must have the expertise 1o develop
comprehiensive educational programs and to upgrade the skitls of the
regular classroom teacher. Truming programs must be child centered,
humanistic. individualized. and task oriented. Teachers must become
shilled at needs assessment and in the application of the methodology
necessary to select, develop, and evatuate sequential educational curric-
ula. Training should give the regular classroom teacher. who is often
“material bound.™ the knowledge and skills to implement individualized
instructional programs for alt children. The regular teachers must learn to
evaluate children’s educational needs not only in terms of the classroom
setting butin terms of the cultural. geographic. and socioecononic com-
position of the community as well.

The fulfillment of these objectives cannot be aceomy.iished in segre-
gated schools or in solely segregated classrooms, but can be facilitated in
integrated schools by educators working at change in school policies and

practices.
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SECTION It

STATE AND LOCAL EDUCATIONAL AGENCY PROJECTS
AND COOPERATIVE PROGRAMS

Scction I is an overview of projects essentially involving state and local
education agencies and their covperative activities with local universities.
Varied examples are presented to provide tie reader with a selection of
alternative methods for providing special education services in different
settmgs.

Fhe Mary kind “Design for a Continuum of Special Education Services
and Framing ModelN™ ofters the state an organizational schema tor serv-
e ancreased numbers of children with haadicapping conditions, The
entire concept of the Continuum iy based on: (1) providing more ade-
quate services to a greater number of handicapped children: (2) increas-
ing the nuwmber ot children maintained in the mainstream of education:
(3) decreasing the number of children relegated to self-contained classes:
and (4) preventing serious learning problems through early identification
and remediation. fmplementation of a master phase of the Continuum.
the traming of regular classroom teachers, ancillury personnel. and par-
ents, has been accomplished by a two.vear EPDA pilot project. The
project has focused on inereasing the competencies of teachers, ancillary
personnel, and parents in working with handicapped children. Expansion
of specific training aspects of the Continuum and EPDA project will be
effected through an instructional television (ITV) project which will
offer introductory preparation to regular classroom teachers and special
cducators in the observation, identification. and management ot children
(K-3) with mild to moderate learning problems.

I'he Portland Pablic Schoot “Prescriptive Liducation Program™ EPDA
Project. 1909-1972 describes the third year of a three-vear project,
with particular emphasis on the program’s rationale and methodology
for developing close working relationships between comnnity and
school personnel. The background of the program s discussed. as
well as some of its etfect on the involved schools and on the school
district.

buring the period under consideration, program personnel worked
with a group of parents and teachers in a two-week summer workshop
and subsequent sessions during the school vear. This program led to the
developiient of ongoing joint cfforts to improve instruction and to dis-
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continue segregation of children (according to age. achievement, or
degree or type of “exceptionality™) and has contributed to the school
district’s growing interest in participation by parents in the planning of
school programs. _

“East Clevcland Progrums tor Urban Edueational Redevelopment
Through Selt Direction.” A psyeholigist onee deseribed East Cleveland as
a special education system where the “normal child should be referred
for special classes.”™ In the four vears that have passed since that state-
ment was made. over 7007 of the system’s educators have been invohed
in teacher retraining conducted in the school district under the auspices
of four universities. New programs from preschool to grade 12 have
markedly changed the pattern of lTeamning of its pupils.

Pupil adjustment, motivation. and achievement attest to the potential
of the Fast Clevelind cducational maodel. The principles upon which this
madel evolved are presented along with discission relating to the prob-
tents involved with plinning. implenentation. and cooperation between
1 school svstem and anversity.

“lhaplementation of the Houston Plan Retraining Regalar Classrocm
Teachers to Work with Handicupped Children within the Regular Class-
room Setting.” A core of muaster teachers are being trained in three
demonstration training centers. These Teacher Development Centers
(TDCY are in the process of developing operational designs that will
demonstrate the efficacy of programming for the handicapped in the
regular program through the individuatization of the instructional process
and the utilization of THC's ditferentiated statting concepts tor special
cducation support personnel.

Regubar classroom teachers. special education teachers, parents, and
leadership personnel are presented with the human, technical. and con-
ceptual skills and strategies necessary for integrating and maintaining
handicapped children in the regular classroom. The acquisition ot these
teaching skills and strategies will be facititated by the opportunities 1o
observe clussroom models, rehearse teaching skills during simukation exer-
cises, and receive inmmediate feedback concerning approxinmations to
training objectives atforded by the TDCs modular curviculum.

During the next four vears, teams from each of the 170 elementary
and 70 secondary schools in the Houston independent School District
will rotate through the training center tor two, five working-day inter-
vals, By the end of the 1972-73 academic vear. six regular classroom
teachers in 85 schools and 305 special education teachers will be provid-
ing their school faculties with the instructional models necessary fur the
success of the handicapped child in the mainstream of Houston's educa-
tion programs.

‘A
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Conmmumnity - imvolvement and  organization will be guaranteed by
establishing sensitive chiannels ot imput tor individual parents, community
agencies. und active parental associations.

The Harrison-University Cooperative Resource Center was established
as g jomt effort of the University of Minnesota Departiment of Special
Education and the Minncapolis Public Schools. The Cerrter is focated in a
Minneapolis elementary school and serves two major purposes. The tirst
purpose is the development of an ettective model tor the delivery of
special education services to EMR clildren who are placed in regular
chasses. The Harrison Center serves as the prototype resource model for
clementary schools throughout the city .

With the occurrence of such changes in service delivery for EMR
children within local school programs. concomitant changes in teacher
training are necessary. The Harnison Center also serves as o university
practicum station tor prospective special education teachers, The student
teaching expericnce is based on the prescriptive teaching model and
includes technigues for diagnosis. evaluation. consultation, and remedial
instruction,

“The University of Wisconsin-Madison Public Schools training. service,
and program development project tor severely handicapped children.™
Perltaps the two most sabtient characteristics o this teacher preparation
program concerned with handicapped students are the intensive and re-
ciprocal involvement with the Madison Public Schools and other local
agencics offering services to hundicapped students and the empirical (i.e..
direct measuremient and behavioristic task analysis) orientation of the
university trainers involved.

This presentation is divided into three parts:

(1) Structure, assumptions, and practica) operations of a teacher
training model tor severely handicapped students currently in opera-
tion at the University of Wisconsin-Madison Public Schools.

{2) Information pertaining to the role of public schools in pre- and
in-service training, public school-university relationships. and the ne-
cessities for and practicalities of approximating the development of
competency based instructional programs,

3} Eaamples of instructional programs that have been etfectively
implemented in a public school program for severely handicapped
stitdents,

A Mobt - The Development Centers for Hundicapped Minors in The
Culifornia Public Schools. It we aecept the right to an educuation of
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cvery child or the sero rejection philosophy for special education, as has
heen specitied in the recent indmark court decision. the Development
Center for Handicapped Minors will beconie an important part.in the
continuum of special education services in the state.
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THE MARYLAND DESIGN FOR A CONTINUUM
OF SPECIAL EDUCATION SERVICES

STANLEY L MOPSIK
Coordinator, Office of Special Fducation
Muarviand State Department of Education

amd
LUCY ANNE HESSION
Director, Special Education TV Project
Marvland Stute Department of Education

The Marvland State BPepartment of Education has designed an organiza-
tional pattern through its Design for a Continum o} Special Education
Senvices (Continuum) for serving increased numbers of children with
handicapping conditions. The entire concept of the Continuum is based
o (1) providing more adequate services to a greater number of handi-
cupped children: (2) increasing the number of children maintained in the
nuinstrean of education: {3y decreasing the number ot children relegated
to self-contained classes: and () preventing serious learmning problems
through early identification and remediation.

Implementation of the Continuum concept has oceurred through a
two-vear pilot study and training models which have tormed the Conti
nuum’s myjor components. These training programs, described in later
sections, are:

Education Protessions Development Act (EPDA), “The Training of
Regular Educators, Parents and Ancillary Personnel to Work with Handi-
capped Children™: Marvland Training and Development Center; and Spe-
cial Education Instructional Television Project. “Teaching Children with
SPL‘L‘i:l] Needs.™

The Continuum-A Pilot Study

The Continuum design conasists of seven programs of educational ser-
vices, five of which are m the public school tramework, one in nonpublic
special duy classes and home-hospital teaching programs, and one in resi-
dential settings. All programs tocus on the child's learning strengths
pather than weaknesses, and throughout emphasis is placed on prevention
of legtmng handicaps.,

Under the Continuam, the exceptionai child can receive whatever
speciatized service he needs while retaining affiliation with the regular

clssroom, except tor those whose learning problemys are so severe that
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they cannot benefit from regular classroom instruction and. theretore,
need the services designed for the self~contained classroom or nonpublic
school placement. The Continuum not only provides 1 more flexible
organization to meet varving needs, but also allows for movemsnt along
the continuum, For example. as the program identifies as well as remedi-
ates a child's fearning ditficulties. he can move along the continuum to a
program providing less supportive services and more identification with
children in the regular school classes. Not only is this plan beneficial to
the child. but it reduces the financial cost of his education.

To implement this plun, a two-yvear pilot study was undertaken in
1970 which introduced the Continuum in four local education agencies
(LEAS) in the state. Four experimental and four control schools were
selected in the LEAs that represented the demographic spectrum of ur-
ban. suburban. fast growing. and rural found in the Marviand public
school population,

The programs of services initiated in the pilot study and retained
under the Continuum’s expansion are described below:

Program |
Consultant Services

Prevention, carly identification, and intervention of actual or poten-
tial problems that may interfere with learning and adjustment are ihe
primary objectives of” this program. Psychologists. pupil personnel work-
ers, nurses. and guidance counselors provide consultative services to par-
ents. teachers, and pupils before the problent becoines a major handicap.

Program 1]
Diagnostic Prescriptive Services

Children exhikiting u learning problenmt are reterred to the diagnostic
prescriptive teacher for an educational assessment. An educationsl pre-
seription is developed based on the child’s learning profile and appropri-
ate plicement is determined in cooperation with other professionals. The
diagnostic prescriptive teacher interprets the learning profile. suggests
methodology. prepares and demonstrates materialy to be used in the
remedial process. and provides continuous tollow-up and supportive
services,
Program 111
Itinerant Services

Included in this program are group and individual services provided to
children by itinerant specialists. While they remain in the regular class-
room to receive the bulk of their educiation with the rest of their peers.
those children with visual handicaps, speech. hearing, or language impair-
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MEnts May recdive services steh as spectal instruction, therapy . and coun-
seling. The itinerant specrbist serves v g comsulbtant to the teachers in
other Continuum programs and demonstrates appropriate materials and
techniques used in working with children having vision, speech, hearing,
or language handicaps.

Program [
Cooperative Senvices

The child assigned toa resource room speads part of the school day in
the resource room receiving special tutorial assistance and the remainder
of the day in the regular classroom. He remains on this schedule until the
problem is minimized and he is returned full-time to the regular class-
room. If progress is not evident. the child is referred back to the diag-
nostic prescriptive teaching program (Program 1) for reevaluation,

Program 1
Special Class Services

Special Education classes in the public schoals.
Program Vi
Nonpublic Special Hav Classes

Nonpublic special day classes and home-hospital teaching programs.
Program 1'll
Residential Services

The three Continuum programs V through VI provide for educational
programs and services for severely handicapped children who require
major modifications in curriculum which cannot be accommodated for
even @ bortion of the diy in the regular classroom,

Funding
Reimbursement per school depends upon the number of pupils re-
ceiving services tunder the Continuum, The funding formulda is as follows:

Minomaon and Muxi-

mum Number of Dollar Possible Total

Childron to be Served Allocation Reimbursement
Program 1 40-80 S 150 S 6,000
Program t 10-80 370 15.000
Program 11 20-30 150 3.000
Program 1V 20-30 740 15.000
Program V i0 1.000 10.000

Total Possible Reimbursement 59,000
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Training

Training for the sixteen teachers added to Continnum experimental
schools under Programs 11 and 1V has been through extended several-
phase workshops emphasizing diagnostic prescriptive teaching.

The Continuum pilot program has represented the addition of two
special education teachers and two instructive aides to a school’s K-3
teaching stat?. One teacher works with children individually to diagnose
their learning problems while the other works with small groups of ¢hil-
dren who spend the rest of their day in the regular classroom.,

Pilot Stedy Results

Results of the pilot study in the four experimental schools in four
LEAs has shown: (1) Overall acceptance of the Continuum program by
school personnel (2) The delivery of more services to Continuum pupils
than to their control school counterparts: (33 Services provided to twice
as many pupils in experimental as in control schools: (4) Significant
difterences in achievement in only one ot the tour experimental schools.

Contimaam Fxpansion - 1972

The Continnum program in 1972 has been expanded to include 22
schools in nine LEAs with 44% of the K-3 populition now receiving
services. The Continuum personnel trained totals 208,

Education Professions Development Act Project

Implementing an innovative program such as the Continuum i the
public schools requires the understanding and cooperation of the parents,
teachers, administrators, and  ancillary personnel. A special project
tunded under EPDA. “The Training of Regular LEducators, Parents and
Ancillary Personnel to Work with Hundicapped Children.™ is aimied at
providing these persons with the additional training necessary to function
within this pilot program.

The EPDA project has three populations for which training is being
provided. These include: regular classroom teachers, ancillary personnel,
and parents. Although each population is an independent entity, alt par-
ticipants are concerned with providing o maximurni amount of assistance
to the children exhibiting learning problems in the classroom.

Objectives for regular classroom teachers (K-3) are designed to help
then:

(a) Become tamiliar with services provided within the Continuum
Design.

{b) Develop positive attitudes toward handicapped children so that
a child with a mild to moderate condition miayv be maintained in the
regular class.

1
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{¢) Percene then role and the role of other statt members wn the
identitication and remediation ot chaildren with learning problems.

(d) Foable the teacher to observe and wdentify clidren with poten-
tal teaming problems,

t¢) Reguest supportive services when the problem cannot be met in
the regulur classtoonm with existing programs,

(1 Work cooperatively with supportive and ancillary personnel in
developing and utilizing vanous remedial programs and teaching strat-

cgies in the regular classtooms.

In comunction with the Continnum, the EPDA project will also at-
tempt to measure the growth i reading achievement and personal-social
adippstments as the regular pensonnel receive training and the diagnostic,
presenptive wnd resource personnel provide assistance (o the children.

Objectives tor parents are desiened to help them through training to:

(i) Develop positive attitudes toward their children with fearning
disabilities

(b1 Create a positive atmosphere in the home.

{o) Develop an understimding of learning disabilitics,

(d) Develop an awareness ot the Continmm design.

ey Develop o willingness to participate and assist in the program
tor their children,

Obijectives tor anctllary personnel are designed to lielp them through
training to:

() Become Gamiliar with and participate in the services provided in
the Continuum design,

(h) Perceive and asume the role assigned to their respective job
deseriptions,

Training of Readar Educators and Ancillary Personnel

Lhe inservice training for regudar classroom teachers and ancillary
personrel s conducted i two plises, The forma! coursework consists of
two workshop-tynpe counes. Ongoing tranting is provided through in-
service meetmes conducted at each sehool during the vea .

Ihe two thirec-credit eonrses have been contiacted to George Washing-
ton Uiversity and are conducted by the staf? of the George Washington
Special Education Department. [he courses have been designed to reach

the objectives stated above and the courses have been adupted to reach

N
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the population melnded o this project. Topic areas covered danng this
cotnse work sres peer-gronp dyvimmies, tamialy dynamics. child-manage-
ment techmigues, the educational imphcation ot agaression both active
and passive. therapentic milicu m pubhic school classtooms, life-space
mierviewng for classroom teachers, belivwor moditication theory and
technigques, attitude therapy feamme theory and the need tor g change
i the role and tunction ot pubhic schools.

Since these are workshop-type courses, considerable participation s
required by the teachers. The methods and techniques used in these
counes maedude: fecture. open discassion. demonstration teaching, analy-
sis ot specitie case studies, simulation rofe playing, and analy sis of video-
tipes of participants” pertormance mothen reanbar chisstooms,

Phe meservice training as done e cach of the four pilot schouols and
deals with the problems and needs of that particular school. These meet-
mgs are held with the cooperation and attendance o the princrpal ind
ivolve other statt menibers i addition to the FPDA participants. The
mectings e desizned o sapplement the coursework. A meeting nun
cotsist of anopen discussion regarding the problems of implementation
ol the Contintn concept. refenal processes, awdministrative procedures,
specitic content materd, use of instruchional naterials, orgnzing for
ettective classtoomn deaching, o the ditiicalty o putting chissroom
theory mte practice. Consnliants or area specialists are called in when
reditested.

One underlving objective o this project s to develop within cach
school anacleus of trmed personnel who will provide the leadership to
deternnne tramiag needs, ananee and conduct insseivice meetings, out-
Line procedures Tor staft meetings, and conduct “in house™ evaluation.
Lhis procedure would reguire the assignnent of respousibility tor pro-
eram development. implementation. and ongoing evaluation with those
personnel directhy imvolveds ¢alregular teachers, dingnostic preseriptive
teachers, resouree teachers, ancilliry personnel. special education teach-
erv. panents, and administratons within the schoolb. This methiod of opera-
tion wounld provide cach school with o competent. trained group of per-
sommel from wlnch to draw uponas resonree statt each vear, thus creating
nultiphier eftect.

Travung of Parents

[he pasent-training phase of the project consists of two parts. The
parents wie imvited to participate inomeetings to disenss the educational
services provided tor children with learning problems. their contribu-
tions, the effect of the home on the education of their children, and the

O
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varicties of problems that may affect fearning. Whenever possible, con-
sultants are used to work with parents on subjects ranging from the
utilization of behavior moditication in the home 1o the training in devel-
opment of perceptual-motor skitls.

Parents are invited to visit the school 1o meet with the ancillary per-
somtel who are providing services for their children. They have the op-
portunity to view their chitd in his classroom or resource room, talk with
cach o these teachers. and have the child’s educational program ex-
plained by the diagnostic/prescriptive teacher. These visits serve to pro-
vide the parent with (1) a better undenstanding of their child's learning
problem {2) a knowledge of the services available in the school. and (3)
material for discussion at the parent meetings.

These trained parents will act as “ambassadors™ to enlist the support
of the community and aid in disseminating information, in providing
guidelines for the project. and in helping to develop policies based on the
needs of the community,

Erakation

Appropriate evaluative techniques are being utilized to determine the
feasibility ot implementing these programs throughout the state of Mary-
land.

Maryland Training and Development Center

Supportive scrvices are a necessary adjunct to initiating and maintain-
ing Continuum programs in schools, The Maryland Training and Develop-
ment Center (MTDC) was established in 1970 to provide instructional
materials support and the utilization of pedamediists to all Continuum
schools, “Pedamediists,” educators knowledgeable in pedagogy and the
use of media, are assigned to participating schools to provide expertise in
diagnostic teaching and resource room activities,

In 1972 MTDC has expanded its role to serve as the developer and
implementor of the Continuum program in all schools. In addition
MTDC has assumed responsibility for the overall administration of the
EPDA project.

Special Education Instructional Television Project

The determiining factor in the type and kind of educational services
available to children with handicapping conditions in the regular class-
room. to a great extent, is the number of personnel available to provide
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these services. I order to reach greater numbers of regular educators.
MSDE has developed an mstructional television (1TV) project. “Teaching
('Ilildrcn with Sp\‘filﬂ Needs™ ‘SPL‘\'iJI NL‘\‘dS’.

“Spectal Needs” developed in 1970-71 by MSDIE's Division of In-
struction. has been produced for open circuit telecast over the state’s
public broadeasting network by the Division of lastructional Television,
The project has been funded under a special project grant from the
Burcau of Education for the Handicapped. U.S. Otfice ot Education.

The “Special Needs™ project has been designed as a viable training
model to offer educators introductory preparation in the observation.
identification. and management of children (K-3) wha exhibit mild to
maderate learning handicaps,

Avan adnet o the Continuum and the EPDA Project. “Special
Needs™ will extend the concept ol providing children with handicapping
cordizions quality educational services within the mainstream of regutar
education to increased mumbers of educators within the state, The 1TV
project seeks to:

Asaist regalar and special educators i developing observational
sKills that woll enable them to recognize learning patterns which may
mdicate actual or potential problems for pupils:

Encourage educators to focus on fearning characteristios rather
than etiological categories of pupils: and

Otter teachers hasic information on a variety of techniques. meth.
ads. and procedures that can he utilized in working in the regular
classroom with pupils who have learning problems,

This instructional television training project consists of four major
components in order to provide essential instructional information and
fiaining to edocators, These are:

Lo Leadership Corpy

A leadenship corps of selected special and regular educators has been
prepared by project consaftants to serve ax instrictors to teacher partici-
pants of the TV eries.

2obsoucrionad Televivion Scries A Telecorse

Major elements of introductorny intormation and training tor teacher
parhicipants have heen incorporated into sinteen FEV telelessons, The
series” tefelessons Bave been retined on the basis of general information
requested about learning problems by o sampling of primary grade teach-
ers i Marvkind,

v
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“Specrl Neednh™ has been developed as a telecourse which consists of
sisteen one halt-hour mstroctional telelessons, an accompanying teach-
ers manual, tellowaap weminars and relited course work. Fach telelesson
will be telecast several times cach week. Follow-up seminars will he
schieduled weeklv, Daring these sessions, information presented within
the telelesson will be aegmented and supplemented.

X Teucher Maneals

Manals, developed by project consultants in conjunction with the
content ot cach lesson, are Turnished teacher participants at the outset of
the telecournse. The munual includes supplementary resouree information
such as pertinent background material for cach content area, suggested
educational strategies and techniques. instructional materials, prescribed
readings and bibliographic references,

4 Lollowaup Seminars

o provide the required substantive information for all telelessons and
in all content areas of the series. Tollow-up seminars are conducted for
teacher participants weekly by trained leadership personnet.

Semimns are scheduled at the most appropriate focations for partici-
pants. Those participating in the series for in-service may receive follow-
up course wotk withm thewr own schools: those participating for academ-
ie credit nray attend senunars at the institution granting credit.

Credit
Patticipants enrolled i the telecourse will be eligible for Marviand
State Departitent of Education meservice credit or academic credit trom

patticipating colleges and universities.

Pilot Populdation
The first tetecournse has been offered to approximately 175 teacher
patticipants tout ot 11,000 potential teacher participants in the state).

Content Areas of Telelessons

Content areas dealt with brietly are: teacher attitude. observation of
behavior. learning stvles, behavior problems. oral language. reading,
mathematies. and referral services. General descriptions of the sixteen
telelessons appear below:
Lesson ]
Preview

Previews the series and clearly specities the problems to be treated in

the series.

O
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Lesson 2
Teacher Attimde |

Explores possible teacher biuses toward children and briefly examines
those behaviors ot children which are acceptable or which can be modi-
fied in order to aid learning.

Lesson 3
Teacher Attinede 1l

Examines briefly some wavs in which teacher behavior positively or
negatively affects o child’s classroom performance. Selected procedures
for analyvzing teacher-child interaction are introduced.

Lessen 4
Obscervation of Behavior

Focuses on the use of eritical observation in determining children’s
behavior patterns which interfere with learning and in formulating man-
agement strategies.

Lesson 5
Learning Stvles

Focuses on childrers™s use of the sensory modalities in learning as well
as assessmient and educational programming for lfearning strengths and

weaknesses.,

Lesson 6
Beluvior Prablems 1

Exammines brietly tour Kinds of clussroom behavior tor which short-
fernt management techniques may be usetul,

Lesson 7
Behavior Problems 1

Focuses brietly: on sone long-term management technigues which
may be usetul tor several Kinds of classroum behavior,

Lesson 8
Oral Receptive Language

LExamines certain expressive language problems of children, methods
of assessing and working with these problems,

Lesson Y
Oral Expressive Language

Examines certain expressive languuge problems of childien, methods
of assessing and working with these problems.

W
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Lesson 10
Infornul Assessment of Reading Problems

Focuses on those components of the reading process that are problem
arcas for many children and ofters some techniques for assessing these
problems.

Lesson 11
An Analvtic Approuch to Reading

Examines briefly some of the analytic approaches to reading and to-
cuses on language experience as one approach which can aid children
with certain kinds of reading problems.

Lesson 12
A Svathetic Approach to Reading

Focuses on the synthetic approach to reading as one which can aid
children with certain Kinds of reading problems.

Lesson 13
Mathematical Problems

Focuses on specific fundamental ditticulties children may experience
in learning mathematics and some corrective techniques to be used,

Lesson 14
Mathematical Problems

Focuses on specitic fundamental difficulties children may experience
in learning mathe:mativs and seme corrective techniques to be used.

Lesson 15
The Referral Process
Focuses on the services. resources available, and the referral process.

Lesson 16
Review

Reviews concepts presented within six: major content areas of the
series and examines the interrelatedness of content in working with chil-
dren with special needs.

The following materials dealing with the Continuum and its training
projects can be obtained from the Maryland State Department of Lduca-
tion:

Audiovisual Materials and Publications:

A Design for a Contimuon of Special Education Services  Interim

Report

Teaching Children with Special Needs
Sixteen 30 min. color. sound. videotaped telelessons, television for-
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mat, ETAT Noo 1, color standard, 1,2 inch, (Szlected telelessons avail-

able on loan.)

Teacher Manual:

Teaching Children with Special Needs

Sigle copies.

Brochures:
“Education Professions Development Act”
“Murviand Training and Instructional Materials Center™
“Prescription for Special Education™

Q 2
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PORTLAND PUBLIC SCHOOLS’
PRESCRIPTIVE EDUCATION PRGGRAM

HERMAN M. FRANKEL
Director, North Prescriptive Education Program
Portland blic Schools

Education. Special Education, Human Education:
Notes of Reflection and Action

In the course of making plans for the continuing evolution of our special
education programs,. we have become increasingly aware of the need to
examine, again and perhaps continuously. our beliefs about the products
and process of education, We are concerned that so much energy in our
schools is directed toward making a child “learn™ what children at a
particular grade level “are supposed to be learning.” towurd making u
child behave in the way a child of a particular age “should™ behave.
toward making each child be like other children instead of helping each
child become increasingly unique. We are concerned that so much time is
devoted to the control of children, and so little to the tacilitation of the
real business of childhood. the exploration ot alternatives. We are con-
cerned that so many considerations other than the needs of a child
determine the nature and quality of the child’s experience with us, We
are concerned that so much of what is expected and demanded of the
child results from the pressures upon and the emotional needs of the
adults who should be accountable to that child.

Most important of all, we are deeply troubled by what appears to be a
widespread inclination to seek and to accept instant sohitions to the
profound probiems that exist in our schools:
ulation transter according (o color orage. u new instructional method or
set of materials, o more effective technique for making children behave in
predetermined wavs, It is our belief that the problems will arow ever
larger as long as we continue to assure vurselves that we really are doing a
pretty good job, that all we need is to become more efticient. that
classroom problems are really caused by children who are troubled or
deviant or disabled and who “don’t belong in the regular clissroom™ in
the first place. We believe that the time has come for us to stop agrecing
that a tew children. in their efforts to cope with their problems, are
creating probiems for us: the time has come for us (o begin examining

.

solutions™ suclt as a pop-

the possibility that it is we who are creating the problems for very many
of our children,
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We believe that an examination of the goals and methods of existing
or proposed special education programs must begin with an examination
of the goals. methods. and underlving values of the regular education
program that the special programs support ot to which they are alter-
natives. Our commitment to “guaranteeing access to public education to
all children™ means little unless we ask. “‘education for what? “For us. it
is no longer enough to develop and implement techniques and methodol-
ogies for “‘educating all children™ without, at the same time, reexamining
our convictions about the nature of the human being. and examining the
degree to which our efforts contribute to or interfere with the humaniza-
tion of our children.

We believe that techniques have to be created and recreated through
our reflection and action in the real world. We find it difficult to believe
that methods can be mechanistically transplanted in time or space. just as
we find it difficult to believe that sound methodologies can be developed
in the abstract context alone. We find it difficult to think by isolating
theory from practice. We tind it difficult to understand facts or methods
without understanding the theory of the facts or methods.

For us, this is the very essence of humanity. The human being is not
an object, to be known and acted upon; the human being is a subject,
who reflects and acts upon reality in order to transform it. Not reflection
alone- not theory apart from the real world of action: that results only
in hollow rhetoric. Not action alone, without reflection: that results in an
empty. restless activism. Not reflection alone, and not action alone: but a
continuing interaction between the concrete and the theoretical in which
our reflection leads us back to the real world on which we are reflecting.
in order that our action in the real world may be more effective.

To us. education is never neutral. It either serves to make penple more
human, by better enabling them to reflect and act upon their world in
order to transform it. or it domesticates them, makes them less human,
by teaching them that they are objects to be known and acted upon but
not subjects who can reflect upon and shape their own lives.

Qur vision of a humanizing process of education is ore which is char-
acterized, above all. by a commitment to the concept of the human being
as a subject. who reflects and acts upon reality in order to transform it.
and not as an object. to be known and manipulated. It is a vision which
accepts as valid the Coleman Report’s conclusion that more important
than all school factors together in determining a child’s school achieve-
ment is the extent to which he believes that he has some control over his
own destiny.

Thus. the existence of a compulsory, age-specific. graded curriculum
immediately becomes subject to reexamination, in the world which we
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cuvision, s does the view of learners as “containers.” or “receptacles™ to
be “tilled™ by the teacher. For uss education does not consist ot the
Enowledgeable bestowinye the citt of knowledge upon the ignovants it
consists, rather. of learners and teachers interacting and. in their inter-
action. beconunig mcreasingly capable of examiming, understanding. and
acting upon their worlds, Hee teacher discovers those things which can be
fearned onlv from mtecaction with cach ot the students: the unique
fearning sty les of cach ot those students at that time in their lives: and. at
the ~ame time. the teacher learns. with the stadents. to retlect and act
upon the world i onew wavs, mowavs whneh enrich the individual and
collective lives of both teacher and students. The learners, in addressing
interests and problems i their own real worlds, learn. with the teacher.,
the skills and concepts and artitudes that enable them to communicate.
to reflect. and to act etfectively i exploring and inthuencing the external
world and i undentanding and shaping their own lives. Instruction con-
sists not of disceurse, but of dialogue: curriculum consists not of static
ity of mfomation to be given or imposed, But rather of the very world
whichs to be known and acted upon,and of the tools tor that examina-
tron and transtormation.

The detmls ot the educational process here envisioned, and the steps
to be taken moits creation, become clearer as we become involved in
fashioning it, They are not to be ordained in wdvinee. cither by vision-
aries o functiomries, because the process of actualization must itsell be
a huranizing one. The vision will become reality ay we who will inhubit
it come to understand that the workd of today is not given and mumuta-
ble. but is. rather. a reality to be retlected and acted upon,a problem to
be solved.

We see homan beings as subjects who can reflect and act upon the
world inorder to change it. and not objects to be known and manipu-
Lited. We are committed to education which will serve to make people
more hanan, and not less, We believe that it is in the process of Knowing
and acting upon todayv's reality that we shall create tomorrow’s,

Perspective and Role Deseriptions

A signiticant number of childien il to benetit from standard pro-
arans ot public cducation, Because it is in the educational setting that
children™s beluviar or learning problems characteristicallv: make  their
first appearance. it is appropriate fhat the school Tunction as the central
ageniey to generale presentive or cortective programs. Fraditional efforts

to deal with these problems by looking to other agencies as prinuary
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sources o diagnostic and independent treatment planning have often
overlooked the most potent eevironment for treatment, namely the class-
room and the dvnamics associated with the educational process.

The Portland Public Schools are subdivided into three administrative
areas. Areas LI and [H.

The Presavipuve BEducation Presram (PREP) is o multidiscipline etfort
which provides services to Area [1 children with learning and behavioral
ditticulties. The orientation of PREP to such children is an educational
one. and the child’s teacher is seen as the central member of the treat-
ment team. We believe that ditficulties can be treated in the context in
which they become manifest. and in which multiple possibilities for
meaningtul intervention exist.

PRIEP personnel include  diagnostic  teachers, reading  specialists,
paychelogical examiners, speech clinicians. social workers. and communi-
tvoagents, Statt members work closely with teachers in assessing needs.
formulating objectives, plunning intervention. developing appropriate
instructional and management technigues. carrving our plans, and assess-
Mg Progress.

Emphasis is placed upon creating learning environments which prevent
or ameliorate learning difticulties of students betore behavior patterns
which might negate a profitable school experience becomie hiabitual, This
potentral can be realized it there are (1) an accurate assesstient of an
mdividuat child’s educational needs and behavioral fucks, (b)Y a precise
prescription of instruction to prevent or treat o particular learning or
behavier problem. (¢) resources available for fultilling the educational
prescription, and (d} continuing assessment of results.

Phe matter of continuing assessment 1s of special importance. Instead
of attempting to make definitive plans for individuat children on the
basis of initial evaluations, statt members and teachers will continually
adjust plans e accordance with their observed effects on particular chil-
dren. and in response to the child's own growth and changing needs.

PREP personnel trom various professional disciplines often work as a
team m making plans, helping to carry them out, and assessing their
etfect. In addition 1o the conferences held between building personnei
and PREP staft members. PREP personnel will frequently confer with
other PREP statt members not directly involved in working with a partic-
nlae child or his teache:. Also. during regularly scheduled PREP staff
meetings, selected children and their problems are discussed in detail.
Because of PRES emphasis on prevention. staft time tends to be con-
contrated in the fower grades and intermediate grades.

Childven are generally reterred to PREP by their classroom teachers.
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Reterrats may also be initiated by building principals. parents, communi-
1 oagencies outside the school sustem. physicians or other protessionals,
or by the cnld himselt,

PREP has developed close. operationa] ties with Oregon institutions
suclt as the Unnersity of Oregon Medical School. University of QOregon
College o Education, Oregon College of Education, Community Child
Guidance Clime. Porthind State University, Multnomah County Juvenile
Court. amd Multhomah County Public Weltiie, In addition. significant
support has heen provided tor Preseriptive Education Program uctivities
by the United States Oftice of Education und the Northwest Regional
Education Laboratory |

PREP activities include speartic teatures aimed at developing school
and community commitment o joint problemesolving: ot the same time,
the principal focus of the program is on the functioning of cach individ-
ual child in the school setting. The progrum recognizes fiat school per-
sonned are churactersticatly in an exeellent position to insure not only
the succestul tunctioning of cach student and the sequisition of new
beliviors and competencies by cach student but also to atfect cach
student’s atnitude toward school, toward societv. and toward hiniseli’

Program Goals

Fhe Area 1T Prescriptive Education Program provides support services
for the Area 11 instructional program. and. as such. serves to support the
instructional program gouals ot Area H. The brouder scope of PREP activ-
ities wis deseribed in materials distributed 1o area and building adminis-
trative personneln June. 1971, These materials indicated that, in generul
terms, PREP statt members seek to

(1) make wvailable an inereased range ot instructional techniques.
strategies. and materiuls so that a chld’s instructional program can be
mare casthv tailored to meet that child's individua! needs:

(20 fucihitute the sharing ot ideas and feelings among school person-
nel. parents. and pupils: and

(3) help build the confidence of the ¢hild and those who are work-
ing with i,

Ieme Fois clewdy a support activity. Hems 2 and 3 also indirectly
suppart the achievement of the present instructional goals of Portland
Public Schools while facilituting the attainment of related gouls of deep
and growing importance in public education,

The following listing of support services provided by PREP is intended
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to identify. in cach case, the recipient(s) of the service and the nature of
the service. “Consultive assistance™ may consist of various activities, in-
cluding but not Lmited to discussion. provision of printed and other
muterials, and direct interaction with students, as appropriate.

1. To provide principals and classroom teachers consultative
assistance in the development of new options, and expansion of exist-
ing options available to students so that an increasing range of student
needs can be met without resort to segregation of exceptionat chil-
dren.

2. To provide principals and classroom teachers consultive assis-
tance asrequested in the assessment of educational and psychologieal
needs of particular children and groups of children,

3. To provide principals and classroom teachers consuliive assis-
tance as requested in the design and implementation of instructional
programs for individual childien and groups of children.

4. To provide principals and classroom teachers consultive assis-
tance as requested in meeting the emotional and social needs of indi-
vidual children and groups of children.

S. To provide principals and classroom teachers and community
residents consultive assistance as requested in planning and imple-
menting community involvement in school activities,

6. To provide principals and classroom teachers with in-service
opportunities t¢ develop attitudes and techmques with regard to
Goais -5 above.

7. To meet or correspond with interested individuals or groups,
at the request of the superintendent or ar2u superintendent, for the
purpose of sharing of information and experiences regarding instrue-
tional and support activities.

3. To provide pupils and families with direct services in the areas
of speech pathology. school social work, and counseling psychology.

9. To provide teachers. administrators (including the Coordinator
of Special Education). and parents with information required for
making decisions regarding special placement of exceptional children.

10. To provide pupils and families with information concerning
services available from community agencies,

I'1. To provide preschool children who have special needs and
their families with opportunities for participation in early childhood
educational activities,

12. To provide parents instruction and guidance to enable them to
facilitate their children’s fearning,
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13, To provide professionads and agencies outside Portland Public
Schools with information, as requested by pupibts or their families,
regarding those pupils.

4. To provide means by which teachers, students, and others for
whom services are performed can inform PREP as to the adequacy of

SCTVICE .

Phe followimg Nistings are intended to suggest the scope of activities in
which PREP statt” members may become engaged. Tt is not expected that
any one staft member will become involved in all of these activities, nor
ix it intended that PREP activities be Jimited to the ones included on this
list. The mode of operation developed by cach PREP staft member will
be influenced not vnky by that person’s skills and interests, but also by
the purticular needs of the pupils, parents, and staf? of particular build-
ings.

Reading specialists and diagnostic teachers become involved in similar
tvpes of activity, In the case of reading specialists. attention is focused
upon the teaching of reading. and specialized techniques of assessment
and instruction may be used.

Duiagnostic Teachers and Reading Specialisrs
AL Interactions with teachers
1. Confer about roles. gouls, progress, and problems,
2. Confer with teacher to identify und clarity pertinent aspects of
the problem situation referred by the teacher.
3. Muake a joint decision about additional information needed in
order to plan solutions.
4. Gather information:
a. classroom observation
b individual testing
¢, osmadl group testing
d. individual disgnostie teaching
¢. small group diagnostic teaching
5. Confer with classroom teacher to plan strategies for preventing
correcting academic or behavior problems.

—~
=

6. Help create or obtain instructional materials,

7. Demonstrate use of materials.

8. Work together with teacher in elassroom,

Y. Help assess progiess of pupils,

H1. Aake joint decisions at regular intervals to continue or to mod-
ity instructional planning.

P Serve as resource for professional readings, clippings, new
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techniques, ideas trom other schools, new  materials,

12, Work with clisstoom teachiers to plan and implement new
programs.

13 Help organize avaitable nuterials (e.g.. cross-indexing of Port-
land Public Schools Language Arts guide : spiral binding of sections
of SRA readers).

14, Assist classroom teacher in taking children on field trips.

15, Teach class while teacher is away on field experiences.

1o, Work with teachers new to Portland or new to materials cur-
rently in use.

17. Attend selected taculty meetings.

Interactions with building principal

1. Confer about goals, roles. progress, and problems.

2. Confer about curriculum and instruction:
a. scheduling
b. grouping
C. resuurces

3. Confer about materials:

a. purchase
h. orzanization
¢. learning center for pupils
Jd. teacher center for teachers (including. for example. books,
articles. display sumples. handouts deseribing teacher-made or
student-made materials).
4. Confer about use of student tutors and adult tutors, and par-
ticipate in obtuining, training, supervising, and evaluating the work
of tutors,
S, Confer about community needs and resources:
a. parents
b, volunteers
0. Provide liaison with distributors of educational materials, for
school demonstrations, workshops.
7. Confer about individual children and families.
Interacdons with pupils
1. Test and assess abilities for the purpose of planning group und
individual instruction,
2. Direct teaching (short term):
a. sl groups
h. individual pupils
3. Work with pupils to make instructional materials (e.g.. flash-
cards. tachistoscopes, bingo games).
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Help children select appropriate materials and books.
Help children iissess their progress.
Group and individual counscling.

D Interactions with parents (at school or at home)

> Meet with parents and other school personnel,

2

Meet with parents.

3. Meet with parents and pupils and other school personnel,
4. Work with parents to develop home support for instructional
activities.

L. Interaction with other personnel

1.

Conferences with teachers and personnel from other agencies.

such as Edgefield Lodge and Conmunity Child Guidance Clinic.

bl

2
b

4.

Liaison with school nurse.
Contact with individuals from other agencies.
Conferences with or referrals to other PREP personnel.

F. Interactions with tutors (pupils. aides. adult volunteers. high
school or college students)

I.
hl
2
Al

Training
Providing with muaterials.
Help to assess progress.

G, Interaction with area personnel

ts

4

n

=

‘vs

Committee work,

Help in the organization and conducting of workshops.
Evaluating new materials,

Demonstration of techniques at meetings.

Public appearances.

Writing tor protessional journals.

Psvehological Examiners

‘s
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Assist teachers und educational specialists in identifying. evaluat-
ing. planning for. and reevaluating individual children who need
some modification in educational programs, through the use of
appropriale lest instruments. interviews, and classroom observa-
tions, R

Provide school personnel, parents, children, and community agen-
cies with meaningful interpretations of evalustion results that can
be translated into practical courses of action,

Coordinate school and home efforts to carry out psychological
examiner’s recommendations through direct contact with parents,
children. and school personnel as needed.

Serve as a resource person to help teachers. children, and parents

08



gain better undenstanding of child behavior. through infornal dis-
cussions. scheduled meetings, maservice  programs, and study
groups,

Work with individual students. groups of students. and groups of
students and teachers in problemessolving and counseling sessions.
Work with school personnel. parents, and pupils s selected areas
of curriculum plunning: e, drug education,

Help in transition from elementary school to high school.

Work with school personnel. pupils. and parents to detect and
help solve adjustment problems early in a child’s school life.

Assess the effectiveness of various modes of intervention and
various modes of delivering services that are aimed at preventing
or ameliorating learning and behavior problems of school children.

Speech Clinicians

The work ot speech clinicians with pupils. school personnel. and
parcrits iy mtended to help children develop oral communication

which

{a0) iy effective and () does not draw attention 1o itsell. Activ-

ities of speech dinicians may include. but need not be lintited to. the
following:

i

SV )
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Assessing specch and language ot pupils;

4. Kindergarteners and tirst graders.

b. Sth graders.

¢. Children with previously identiticd speech or fangnage prob-

lems.
d. Children new to the school.
e. Individual children referred by themselves. parents, or scliool
personnel.

Discussing results of these evaluations with clussroom teachers.
Working with teachers. tutors. or parents to develop and coordi-
dinate corrective programs for children with mild speech dis-
orders.
Providing direct therapy for children with severe or moderately
severe speech or language disorders (hearing. voice, urticulation,
tluency . delayed or disordered development).
Confer with teachers and prurents to assess progress and to insure
carryover of speech or kingnage training.
Serving as 4 resource person for school personnel about speech.
hearing, and language formation.
Arranging for referrals to outside agencies as needed (medical,
multiple discipline. voice).
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No Counseimg with parents at school or at home.

9. Imtiating seterrals tor summer schooll speech camp,

10, Conterring with oher personnel about evaluation and treut-
ment ot individual children.

T Attending seminars. workshops, and institites to keep in-
tormed about contemporary research and development,
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EAST CLEVELAND PROGRAMS
FOR URBAN EDUCATIONAL REDEVELOPMENT
THROUGH SELF DIRECTION

FAWRENCE R PERNEY

Assistant Supcrintendent

Carricubom and Instneetion
Fast Cieveland Public Schools

and
GEFORGE ROEPPLEY
Projcet Divector P A Program Shaw [ligh School

Fast Cleveland Dablic Schiools

Fducators inan wban schoob svstem who want to provide guality educa-
non for children must be invalved in the dvnaniics of svstemie change.
Fhis means that they must do maore than redesign the organizational flow
chant o the school because too often this only puts new titles on old
toles and new abeds on old progeams. Systemic change means that atti-
tudinafly the persons who oceupy the roles of administrator, teacher. and
student mast themselves clunge. This is especiadly trae in s school system
that has experienced o rapid population change in the community it
serves, The Bast Cleveland Schoal District has updergone such a change.
In 10 years the school population of 6 elementary schools, 1 junior high
schooloand | osenior high school his gone from 9977 white to 9977 black.
Many fumilies have moved in from the ghettoes of Hough, Glenville, and
the centrad city, bringing with them all the disadvantages and deficits of
inner city hte.

Fortunately, administrators did not try to bend the child to it into
the svstem: rather they have tried to make the svstem responsive to the
needs of the child. They have found that the formula for systemic chinge
and tor quadity education is neithey myvsteriols nor elusive. In tact it is so
simple and so obvious that one wonders why it has escaped the attention
ot those who have the responsihitity of educating children,

Svatemic clinge is the simple blending of the community. the teach-
ing staft. and the students. the chemistry of systemic change becomes
explosive and dangerous when one of the ingredients is missing. Whatever
measure of suceess the Fast Clevelund School System has sachieved in
provuding quality education for its children and o eliminating to some
signiticant degree the problems ot the Linge wrban school (drugs. vandal-
ism, absenteeism. triuancy, ete.) has come abont becguse the community,
the teachers, and the students have been involved.
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Systemic Change Demands Comnumity Involvernent

o say this is not only to recognize some basic assumptions but to

have the courage to comuut the resources of the system to their imple-
mentimon:

. That parents are educators and have the primary 1esponsibility
for bringing a child to maturity and productive citizenship,

2. That parents, as educators, are valuable resource persons to a
school system because they can tell administrators and teachers what
school experiences hununized them and what school experience de-
humanized them: they can tell educators what should be included and
excluded trom the school program,

3. That most parents. as educators. do have a Keen interest in their
childrer and want to be involved in an educational process which will
give to their children a good selt concept as well as knowledge, skill,
and vompetencies that they will need to be successtul in an adult
world.

4. That parents wiant to continue their own education by learning
at the supper table about the school experiences of their children.
When parents and children are both involved in the learing process,
education can be very stimulating and exciting. and svstemic change
can more rapidly and casily be attained.

Furthermore. East Cleveland educators do not assume that ail
fearning takes place within buildings designated as schools. Nor are the
only teachers those who have a degree from a college of education.
Within the Greater Cleveland community there are museums, histor-
ical plices, observatories, theaters. businesses. and factories where
there are men and women who have special abilities and expertise.
The school systent has involved these people in extending the learning
experience hevond the walls of the school. These people have reached
out to the schools and provided rich and varied educational and cul-
tural experiences tor the children, and in doing so have been catalysts

for change.

Systemie Change Demands Faculty
and Administrator Involvement

I nemy school systems of this country, it is possible for a child to go

from grades K to 12 without ever coming into contact with a genuine

teacher, one who s the living embodiment ot the hopes and aspirations

O
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of humanity. There 1s no room in the East Cleveland School system for
teachers who will not or cannot continue their education. The system
operates not only on the premise that the parent is a learner. that the
child is a learner, but that the teacher is a tearner as well,

Our society is dyvnamic and not static. Change is all about us, The
knowledge explosion has attected every discipline. Every day there are
new breakthroughs in the physical and behavioral sciences. We know
more today about the learning process and about learning stvles, In the
light ot this explosion. the teacher who is static and not dy namic, the
teacher who is content with the knowledge he acquired in college. has
nothing to say to the child who must cope with the world as it s in
1974, Such teachers may survive, but the East Cleveland schiool svstem
will not provide the haven for their suivival,

Long ago educators here have recognized the need for in-service train-
ing programs for teachers which are much more substantial than occa-
sional one-duy workshops. institutes, or seminars tor teachers, Accord-
ingly. the school system has become more and more involved with the
colleges and universities of Greater Cleveland. Together. educators from
the universities and teachers and administrators from the school system
have devised degree and nondegree programs and experiences which are
not only meeting the needs of teachers in the schools. but are sensitizing
them to the reasons why as many inner-city voungsters turn off the
traditional school. Together these teams have given the teachers a lurger
role in developing mechanisms for teaching, for communicating, and for
cooperating that will still contimie to be operative even though some of
the teachers eventually leave the svstem.

Among the many programs involving college and school svstem per-
sonnel. three are illustrative of such involvement. At Rozetle Elementary
Schiool, the focus has been on giving to teachers diagnostic skills which
will enable them to set up individualized programs for disudvantaged
voungsters. 1t was felt that positive change might be most effectivety
achieved by retrainit . the tedachers at Rogzelle in the skills and sensitivi-
ties of educational deagnostic skills that have been effectively enmiployved
in the field of special education. The program does not intend to make
the classroom teacher o spectal education teacher. but rather to provide
the rogular clussroom teacher with skills that permit individual needs to
be recognized and programmed for in the educational setting.

The entire emphasis of the E.P.D.AL project at Rozelle is that of
getting down to the specifics of the educational process. 11 a teacher
better understands a child’s strengths and weaknesses. the teacher can
better understand the child as a unique individual with unigue learning
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styles and needs. and can better supply the chitd with the particular
mdividualized educational program that he requires and deserves. At
Rozelle. teachers have engaged in the continual process of educational
dizznosis. veo dingnosing the child's tunctional strengths and weaknesses
m vartons academic subject areas and in other less academic aspects of
school hite. detmeating the imstmictional strategies by which the child
fearns best for each area. and determining the educational materials
which stimutate the greatest interest and success for the child,

Another program which has invoived teachers and college educators in
the process of effecting systemiic change has been focused on Kirk Junior
High School. Initiated by u private grant from the Martha Holden
Jennings  Foundation and called the Curriculum Inquiry Program, it
utiized the resonrces of two untiversities, Cleveland State University and
John Carroll University. Working together. teachers and college educators
revised the entire organization of the school in order to eliminate the
problenis of alienation and aronymity that many children were experi-
encing. By semsitizing teachers to the needs of students, by breaking
down the organization of the school into more manageable units, by
effectively using the coneepts of ditferentiated stattfing, the teachers have
been able to create a climate of freedom. awareness. and personal con-
cern, The project will not achieve all of its potential for another vear. but
it can be reported that this altered approach to junior high education has
achieved. within six months, order, stability, and control of the educa-
tional climate so that learning is taking place. Lven if no further improve-
ment were to aceur. the professional educator, the pupil. and the parent
have become tolerant and accepting - the educational situation. The
flight to private schools amonrg studens has been halted. Community
unrest has dissipated. and teachers now look forward to an extended
etmployment in this their school,

Asimiibar project aims at etfecting svatemic change in East Clevelund's
only high school. At present a steering committee of administrators,
teachers. and students has been mieeting weekly since the first of the year
to assess the data that have come from a needs and interest questionnaire
submitted to teachers and to students. They have also met with various
community groups in an eftort to see how the community perceives the
high school, They have been able to identity strengths and weaknesses of
the present system. Thev have discissect all aspects of the school's pro-
gram and have come to the conclusion that the high school as presently
constituted is not meeting the needs of the students. They are all agreed
that the retraining of teachers is a high prionty item. They have been
negotiating with other colleges and universities to provide on-site gradu-
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ate counses in urhan education begimning this fall. These three projects
imvolving teachers have one overridimg goad humanizing the curriculum
ot the school se that 1t v a place where children feel that they are
cherished and toved tor what they are and for what thev can beconme.

Systemic Change Demands Responsiveness to the Child

For tov fong a time educators have paid fip service to the truth that
the school exists for chubdren und not children for the school. In Aner-
ican education there have been too many examples ot the child being
torced to serve the needs ot administrators and teachers rather than both
serving the needs of the child. Too often the school dav, the school vear,
and the curriculum have been structured by adults to suit the conve-
nience of adutts. Children have been forced to tottow a pattern of
instruction that does not meet their interest and their needs. This tock
step arrangement makes the school environment more pleasing, more
confurtable. more secure tor teachers: but it is a devastating arrangment
tor the child since it violstes most prnciples of child psychology . Chil-
dren are not the sime. They do not have the same interests, the same
needs. the same aspirations, the sume intetligence, the same capacity tor
learning, or the same learning stvle. His one thing to state this: it is quite
another to trunstate these beliefs into conerete and meaningful programs
that will enhance the selt=concept of the child. involve him in the learn-
ing process. lead him to take responsibility for his owa learning, enrich
his school experience. and prepare him to take an active part as a citizen
in 4 democratic society

Fhere are two programs in Eust Clevelund which are itlustrative of the
willingness to change the school and the school calendar to fit the chifd
rather than trving to change the child to 1it the school.

First s a program in Larly Childhood Development for four- and
fivevear-old children. The sources of funding for this project have been
E.SLAL Titte 1 and Healthe Education and Weltare (EP.D.A) project.
Prior to the implementation ot this project, Last Clevetand children ar-
rived at the threshold of their educational experiences with an average
deficit of more than two vears in linguistic, perceptual, and cognitive
skills a deficit so vast that any compensatory program provided during
the elementary vears would be hard-pressed to eliminate. Within one vear
of implementing its program. based on conerete measurable test results.
the average level of skills has been ruised from the deficit described to a
fevel that would plice them well above the national mean. In fact. the
average for the svstem has been raised to the point where the mean
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achievement level for the system is at the 03th percentile. Not only has
this feat been attaned once upon completing its tirst year of imple-
mentation, but at has continued to improve upon this perfor:nance for
every succeeding class of students extending over a three-year period.

The second program is entitied The Euast Cleveland Enriched and Ex-
tended Schovs Year Program. This program essentially is built around the
nceds of the pupil. School begins in September and concludes in July.
Despite the lengthened school year the child attends no more than 135
additional school days. Its intent is to improve achievement and motiva-
tion of students. Fifteen percent of the children in the East Cleveland
school sy stem participate in the program. The project was initiated in
pilot form under ES.E.A. Title HI and continues under federal funding.
It incorporates the major cultural community resources within the
Greater Cleveland metropolitan area as its muajor motivational thrust
whereby children receive in-depth instruction for one-week periods of
time interspersed  throughout and between the varicus institutions. A
secondary result occurring from this program is that some of the institu-
tions involved in this program have achieved national recognition for
promotion of the best educational programs pravided. Briefly, children
in grades one through eight :ttend school in six, six-week segments  four
weeks ot schooling, one week of vacation, and one week in residence at a
cultural community c2nter. As a result of this program the children and
parents can be described as the most **tune-in and tuned-on™ group ever
to attend an East Cleveland school. More significantly, however, are the
achieverient changes that have resulted among children participating in
the program. It can be absolutely stated that the program has achieved a
change in the learning patterns of participants.

In grades one, two, and three the mean improvement in achievement
scores was 1577, In grades tour through six the meun improverient was
455 Hhe range of improvement varied between 15-100% among elemen-
tary participants,

This school system does not claim to have all the answers to the
problems which have plagued urban schools. Nor does it claim to have
climinated the problems of absenteeismi, drug abuse, pregnancy. violence,
or vandalism. But by getting the community, the school administrators,
the teachers, and the students themselves to ask the hard questions about
the teaching and the learning process. this school system is coming up
with same of the answers,

One question that is always asked: Will such programs prepare these
. ildren for fife? The answer is that the best preparation for life is to live
ity as a child. East Cleveland Schools are attempting to give their
students that opportunity.
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THE HOUSTON PLAN -
Retraining of Regular Classroom Teachers to Work with
Handicapped Children Within the Regular Classroom Setting

CHARLES AMEISGEIER
Coordinator, Center por Human Resaurces
aird Educational Renewal
Houston Independent School District

A core of master teachers are being trained in three demonstration train-
ing centers. These Teacher Development Centers ¢ FDC ) are in the process
of developing operationgl designs that will demonstrate the efficacy of
programming for the handicapped in the regular program through the
individualization of the instructional process and the utitization of
TDC's ditferentiated statfing concepts for speend education support
pensonnel,

Regulr classtoom teachers, special education teachers, parents. and
leadership personne! are preseated with the fumun, technical. and con-
ceptual skills aad strategies necessury tor integrating and maintaining
handicapped children in the regular classtoom. The acquisition of these
teaching skills and strategies will be tfucititated by the opportunities to
observe classroom models, rehearse teachmg skills duning simulation exer-
cises. and receive immediate feedback concerning approsinutions to
training objectives attorded by the TDC s inodular curriculum.

During the next four yvears. teams from each of the 170 elementary
and 70 secondary schools in the Houston Independent School District
will rotate through the training center for two five-working-day intersals.
By the end of the 1972-73 academie vear, siy regular chissroom teachers
i 85 schools and 305 special education teachers provided their sehool
faculties with the instructional models necessary tor the success of the
handicapped chiid in the mainstreany of Houston's education programs.

Community involvement and organization will be guartanteed by
establishing sensitive channels of input for individual parents. community
agencies. and active parental associations.,

Lach child is umique. Al education shonld be special edudation. The
goal ot the Houston Plar is to find and meet the educational needs of the
individual chidd. From the niost gifted to the most Tandicapped, cach
learns in his own individual way and at his own rate. Houston is modify-
ing its learning svstem to encourage a personalized approach to learning
with individualized instruction and a continuous progress curericulum tor
cach child,
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Educatos recognize that:

children shouid adviance contimuously as mastery of essential academie
skills is demonstiated:

chuldren shiould learn iow to learn how to be seli-starting learners:

chuldrens must fearn that they can learn:

chitdren must be protected trom constant fmlure:

chaldren should Tearn <elf-discipline and selt-respect:and

childrea st develop marketable skills (and find & measure ot satis-
factionand pride in employing them.

Personalized Learning-Idividualized Instruction-
Continuous Progress Curriculum

Fhe concept of speciat education as we have known it for the past
twenty years v giving way to the urgent need to view cach child as
special. Thyough the Houston Plan. Houston's clisstooms will provide
pensorahzed Tearning programs and continnons progress curriculy con-
aucive te the cognitive, attective, psvehomotor, and pereeptual develop-
went of all children.

Precision Learning Center

A Precision Fearning Center (PLU ) is being developed in every elemen-
tary school to provide a high-intensity support service for the teacher and
the child. Children attending the center Tor part of cach day participate
in a precision learning process coordinated by a specialist team that
utilizes the most modern instructional equipment. strategies, and materi-
als available 1t serves as aresource center for ¢hildren and teachers and is
statfed by learning specialists skitled in both precision and disgnostic
teaching and in the uses of specialized instructional matenals,

Fducational Plan

Lach child in the PLC has an educational plan that specifies:

a. referral data

b. specific learning objectives

¢, activities (methods, materials. ete.)

d. consequences ttvpes and schedules of reinforcement)
e. responsibility (participating teachers)

f. evaluation
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The PLC is a vital component of a continuum of services available to
children ranging trom those who exhibit minimal learning or behavior
problemis to those who are severely disabled. homebound, or huspital-
ized,

In the past. regular and special education have been parallel systems.
Children have moved out of, but seldom back to, the educational main-
stream. Through the Houston Plan, the PLC serves as a point of conver-
gence for mainstream and specialized services.

Teacher Retraining—Classroom Management Systems

Yhe Teacher Development Cenrers are a ntajor vehicle for unplement-
iny concrete changes in Houston's classtooms. Through the THC.
Houston has launched o massive retraining program to prepare teachers
and supportive personael ot every description to restructure classroom
namgement and delivery systews,

Behaviorad SKilly Labs are an integral part of the Teacher Development
Centers. The format of the tabs provides an expeiience based model for
the teacher. The teacher is taught the way she is expected to teach.

There are twentv-one selt-paced modules organized s provide teach-
ers and other personnet with trainmyg and skill development in the areas
of: (a) apolied behaviora) analysis, (h) multiple learning centers, (¢} peer
and cross-age tutoring, (d) stiategies tor individualized mstruction, and
(e} continuous progress curriculs,

Teachers are introduced to special instructionat materials and learn
how to construct their own materials. Follow-up training is provided by
high impact Area Services Support Teams.

Each year. over 1000 teachers participating in TDC activities will
demonstrate mastery of the 21 perforniance objectives ot the program.

New Roles

New roles tor educational personnet have emerged with the develop-
ment of” the Houston Plan. Twa of the most signiticant are the Diagnos-
tic-Precision Teacher and the Learning Facilitator.,

The Diagnostic-Precision Teacher is o consulting teacher. She works
directty with children either individually or in smatl groups. She coordi-
nates the data collection systen used to provide the information neces-
sty o tormulate educational plans (edocational presariptions) for a
child who has o fearning or behavioral problem. She works with regnlar
classroom teachers to ielp them implement educational plans and indi-
vidualize the curriculum and instruction.
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The Leurning Fucilitaror coordinates activities in the Precision Learn-
ing Center. She implements the educational plans for children coming in
and out of the center vach day with a wide variety of teaching strategies
and special materials,

Student Services Committee-Support Tean

Saedent Services Comnutree

I'he Student Services Comunittee reviews, approves. or modifies the
educational plan for cach child receiving special services in the regular
classteom or PLC. It meets weekhv or biwecekly in each school. The
principal. precision teacher, diagnostic teacher, learning facilitator. coun-
sclor, nurse. regular class teacher. and Support Team personnel comprise
the committec.

Area Services Suppore Leams

Sivatea Support Teams operate throughout Houston, Thev are made
up of 1 mobile statt of consultative personnel who are avaifable to
Student Services Committecs, learning specialists, principals. and teachers
ay necded. The Support Tearas are part of a new delivery svstem which
provides technical and constltative resources to assist the teacher in day-
to-day management of her programys for children with learning or behav-
1or problems. The teany is made up of diagnosticians, counselor, psycho-
logists, ad variowus consultants, The Area Services Teams are a major
corsponent in the evaluationfeedbuck procedures that are essential to

-

the ongoing renewal ot the Honston Plan,

Project Training Objectives

Regular Classroom Teacher

1A total of S10 regular teachers will be capable of designing learning
environments apd instructional strategies which facilitate the effective
adaptation and cognitive achievement ol at least 1.500 previously Iabeled
specitl education students

2 Fach regular teacher wil! be able to plan and develop individual
student programming through at least four classroom learning center
activities during the school day, This objective includes the preparation
of instction fer at least three previoushy lubeled special education stu.
dents,

3. Regular teacher trainees will be able to measure cach student’s
baseline zcademic and nonacademic performance. develop daily. weekly.
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and monthly terminal instructional objectives, and construct meaningful
learning sequences between baseline observations and terminal objectives.
4. Trainees will be able to determine academic response rates and
strengthen successive approximations to terminal objectives through con-
crete and teacher-applied reinforcement contingency plans,
5. Trainees will be able to objective!s measure their difterential inter-
action with each student.

Core Performance Objectives

Given o class with at least three misbehaving students, | will socially
punish them by applying three technigues of verbal punishment.

Given a class with at least three misbehaving students, 1 will socially
punish them by applying three techniques of nonverbal punishment.

Given a regubsr or special edncation classroom. V will apply the prin-
ciples ot social punishment by decreasing to . .., the number of times |

(select two criteria)

Given a class with ot least three appropriately responding students, |
will socially reinforce them by applyving five techniques of social rein-
forcement {verhally' ).

Given a class with at least three appropriately responding students, |
will socially reinforee them by applyving five technigues of social rein-
forcement (nonverbally),

Given a regular of special education class. U will apply the techiniques
of social reinforcement by accelerating the number of times | socially
reinforee to an average of 30 per hour,

Given chart paper. | will be able f¢ aame and post in my room the
behaviors that § will reinforce.

Given a list of behaviors that 1 will reinforce in my room, 1 will write
in g report the incompitible behaviors that T will punish.

Given a madel questionnaire, I will admiinister it to my students to
give them the opportunity to name the reinforcers in the clissroom.

I will keep an observation checklist tor three days of the activities the
students pursue when they are given free time.

In a written report I will name at least ten direct veinforeers and at
least tive indirect reinforcers.

Given a list of reinforcers that are operating in my room. ! will wrile
the schedules thiat are operating by identifying the contingencics.

Given a child’s or group’s misbehavior. [ will identity the behaviors |
want to celebrate. the reintoreers. the schedules to be used, and to carry
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ont a three-week project which would include one week of baseline an
©oweeksotntervention (relect two criteria),

aiven aclass of children T will set up an indirect reinforcement sy stem
wech ncludes the foltowing. taj behaviors T will reinforee (hy incoms-
patible hehaviors Twill punish. (o) reimtorcers available, (d) two schedules
ot reintorcement. te) mdirect remtorcers, (1) threesweek chart which
includes one week of baseline and two weeks of mtervention (select two
critera).

Given a terminal behavior, bwill list at least five hehavioral objectives
1 one academic area,

Gven a list of five or more behanioral objectives, Ewill write corres-
ponding pre and post tests,

Given a Iist of five or more objectives, T will correlate materials for
twao corresponduig learning actiities.

Given a clissroom Fwill set up a learning center environment employ-
ing at least three centers in at least two academic areas (covering modes
ot fearning or academic content) and a management svstem for materials.

Given a Jearning center environment 1 will set up one swstem for
keepmyg records on student progress and student teacher conterences
which would include center. date. objectives and evaluation.

Following group instruction by the teacher, the children will keep at
feast one record on shalls they are ready to dermonstrate and tasks com-
pleted.

Regular Classroom Teacher Training Content Objectives

BSL. reters 1o Belwvioral Skills Lab
BSI 1
To identify the effects of punishient.
To detire and deseribe appropriate methods of punishnient.
BSL 2
Toidentity the etfects of reintforcement.
Tovidentify and describe appropriate reinforeers.
BSL 3
To identify reasons tor class rules,
To write rules which can be reinforced and in compatible behaviors.
BSL 4
Toidentity and list thres categories of reinforeers,
Fo write two waes of determining what is reinforeing to my students.
BSL S
Toidentity the ditferes -« between direct and indirect reinforeers.
To classity reinforeers as irect or mdirect.

82

RIC

Aruitoxt provided by Eic:



RBSI. 6

Toadentity and describe three schedules of reintorcement and their
ettect on behavior.
AYA

Lo design a contract tor g mihehaving student.
BSL N

To analyze and solve problems which might arise w an indirect rein-
forcement systeny.
BSL ¢

Towrite the three steps in obtaining self control,

Lo design o contract o person could make with hinselt’
BSI A

fdentity the ditferences between an indwidualized and a traditional
progran.

Dese be four steps m setting up anandividualized lesson.
RBSL B

Fo write a behavioral objective.

fdentify the levet of thie objective according to Bloom's tasonomy.,
AV G

Foidentify the reasons for diagnosis and evaluation.

Write a pre and post test for . given objective,
881D

Toidentity any imodality required by different activities.

Correlate three activities tor o miven objective which cover several
vavs children leam.
BSLE

Identify the composition ot a fearning center.

Ldentity three Kinds of Tearning centers,

Arrange J room in a leatning center envitonnent,
EAYAND

Identity and prepare ways in which materials may be organized in a
learning center environment,
FAYA

Identity how records may be used.

Constiuct two original record forms: deseribe how and when each will
be used and whete they will be kept.
RBSL 11

Identity the attributes of a flexible schednle,

Wate three ditterent schedules with the same time expenditure sheet,
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THE HARRISON-UNIVERSITY
COOPERATIVE RESOURCE CENTER

RICHARD A JOIINSON
Dirccror, Special Eduearion
Minneapolis Public Schools

and
RITA M. GRISMIER
Coordinaror, University Traiing Programy
Minneapolis Bublic Schools

During the mid-1900s. special education programs in the Minneapolis
arca admidst a dearth of literature and court decisions regarding efficacy
and equity  were characterized by the traditional service delivery model
otspecial class placement for all demissions from the regular class setting.
Of greatest concern at that time was that group of children labeled
Lducable Mentaily Retarded (ENiR). The population in the EMR class
was of ancreasingly higher functioning fevel with a high incidence of
adjiustment problems perhaps a result to some extent of inappropriate
edocational planning. The university teacher training program’s student
teaching and practicum experiences consisted of placement in one of
these special classes around the city of Minneapolis where students actu-
alty “learned™ to perpetuate this inappropriate model of service delivery,

A Cooperative Approach

Although leadership personnel in the Departinent of Speciat Educa-
tion of the Minneapolis Public Schools were cognizant of the need to
develop alternative plans for these EMR children, the limited resources
available to them in terms of personnel seemed to prohibit the under-
taking of the task.

Concurrently, members of the Department of Special Education at
the Liniversity of Minnesota became increasingly uncasy with the tradi-
tional orientation of the practicum settings available to their students.
Although discussions of alternatives for handicapped children. the cas-
cade of services model.' and the current literature were taking place in
the coursework on camipus, there was no real opportunity tor these
students to participate in a changing system of service delivery during
their training experiences. The univensity had no opportunities to parti-
cipate in plrming such a change or no control over quality of local
practicum settings.
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In the spring of 1965, members ot both agencies entered into discus-
stons to determime possible avenues to define and provide tor the needs
of both agencies. As i result ot these discussions, the participating agen-
cies agreed to combine available resonrces to undertake the tisk,

The Murual Needs

The needs of both agencies were detined broadlv as tollows:

1. To develop 2 prototype model within o Mmneapols Flementury
School which will provide an additional alternative tor placement of
EMR children.

2. To establish a practicum station for aniversity students capable of
providimg these students svith the necessary competencies to become
more flexible. individuahzed teachers of EMR children who would be
able to function in a varicty of service delivery models.,

fuherent in the definition of these needs were some basic premises
agreed upon by hoth agencies. Firsto this prototype model would be
developed as a “resource”™ tor EMR children whose primany placement
would bean a regular elementary school elass rather than a special chss.
In order to be ot most henetit to Mimneapolis Public School clildren. it
must be tramstervable to other elementary schools in the city. For tins
reason, it was to be implemented with funding tvpically available toanm
Minneapolis elementary school to whatever extent possible.

Second. as @ practicum statton, the university must meamtain i certain
degree of control over case management of special education children
within the building. Without such contiol. to actually change pladenent
practices would be virtually impossible. University students placed within

tis station would be provided an orientation to “prescriptive education™
and teaching by individual mstructional objectives, With the stated intent
to transter the model into other buildings. this station would not only
provide a pool of appropriately tained teachers tor the Minneapolis
hiring market. but would also provide emplovment opportunities for
university graduates in sunilar settings.

The Joint Appomiment .

The above detinttions of needs and premises led to the decision to
mplement such a project by way of appointing a full-time project duee-
tor to represent both agencies at o selected project site. Phe project
director holds a joint appointinent between the University of Minnesota
and the Minneapalis Pablic Schools. An administrative level position in
the Department of Special Fducation, Minneapolis Public Schools was
established to enable the project diector to operate on an equal level
with the building princes.lin the hierarchiy of the school dwtrict’s organi-
sation. Assicnment as ne tractor at the University of Minnesota aecompar-
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nied the positton to enable the project director to act as a full-fledged
practicum supensor. A permanent contructual agreement between the
two agencies was developed: it stipnlates responsibilities to both agencies
and o sharing of salary costs by bath agencies. Therefore. the project
director’s appointment implies a pernanent relationship he tween the uni-
versity and the publiv schools tor purposes of program development ona
fong-termt hasis and is not directly attached to any single undertaking of
the two agencies. For this reason ind with aneve towad the future no
categorical label or site location was implied in attaching the label of
Coordinator of University 1 raining Programs to the position.

The Original Setting

The Cooperative Resource Center has been viewed sinee its inception
as a process of development of a service delivery model with a contin-
uous defining and redefining of operational procedures and an ever-
chunging role to keep pace with the current trends in the rapidly chang-
g profession of Special Bducation. Therefore. when the Center was
established in September 196N it was little more than a concept that had
been allocated certain resources deemed necessary 1or its developiient.

The site selected was Adums Flemeatary School an inner-city school
with a population of approvimately 400 regular elementary children and
3o 20 PMR children. The statt and the principal of the school were
committed to the idea of serving these children in regular class with some
tvpe of support system from special education, The Center was allocated
one repular size classroom, one certified EMR teacher who had pre-
viously served as a special class teacher within the building, and a limited
amount of new matenals aud equipment.

Using the guidelines that had been developed for Special Learning
Disabilities Resource Programs in Minneapolis as 1 base, the prototvpe
muodel began (o evolve. Directions for the student teaching and other
practicumn experiences with g more individualized orientation emulated
from the practices emploved in the Resource Center,

As the vear progressed. however. the Adamis School neighborhood
began to dechine rapidly in population due te the construction of tree-
wavs and a generally deteriorating neighborhood environment. As the
enrollment steadily decreased. it became obvious that the Resource Cen-
ter would not have wn adequate special education population and ulti-
mately the schoal itsell would close. After one vear of operation. the
Cooperative Resource Center was. theretore, relocated at the Harrison
Elementary School. In retraspect. this need to relocate was as much an
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opportunity as - disadvantage. With anew start, the Tong-term eftect of
cirons and misjudgiments i our nntal vear of operation were obliterated.

The Harrison-University Cooperative Resource Center

Fhe Harrison Resource Center v o model of service delivery that
supports nuldly handicapped chitdren whose primary placement is i
regulan class, 16 s ocated inan elementars school serving primarily chil-
dren who resrde mlow meome federad housing. 1t is at present a racially
inbalanced school with over 3077 one-parent famhies. The total school
population v approximately 730, ind the Resource Center poputation
ranges from 30 to 30 children. The physical facility: comsists o one
double-ized classroom contaming private instruction booths, a variety of
equipment. and anaray of educational materials that have been aceunu-
Lated dunng the four vears of operations, Two certificd special education
teachers and the project director comprise the protessional staft, Five or
sy prachicunt stindents front the Univenity of Minnesoti's Department of
Specul Fducation are placed at the Harrison Resource Center cach
quarter.

Phe basic program responsibility assamed by the stadt of the tesource
center o toomamtan cach chuld as o participating member in his regular
cln nonder to ey ant this responsiality o wide range of services for
children and o great deal of communication wath regular education per-
soittiel are required. Dunng our first four vears of operation, the staff has
diccted much of ats etforts towand detining a set of operations proce-
duves necessany tor thus maintenance role. Five groups of procedures have

been delmeited ax integral components of the nuaintenance process,

Cave Management

Homnldhy undicapped cnldren are to benetit from educational experi-
ences noregnl clissrooms, regnlin education personnet must be involved
in progam phinmimg. Shared responsibility for decision-nuking is essen-
tal so that cooperative plinming can proceed with aominimum of contlict
between special cdneatons and regular teachers.

At Hanson Schoolspectal edncation placement decisions Lire made
by the Pupil Persennel Team. Vhis group includes o paychotowist, the
prinvipsel. the school socal waorker, the special education teachers, and
the reculin class teacher mvolved, The Pupit Personnel Team considers
the needs ot the mdwidaal clald and the altemative services available. 117 a
TeNOUTCE Progrim seetts most appropriate for his needs anoanitial place-

ment pertod mothe Resource Center s assigied.
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The wiatial placemient. which consists of a halt-hour a day tor two to
three weeks, s g penod of testing and evaluation. It necessary, psycho-
logical. neurological. or physical examinations are secured during this
period, and the soctal worker discusses the child’s problemis and the
available services with the parents,

Following a student's mitial plicement in the Center. a case planning
conference icluding essentially the same people involved in the Pupi
Personnel Team s convened to evaluate the daty gathered during the
preceding two o three weeks by the resource teacher and the social
worker. This team discusses all facets of the child’s background and
behavior. detines his strengths and weaknesses. develops realistic instrue-
tional and behavioral goals tor his educational progress. delineates the
role of resource personnel and the regular class personnel in meeting
these goals. schedules an approprate time to spend in cach setting, and
develops these plans into an cducational prescription. All subsequent
activities tor the child are to follow this preseription which the case
plammng teams review at least twice each year, Such procedures. though
expensive i terms ot professional time, greatly enhance cooperation
amony team members.

Individualized Instniction

Once evaluation and preseriptive plans have been thoroughly exam-
ined. the Resource Center personnet mdividuatize instruction for each
child, who spends from 30 to Y0 nunutes daily working in the Center. A
highly supportive atmosphere. aceeptance of the child’s current academic
and social behavioral level, and reinforcement for the smallest bit of
progress is the general orientation of the Center.

The Center staft aspires to help these chitdren develop appropriate
social behavior, learn to work independently when possible. acquire aca-
demic skills. and participate in discusstons in their regular class, To ac-
complish these goals, the use of individual instructional objectives is
cmploved, Onjectives tor all fucets of the child’s behavior are defined,
specifically stated. and include the measurement of achievement ex-
pected. The development and use of instructional objectives has been
judged by the statt as an mvalaable procedure for accomplishing the
stated goals ot the educational prescription.

Fne program uses various techniques to build a child’s learning
strengths. For example. o progrimmmed reading may be appropriate for
sottie children who profit from o highly structured. step-by-step ap-
proach, a basal reading senes may work eftectively for the child who can
profit fron amore traditional approach. Every atterptis made to fit the
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most appropriate educational materials to the child’s learning character-
istics,

Since mildly handicapped children often have a particularly ditticult
time attending to relevant stimuli and following directions. all available
media that might stimulate interest are put to use. Not only available
media. but also availuble ideas suggested by creative teachers are used in
developing learning experiences for children enrolled in the Center. In-
structional tapes. original games. slides. transparencies. progress charts.
and teaching machines are often-used teaching zids found in the Re.
source Center.

Support to the Regular Classroom Teuacher

As stated earlier. the resource teacher is responsible for providing
special education children with skills enabling him to be a participating
member of the rezular class, Since 30-90 minutes per day of individual
remedial programming cannot realistically accomplish this goal. addi-
tional support must be offered any teacher who accepts a low achieving
child into her grovp. Team prescriptions, therefore. apply not only to the
child’s needs. but also to any difficulties the teacher may have in coping
with the child’s deficiencies.

Since some of our children manifest disruptive. uncontrolled behavior
in the classroom. some teachers understandably are hesitant to accept
them: however. if assistance is readily available. regular class placement
becomes fur more viable, Until behavior modification programs have be-
come effective in helping a child control his own behavior, the Resource
Center may be designated by the team prescription as a “‘crisis” room for
that particular child. Crisis programs for children are carefully monitored
and eliminated as soon as possible.

Because regular class teachers are not usually oriented toward gearing
instructional activities to unique learning styles. the resource teacher. by
adapting activities to the level of the slow learner. encourages alt children
to participate. The resource teacher assists the classroom teacher in the
planning and development of classroom units and acitivities so that
mildly handicapped children and other slow learners might learn and
achieve. Classroom teachers have used these Center services extensively.
particularly in the areus of social studies. science. and health,

Time in the resource room is scheduled to coincide with the unique
needs of the child resulting tfrom his learning difficulties. If a child does
not read well enough to function in a class reading groun. he should be
sent to the Center during his reading time. Resource Center personnel
must, therefore. be willing to juggle and rejuggle time schedules in accord
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with the varving sonedules foliowed in the regular educational program.

Continmeous Evaluation

The team prescription and the ndiv idual instructiona] objectives are
onlv the beginning point. Fhe evaluation procedures must be an integral
part ot the resource program o projected progress is to be ensured. So
that instructionat gaps can be avoided. cach chitd’s activities in the Re-
source Center are recorded daily inhis personal log,

The instructional objectives for cach child are reviewed and rewritten
at the end of cach four-week perind. The origtnal team prescription, the
rate of progress in 2acn area, and the effectiveaess of the materials
cmployed are monitored and recomsidered through these revie ws,

If st any time the team prescription becomes inettective, the case plan
team s reconvened and a new prescription is developed. The original
prescription and the appropriateness ot the special education services tor
cach child are reviewed twice annually by the case planning team.

The Practicum Setting

The Resource Ceanter also servesas o practicum station taor students in
the Department of Special Education at the University of Minnesota, The
practicun experience has evolved from the development of the Resource
Center model and represents o significant departure from the traditional
stuuent teaching experience.

The orientation of the prachcum experience s individualiced not
individual instruction, Five or sixstudents participate and spend twenty
hours per week for 12 weeks at the Resouce Center, Each stident is
assigned lus own “ease doad™ of children for which he is given total
responsibility. The individualized programs of the children are momtored
continuously by the Resource Center statt, '

Although students assigned during the fint several years were under-
graduates in the area of mental retardation, the Resource Center is gradu-
ally shitting its university student population to the new Special Educa-
tion Resource Teache: (SERT) program a pewly leveloping training
progrars »t the graduate level for general noncategorical resource teach-
ers. Concurrently, the university™s Department ot Special Education is
phasing out the undergraduste training program,

The university ~taft mvolved in the development of the SERT pro-
aram is in the process of detining competencies necessary tor general
resource teachers and in the future g competeney-based program is antici-
pated. Toward this erd. the Harrson Resouree Center has delineated five
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with the varying schedutes followed in the regular educational program.

Continuous Evaluation

The team prescription and the individual instructional objectives are
only the beginring poiut. Fhe evaluation procedures must be an integral
part of the resource program if projected progress is to be ensured. So
that instractional gaps can be avoided, each child’s activities in the Re-
source Center are recorded datly in his personal fog.

The instruciional objectives tor cach child are reviewed and rewritten
at the end of each tour-week period. The original team prescription, the
rate of progress i eaca area, and the eifectiveness of the materials
employed are monitored and reconsidered through these reviews,

Hoat any time the team prescrintion becomies ineffective, the case plan
team is reconvened and a new prescription iy developed. The original
prescription and the appropriateness of the special education services for
cach child are reviewed twice annuaily by the case planning team.

The Practicum Setting

The Resource Center also serves as a practicum station tor students in
the Department of Special Education at the University of Minnesota. The
practicum experience has evolved from the development of the Resource
Center model and represents a signiticant departure from the traditional
student teaching experience.

The orientation of the practicum experience is individualized not
mdividual instruction. Five or six students participate and spend twenty
hours per week for 12 weeks at the Resouce Center. Each student is
assigned his own “case load™ of children tor which he is given total
responsibility. The individualized programs of the children are monitored
continuously by the Resource Center staft,

Although students assigned during the first several years were under-
graduates in the ares of mental retardation. the Resource Center is gradu-
ally shifting its university student population to the new Special Educa-
tion Resource Teacher (SERT) program a newly developing training
program at the graduate fevel tor general noncategorical resource teach-
ers, Concurrentty, the university’s Department of Special Education is
phasing out the undergraduate training program.

The university staft involved in the development of the SERT pro-
grant is in the process of defining competencies necessary for general
resource teachers and in the tuture a competency-based program is antici-
pated. Toward this end, the Harrison Resource Center has delineated five
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basic skills arcas uvailable to these students in the practicum assignment.

Diagnostic Techniques

Betore an individualiced program can be outlined for any one child, it
is obviously necessary to determine any specitic learning deficits mani-
tested in his pertormance. Instruction in and administration of a variety
of standardized diagnostic instruments are integral parts ot the diagnostic
procedure. Students ure assisted in the interpretation of these tools in
order to help plan an appropriate remedial program.

As critical to the individualized plan as the standardized diagnostic
instrunients is the constructive use of informal observation both m the
Resource Center and the chifd's regular class. Again, the student is
assisted in developing a set of skills which enable him to delincate signifi-
cant behaviors, chart unacceptable behaviors, interpret informal reading
inventories, ete.

Instnicrion by Objecrives

Most students who are assigned to the Resource Center tfor practicum
are untamiliar with instructional objectives and how they are written,
Beginning tfrom a very elementary level, studerts are given instructions
and practice in writing relevant, individual objectives appropriate to the
needs of each child us determined by the diagnostic procedures they have
already emploved.

The daily log kept for each child is used as a tool for evaluating
progress toward these objectives. Al activities used within each child
must be directly related to the written objectives. and lack of progress
toward these objectives is viewed as either inapprogriate instructional
techniques or inappropriate objectives. Weekly conferences are held with
2ach student regarding the relationship between the dailv logs and the
progress toward the objectives.

At the end ot cach four-week period. the student is required to evalu-
ate these individual objectives. review their relevance and progress. and
rewrite them if any revisions are necessary, Both the child's and the
practicum student’s progress are monitored through this process.

Remedial Instrection
The Resource Center has accumulated over the years a large selection
of various educational materials for study and experimentation by the
practicum students, Time is alloted the students to delve into these vari-
ous materials, define their best uses, and evaluate their effectiveness.
More importantly, students are given instruction in the relationship of
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these various materials, the specific methodological approaches they have
learned in the coursewatk setting, and the specific learning deficits of the
children in the Resource Center,

Finally. then. students are required to select and apply appropriate
methodology and materials based on the diagnostic intormation they
have a :quired tor cach child.

These three steps geared toward expertise in remedial instruction have
been viewed by the students as one of the more valuable opportunities
available to them in this practicum setting.

Behavior Management

Oftentimies behavior problems will become evident during the infor-
nual observation phase of the diagnostic procedure. Since such problems
are very likely to result in rejection by the regular class teacher, systems
to extinguish these behaviors must be included in the instructional objec-
tives. Appropriate contingency management plans to be developed and
monitored by the Resource Center staff are also an integral part of the
maintenance process. Practicuny students are responsible for modifying
such behaviors by learning to ettectively apply such contingeney manage-
nient systems.

One ot the most prevalent problems seen in the child assigned to the
Resource Center is in the area of self-concept. Series of failures, behav-
toral problems. and leaming inadequacies are a few of the contributing
tactors. Although the staff considers this 3 nebulous arca to pursue,
practicum students are encouraged to be particularly reintorcing in their
approach. point out continuously the child's strengths and progress,
and most importantly view the child with the sincere respect due any
worthwhile human being.

Consultative Skills

The practicur students assume full participation in the Pupil Person-
nel Team tor purposes of placement as well as case planning. As their
term of assignment progresses. the responsibility for presenting informa-
tion to the team regarding their children increases until they become
tfull-1ledged representatives for that child.

In addition. the students are required to meet with each child’s regular
class teacher on a weekly basis. While building positive relationships with
other members of the Harrison School staff! they are continvatly mon-
itoring the progress of the child and pinpointing areas where the child
may just be beginning to encounter ditficulties in his regular class. A
great deal of staft time has been required in counseling these students in
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this area. Maintaining 3 position of listener, reinforcer, and expert with-
out exhibiting an authoritative attitude has proved most difficult for
many of the students. Because of the long-term relationship the Resource
Center staff has developed with these regular cluss teachers, they confer
readily with us regarding the students” effectiveness in this role.

Current Goals and Directions

The Resource Center model of service delivery is seen as an ever-
changing process including the redefinition of procedures and popula-
tion. Perhaps the most notable chuange in direction is presently in process
and will continue to develop. A recent reorganization of administrative
structure in the Department of Special Education of the Minneapolis
Public Schools will result in the delivery of services ta mildly handi-
capped children without categorical label ~a concept that has been under
consideration for several years in vsrious parts of the country. The newly
developing SERT program for general resource teachers in the Depart-
ment of Special Education was generated from this same concept. While
the Harrison-Uriversity Resource Center was originally designed to serve
Educable Mentally Retarded children, it now includes learning disabled
and hearing impaired children in its population as well. A continued
effort to place children according to learning needs and teacher compe-
tencies is being pursued.

Although the staff is quite confident in its ability to evaluate the
progress of the individual children assigned to the Center. evaluative
systems for the total project are just beginning to develop. Refining such
evaluation techniques using management by objectives as the modv is a
major undertaking for the next two years.

References
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TEACHER TRAINING:
A Cooperative School/University Effort
in the Madisen Public Schools

JEAN B. McGREW
Assistant Superintendent, Muadison Public Schools

The teacher industry is in ferment, Perhaps more precisely stated, teach-
ers and the teaching act are under the gun. Voucher systems. account-
ability, differentiated stafts, free schools. decreasing eurollments, over-
supply of teachers. taxpayvers™ revolts, and constricted budgets are all
symptomis of 1 growing concern and maybe dissatisfaction of what is
taking place in the classroom. Throw in some court cases and legislation
directing education toward new ends and one has to wonder what kind
of training can be offered to students about ready to enter the profession
that will give them the appropriate skills to cope with the whirl 6t events
around thenm This hasa’t been mmich of 4 problem in the past. Univer-
stties trained teachers. Those teachers student taught in schools, and
whether or not the product was good or mediocre there probably was
posttion samewhere in the school systent. But that has somewlat
changed. School svstems are in o “seller’s marke . No fonger are “warm
hadies™ hired simply becase they have appropriate credentials. Teachers
are less inclined to respond to the “professaonal obligstion™ of assisting
in training teachers when they have little or no sayv in the kind of training
the student receives. Never lurs cooperation between univensity and co-
operating school distiict been so important.

1 was i response to this ferment that the University of Wisconsin and
the Madison Public Schools established a joint teaches training commit-
tee in 1972, Although the University of Wisconsin utilized other cooper-
ating school systems to trair, student teachers, the vast majority of clin-
ical experiences oceurred in the hometown of Madison, The Mudison
school syvstem, on the other hand, cooperated with several colleges and
univensities in the training ot student teachers. but by far the largest
munber came from the University: ot Wisconsin. Thus, by proximity
alone it for no other reasons  the two institutions were natural “hedfel-
lows™ in the teacher training act. But while the logic may have been
soumnd the breaching ot the sovereignty of the two institutions wis no
casy task, The univernsity had to feel comtortable that it maintained its
institutional prerogative to train teachers along whatever lines it deemed
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to be right. The public school system. on the other hand. had to confirm
that it would take an “active” rather than “passive™ role and responsi-
bility tor the trainmyg of teachers given to its charge. Suspicion of the
other institution predominated the tirst efforts of the joint teacher train-
ing committee.

As s so often the case. the first efforts of the practitioners and profes-
sors focused on g philosephic detinition ot a good teacher and the corol-
lanv: of what Kind ot training program produces such a good teacher.
While this was productive in narrowing some definitions and revealing
sonte hidden agendas the committee soon realized that it had to develop
some pragniatic propositions of what constituted a good teacher training
programt. At the risk of being oversimiplistic, eight propesitions were
agreed to, They inchide the tollowing:

LA chinical program should have some well-defined statement of
objectives. Administrators, cooperating teachers, stpervisors. and stu-
deat teachers interns should all have a copy of those objectives. Tn
addition. some kind of handbook or operational guidelines should be
available to all concerned.

20 Evaluation data should be coliccted follewing the clinical exper-
ience to evalnate the experience against objectives and  guidelines.
Such data should be fongitudinal in nature to show what changes in
the clinical experience or preclinical experience are advisable.

3. Students should have some preclinical experiences in the class-
room prior to their nujor clinical experience. Two hall-davs a week
might be appropriate (this is only a ballpark figure). Here again. some
set of ohjectives. gnidelines. and evaluation would be in order.

4. Supervising teachers should have some specisl training concern-
ing the “Supervision of Student Teachers.” I’Erhups 4 course by that
name would be appropriate.

3. The student in clinical experience should receive adequate su-
pervision from the university  supervisor. While “adequate™ is not
casily defined. five or sin tines a semester might seem reasonable if
followed up with conferences.

0. Cooperating teachers should have regular in-service sessions
(juintly sponsored by Madison Pahlic Schools and the university) con-
ceming teacher training.

7. A clinical experience should be at least a semester Tong and
feast ane-halt oF each reaularty seheduled school day.

8. Some central placement office at both the university and in the
Madison Public Schools shondd coordinate all student teacher place:
mends.
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Next it was determined that baseline data were necessary to determine
the degree to which university departments agreed with these proposi-
tions and the degree to which the propositions were being met in the
individual departments. Similar baseline data were felt to be necessary
from cooperating teachers to determine their fecling of the appropri-
ateness of the propositions agreed to. To this end a questionnaire was
devised.

A similar questionnaire was sent to sooperating teachers with the
wording appropriately changed to fit their circumstances. From both ihe
university departments and from the cooperating teachezrs substantial
agreemient on the propositions was identified. The least agreement was
found with propesition No. 8 regarding a “‘central placement office at
both the university and in the Madison Public Schools.” The data from
the university also revealed a wide variance in actual implementation of
these propositions within the departments. The data further indicated a
need for public school officials to sit down with vniversity professors in
each of the departmients to determine how the various propositions
might become impleniented. Two basic end results have comie out of this
cooperative enterprise. The need was finnly recognized for the cooper-
ative committee to continue in existence with the authority to determine
recommendations that would continually be presented to the top admin-
istrators of both institutions. It was further agreed that the primary
interfacing between the institutions would take place through this com-
mittee,

Secondly, a realignment of financial obligations was determined.
Monies that had forinerly been paid by the university to teachers and the
Madison Public Schools as direct honoraria were redirected into a teacher
training developmernt tund. The decision making regarding the expendi-
ture of these monies would rest with committees of teachers in the
several disciplines. In additicn. the Madison Public Schools obligated
itself to a yearly expenditure of approximately $30,000 for the imple-
mentation of a student resident program. The student resident program is
an intensified student teacher program that obligates the student to parti-
cipate in the school program for 32 hours a week on the basis of a
“program phkin” develeped jointly by cooperating teachers and the uni-
versity department. This program plan for the expenditure of any part of
the $30.000 must be submitted to the joint committee for approval
before any monies can be expended.

The bringing of two monolithic institutions. each with numerous sub-
divisions, into a cooperative venture has been a difficult process to
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achieve. While there are still many problems ahead there are vital signs
indicating that such a cooperative effort can succeed to the advantage of
both institutions. As indicated in my first sentence. the teacher industry
is in terment. To adequately train teachers in a fast-changing society is
going to take the best efforts of both professor and practitioner. To that
end we believe the cooperative etfurt between the University of Wiscon-
sin and the Madison Public Schools is off to a good start.
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AMODEL: THE DEVELOPMENT CENTERS
FOR HANDICAPPED MINORS
IN THE CALIFORNIA PUBLIC SCHOOLS

AL TUDYMAN
Dircctor. Special Education
Ouakland Public Schools
and
LESLIE BRINEGAR
Associate Superintendent, California State Department of Education

History

The California State Legisiature. in 1960, became interested in devel-
oping pifot projects tor child care centers that would accept handicapped
children. Up to that time the child care centers. as they were known in
the 1940s and 1950s. accepted normal children of working mothers for
care and training during the hours that the mothers were working. Later
the children centers became facilities which still secepted normat chil-
dren but under various conditions. At no time were handicapped children
enrolled because of the alleged undue care and other problems that al-
ways seemed to confront such centers. This was probuably very true be-
cause the centers were very large in enrollment and class size. The person-
nel were not trained to work with handicapped children. and the multi-
plicity of handicaps of the severely impaired children were apparently
too great to be handled in what might be termed a normal setting.
Therefore. the legistature in the carly 1900s established the possibility of
trying out four pilot centers for handicapped children who were severely
mentally retarded and/or physically handicapped. During the trial period
only two school systems accepted this challenge in the beginning: they
were Stockton, Calitornia and Qukland, California. The results that were
found by these two centers and the testimony that was given to the
legistature concerning these centers made possible for some of the school
districts to develop such children’s centers for the handicapped after
enabling legistation was passed. This. then. was the beginning of the
Development Centers for Handicapped Minors program in California.

General

The purpose of the legistature in permitting centers for handicapped
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children was to continue the pilot centers and others because they had
successtully demonstrated that there was a need for such facilities to help
handicapped children from an earlier age and that such development
centers pussibly prevented the breakup of homes through respite from
continuous twenty-four hour care of severely handicapped minors. In
addition, the development centers were thought to relieve parents to
engage in work, The centers also were thought to reduce significap*ly the
demands for institutional or hospital placement. Further, the centers
were felt to be accessible to the families without causing the physical
dislocation of the children from their fumilics.

At present. there are about eighty Development Centers for Handi-
capped Minors in the state of California, There is need tor more because
there are several thousand children on the waiting list for this permissive
program. {he demand for this kind of service is increasing hecause of
California’s new outlook on the care of handicapped persons away from
state institutions or hospitals. in other words, many of the children who
herztofore were residing in institutions or hospitals are being foster
placed and returned to the communities with the understanding that
there will be some educational or training services for them,

Each development center is a separate and distinet facility for which-
an application is approved by the Superintendent of Public Instruction
for a specific public school education district or county program. Sepa-
rate applications are required for the establishment of centers maintained
in separate locations even though they are operated by the same district
or county program, A class unit is comprised of not more than twelve
children within the center enrollment and cannot exceed an average of
ten children per class; the latter makes it possible to run smuller teacher-
pupil ratios in the classes that have more severely handicapped children.

Goals

The gouls of the Development Centers for Handicapped Minors
usually include the following:

1. To acquire and improve the social and selfhelp skills,

2. To help parents in getting to understand their severely mental-
ly/physically handicapped children,

3. To help to engage the children in activities outside the home.

4. To provide a constructive community alternative to the family
in caring for the handicapped child (as against institutionalization).

5. To provide an adequate setting and program to fully observe
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and evaluate the children for other existing educational programs in
the community,

The progrum of a development center provides for supervision, in-
struction, and periodic assessment ot the development of each child
admitted to the center for determination of the child’s readiness for
transfer to other programs: and continuance in the program of the devel-
opment center or discharge from it.

Services are usually offered for a minimum of six hours per day and
are authorized to be provided for up to 250 days per year, which means
that it can be an all-year program. The program services include, but are
not necessarily limited to, supervision, training, medical and psycho-
fogical assessnient, school nursing. feeding. speech, physical and occupa-
tional therapy where deemed to be appropriate, transportation to and
from the center, and parent counseling.

Most of the programs in the development cente:s are characterized by
informality and a relatively pressure-free atmosynere. Activities include
singing. dancing, socializatica, manipulation of toys and art materials,
and other kinds of perceptual activities. The o'der children usually have
discussions. story circles. gross nuntber work, and some cooking. Play on
the playground is both free and mildly organized. Some of the children
who need orthopedic care have access to therupy when available. Most of
these children require considerable time with the fundamental tasks of
care taking. feeding. toileting, control of wandering behavior, self-help
tasks. and development of independent skills.

Physical Facilities

Each facility that houses development center children provides ade-
quate classrooms including toilet and storage areas. No more than one
classroom is housed in any room regardless of size unless appropriately
partitioned. This avoids jamming too many children in an activity or a
room.

It is required that there be available adequate and usable outdoor
space, including stationary play equipment. This is necessary so the chil-
dren are able to develop their physical prowess to the maximum.

Toileting and washing facilities are provided. In no event can there be
less than one water closet and one wash basin for each six bandicapped
children. There also needs to be u tub or a free standing shower for each
twenty handicapped children; there are two toilets and two basins for
each ten adult employees.
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There are adequate facilities for the handling and serving of food for
the handicapped children attending the center.

As far as the housing is concerned. at the present time this varies from
older schoolrooms to newly built, sir-conditioned. and carpeted facilities
torented private and public tacilities.

The enrollment of the centers at present varies from twenty to eighty
children. This is partly controlled by the allotments of children spaces
authorized by the State Advisory Committee, which is controlled by the
amount of money thut is available from vear to year. In some cases. the
county programs which, up to the present time have had monies avail-
able, have taken on the responsibility of paying the entire cost .4 the
children and consequently ignoring the number of slots assignied by the
State Department of Education. This is possible as long as the county or
other unit do not demand partial state payment for the extra slots that
may be provided.

Personnel

The governing board of a school district, or county superintendent
that has a development center, must employ for each center a supervising
head teacher. instructional personnel who possess valid teaching permits.
and other persons such as matrons or aides. as is necessary., to operate the
program, The children enrotled in a development center must at all times
be under the direct supervision of one of the above-mentioned personnel.

Each class unit must have at least one credentialed or penmit teacher
and one matron or aide. It is also recommended that development cen-
ters include representation from both sexes when providing services for
handicapped children who are from fourteen to twenty-one years of age.

The supervising head teacher must have a valid teaching credential for
the state of California. as well as a credentiad thut permits that person to
teach in special education programs. In other words, the supervising head
teacher must be a qualified teacher of exceptional children.

The teachers of the classrooms need to have at least a Development
Center Instructional Permit, which requires sixty units of college work
including courses about exceptional children. nursery education, and
early childhood education as well as child growth and development. It is
also advised by many of the centers that the teachers have courses in
mental deficiency because a common denominator of the development
center child is severe mental retardation,

Specialized personnel are also used in the development centers. espe-
cially in the field of social work and nursing services. There are other
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specialists on s part or full-time basis such as a psyehologist, instructional
aides. physician, et al, Volunteers are used as available,

Eligibility for Admission

Most of the centers require that the parent or guardian ot cach child
who applies for the child's admission to the development center give
information relative to identification and medical and mental data e the
child. information is considered confidential but is availuble to autho-
rized personnel and departments under certain circumstances. Most of
the centers also require aiid Keep additional information and records
regarding application in order to fucilitute better placement of the chil-
dren,

Each center appoints, by law. an Admission Committee consisting of
at least three members who are as follows:

1. A licensed physician and surgeon,

20 A person serving as a supervising liead teacher of the develop-
ment center tor which the ¢hild is being censidered for adiission,

3. A person who is g psychologist holding o California credential.

The adnussion of o hundicapped child to a development center is
niide upon the recommendation of the Admissions Committee. In addi-
tion to the above personnel. there may he others addad 1o the committee
ay needed, such as social workers and or nurses from public agsucies,
representatives from other organizations, such as the organizations for
the physically handicapped. cerebrul palsied. or mental retardation, and
principals of schouls for orthopedicath handicapped and e trainable
mentally retarded. The Director of Spectad Education is usually the chair-
N,

When the committee makes its decision, the puarents are notified:
cligible children are either enrolled or placed on g waiting list. The con-
tinuance, transter, or discharge of a child entolled in a development
center is alwayvs subject to periodic review and recominendation of the
Admissions Corzmittee.

The determmiation of eligibility of a child for admission to a develop-
ment center inchides examinations given by a psvchologist, and a li-
censed physician and surgeon. A child may be eligible for the develop-
ment center it all of the following apply:

F. He is found to be ineligible for enrollment in a regulur day
school progrinm,
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2. He s found to be ineligible tor enrollment in special education
programs mamtamed o authorized to be muintained by a school dis-
trict or a county superintendent ol schools.

3. He s found to have one o more of the tollowing conditions:

4. Serious impairment of Jocomoton,
b Severe orthopedic condition,
¢. Other diwabling condittons which have as their origin mental
’ retardation and or physical impeirnent.
d. Severe nental retardation.
4. He s between three and twenty-one vears of age.

One criterion tor eligibibity for admission to a developnent center is
the ability ot the child to participate m at least one aspect of the pro-
gram withou: Junger to himselt or others in the pertormance of daily
activities.

Funding

At the present time. the Superintendent of Public [nstruction appor-
tions state funds o the district or county superintendent of school that
are operating  development centers for handicapped minors to the
amount of L but not to oxceed. ST per hour of child's attendance
earned by such a center. In other words, if a child attends every day for
250 davs in g school year, for six hours per day. the center is guaranteed
state monies of ghout S2.025 per child per yeur: apportionments are
controlled by legislative action. In addition, transportation allowances of
S3S8Y per unit of weerage daily attendanee prorated on 2 175 day schouol
vear are also authorized.,

Unfortunately, the foregoing wmount of money only begins to touch
the real costs of operating an adequate Development Center for Jandi-
capped Minors, School districts and county programs are now spending
on the average of $3.000 to S6.000 per child per vear. and a number of
the districts are spending up to SX 000 per child per vear.

This amount of financing puts o heavy drain on the local tunds of the
school district or the county operating a development center. The heavy
cost is perhaps one of its weakest points it the present time.

It iy obvious that the state at this time prebably contributes about
2577 of the fiscal Lelp for the operation for the center while the Tocul
school district or county pavs up to 737 and morvs in cases where it
operates a center with children in it who ware over and beyond the slots
alloted by the state.
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The State Advisory Committee on Development Centers
for Handicapped Minors

The Advisory Committee on the Development Centers for Handicap-
ped Minors is established for the purpose of setting standards for admis-
sions to centers and to advise the California State Department of Educa-
tion in the administration and operation of the centers. The Advisory
Committee consists of one member from the Department of Social Wel-
fare, a member from tire Department of Mental Hygiene, and a member
from the State Department of Public Health, There is also a member
from the Departiment of Education, as well as a lav member from the
general public. and one parent of a handicapped minor. These appoint-
ments are made by the Superintendent of Public Instruction. and he also,
at the same time, appoints four members. cach from school districts or
county school programs having Development Centers for Handicupped
Minors.

Present Problems

1. The state funding is far too low. There should probably be 100%
state fending for children enrolled in these centers,

2. The program is not yet an integral part of the public school sys-
tem. The pregram is still heavily subsidized by school districts through
permissive tax overrides, or by county school departments having special
taning services.

3. The program is permissive and is not mandated at the present. It
we accept the right to an education of evzry child or the zero rejection
philosophy for special education. then the Development Center for
Handicapped Minors will become an impe rtant part in the continuum of
special education services in the state.

4. Standards, as to definition of who is a Development Center for
Handicapped Minor child, program and evaluation need to be clurified
and strengthened,

S, There is a need for more research on goals achieved, transition to
other programs, assessnient techniques, and general evaluation of the
program.

0. There needs to be an edification of the role of public education in
the program as it ;uay relate to the roles of other state agencies such as
social weltare, public health, and mental hygiene. especially if ail children
in our society are accepted inour schools and it the program is expanded
to accept severeiv handicapped children from birth to twenty-five vears

of age or older.
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Ympressions

The Development Centers for Handicapped Children in the California
Public Schools is a program that is much needed if the states live up to a
phitosophy of providing educational and training services for all of its
children. Many ot the children in the development centers, up f¢ ten
years ago in California. were excluded trom any kind of program. includ-
ing special programs for physically handicapped and the trainable men-
tally retarded. The program has proven beyvond a doubt that it has many
educational values in terms of our present broad definition of education.

An original reason for establishing these centers was not as moralistic
as much as it was financial, At the times. in the late fifties and carly
sixties. it wus estimated that the development centers could care for such
children much more cheaply than a twenty-four hour-a-day hospital or
institution: this was probablv true at the time. At the present. however,
it has been stated that {in California) it costs an average of $1,500 per
month to maintain an individual in a state institution or hospital. At the
samie time, the development centers are now. in some cases. payving up to
$8.000 per yeuar per child for a six-hour program that does not include
caretaker’s fees, foster home placement. medical and other kinds of
needs such as food, clothing. room. and board. The taxpayer deserves to
know what the real costs are in all of tiese cases. The tuxpayer also
deserves to knew what the developmient centers can do for such children.
When they have uall of this information. the taxpayer should decide
whether or not. morally. fiscally. or otherwise. the role of the Develop-
ment Center for Handicapped Minors should be in the future role of
public education.
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SECTION T

UNIVERSITY PROGRAMS IN TEACHER TRAINING

This section Is devoted to universitv-centered projects imvolved in the
training of teachers to provide for the needs of handicapped children in
diverse edvecational settings.

The Miami Program:
Training Regular Teachers in Learing Disabilities

An educational training design with media products that include « 1o
mm color fikm “Think About What .. 77 slide presentation, and a
presentation manual developed at the 1971-72 Institute have been com-
pleted. The training module that the program represents is designed to
create both an awareness of and desire for additional knowledge that will
lead to the unprovement of present-day educational programming for
teaching handicapped children within the mainstream,

[he philosophy of this content and process based training module in
learning disubilities is one that incindes a broader scope of concern in
terms ot looking at childres with learning problems than those programs
that limit the category to children with known cerebral dysfunction,
There iy a great need tor teachers who will identity “high risk™ children
carly. especially in the primary grades, and utilize those techniques that
will facilitate more efficient learning.

Regular and special education teachers with appropriate training can,
in eftect, do a ereat deal of intervention at all grade levels, especially
where taulty learning habits have heen established because of perceptual
motor or Language deticits,

Training goals ot the progrim {readily: adaptable for in-service train-
ing) are:

the development of an awareness in the trainee of ditferent learning
stvles of children with special attention given to the learning disabled
child.

To make the trainee aware of the need for impraved training of those
responsible for the education of children with learning difficulties. to
inchide teachers, administrators, as well as paraprofessionals.

To make the trainee aware of the need for different programs and
tacilities for children with learning problems.
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To illustrate the need tor a community etfort in tenus of meeting the
needs of learning handicapped cluldren.

The Pennsyivania State University Program:
The CARE Series: Computer Assisted Instruction Courses
in Special Education for General Educators

For the past two vears, Pennsvivania State University hias operated a
mobile computer-tased program of instruction designed for teachers and
administrators of typical classrooms. A computer-mediated course of in-
struction, called CARE 1, was developed by the faculty and focused on
teaching educators to recogneze children’s handicapping conditions. The
CARLE 1 course carries three graduate level credits and has been com-
pleted by more than 2000 teachers and other educators at a variety of
locations in the nation. The two major features of the program are the
selt-contained. individualized nature of the instruction and the broad
flexibility and convenience of the instruction for teachers who can fit
courses in around the demands of their jobs and personal commitments.

Since January 1971, the Pennsvivania State University las offered this
course {(CARE 1), entitled “Early Identification of Handicapped Chil-
dren.”™ The purpose of this session is to describe the content of the Early
Hdentification course as well as several other courses which are complete
or in development stages. Brief summaries of the following courses are
made:

Care 1: Earlv Identification of Handicapped Children
Care 2: Diagnostic Teaching of Preschoot Children
Care 3: Daignostic Teaching of Primary Children
Cuare 4: Education of the Visually Handicapped

Care 5: Education of the Hearing Handicapped

Care 0: Teaching Severely Retarded Children

The Vermont Program: Consulting Teaching Program

The Consulting Teacher Program was developed. and is being imple-
mented, as a cooperative venture of the Vermont Departinent of Educa-
tion, local school districts, and the University of Vermont, Special Edu-
cation Program. with support from USOLE. Bureau of Education for the
Handicapped and Bureau for Educational Personnel Development. The
Consulting Teacher Program provides special education services to chiil:
dren traditionally labeled as learning disabled. neentally retarded. and
emotionally disturbed within regular classrooms in the areas of language.
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arithmetic. and soctal interaction through consultation and training of
regular classroom teachers, school administrators. and the parents of re-
ferred children.

The Florida State Program:
Clinical Teacher Model for Interrelated Areas
of Special Education

The establishment and evaluation of a Clinical Teacher Model at Flor-
ida State University is supported by the Bureau of Education for the
Handicapped as a special project. The goal of the interdisciplinary devel-
opment and research activity is the preparation of a generic special edu-
cation teacher for mildly hendicapped children (educable mentally re-
tarded. learning disabled and emotionally disturbed). Linking the
herituge of the field with the potential of contemporary instructional
svstems and technology provides the opportunity for designing. testing,
and docuntenting the effectiveness and efficiency of proposed changes in
teacher education. The Model offers performance-based. criterion-
referenced, multimedia, computer-managed. individualized. and personal-
ized instructionad modules,

Field testing of the prototype curricula in special education learning
resource centers in north Florida and south Georgia will document that
explivit clinicul teaching competencies (observation. diagnosis, interven-
tion. and evaluation) can produce the pupil behaviors {academic and
social) for succeeding in the mainstream of public school education.

University of Kentucky Program:
Progratmned Environments for the Developmentally Retarded

This project was designed to develop programmed educational inter-
ventions for developmentally retarded children commonly catled *train-
able™ ar “severcly retarded.™ The objectives of this project are: (1) to
develop a programmed environment model for the preschool education
of children assurmed to be severely retarded/multiply handicapped: (2) to
develop the Teacher Tutor model through the dissemination of System-
atic Language Instruction: (3) to list national research and curriculum
development activities which relate to preschool children assumed to be
severely retarded/multiply handicapped and to the young “trainable”
retarded child: (4) to develop competency-based instructional modules
for training and retraining statt for Programmed Environment Preschools
for individuals assumed to he severely retarded.
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These objectives will ¥+ met through a coordinated program of re-
search, program model development, and curriculum development and
dissemination. This presentation will further develop these goals and
plans for implementation.
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TRAINING REGULAR TEACHERS
IN LEARNING DISABILITIES

PHILIP L MANN
Director, Special Education Developmental

and Technical Assistance Center

University of Miami
and
ROSLE MARIE McCLUNG
Assistant Director, Special Education Developmental

and Technical Assistance Center

University of Miami

After five vears of program development designed to train regular teach-
ers to become more eftective and humanistic change agents for children
manifesting a variety of behaviorsl and learning disorders. we as teacher
trainers submit the following observations on the relevancy, immediiacy.,
practicality. and reality of such training otfered through in-service as well
ds Proservice experiences.

As the competition increases for the decreusing number of available
positions in regular education, and as recognition by special education
and regular education of the right of all children to an education regard-
fess of labels becomes a major issue. we can no longer aftford to pay lip
service to the quality of pre-service and in-service education for teachers,
The tight job market will graduallyv force institutions of higher education
to become more accountable in the preparation of educators to meet the
needs of all children. The days of providing beginning teachers with
enough hasic skills and enthusiasm to get through the first few years on
the job are over. Pressures on the new teachers as well as on the career
teacher with experience have cut the allowable percentage of failure close
to zero.

Teachers, especially in today’s large urban centers who may he lock-
stepped into a curriculum selected and imposed from outside the reality
of the classroom, baffled by the mystique of teaching systems and educa-
tional assessment, and threatened by parents demanding change, are teur-
ful of the repercussions of accountability, There is a reluctance to give up
the safety of labels for children and a resisiance to accept educational
alternatives that may help the atvpical learner. especially when decisions
for the placement of the child are made by ancillary personnel away
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from the classroom. Successtul mainstreaming of the atvpical learner
within' the regular class milicu will not oceur unless there are strong
support systems as well as systematic and intensive in-service training
programs that take into consideration the power structure of the total
cducation svstem in which the individual teachers must operate daily,

bducators are expressing concern over the amount of time required
through in-service training sctivities to train teachers to do the kinds of
things that should have been built in at the preservice level. Since most
in-service training emphasizes programs and materials rather than learning
problems. teachers who want to know why students are not learning have
becomie somewhat chary in accepting “new techniques™ and in partici-
pating.in insservice training that imposes mote demands on their time.
Untortunately, unless a credit for professional growth or certification or
amonetary award is given, or some other coersion from within the power
structure of the system is imposed. nuny teachers will not volunteer for
“just another program.”

fn-service training has been inhibited by the fragmentation of training
into mutualy exclusive categories where the atypical earner is concerned
such as “remedial language arts for the intermediate grades.” “Teaching
the Dyvslexic Child.™ or “Teaching the Hyperkinetic Child.™ Our ap-
proach is to tocus on developmental learning on a continuum, In training
regular classroom teachers to understand learning problems in children. it
is important tor ghe intermediate level teacher to understand why a
student tailed in the primary grades. or in effect. how he was taught.
Regardless of the fevels of training or the nature of training (preservice or
in-service) there are commonalities of concern that are expressed by all
cducators. Within our program we have attempted to identify and ana-
lyze these commonalities in depth with the expectation that this type of
training would lead to improved learning for children and better com-
munication between and among professionals dedicated to meeting the
educational needs ot all children.

The following is a brief summary of the common areas of concern and
how our approach to teacher training at the inservice level has deult with

these concerns:

Cordination of the Forces of Change

Before a viable in-service training program can be implemented in wn
individual schoal or a school svstem the social. economic. and politir.
forces of change within the power structure must be ascertained. The
reanlyr classroom teacher < at the merey of people at many levels. He
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should not be asked to effect change in children apart from the support
svstems within the hierarchy of the total system. Therefore. the initial
planning and needs assessinent meetings should include the superinten-
dent of schools or his designates. supervisors, principals. regular teachers.
and representatives of special interest groups (ie.. special education
funded projects. ete.). It is imperative that representatives from existing
programs providing special education services become actively involved in
the planning phase of any program dealing with handicapped children.

To facilitate needs assessment, our approach has been to bring to the
planning groups a broad range of parameters and options for the imple-
mentation of programs using a cascade approach specificatly focusing
upon identifving learning or behavioral disorders in children initially and
then delineating programs or technology where the educational needs of
specific children can best be served. After the target population has been
identified. training needs are then specified and the levels of concern
(ie.. primary. intermediate. secondary) are delineated. as well as the
specific types of services and programs that can be made available. A vital
point of discussion in any planning session must be the commitments. 1o
matter how small those who represent the various levels within the power
structure are willing to give, Time, followup. flexibility ot” environmental
change. materials, etc.. must be carefully examined so that clear.cut lines
of communication are established and. even more importantly, remain
open.

Formal and Informal Assessment

Many of the teachers we work with place assessment near the top of
their list of in-service needs regardless of level. Testing to many of them
has become u ritual that occurs at designated times during the year and
that must be accomplished with as little frustration and **hassle™ as pos-
sible. The results often aftect the labels used and. more imiportantly. the
expectations of their students: with more accountability today even se-
curity of the teacher’s job possibly may be threatened. For all the time
and cftort utilized in administering achievement tests, the results may
not be directly affecting desired individuatized instruction for children
with specific learning needs, We teel that regular classroom teachers can
become more sophisticated in their use of different types of achievement
tests tor diagnostic purposes. By analyzing the reliability and validity of
tests as well as the complexity of the directions. the format. and the
parameters covered in the content. teachers can better understand the
elusive “why™ of the performance of children that do very poorly on
these tests as well as in the particular skill areas of concern.
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We have developed observational checklists and developmental inven-
tories at the task levels (i.e., reading. writing, spelling. arithmetic) and the
deficit levels (i.e.. perception. imagery, language. etc.) that can be admin-
istered within the time comimitment the regular teacker ordinarily allots
to the evaluation of children with leaming problems. Disgnosis must
occur early in the school yvear and be ongoing in nature, vet manageable
for the individual teacher. We have found that the regular teacher isn't
quite as concerned with the development of an extensive battery of
screening instruments or the acquisition of diagnostic skills in adninister-
ing tests as he is in relating the bits and pieces of information to the
ongoing curriculum, the behaviors of the learner, and the materials that
will be used in instruction. They want toknaw what is critical. what the
prerequisites to success are, and where ao they start after the initial
assessment has been completed. In our training we emnphasize the re-
lationship between the deficit areas that interfere with success at the
tasks or reading, writing, spelling, etc., and how these can be ameliorated
and continuously evaluated separately and asa part of the total language
arts program. The prime opportunities for assessment must become a
part of the teacher’s daily concerns.

Another aspect of assessment in the training of regular teachers is the
use of ancillary personnel as support systems. The referral svstems utili-
zing psychologists, social workers. rescurce personnel, and the interpreta-
tion of their data back to the classroom teachers is another common
concern.

As teacher trainers prepare the regular teacher to utilize diagnostic
procedures to gain information on children'slearning styles and levels of
performance they must at the same time allay the fears of administrators
and ancillary personnel in terms of infringements into their level of
expertise. If relevant diagnostic skills are given to the teacher along with
the training necessary to communicate information to support indi-
viduals, we feel there will be a reduction in inappropriate referrals and
less ““‘copping out”™ when a child isn’t feaming and the pressure mounts
for a solution to the problem.

Curriculum Technology

The instructional basis of our training program is a learning design
(fig. 1) that indicates the important parameters of children’s learning
patterns. In evaluating learning difficulties the teacher needs to ook at
the learner’s level of development with reference to where he breaks
down in the learning process or, more specifically, to determine the
problem areas that prevent him from leaming a given task. Although a
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student may seem to have nornal achievement possihilities and the
potential to Tearn in sore areas for his age. other areas may be weak and
he will need special instruction or remediation that takes into considera
tion his specitic problems. After the teacher has been trained to use this
framewuork to identity the strengths and weaknesses in children’s learning
processes. specitic initial teaching and amelioration programs can be
developed tor cach student.,

The development of g sequential educational curriculum for individual
children depends upon analysis of hehavior within the total environment.
including the material as well a the physical setting. Curricutum eriions
must be based on the learning styles of the children and the development
of’ prerequisite eritical skills necessary for success at the task leve! areus
of reading. writing, spelling. and arithmetic. Since no one program can
serve all purposes. it is imperative that teachers be able to seiect appro-
priate sections from all availuble systems of purticular learning needs.
This eclectic approach forces the teacher to pull together the best of all
avaifable resources.

in the application of teaching strategies. teuchers at all levels should
use the “principle of plateau™: that is. no child remains in the same place
in the skill arca of concern for extended periods of time without justifi-
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able explination. For the learner, success must be the mode rather than
the exception. The teachers learn to apply this principle by adjusting the
rate. amount. and sequence of input according to the child’s needs. When
the child reaches a point of failure, the teacher takes him back to his last
accurate achievement and leaves him with a good model and the feeling
of success. Our program can be described as humanistic in that it empla-
sizes success to the extent that it attempts to change the life-style of
children who have been school failures and. consequently, have become
failure-avoiding in their attitude toward learning, to one that can be
described as more success striving. The interface between special educa-
tion and regular classroom teachers must be o component of every viable
in-service model. By acquiring a common core of competencies and by
huving opportunities to work m concert with each other, they can de-
velop a more appropriate educational climate for children. There must be
a sharing of responsibility for the learning handicapped students who are
tailing su our public schools. Special and regular educators must be con-
tinually cognizant of the fact that each learner is an individual, uniquely
different in physical characteristics. personality. and general capacity but
capable of learning und making a contribution. There must be a dialogue
and a concern for the consideration of likenesses so that the concerns for
differences are Kept in proper perspective.

Envirnnment

The analy tical or fearning problems approach to meeting the needs of
handicapped children lends itself to implementation in many different
educational settings. Traditional as well as open schools can readily adapt
diagnostic teaching techniques as long as the basic philosophy of the
school incorporates the principle of meeting individual needs or, more
specifically, of individualizing instruction. A building Aoes not facilitate
learning: people do. Therefore an in-service program that is child centered
should turn out teachers that are flexible in structuring the environment,

Teachers trained in our program are taught how to modify available
space, to develop learning certers. and to eva'uate the physical structure
in terms of naise, lighting. and mobility for the leamer. It is recom-
mended that representatives from the custodial staft of a system or indi-
vidual school be included in the training when maintenance equipment,
storage, or structural chunges are anticipated,

An intportant aspect of the training is relating the environment to the
parameters in the learning design (fig, 1). Failure in school is contributed
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to in many cases. significantly. by environments that may be incongruous
with the learning patterns of students or even with the teaching styles of
teachers. For example. children with deficits in the auditory channel who
are placed in large open classrooms may fatigue easily because they
expend more than the usual amount of energy in attempting to attend to
many ditferent tasks with excessive environmental stimulation present.

Materials and media must be considered as an integral part of the
environment that must be modified accordingly for the learning disabled
child. Success or failure for many learners is determined not only by the
expectations. intentions. and skills the teacher brings to the task, but also
by the interpretation and organization of the myriad of commercial
materials. systems. and programs that are available. The dilemma isn’t so
much where to obtain materials any more as it is the evaluation of
available materials for their functionality and appropriateness. Teachers
must become skilled at analyzing materials by level ot presentation and
relationships to the learning correlates that comprise the skills needed to
learn particular academic skills.

The organization of materials and media for use by learners must be
caretully planned for individualized instruction to become a reality in
farge classrooms. Children can be taught to incorporate many manipu-
lative materials and media as part of their everyday learning ex periences,
in an incidental fashion. They can be t2ught to utilize the “*machinery™
through actual involvement while learning a specific task. such as arith.
metic, Theretore, the task (arithmetic) itself becomes the focal point. the
media merely the vehicle used to enhance the learning of the task.

It appears that there is a great deal available within the school and the
classroom that teachers do not utilize. Many teachers are “‘material
bound™ by things that they have grown accustonied to using over the
years, particularly textbooks. chalkbourds. etc. Visuals, manipulatives,
and listening devices if used appropriately as reinforcers to learning can
aid the child at the learning task. This is especially true for children who
exhibit learning or behavioral disorders.

Coumunity Involvement

The first assumption that educators must make is that the community
cares. Parents and grandparents, regardless of socioeconomic level, want
their children to learn. They want a better life for their children than
they had for themselves. Schools for many parents have become alien
ternitory. How are we going to build enough humanism into our educa-
tional programs so that the community wil want us to become a part of
their internal life systems.
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The concerns of parents vary. Some are confused by the lubels used to
describe the atypical learner. Others are more concerned about the
movenient from special class to regular class placement. They want more
guarantees of success for their children. The options. realistic expecta-
tions, and skills of educators working with the child are being questioned
and held accountable. Communication with the parents is a vital part of
“mainstreaming’ children.

Through meetings, conferences. telephone calls. ete.. parents can be
informed of the program’s objective as well as of an individual learner's
progress. In communication with the parents, teachers are encouraged to
describe learning in terms of behavior rather than using labels or by
ranking the child within the classroom.

Community 4 broad sense includes more than the relationskip be-
tween honte and school. The educational community as a group can be a
viable force which cun be brought to bear upon influencing legislation
and mustering community support for educational programs,

The religious community can contribute valuable support systems for
tutoring and after-school programs. Members of the business community
can influence school boards and are in a position to support educational
programs for the handicapped. Service organizations provide volunteers,
materials. and monetary support. In a larger sense the teacher and parent.
through interaction with the communitv at large and with each other.
come to feei that they are not alone in what may appear to be the
overwhelming task of providing for the needs of the handicapped child.
Inservice training should include parent representation at appropriate
times.

Behavior Management

Behavior management is probably one of the most common areas of
concern at all levels, The shuping of behavior tukes many forms and can
be implemented in a variety of educational settings it used appropriately.
Systematic approaches to dealing with aberrant behavior in children as
well as modifying the behavior of all who are involved with the handicap-
ped child has been an integral part of our training program. Without
systematic structure and use of proven systems that prodnce desired
changes in behavior the teacher is reduced to a mere trial and error
existence, and his curricuhim efforts are often eclipsed by overt belav-
foral manifestations giving the impression that the learning environment
is lacking in discipline.

The essence of good behavior management is tound in the use of
appropiiate structure rather than in the automatic application of aceus-
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tomed techniques. The regular classroom teacher must first understand
the meanmg behind exhibited belaviors, especially where learsing handi-
capped children are concerned. since aggression or acting-out. with-
drawal. hyperactivity, distractibility, ete . all have multiple causations. In
understanding aberrant behavior it s felt that the regular classroom
teacher will not bhe as fearful or as threatened in being thrust into situ-
ations that are noxious as well as incongruent to him in comparison with
his particular lite-stvle.

Summary

Common elements exist at all levels of education when dealing with
the needs of handicapped students. The old “pass the buck™ routine is
just not acceptable any more. We're runming out ot programs, and recent
trends and new laws are telling us that we had better get on with the task
of teaching children regardless of Libels or tracks. or someone else is
going to do the job for us, Schools are less the eminent domain of
cducators today than ever hetore in the history of formalized public
cducation. It has become more the domain of children and rightly so,
This means that every child has a right toa tfree public education, and his
parents have the right tosee that this is accomplished. Perhaps this is the
most important lesson for regular educators to learn Since we gave the
regular classroom teacher the labels to begin with however, and since we
set up the rules of the game with respect to grouping, excluding, segrega-
tion. and even the hooks ore uses to teach, then perhaps we must refrain
trom heiny uy harsh as we can be in trving to change the system quickly.
We owe that regular clissroom teacher the opportunities for change as
well s the tme and understandimg that it will take to accomplish this
task.
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CARE:
Computer Assisted Renewal Education

KEIT ACHALL
Associate Protessor, College of Education
and Director, CAl Laboratory
The Pennsylvaniu State University

G PHHLLIP CARTWRIGHT
Associate Professor, Special Education
and Assistant Dircetor, CA@Laboratory

The Pennsylvania State Universiny
and
HAROLD E.MITZEL
Professor, Psychiology and Educstion
and Associate Dean for Rescareli
The Pennsyivania State University

In November o 1970 the statt of The Pennsybvania State University
ingugurated a new and sophisticated computer-mediated instructional
technology into its in-service education renewal program for teachers.
This instructional prograny in special education is designed to assist reg-
ukar clissroom teachers inidentifving the problems of handicapped chil-
dren. The present opevational schedule and equipment contiguration
allows approximately 1,000 educators cach vear to complete this com-
puter-mediated program in their home community in rural Pennsyivania.

Curriculum: CARE 1

Pratessors G Phillip Cartwright and Carol AL Cartwright led o team of
university faculty members in developing the graduate level course enti-
tled “Computer Assisted Remedial Education (CARE): Introduction to
the Education of Exceptional Children.”™ The purpose of the course is to
give educational personnel the knowledge and skills necessary to deal
cffecsively with children who have edncational problems.

The course is appropriate for teachers of all erade fevels, but especially
for preschool and elementary school teachers swho are regular clissroom
teachers and nof teachers of special chisses. Fhe course is desiened also to

be ot mterest to other educational pesonnel sueh as principals and other

n 119

ERIC

Aruitoxt provided by Eic:



E

O

sdministrators and supervisors: special class supervisors: school nurses:
psychologistssaides, music, art, shop, and phvsical education specialists:
special services personnel: and other school related personnel. including
day care workers.

The CARE course is designed to prepare in-service preschool and
primary {evel elementary teachers and other interested persons to know
the characteristics of. and be able to identity, handicapped children,
Handicapped children are detined. for purposes of this course. to be
those children who have atypical conditions or characteristics which have
relevance for educational programming. Handicapped children include
children who display deviations from normal behavior in any of the
following domains: ia) cognitive, (b} affective. and (¢) psychomotor.

The philosophy of the course is such that teachers are encouraged to
look at children as individuals. The use of traditional categories or labels
is minimal. However, certain terms and concepts related to handicapping
conditions are taught so that persons who take this course are better able
to communicate with other professionals in the field,

Upon completion of the CAl course. participants will:

4. Kiiow the characteristics of handicapped children and be aware
of symptoms that are indicative of potential fearning probems:

b. Be able to screen all children in regular classroom programs for
deviations and determine the extent of the inter-individual dif-
ferences:

¢. Be able to select and use for those children with deviations
appropriate commercial and teacher-constructed appraisal and diag-
nostic procedures in order to obtain more precise information as to
the natwie of the deviation:

d. Be able to synthesize information by preparing individual pro-
files of each child's strengths and weaknesses on educationatly rele-
vant varitbles:

¢. Be able to evaluate the adequacy of the information in order to
make appropriate decisions about referral to specialists; and

. Be able to prepare adequate documentation tor the case if the
decision to refer is attinmative,

ICis expected that the teachers who exhibit the competencies listed
above will svstemuatically evaluate children's learning potential and tor-
mulate appropriste educational plans. The six major objectives are corre-
Lated with the CARE T Decision Process Model (fig. 1).

(See fig. | facing page)
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Continually evatuate all children to
identify children with deviations from
normal expectations.

Are there any
children with deviations”

Gather more precise information about
nature and extent of deviation.

Do you have
adequate information to make a
referral decision?

Madify child's educational
program on basis of
information obtained.

Wwill you refer
child to speciahst for
further diagnosis?

Prepare adequate documentation and
make the appropriate referral.

*This step is the subject of the second decision model.

Fig. 1. Decision Model for the Identification
of Handicapped Children.

CARE 2 and CARE 3: Diagnostic Prescriptive
Teaching of Preschool and Primary Teachers

CARE 2 anu CARE 3 are designed to prepare teachers of preschool
children (CARE 2) and teachers of primary grade children (CARE 3) as
well as child care workers to work effectively with children who may be
experiencing learning difficulties. An important component of the CARE
2 and CARE 3 courses is the Diagnostic Teaching Model (fig. 2), which
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provides teaching personnel with an outline of procedures to follow as
they deal with children’s learning problems both in the affective and
cognitive domains.

ldentify relevant N Relevant
charactenstics of characteristios
the chald. ident?

—

-—’ Speuity teaching goals.

—

Select instructional
strategy and manage-
ment procedure.

r—-*

Select instructiondl
materials

o

Fiy agnn with chld.
I'n outstrategy and 4 I snll unsuecesstul,
materaly with child, | seeh help trom resource
person.

l—

Evaluate chidd's pet-
tormanes md appro-
prigteness of goals,

d

child reach goal?

Repeat sequence

Fig. 2. Decision Model for Diagnostic Teaching.
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The Diagnostic Teaching Model is applicable to both preservice and
in-service training of special educators and regular elementary teachers.
The following eight objectives delineate the basic set ot global competen-
cies that are required to carry out the model:

4. Mentity churacteristios of individuat chitdren that indicate spe-
cial teaching or management procedures are required:

b. Specify relevant educational objectives ior individual children:

¢, Select techniques for etfertive classroom management:

d. Choose and use specialized teaching strategies for teaching spe-
citic objectives for children with varying behavioral and learning char-
acteristics:

¢. Choose snd use special materials in association with specific
strategies:

f. Identify and use appropriate evaluation procedures:

g. Draw upon existing sources of information regarding specialized
strategies and materials:

h. Consult with available resource persons for assistance.

A modular approach, illustrated in Fig. 3. was used in the develop-
ment of CARE 2 and CARE 3. Both courses share a core of information,
procedures, and strategies. The examples and simulated case studies in
which students apply the principles. however, are appropriate for the age
group of children to which each is directed.

CARE 4: Education of Visually Handicapped Children

CARE 4. or “Education of Visually Handicapped Children,” focuses
on teaching children who are partially sighted or blind. The purpese of
the course is to equip elementary and secondary classroom teachers and
other school personnel with the knowledge and skills necessary to work
effectively with visually handicapped children in their regular classes.
Content is appropriate for both in-service and preservice children.

The course objectives for CARE 4 are designed to enable the student
to apply the Diagnostic Teaching Medel developed for CARE 2 and
CARE 3 to the teaching of children with limited vision.

Students who complete CARE 4 are expected to:

a. Identify educationally relevant characteristics of visually handi-
capped children;

b, Coustruct instructional objectives for these children:

¢. Select suitable media and materials tor instruction;

d. Arrange proper classroom environmental conditions:
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CARE2 Common CARE 3

Preschool Modules Primary
Pretest Child Develupment a Pretest: Child Development
Ages 3-6 F T T T T Ages 69
Yes Yes
No No

Child Development

Child Development
Ages 6-9

Ages Jo

Principles of
Educational D:agnosnsh

Application of
F - - — 4 Educational Diagnosis
(Case Studies)

Apphication of
Educational Dagnosis
(Case Studies)

Techniques of
Systematic Observation®

v

Puinciples of
Task Anzlyslsh

Application of
Task Analysis
(Case Studies)

Applation of
Task Analysis
tCase Studies)

I To Objective 2B

4 Dashed line indicates that the same format is used for both courses;
teaching strategy (and programming) are the same, but content ditfers.

b Basic content and strategies are the saume for both.

Fig. 3. Relationship Between CARE 2 and CARE 3 Modules
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¢. Design instructional procedures to tacilitate learning:
f. Utilize appropriate techniques for evaluating performance.

The students interact with the instructional program at computer stu-
dent stations (fig. 4). In addition to.the program of instruction stored in
the computer. each student has and uses a textbook. a handbook. a set of
materials for testing young children. and other appropriate teaching

Fig. 4. Student at the Computer-Assisted Instruction Student Station.
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tools. When the teachersstudent completes this course, he takes a 75-item
final examination generated by the computer from a pool of more than
300 test questions covering the objectives of the course, A complete
record of each participant’s performance, not only on the test but on the
course as well, is recorded on magnetic computer tape for summariza-
tion. marking, and course improvement by the authors. Teacher-students
are awarded marks by the faculty member in charge of the course. and
they receive graduate level college credit appiopriate to the amount of
currictdum included i the program.

3t

T

Fig. S0 Exterior View of Expanded Mobile CAl Laboratory
Ready for Instruction

Facilities

To implement this program a custom-built expandable van (fig. Sy was
fitted with u small. stand-alone computer and tifteen student stations
{IBM ES0U Instructionad Systeny). Each student station is equipped with
a small cathode ray tube (CRTY on which is displayed alphameric infor-
mation plus a wide variety of graphics, including animated iltustrations.
Student response components of the CRT include o typewriterlike key-
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board with upper and lower case characters, plus a variety of special
characters and a light-sensitive pen used by the tearner in making respon-
ses to displayved muaterial, In addition to the CRT. cach student station
has @ rear screen image projector on which are displayed both black and
white and color photographic images. A 1.000-frame reel of microfilm.
with cach franie separately addressable by the computer, is used in the
mage projector. The third major display component is an audio device
with separately addressable prerecorded messages plaved through a head-
set Tor each individual student.

Implenentation

On a prearranged schedule, the Mobile CAL Laboratory is moved to a
schoal i a rural community and connected to electric. telephone. and
water services. Over the next seven weeks. in late afternoon and evening
hours, clementary teachers and their supervisors schedule themselves for
one- to three-hour sessions at computer student stations on tlexible and
irregular schedules to fit into the demands of their personal lives. During
a seven-week period the Mobile CAL Laboratory accommodates approx-
imately 125 to 130 Iearners who enroll tor a typical three-credit college
fevel course. The students. of course. put in considerable time in home
study ol the textbook and the 300 page handbook that accompany the
course. The Mobile Laboratory and this utilization plun are sufticient for
providing instruction to more than 1.000 educators during a calendar
vear. The existing computer has suficient power and capacity to support
I3 additional student stations. which would double the number of stu-
dents served. Currently. the existing student stations and relocation
scheduled every seven weeks meet the needs of the target audience in a
25 mile radius,

The field staft for the program consists of a manager who travels with
the mobile laboratory plus a computer operator and two student proc-
tors hired in the focal community to help students with scheduoling and
student station operations. The facnlty member in charge of the course is
available from time to time to talk with students in person and can
always be reached by a telephone focated in the mobile lnboratory,

Curriculum/Student Evaluation

During the Winter Term 1971, 4 summary evaluation of the CARE |
program was inade. All students who were enrolled in EVC 400, “Intro-
duction to the Education of Exceptional Children.” were randomly
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assigned to either of two conditions-Computer-Assisted Instruction
(CAI) or Conventional Instruction (CI). The CAI group {n=27) received
all instruction by means of the [BN 1500 Instructional System and did
not attend classes with the Ct group. The CI group (n= 87) received the
conventional lecture-discussion method of instruction and met three days
per week in 75-minute sessions for ten weeks.

All students., CAl and CI, were enrolled as regular students for three
credits of undergraduate or graduate credit. Both the CAI and the CI
courses were designed to reach the same objectives. The instructor of the
CI group was an author of the CAI course and helped plan the structure
and the objectives of the CAI course.

The dependent variables in this investigation were time and final
examination scores based on 75 items. Results are shown in Table 1.

Table I. Comparison of Final Examination Scores and
Instructional Time for CAl and C§ Students

Final Examination Time in
Sceres Hours**
X S.D. T
Computer assisted instruction 65 69 4.68 25.21
Conventional instruction 52.78 5.89 11.65* 37.50

* This difference is statistically significant with p < .001.

** CAltime is mean time pei student and the time for conventional instruction is

the total hours scheduled in lecture session for all students.
a

These data indicate that the group of students instructed by CAl
obtained a mean score 24% higher on the final examination than did
those students instructed in the conventional manner. Furthermore, the
CAl students completed the three-credit course in 12 hours less time
(33%) than the conventionally instructed students.

Alternative Problem Solutions

There are other solutions to the prablem of providing in-service train-
ing for teachers in sparsely populated arcas that, at first glance, might
appear to be superior or less expensive. A brief examination of these
alternatives might prove fruitful. One alternative would be the *‘tradi-
tional approach™ to continuing education, i.c., sending faculty members
into the field to teach courses in communities remote from the main
university campus. This procedure, although relatively inexpensive, suf-
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fers from several disadvantages—an insufficient number of adequately
trained professors who are willing to travel great distances to provide
instruction, widely variable quality of instruction, widely variable course
content. and rigid scheduling for the students. A second alternative is to
provide intensive institutes and workshops at the university campus for
selected attendees. Aithough this procedure usually provides a higher
quality of instruction than does off<ampus instruction, it suffers from
other disadvantages.

Table 2 summanzes and compares twelve institutes on the campus of
The Pennsylvania State University during parts of fiscal years 1967
through 1972 and two mobile CAl projects during parts of fiscal years
1969, 1971, and 1972. The institutes were sponsored by either the U.S.
Office of Education or the National Science Foundation and provided
the costs of instruction, stipends, and dependency allowances. The mo-
bile CAl projects were sponsored by the U.S. Office of Education and
provided the costs of instruction (computer rental), relocation of mobile
facilities, operating staff costs, instructional materials. and curriculum
maintenance and revision.

Table 2. Comparison of Costs, Number of Students.
Student Credit Hours Produced, Average Cost per Student Credit Hour
for Traditionzl Institutes and Mobile CAl

Traditional Mobile

Institutes CAl Total
Total costs $534.310 S$577.444 S1.111,754
Total number of students 416 1,869 2,285
Total student credit hours produced 2,706 5.220 7926
Total average cost per student 1,284 309 796
Total average cost per student
credit hour 197 111 154

The institutes cost a total of $534,310, included 416 students and
produced 2,706 student credit hours (average of 6.5 credit hours per
student) for a total average cost per student of $1,284, and a total
average cost per student credit hour of 3197. The mobile CA! programs
cost a total of $577.444, included 1,869 students, produced 5,220
student credit hours (average of 2.79 credit hours per student) at a total
average cost per student of 3309, and a total average cost per student
&redit hour of $111. Stated another way, the mobile CAl programs re-
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quired only 327 i the total tunds provided for these two kinds of
programs. vet enrolled 8277 of the total number of students and pro-
duced 067 of the student credit hours provided by both types of pro-
grams combined. The average cost per student in the mobile CAl pro-
gramis was only 249 of the average cost per student in the traditional
institite and only 5677 of the average cost per student credit hour in the
traditional institute.

It could be argued. of course. that the CAI renewal programs would
not be possible without considerable expense in wurriculum development.
which is obviously true. It is not appropriate to include these curriculum
development costs in o cost-comparison if similar costs are excluded from
the total for traditional institutes. The curriculum development costs
that oceur in a traditional institute are in the form of the undergraduate.
graduate. and postgraduaie training that the faculty members conducting
the institute supply. Their salaries could be considered only the “opera-
tional costs™ of implementing the curriculum the same as computer

Sex
Male
Female

-\}!C
Under 258
2529
30-34
35.39
40-44
45.49
S0-54
55549
60 & over

Highest Degree karned
None
High School
Bachelors
Masters
Ed.D.
Ph.).

7T -wrruu l

1020 30 40 50 60 70 80 90 100
Percent of Participants

P4
»
I
»
7

Fig. 6. Distribution in percentage of 1.255 participants in the most
recent mobile CAl project by sex, age. and highest degree earned.
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rental and other expenses are the “operational costs™ of providing a
computer-assisted renewiul education program.

Perhaps of more importance than the total dollars involved or the

Schooi System

Public

Privats

I

Employment Category
Teacher
Administrator
Supervisor
Pupil Personnel
[nstructional Medu
Education Aide
Teacher Trainer
Orher-Education
Oiher-Nonbducation

Grade level
Preschool
Kmndergarten
Elementary (1.0)
Junior tigh (7.9)
Senior High (10-12)
Secondary (7-12)
Eiementary & Secondary
Post-Secondary Vocational

Total Years Service in Education
Less than [ year
-4 years
59 years
10-14 yvears
15-19 years
20 or more

T T

Position Preparing fur
Same
Different

T

N = 125§ 1020 30 40 50 60 70 80 90 100
Percent of Participants

Fig. 7. Distribution in percentage of 1,255 participants in the most
recent mobile CAl projects by employment category, type of employ-
ing school system, position being prepared for, grade level taught, and
total vears service in education.
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costs per student credit hour is the comparative impact of these two
methods of providing in-service education. The CAI projects provided
instruction for 1.869 participants whereas the on-campus institutes pro-
vided an educational experience for 416 participants, Further, the char-
acteristics of these participants is quite different. The on-campus insti-
tutes are quite commonly very selective and provide education to only
those who meet certain selection criteria and who are able to leave their
home community for a period of time so that they can reside at the
university campus for the duration of the institute. The CAl programs.
on the other hand. have been available on an open admissions basis
within an average of 25 miles of each participant’s home. The typical
participant (fig. 6) in the most recent niohile CAl project is female
(629)_ less than 30 years old (59%). and holds a bachelor’s degree as her
highest degree carned (749%). She is employed (tig. 7) by a public school
system (937%) as a teacher (76%) in grades K-6 (345%), She has between
one and four years service in education (54%) and is taking the course to
improve her skills as a teacher (86%) rather than seeking a change to a
Emploving Community

Rural or Small Town

Urhan

Suburban

General Population
Poverty Area

Percentage of Pupils Below

The Poverty Level
0
1.9
10-19
20-29
30-39
40-49
50-59
60-69
70-79
%0-89
90-100

j"Illl”lﬁ } Il

N =1.255 10 20 30 40 50 60 70 80 90 100
Percent of Participants

Fig. 8. Distribution in percentage of 1,255 participantsin the most recent
mobile CAl projects by employing community and poverty level of pupils.
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different job. Her school (fig. 8) is in a raral community or small town
{78%). and she is teaching the general population (80%) as opposed to
teaching pupils in a poverty area. although she and 62 of her colleagues
teach in a community where from 107 to 40% of the pupils are from
homes with incomes below the federally established poverty level, The
typical teacher described here is probubly also a housewife with family
respansibilities and unable toleave her conununity for extended study at
the university. Taking a high quality. flexible program to her home com-
munity is perhaps the only way to upgrade her teaching skills in the
classroom,

Student Benefits

Educators who have taken the course report a high degree of satisfac-
tion with the curriculum and with the method of instruction. Measured
average increases in subject matter achievement on the part of partici-
pants have been substantial, Students taught through CAt have also real-
ized a considerable savings in time when compared with students instruc-
ted in the conventional wmanner, The major advantage of this program is
that it brings an individually adaptive. quality caurse of instruction on a
timely subject to groups of educational practitioners who would not
otherwise get the benetit of retraining and upgrading, As a by-product.
experience in the Mobile Computer Assisted Instruction Laboratory will
make teachers more aware of technological advances in education than
they presently are, This experience should help to dispel some of the
mystery about and fear of computers that many people possess.
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TRAINING REGULAR CLASSROOM TEACHERS
TO PROVIDE SPECIAL EDUCATION SERVICES:
THE CONSULTING TEACHER PROGRAM

PHYLLIS F. PERELMAN
Istrector and Consudting Teachier
Special Education Program
University of Vermont
and
WAYNE L. FOX
Associate Professor, Special Fducation Program
University of Vermont

There are an estimated 9,000 to 10,000 children in Vermont who are
ehgible to receive special education services (McKenzie. 1970). These
eligible youngsters are found throughout Vermont in cities, villages,
towns, and remote rural areas. Vermont is a small. sparsely populated,
primarily rural state with few urban centers. Burlington. the largest city.
has a population of less than 40.000. Vermont has no large urban
ghettos: however. there are small urban ghettos and, in addition to the
problems found in the cities. there are the problems associated with rural
poverty, rural isolation, and rural schools.

The nature of the state tends to mitigate against a special cluss ap-
proach for providing special education services for ali of Vermont's eligi-
ble children. In muny sparsely populated sections of Vermont there is
not g large enough coneentration of eligible children to permit special
classrooms, This means that children must be drawn from a wide area
and transported to special classroom facilities. There are many children
in Vermont who spend literally hours each day traveling to and from
their special classes. This is not only a hardship on the child but repre-
sents a significant expense that must be deducted from the educational
dollar.

The costs of special education in Vermont are at an all-time high,
Approximately 2400 children are currently receiving services in special
education classes throughout the state. 1t is estimated that there are an
additional 6,600 to 7.600 cligible children who are not in special classes,
The costs of providing services to these children through the special class
approach is prohibitive, New classrooms must be constructed. additional
transportation provided. and special classroom teachers trained betore all
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of Vermont's eligible children can be served. In addition to these obvious
drawbacks to the special class approach, Vermonters do not want their
children discriminated against. Recently passed legistation assures that
every Vermont child has the right to a quality education. The State
Board of Education has approved. in light of this legislation, a ten-year
plan for special education which will assure by 1983 that all Vermont
children will receive a quality education und that most children will be
integrated into regular public schools. Local Vermont school districts,
the State Departmient of Education, and the Consulting Teaclier Program
at the University of Vermont have joined in a cooperative cffort to
achieve these goals,

The consulting teacher approach to special education is an attractive
alternative to special classes for providing special education services to
many eligible chifdren (McKenczie, 1972; Fox, Egner, Paolucci. Perelman,
McKenzie. and Garvin, 1973). Consulting teachers provide special educa-
tional services to cligible children within regular classrooms through the
training of classroom teachers, school administrators, and the parents of
cligible children, The eligible child is typically not removed from his
classroom for special services but receives these services from his own
classroom teacher with assistance from a consulting teacher. The consult-
ing teacher approach to special education is a training-based approach in
thut it provides training to regular classroom teachers so that they can
provide special services within their classrooms (Lilly. 1971 Deno,
1970). Consulting teachers are employed by the local school district and
receive appointments as associate faculty of the Special Education Pro-
gram at the University of Vermont,

The Consulting Teacher Special Education Behavioral Model

Training provided classroom teachers is based upon the consulting
teacher special education behavioral model for serving cligible children
within regular classroon s, After a child has been reterred by his class-
room teacher tor a deficit in language, arithmetic, or social behaviors,
and after he has been determined eligible for consulting teacher services,
his entry level behaviors are measured. (Special Education Program Statt,
Dimensions of the Population Served by the Consulting Teacher Pro-
gram, with Data Indicating that these Dimensions Pertain to a Large
Majority of Children Served by the Program. Burlington, Vermont: Spe-
cial Education Program. College of Education, 19713 A child’s entry level
for a particular curriculunm area is a measure of his mastery of skills and
knowledge in that arca at the time of referral. The eniry level represents
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the sum total ot all behaviors in the child's repertoire that are relevant to
the identified target deficit behaviors. Entry level measurement provides
information that allows the teacher to determine where the eligible child
is in the education process.

After a child’s entry level has been determined. the next step is to
specify an instructional objective which describes where he should be in
the learning process. The instructional objective includes a description of
behavior that can be reliably observed by at least two independent ob-
servers, a statemient of the conditions under which the behavior is to be
observed, and a statement of the criteria for acceptable performance
{Wheeler and Fox. 1972).

Teaching/learning procedures are then developed and implemented so
that the child may move from his entry level performance to the per-
formance level specified in the instructional objective. In the consulting
teacher special education behavioral model. teaching/learning procedures
involve four basic learning principles derived from the experimental anal-
ysis of belavior: reinforcement, scheduling of reinforcement, behavioral
shaping. and the effects of antecedent stimuli.

The final step in the model involves an evaluation of teaching/learning
procedures and the child’s progress toward the attainment of the speci-
fied instructional objectives. The progress of the child is measured regu-
farly and continuously. usually on a daily basis. Measures of the child’s
progress are compared to his entry level performance. which permits an
evaluation of the teaching/learning procedures. Procedures are judged
effective if the child is shown to be making adequate progress toward
instructional objectives. It it is deternuned that a child is not making
adequate progress, then the procedures undergo modification until they
are demonstrated effective. During the past six years the consulting
teacher special education behavioral model has been demonstrated effec-
tive for providing special educational services to more than 1,000 eligible
children in Vermont regular classrooms (see the various yearly reports of
the Consulting Teaclier Program. e.g.. McKenzie, 1970; Cleveland,
Humphreys, Schneider and Fox, 1971; Hanley and Perelman, 1971;
Ligner, Paolucei. Perelman, Fox and McKenzie, 1972},

Training Classroom Teachers
Consulting teachers provide three levels of training for classroom
teachers learning to apply the special educstion behavioral model within
the school district. Classtoom teachiers fearn the skills required to deliver
special education services through consultation, workshops. and formal
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coursework for graduate credit (Christic. McKenzie and Burdett, 1972).
Training through consultation begins when a teacher refers u child for
special education services. Through direct, on-the-job training, the
teacher learns how to apply the special education behavioral model. The
teacher is trained to reliably define and measure the behavior of concern,
to determine the referred child’s entry level behavior. to specify an in-
structional objective, and to implement and evaluate teaching/learning
procedures. The consulting teacher assumes a direct role in developing
the instructional program for the child during consultation.

Workshops within the school district provide more formal training in
application of the consulting teacher special education behavioral model,
Classroom teachers complete instructional units that emphasize obscrva-
tion and measurement of classroom belaviors and the implementation of
the special education model. Satistactory completion of the workshop
requires that the classroom teacher apply the special education behav-
ioral model to uat least one eligible child in his clussroom. Teuchers are
asked to complete introductory readings on applied behavioral analysis
and the rationale for the consulting teacher approach to special educa-
tion. The workshop culminates in an oral presentation by each teacher in
which he presents his individualized instructional programs to his
colleagues and to the parents of the eligible children.

Consulting teachers, as associate faculty, are authorized by the Special
Education Program to offer up to 12 credit hours of university course-
work to classroom teachers within their school districts. Coursework is
divided into self-paced instructional units that include specified instruc-
tional objectives, suggested references, suggested activites, and practicum
experiences (Fox, 1972). A clear understanding of the prit.iples of be-
havioral analysis and individualizing instruction is emphasized through-
out all formal coursework. Classroom teachers learn to derive, specify,
and sequence terminal instructional objectives that are expected of all
children. They learn to assess each child’s progress and to apply effective
teaching/learning procedures in this classrooms. Evaluation of their
teaching/learning procedures are interpreted to parents, colleagues, and
school administrators.

Training Consulting Teachers

Each year certified and experienced teachers are recruited and se-
lected to begin the two-year {plus one summer) academic Master of
Education program to become consulting teachers. Candidates are chosen
on the basis of several criteria, including at least two years us a successful
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clussroom teacher, leadership among peers, ability to work well with
others, prohability of scademic success, und desire to help educate chil-
dren of Vermon who are eligible for special education. In addition. mo-
bility in relocating in one of Vermont's 54 superintendencies und the
probubitity of remuaining in Vermont are critical fuctors. An analysis of
tasks performed by school district consulting teachers gave direction to
the development ot four categories of instructional modules that form
the buasis for the training program tor consulting teachers,

The graduate program begins in the summer with coursework in be-
havior theory und individualizing instruction, including practicum experi-
ence in a luboratory classroom. During the summer the consulting teach-
er-in-training provides direct special education services to at least one
child in the developmental taboratory classroom.

During thie first vear. consulting teachers-in-training broaden their
skills and koowledge, through coursework and practica. in the applicu-
tion of individualized instruction, behavior theory. and research applica-
tions for classtoom ase, Nunmerous opportunities are prow ' 2d for con-
sultation and training of school personnel and parents o igible chil-
dren. During the tirst full academic year of training. consulting teachers-
in-truining provide services to nine eligible children through consultation
or direct contact with the child in his classroom.

In the second yeur of training. students serve u closely supervised
internzhip in a Vermont school district during which they consult with
school personnel and purents to develop effective programs for managing
and educating at least 20 eligible children. They also train school person-
nel through workshops and courses und participate in seminars at the
university. The internship represents a cooperative venture since partial
tunding of the local Consulting Teacher Program js provided by the
school district, as well as o future commitment on the part of the
administration,

Upon successtul completion of the internship year, students receive a
Master of” Education degree and present their credentials to a board of
certified consulting trachers to obtain state certification as a consulting
teacher. The consulting teacher is then employed by the school district
where he has served as an intern during the second year of training. The
new state legislation reinforces cooperation between the school district
and the State Department of Education since 75% of the salary of the
consulting teacher and his aide may be requested from the state under
the implementation of the ten-yeuar plin to provide education for every
eligible child in Vermont.

O

RIC

Aruitoxt provided by Eic:



Current Status

Appraximately 400 eligible children are receiving special educational
services within regular classroams this vear through the effarts of con-
sulting teachers throughout Vermont. Consulting teachers may be found
in eleven of Vermont's 54 superintendencies. This is especially significant
since the tirst consulting teacher was certitied only two years ago. There
are two positions in Vermont for every consulting teacher presently in
training. Superintendents and other key school district administrators
have indicated their acceptance of this departure from traditional special
education by their continuing support of the program. As long as con-
sulting teachers continue to provide cffective special education services
to eligible children within regular classrooms, the approach will continue
to be an attractive alternative to speciai clisses.
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CLINICAL TEACHER MODEL FOR
INTERRELATED AREAS OF SPECIAL EDUCATION

LOUIS SCHWARTZ

Professor and Coordinator, Interrelated Areas of Special Education
Florida State University
and
ANDREW OSEROFF

Assistant Professor of
Interrelated Areas of Special Education
Florida State University

Goals and Objectives

The establishment and evaluation of a Clinical Teacher Model for
Interrelated Areas of Speciat Education is supported by the Bureau of
Education for the Handicapped, U.S. Office of Education, as a Special
Pigjects, Prototype, under provisions of P.L. 91-230. The outcome of
the research and development activity is a new and viable noncategorical
training program for the preparation of personnel in the elucation of
exceptional children (Proceedings, 1972). The model offers a perfor-
mance based. criterion referenced. multimedia. computer managed. and
individualized instructional system. Generic teacher competencies of ob-
servation, diagnosis, intervention, and evajuation are required in terms of
producing common desircd academic and social behaviors in mildly
handicapped chiidren with varying exceptionalities. such as, “‘educable
retarded.” “'learning disabilities,” and “emotionally disturbed.”

Linking the heritage of the field (Schwartz, 1967) with the potential
of contemporary instructional systems and technology (Deno, 1970;
Haring, 1970) provides the opportunity for building a data base for
proposed changes in teacher education (Tyler, 1909). The actual alliance
of Special Education. School Psychology, Elementary Education. Com-
puter Assisted Instruction, Instructional Television and Media. and Edu-
cational Rescarch and Testing at the Florida State University is one of
the highlights of the project. Behaviorally specified and measurable per-
formance outcomes for both the clinical teacher and the exceptional
children to be served are explicitly defined within the individualized
instructional system. Focusing on educationally desired pupil behaviors.
rather than existing medical and psvchological categories. the program
offers competency-based instructional modules. This instructional pack-
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age i designed to enable the clinical teacher trainee to achieve competen-
cies necessary tor producing academic and social gains in exceptionat
children. The special educutor prepared with these competencies is refer-
red to as a clinicat teacher,

Initial concepts ot the model were developed during the 1969-70 year
(Dodl. 1970: Schwartz, 1971) under provisions ot a Program Develop-
ment Grang (P.L. 85.920, 2s amended). Design of the prototype. indi-
vidualized instructional modules. computer management system. and
evatluation strategies by the interdisciplinary project statt marked the
first implementation vear 1970-71. Currently eleven seniors, twelve ju-
niors. and several graduate rescarch assistants constitute the try-out pop-
ulation of the project. One additional junior gioup will enter the revised
modules in 197273 and complete the formative evaluation phase by
1074-75, Summative evaluation and documentation of the modet's effec-
tiveness is the ultimate product of the project.

Forecast

Mildly handécapped children with individual belavioral needs require
a short-term specialized learning resouree room. The clinical teacher
svstenutically observes, didgnoses. and  transmits an educational profile
containing pupil entry hehaviors and desired behaviorat otsjectives via a
desk teletype terminal to a regional modulation center for analvsis, pre-
scription, and retrievyl (Adamson and Van Etten. 1970), Within minutes,
a computer printout is returned containing instructional ohjectives, req-
uisite subordinate skills. criterion measures, multimedia  resouarces and
options ficld tested and matched for prescribed stadent performance.

The clinical teacher designs and manages the intervention strategy
utilizing the packaged. programmed module with the individual student,
The learner is provided appropriate instructional options and ongoing
assessmient. Both student and teacher chart pregress towards desired
outcomes. Product assessment. therefore. is the ultimate criterion mea-
sure ot the efticaey of the individuatized and personalized instructionat
system, Feedback to the modulation center modities any of the compo-
nents, and improves subsequent instructional packages, while building
the data base for evaluation of instruction,

The computer managed instructional system provides the student and
teacher with an ongoing record of performance in tevms of clearly de-
tined and meusurable acadentic and social behaviors, Returning to the
mainstream of reaular class membership, the individual chitd performs
the behavior necessary for succeeding with his peers and sy only oceca-
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sionally require prescribed assistance from the clinical teacher in the
leaming resource room,

The forecast when fully operational will fulfill the promises of the
“hrave new world™ tor special education, Tt includes a compulsion on
the part ot instructional spectalist to delineate clearly and meticulously
the pedagogical sieps and stages by which the learner is to achieve desired
terminal behaviors ™ (Blackman, 1964, pp. 29-30).

Approach

The desired dehaviors of children with varving exceptionalities and
the necessary competencies required of the clinical teacher to produce
these gains are intimately and inextricably interrelated within the per-
formance-based teacher education curriculum (Elam, 1970, A con-
ceptual madel s presented in Figuee 1. the instructional system displayed

e
Desired Pupil /
Behaviors ,/Q v S /
NN
- \ \ ~ N \ / i
TR, Qf:\; N \\\ > g
- Q FURRL 0& /, | =
oz 4 Z
// // X c i -
s | S -
[ oz 2 10=
. | _,,_ : -
; EVALUATION g I
| L ZE .z
. oW !
= X Z | /
INTERVENTION - B S
______ Z yd
. A i./
DIAGNOSIS | l / Instructional
J/’ Levels
OBSERVATION 7
| e
U

Teacher Competencies

Fig. 1. Conceptual Modei

in Figure 2. Instructional modules provide the organizational unit or
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series Of learning experiences designed to enable the trainee to de-
monstrate competency for a specific objective and is monitored by a
computer managzment system. The instructional levels representing

OUTCOMES B PROCESS PRODUCT
A. Competencies Individuahzed A.  Clinical
! Instruction — Teacher

B.  Pupil B.  Pupil

Behaviors Gains

(Design) 1 (Try-out; I (Test) ]
|
(Feedback)

A, Observanion, Performance based, criterion A. Intermediate
Diagnosis. referenced, multi-media, criterion
lntervention, computer managed. individu. (formative
Evaluation alized instructional modules evaluation)

B.  Acadermic and B.  Ultimate
Socral criterion

(summative
evaluation)

Fig. 2. Instructional System

varving degrees of simulation are generic. structured constraints, in-
tegration. and application. Major competencies on the generic level are
cognitive. i.e.. erientation to the emerging concepts. systems. and tech-
nology of special education. The clinical teacher trainee demonstrates his
competencies in observation. diagnosis. intervention. and evaluation at
several fevels of simulated environments. The structured constraint level
provides the trainee with opportunity to perform in a local public school
resauree reom with close supervision from hoth the cooperating teacher
and the clinicai professor. Integration reters to the stage of preparation
during which the trainee combines his competencies. producing gains
in mitdly handicapped children under performance contracts and less
supervision. Graduate internship (application) affords documentation
of the chnical teacher competencies and their effect on exceptional
children.
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PROGRAMMED ENVIRONMENTS
FOR THE DEVELOPMENTALLY RETARDED

JAMES W. TAWNEY
Project Director, Programmed Environmenis Project
University of Kennecky

Introduction

This project is aimed at a mudtidimensional problem related to the train-
ing of retarded children. Two dimensions are the lack of appropriate
curricula for public school classes for the “trainable retarded™ and the
lack of manpower and training models to meet an anticipated demand
for educational services for preschool and school age “severely retarded/
multiply handicapped™ children who are presently excluded from public
education because of age. 1.Q. score. or disruptive social behavior, A
third dimension represents a more basic problem  the misapplication of
inadequate tesching strategies to new populations who demand equal
educational opportunities. Here. misapplication reters to the procedure
whereby o curriculuns, found to be unsatisfactory for one group of chik
dren. is moditicd and instituted in classes for another group. One exam-
ple is the misapplication of the regular curriculum to classes for the
educabie returded. This was not notably successful, based on numerous
efficacy studies (Guskin and Spicker. 1968: Kirk. 1964). This procedure
repeated itself when it became apparent that classes for the educable
retarded did not meet the needs of alt retarded chitdren. When parents of
the trainable retarded. who were excluded from these classes. demanded
equal educational opportunity for their children. educators reluctantly
{Goldberg and Cruickshank, 1958) complied. Curricula for the educable
retarded were modified for classes for the “trainable retarded.” Again.
the effectiveness of these classes was not demonstrated (Cain snd Levine,
1963 Guskin and Spicker, 1968: Kirk, 1904).

Now special education iy faced with a new demund for publicly
supported education for all handicapped persons. regardlase of age or
severity of handicap (NARC. 1971). This demand presents a third occa-
sion to misapply a modified. ineffective curriculum to a new population.
Anuther replication of this procedure would be unfortunate in view of
the intensive educational programming which appears to be necessary to
shape or build the hehavioral repertoire of children with fow functional
fevels. The probability is high that this misapplication might occur when
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other dimensions of the major problem are considered. These dimensions
include the lack of:

. Adequately trained teachers of the “trainable retarded™ (Cain
and Levine, 1963y,

2. Adequate teacher training programs for the “trainable retarded™
{Cain and Levine, 1963).

3. Adequate training models to meet manpower needs in special
education by the vear 2000 (Gallagher, 1970).

4. Information on the learning characteristics of yvoung children
assumed to be severely retarded/multiply handicapped.

S. Estimates of the incidence of voung children assumed to be
severely: retarded/multiply handicapped  who wmight receive edu-
cational services in states which serve afl children from 0-21 yeurs of

age.

An analysis of the dimensions of a complex. multidimensional prob-
ey leads to the conclusion that an array of intervention strategies is
called for: wo provide curricula and training models for children who are
not presently being served by public education, or who are being served.
but with inadequate curricula.

Statement of Purpose

The major purpose of this project is to interrupt the process of mis-
application of inadequate teaching strategies to populations of young
children assumied to be developmentally retarded with a coordinated
program of activities to:

a. develop a programmed environment preschool model for “se-
verely retarded™ children.

b. test 2 teacher training/retraining model and simultancously dis-
seminate and field test a recently developed language curricuhnn for
the young “trainuble™ child.

¢. conduct supportive survey rescarch activities.

d. develop competency based maodules of instruction tor preschool
statt training.

Project Objectives
The specitic objectives of this project are:

1. To develop a programmed environment model for the preschool
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education of children assumed to be severely retarded/multiply handi-
capped.

2. To develop the Teacher Tutor model through the dissemination
of Systematic Language Instruction,

3. To list national research and curriculum development activities
that relate to preschool children assumed to be severely retarded/
muitiply handicapped and to curriculum efforts for the young *train-
able™ retarded child.

4. To develop competency based instructional modules for train-
ing/retraining staff for Programmed Environment Preschools for indi-
viduals assumed to be severely retarded.

Program Description

Objective 1.0. Tu develop a programmed environment model
Jor the preschool education of children assumed to be severely
retarded/multiply handicapped

Rationale

There is an urgent nced to develop program models for the education
of young children assumed to be severelv developmentally retarded.
These models should be derived from a sound theoretical base and an
analysis of the leurning environment. The programmed environment pre-
school model is based on the assumption that a totally programmed
environment is requisite to effective and efficient learning experiences
for the child whose functional level is assunied to be severely retarded by
environimental events. Concepts wihich underlie an errorless learning tech-
nology furm the theoretical base for the program. The implementation of
this model will provide curricula, statements of teacher competencies,
and strategies for generalizing components of the model into other set-
tings.

Strategics

In cooperation with the local Association for Retarded Children, an
experimental preschool for young “severely retarded” children has been
established on the campus of the University of Kentucky. Eight children
receive instruction in a programmed environment. Children receive part
of their instruction in an operant teaching booth, where visual and audi-
tory stimuli are presented under highly controlled conditions, They re-
weive nstruction from adults, who develop and execute extensively pro-
grammed learning activities, Projeci staff collect data on all aspects of the
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environment. These data will be utilized to determine future direction of
the program. to develop “curricula™ for use in preschool programs and to
specify necessary behaviors for adults who work with similar children in
preschool environments.

Status

This component of the project is in the implementation stage. Appara-
tus-controtled programs are being written for the establishment of speci-
fic behaviors. A large number of programs have beenr written to shape
specific behaviors in adult-child interactions. A preliminary analysis of an
existing “representative™ day care setting has been completed, and sub-
mitted for publication in a professional journal. An hypothesized *“‘curric-
ulum®™ for “severely retarded™ children is being developed. Finally.
teacher behaviors (competencies) are being specified. as the basis for the
development of competency based modules of instruction, as described
in objective 4.0,

Dissemination activities and materials

1. Professionals concerned with the education of the young “severely
retarded” child are encouraged to visit the programmed environment
preschool for an extensive period. Strategies will be implemented to
provide short term training sessions for personnel. These experiences are
likely to be most helpful to:

(a) state legislators—-who will be responsible for providing funds
and services to the “‘severely retarded"’;

(b) administrators of special education in urban settings—who will
be responsible for planning educational services for children who con-
stitute a “new population™ for them;

(c) college and university personnel-who may be responsible for
specifying teacher competencies and training functions wiihin their
state;

(d) personnel who are establishing new preschool programs or are
revising existing programis for young “severely retarded” children—
who will be responsible for programming for children on a daily basis,
2. “Curricula™ for the “'severely retarded™ child.

Specific curricula “'products™ will be developed during the course of
this project. However, these materials will not be availuble immediately.

3. Results of rescarch.

Pilot data are being collected during the implementation phase of the
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project. Rescurch reports eminating from the preschool will be available,
on or about June . 1974,

4. Specification of teacher competencies,

These products are discussed under objective 4.0.

Ohjective 2.0, To develop the Teacher Tutor model
through the dissemination of Svstematic L anguage histnection

Rationale

Teacher training activities tor the teacher of the “trainable retarded™
child appear to have developed from the misapplication of existing cur-
ricuta for the "EMR™ child rather than from an analysis of the fearning
tasks required to raise the functional level of the “trainable™ child. When
training institutions developed programs for the teacher of the “train-
able.” little content existed to provide the trainee with a substantial skill
and knowtedge base. Consequently. teachers have been ill prepared to
make significant changes in their “trainable™ pupils. The purpose of this
component of the project is to develop a prototype training/retraining
model for the teacher of the voung “trainable returded™ child. utiiizing
Systematic Lanpuage Instruction (SLD) (Tawney and Hipsher. 1970). a
newly developed curricula, and the application of the experimental anal-
vsis of behavior to the process of positive change in teacher behavior.

Strategies

Ten teachers of the voung. truinable retarded child have been selected
1o participate in the Teacher Tutor program. These teachers are currently
emploved in the public schools in Kentucky . or are emploved in day care
centers sponsored by the Departiment of Mental Heulth, The Teacher
Tutor program is conducted in two phases:

a.intensive training in the Programmed Enviromments project.
working with children tunctioning at a higher lfevel than those whose
programming activities are described in objective 2.0.

hoincfield training in the tescher’s own classroom. with the assis-
tance of project statft (Teacher Tutors).

The specitic steps are:

a. Initial training
1. obtain STFmanual from teacher,
2. study manual.
3. view Teacher Tutor demonstration film Part 1.
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4. observe a Teacher Tutor with a child,

5. role play Master Lesson Plan: Ball.

6. role play MLP: Bail as a teacher with a Teacher Tutor.

7. teach a child using one designated SLI lesson plan.

8. teach one child on SLI language session using a minimum

of 3 destgnated fesson plans.

9. teach at least 2 children in an SLI language session, using

a minimuin of 3 designated lesson plans.

FO. video tape criterion performance,

1. view Teacher Tutor training film Part 11,

12. evaluate the training procedure,
h, In-field training

Teacher Tutors accompany the trainee to her classroom

where they:

1. assist in selecting SLI tasks for each child.

2. assist the teacher in rescheduling the school day around
individualized tutorial instruction.
3. record teacher’s behavior to insure that criterion perfor-
mance is maintained.
4. establish a data collection system which enables project
staft to receive copies of children’s daily performance on SLI
activites.

When teachers complete this progrum. they have, as noted above,
demonstrated a high (90-100% correct) criterion performance on the
content and procedures of the Systematic Language Instruction (SLI)
programy. Further, they will have developed programis of individualized
tutorial instruction for each child in their class who is likely to benefit
from the program, and may generalize the SLI teaching strategies to
other areas of instruction.

Status

Staff were trained during tall semester 1972, and the prototype train-
ing model ways implemented in February 1973, Teachers are currently in
training and data is being collected on all phases of the training program.
Strategies for expanding training activities are currently being written,

Dissennunation activities and materials
1. Detailed information on the Teacher Tutor program and the
Systematic Language instruction curriculum may be obtained from
the author.
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2. State department of education personnel, Department of Men-
tal Health administrators, administrators of special education in local
school district, and other personnel responsible for regional planning
for services for the “*young™ trainable retarded child who would like
to participate in the development and implementation of the Teacher
Tutor program should contact the author at their earliest convenience.

3. A detailed plan for the second phase of this program is available
from tise author.

4. Data from the first phase of the project is available in report
form.

Objective 3.0. To list national rescarch and curricukem development
activities which relate to preschool children assumed to be severely
retardedmudtiply handicapped and to aurricubom
cfforts for the young “trainable” retarded child

Ratiomale

Current research activities with “severely retarded™ children, and cur-
riculum development activities tor “severely retarded™ and “trainable™
retarded children tend to be conducted in isolation from each other.
Except for a few highly visible projects, little appears to be known of
ongoing projects. and subsequently, little dissemination of information
among existing programs. The purpose of this component of the project
is to identity existing projects. and then encourage the development of
an information exchange network.

Professionals in special education who are knowledgeable in this area
have been contacted and requested to supply the names of other persons,
projects. or products in development. Follow-up requests will be initiated
when the first set of responses here have been received and tabulated.
Additional strategies will be implemented to insure that an exhaustive list
has beea obtamed.

Dissemination activities and materials
1. Readers of this document who are aware of ongoing projects as
described above should transmit that information to the author at
their carliest convenience. Your responses will insure that the survey
will be extiaustive.

Objective 4.0. To develop competency hased instructional modules
for training/retraining staff for Programmed Environment Preschools
Jor individuals assiumed to be severely retarded

Rationale
The competencies which are required to be an effective staff member
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in a programmed environment are unknown at this time. Given the theo-
retical basis for program development. however. some general assump-
tions can be made. The most successful statf members may be those
who:

I. modify their own behavior continuously. as their interactions
with children are recorded.

2. can identify (or make fine grain analysis of) child behavior.

3. write. and follow behavior shaping programs for individual chil-
dren,

4. task analyze child behaviors.

5. select and dispense appropriate reinforeers.

6. perform teaching behaviors as described in the Svstematic Lan-
guage Instruction manual.

Specific competencics, and strategies to teach those competencies will
be identified during the course of the project.

Several assumptions will be set aside. and will not influence the devel-
opment of competency based modules. These assumptions are:

a. a bachelor’s degree is a prerequisite to staff competence.

b. certification requirement, ¢.g.. hours completed in X area. are a
prerequisite to staff competence.

¢, differential statfing patterns are prerequisite to program devel-
opment.

Strategies !

Statements of teacher competence will be derived from observation of
teacher-child interactions in the programmed environment setting. by
teacher’s analysis of their current and needed skills for successtul child
programming. and from lists of tasks necessury to complete staff-
determined activities in the learning environment.

Status
The development of competency-based modules of instruction has
been initiated.

Dissemination materials and activities

Lists of existing materials developed by other professionals, materials
to be developed by this project, and likely completion dates for specitied
products in initial draft form are available.
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SECTION IV

SUMMARY AND PROSPECTS FOR THE FUTURE

In this section one of the outstanding special ediecators of our time, Dr.
Maynurd Revnolds. explores some of the options in terms of a rechnical
assistance systein that will enable service and training to be provided to a
broader range of individuals within the educational arean. hudication of
Jorward steps in this dircction have already been taken as exemplified by
Iwo new programs:

1. The Miami program. under the direction of Dr. Philip 1. Maun, is a
newly fiended national program designed to identifv exemplary cduca-
tional delivery svstems providing for improved programming for children
with learming and.or behaviorel disorders. Its primary finction is that of
an cdiucationel clearinghowse bringing together those who can provide
services i this area with those who need these services. Training modt s
will be offered to those whao train teachers ar Jditperent levels in order to
upgrade their skifls and competencies.

2 The Universine of Connecticut Projeet, divected b Dr. John
Cawlev, will focusupon the administrators of large cirvy school systems in
order to develop hetter programs for handicapped children,

TECHNICAL ASSISTANCE: SOME POSSIBILITIES

MAYNARD C. REYNOLDS
Professor, Special Fducation
and Director, Leadersiip Training Instinere/Special Fdecation
University of Minnesota

The closing session of the Miami Conference on the special education
problems of the Great Cities tocused on two themes: (a) the need fora
national technical assistance system to support the development of new
special education programs in the Great Cities and (b) the advisability of
persuading state educadonal regubiatory bodies and to attend to and fund
the special educational regulatory bodies to attend to and fund the spe-
cial education programy of the Great Cities separately and apart from
ather such programs in the states. Both themes. of course. arise out of
the assumption underlying the conference. That is, that the educational
probiems of the Great Cities differ in quality and magnitude from those
of less populous cities,
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The voncept of a Technical Assistance System is relatively new. It

needs careful delineation betore it can reach the planning stage at which
support and assistance for its implementation can be sought. To stimu-
late the exploration and discussion of the system. I have outlined some
ideas which. Fhepeinay be useful as starting points,

Technical Assistance System

Assumptions

Several assumptions need to be stated at the outset:

1. That the field of special education is in the midst of important
and necessary changes that will be particularly difficult to effect in
the largest cities.

2. That nor all of the resources required to support processes of
change in big city special education programs are available locally and
it is desirable for a central national agency to help mobilize technical
assistance in the field of special education to the large city school
systems.

3. That the institution of special education programs in school
systems requires the upderstanding and cooperation of general edu-
cators. especially general administrators, as well as the expertise of
special educators. Special educators are oriented to change in total
school systems. They know the capability of a school system to ac-
commodate to children’s individual differences within the system as
an alternative to strictly “set-aside™ kinds of special education pro-
grams.

4. That the Great Cities of the United States are in great difficulty:
that the schools of the cities are both a critical part of the problem
and the promising points of entry for renewal eftorts. The field of
special education offers some of the values. knowledges. and skills
that promise to be particularly useful in generating improvements in
big city school systems,

A Matrix Model

Presented below is a three-dimensional model which may be usetul in

thinking about:

(1) Modes of Technical Assistance (TA)- that is. methods by
which TA may be offered offered:

(2} Topies of Concern  thatis, the substantive areas in which “ont.
side’ help may be necded:
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(3) Target Groups that is, what individuals or groups should be
the object of TA provided or supported by an outside agency.

Each of the three dimensions is outlined below in an open system of
categories. Blank spaces are meant to suggest the obvious i=~ampleteness

of the structure,

TECH ASSISTANCE MATRIX

Change Strategies T

Management Systems

Information Syatems

1OPICS

Child Study

Inter-agency Coop.

Crntical Problems

TECH ASSISTANCE MODE

1. Modes of Technical Assistance

A great varicty of procedures might be used to offer technical assis-
tance. Listed below is a set of general categories and subcategories which
may be useful in considering possibilities. The outline is by no means
complete. but will be suggestive of some procedures now being used by
emerging technical assistance agencies in the field of education,

1.1 Consultation

1.1.1 Short-term visit and consultation by member of the staff of the
technical assistance agency

1.1.2 Short-term visit and consultation by an appropriate specialist ot
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agency employed by the technical assistance agency. upon agreement by
all parties

1.1.3 Short-term consultation provided to a group of recipients from
several agencies on the basis of some common problem or similarity of
concern

1.1.4 Review and advice of documents or plans by specialists, with-
out a field visit

11.s

1.2 Training

1.2.1 Conduct of or support of training sessions of short or long
duration arranged specifically for various individuals or groups. This
might include: institutes. workshops. seminars. practicums, “packaged”
presentations. courses, etc.

1.2.2 Support of individuals wishing to travel to and participate in
established training programs

1.2.3 Support for enrichment or development of training resources
and systems

1.24 ...

1.3 Technical Reports

1.3.1 Literature reviews on key topics

1.3.2 Service in conducting surveys or searches of critical domains

1.3.3 Periodic technical reports and summaries of emerging knowl-
adge and practices on topics of importance to client agencies

1.3.4 Seeking for and assisting in development of reports from var-
ious agencies or experts which have promise of “‘pay-off™ for client agen-
cies

1.3.5 Drafting policy papers and/or supporting documentation

G

1.4 Temporary Staffing Help

1.4.1 Temporary statfing by “outsiders™ to conduct work requiring
specialists not ordinarily needed or available, such as systems analysts

1.4.2 Provision of “project advocates” -i.e.. outstanding staff mem-
bers (perhaps counterpart agency officers i a comparable system) who
would visit and provide general perspective and assistance
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1.5 Direct Participation

P51 Oceasional participation of “outsider™ as negotiators in difficult
or delicate situations or as interpretors to administrators. ete.

1.5.2 Ashard-nosed evatuators-critic

1.5,

t

)
‘s

1.0 Pilor Project Support
1.6.1 Assisting und supporting developient of prototype programs
1.6.2

1.7 Newderter Type Support

P71 Assistance in “keeping up™ with developments and products in
other comparable agencies

1.7.2 Providing reliable and timely information on matters of legis.
lation, regulation, court directives. ete.

r
1.7.3

1.8 Visiting Model Programs

181 Creating awarenesses of alternative approaches to issues or
pioblems through visitations,

1.8.2 Creating awarenesses thraugh support of trips and visits to spe-
cialized conterences

1.8.3

2. Topics of Concern

Listed hetow are six general topics which appear to be ot high signifi-
cance to administrators of special education programs in the large cities,
These are some of the substantive arcas in which “outside™ technical
assistance might be oftered by a Technical Assistance System. fmmedi-
ately tolfowing this list is a detailed breakdown of some of the particular
kinds of activities which might be undertaken in the different arcas,

It needs to be stressed that the orientation to bhe used here is an
“external’™ one: the question is what are the topics on which one needs
or could use substantial outside resources. The whole notion here is not
to identify ull topics of importance to the cities in the field of special
education but only those which require help from an outside agency
which might be created cooperatively with other big cities.
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2.0 Strategics for Change
200 Planning process: Claritymg goals, objectives. responsibility and
autnority
1.2 Alternative change strategies
1.3 Needs assessmient
1.4 Evaluation

1.5

ts Lo o 1o

IJ
IJ

Management Svstems
2.2.1 Managenent deeision making models
_____ Finance and budgeting
2.3 Tnplications of decentralized managenient systems
2.3 Personnel management systems
2.2.5 Community advisory and policy groups
2.0 Program accountability
2.7 Systems tor individualized instruction
2.8 Administration of in-service education
20

s 1o 1o Lo

2.3 Iuformation Systems
231 Intrasvstent and intra-stafl communications
2.3.2 Intersvstem communications
2.3.3 Information dissemination to community
2.3.3 Central propil personnel records and accounting
2.3.5 Monitoring systemis (pupil. teacher and administrator)
2.3.6 Ethics of intformation acquisition and exchange
2.3.7 Identification of exemplary models ot practice and “current
developmients™
238 Accessing information networks
2.3.9 Providing instructional materials
2.3.10 Literature reviews on Key topics including resources
2300000,

24 Child Stedy: Identification, Diagnosis. Prescription

24,1 Changing models tor diaghosis

242 Decategorizing and delabeling the svstem

2.4.3 Systems for identifving children with special needs

244 CGiving Away ™ (Gl Miller's idea) testing and similar specialized
functions
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Developing the in-school learning center
Undoing the “waiting list” tor diagnostic studies
Inter-professionat cooperation in diagnosis
Case-management systems

> n

—

o .I.J !J SJ !J
i
o

Ned

2.5 Interagency Cooperation

2.5.1 Collaboration with Institutions of Higher Education

2.5.2 Collaboration with SEA’s

2.5.3 Coltaboration with suburban and regional agencies

2.5.4 Collaboration with community agencies

2.5.5 Collaboration with parent groups

2.5.6 Systems for surveyving and cataloging community resources
2.5.7 "Due Process™ negotiations with parents and community
258

258

2.6 Critical Problem Areas
2.6.1 Educational Implications of Low Income
2.6.2 Educational Implications of Broken Fumilies
2.6.3 Eurly Childhood Education for the Handicapped
2.6.4 Vocational (Career) Education for the Handicapped
2.0.5 Effects of State de-institutionalization policies
2.6.6 Educsting severely handicapped children
2.0.7 Educating deaf children
2.0.8 Education of the gifted
2.6.9 Autistic children
2.6.10 Models for curriculum development
2.0.11 Emerging products from various schools
2.0.12 Instructional materials: systems for evaluation. acquisition and
dissemination
2.6.13 *Dur Process” requirements and procedures
.0.14 Zero-Demission Commitments and Procedures
2.0.15 "Mainstreaming™ Models
2.6.10 Certification of personnel
2.6.17 Special Education in “*open schools”
2.6.18 Adapting Special Ecucation to IGE or other individualization
systems
2.6.19 More relevant testing procedures

[ =]
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2.6.20 Policy implications of recent court decisions

2.6.21 Program Evaluation Systems

2.6.22 Documenting Program “Payoft™

2.6.23 Funding Patterns

2.6.24 Revising State Legislation

206,25 e e e

3. Target Groups

It is undoubtedly true that special education administrators need to
address a variety of special target groups in order to achieve necessary
changes and developments of programs. Following is a beginning outline
of potential target groups. It is assumed that the Great City Adminis-
trators of Special Education is the primary client of the TA envisioned
here, but attention then needs to go to his clients—including those listed
here.

3.1 Central Administrators
3.2 School Principals

3.2.1 Elementary Principals

3.2.2 Secondary Principals
3.3 Special Education Supervisors and Administrators
3.4 College and University (IHE] Personnel
3.5 Special Education Teachers
3.6 Regular Education Teachers
3.7 State Department of Education Staff
3.8 Pupil Personnel Workers
3.9 Community Personnel

3.9.1 Parents of Handicapped Children

3.9.2 Community Agency Personnel

3.10 School Board Members
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The Matrix

It may be possible to describe the operation of a Technical Assistance
using the above three dimensions. As a beginning point, it would perhaps
be useful to assign priorities to topics of concern; then to indicate prefer-
red modes and targets of assistance. By aggregating responses from all
cities, it would be possible to describe generally the kinds of resources
and processes which would need to be provided by a Technical Assis-
tance agency.

The matrix given below represents schematically the general elements
of a TA system. Through the cooperation of administrators of the Great
Cities, detailed statements of the kinds of needs they have could be
entered into each cell,

By extending and using a detailed list of “‘topics of concern.” modes
of preferred technical assistance and *‘targets” as outlined above, hope-
fully it will be possible to initiate and develop a plan for a Technical
Assistance Center to support the special education programs in the Great
Cities. Such a plan will need to consider priorities of need and concern,
the general vrdering in time of various kinds of services which may be
required. the Kinds and amounts of resources required, what can be
undertaken for groups of cities and what vwould need io be individually
tailored --plus many other topics.

The Technical Assistance Center

On the basis of my experience with the Leadership Training Institute,
1 believe that a Technical Assistance Center should have thin staffing at
its host institution and that it should call in part-time specialists from
wherever they may be found in support of particular projects as a com-
plementary weighting. Thus, discussions of technical assistance resources
should, | think, envision a widely open set of persons and other resources
that can be rallied from many places to support particular needs. This
strategy also a2ucords with the notion that a Technical Assistance Center
should always be ad hoc in spirit--willing to live on soft funds, for
example. and always seek to support the permanent and essential struc-
tures in its field. rather than to be the source of a new level of adminis-
tration or bureaucracy.

A related assumption is that a TA Center serving the Great Cities
should make miaximum use of other agencies that offer technical assis-
tance. For example, it might be anticipated that such existing centers as
the IMC/RMC headquarters. the Center on Law and Education of the
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Handicapped, the Regional Resourcc Centers funded by BEH. and others
would be called upon systematically.

Obviously, the TA Center needs to restrict its attention to items or
activities of highest priority that clearly involve “*outside’ resources. The
TA Center should do only those things which the cities themselves
cannot do.

Although no data are yet available to docunient the point, it can be
anticipated, | believe, that a very strong case can be made for a Technical
Assistance System as an economy measure. In the long run, it seems
likely that it would cost the country less money if the Great Cities
worked through a Technical Assistance System than if each city worked
alone on a trial and error basis in approaching its most difficult problems.

One of the hazards of a TA Center is that it wiil become just another
source of funds, to be appropriately “hustled.” A strong arrangement for
policy determination and monitoring the the TA Center is nccessary to
define and restrict functioning to selected high priority activities.

Great Cities as Unique Units

The second major topic discussed at the closing session of the Miami
Conference, besides Technical Assistance, was concerned with the need
to persuade State Departments of Education to treat the Great Cities as
“individuals”-at least for a period of time-in regulations and funding.
This concern developed., in part, from the belief that the Great Cities are
faced with a tremendous problem of chuanging over, during the next few
years, to acrommodate the thrusts represented in the *‘right to educa-
tion,” “due process,” ‘‘decategorizing,” and ‘“‘mainstreaming” move-
ments. Especially since direct development money seems harder than
ever to get from the federal government, it seenis essential for states to
be willing to free both regulations and funds for the cities during the
period of rapid change.

It was argued by some, at the Miami Conference, that the Great Cities
are not unique units and that they would neither deserve nor profit from
specialized efforts on their behalf. No doubt it is true that children in the
cities are “wired up” ubout the same as other children. But there can be
little doubt, it seeins to me, that a very high proportion of children in the
cities are deeply disturbed by the conditions of racism, poverty and
general deterioration in many cities. It is also a fact that smaller com-
munities and rural areas tend to deliver their most complex problems,
those requiring comprehensive and expensive treatment programs, to the

largest cities.
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But clearest of all. it seems, is the difficully that derives simply from
the magnitude of the problems of changeover in school systems of the
Great Cities. Forces for change, such as the deinstitutionalization and
objectism by minority group parents to special class arrangements for
“retarded™ children create tremendous problems in large organizations.
The Great Cities. 1 assume. will need and deserve all the specialized help
which car be rallied to their support; for, if' they do not succeed in
serving weil their children. who can predict a worthy future- for them or
tor others.

I assume that states will be persuaded to deal with the Great Cities in
more flexible ways only if they are presented with carefully developed
plans for the changeover period—and here is where Technical Assistance
becomes enjoined once again. M the Great Cities give highest concern and
attention to careful planning. perhaps the state education agencies will
enter with flexibility and support.

Too little has been said here of institutions of higher education and of
the U.S. Office of Education: but in that best of worlds they too will
respond to the needs of the Great Cities at their creative best and in their
most generous and flexible modes.
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Appendix
CONFERENCE EVALUATION SUMMARY

BRUCE BALOW

Department of Special Educarion
University of Minnesota

The purposes of the conference were:

1. To focus on and educate participants about three major issues
in education of handicapped children.

2. To acquaint participants with selected instructional products or
models now in use in various parts of the country.

3. To improve communication within states among SEA, 1HE, and
large city special education personnel.

4. To afford opportunity for state education agency. local educa-
tion agency, and college and university personnel to plan active and
immediate approaches in sceking solutions to critical special education
needs in large city school systems.

In a span of two and one-half days the conference participants, num-
bering approximately 200 persons, reviewed problems of inter-agency
coordination and related issues on the right to education, observed
demonstration models relating to that issue, and discussed the issue in
groups. The same format was followed for the second issue of personnel
preparation and the third issue on decategorization. Separate meetings of
professional groups (SEA, THE, LEA, Urban Rural, Trend) and meetings
of within state groups to plan next steps were also scheduled throughout
the conference.

The evaluation design included pre- and post-conference assessments,
with intent to compare pre- and post-conference judgments for each
individual, thus providing a measure of the amount of change that occur-
red in the participants. It was not possible to analyze the data according
to that design because of the limited number of individuals who com-
pleted both forms. The post-conference evaluative judgments are des-
cribed below.

Overall Evaluation
It would appear that the respondents judged the four objectives to be
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well begun if not completely or outstandingly fulfilled. They seemed to
be fired up about change. that is, more willing to actively seek and bring
about changs in their own activities, in particular to increase the amount
of communication and cooperation occurring between 1HE, SEA, and
LEA. The issue papers were well received. The conference organization
was judged to be good to excellent with disclaimers on scheduling and
pre-conference information. Specifically, many respondents felt the
scheduling was too tight, too much in too little time, and would have
preferred to receive pre-conference information carlier, although the
nature and amount of that information seemed to be quite satisfactory.

Most respondents felt that within state communication was improved
quite considerably during the conference but the number of specific
plans fornear-term action was quite limited. In the main, actions planned
were in the nature of joint meetings when people returned home. The
main barriers to close cooperation among SEA, IHE, and LEA personnel
in relation to the large cities included lack of time and the nature of
closed bureaucratic systems. with time getting the most mention. Given
the power, what changes would these respondents make? The answers
are as varied as the number of respondents.

Specific evaluation data can be obtained upon request from Bruce
Balow. Department of Special Education, University of Minnesota.
Minneapolis.
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