' DOCUHENT RESONE. .~ =~ b

ED.206 573 - S - sp 013 305

e 3 ‘. ” o
AOTHOR . ° . - Shotick, Andrew L.: Reismnn. Fredrlcka
.  TITLE ! . An Instructional,Model for Training LEA 5upervisor§ 4
B N to Assist in Training Teachers 'in Best'Prazticeés and
~ L . Exenplary Models for Mainstreaming Handicapped o
Ta ° ‘Children. . L .
IN$TITUTIOS ..” Aubyrn Oniv., uontgomery. Ala. Soifheast Regiponal :
) Resource Center. - -‘. -
SPONS AGENCY  Bureau qof Edutatiop for the Handncapped (DHEW/OE), ~
. ’ o} washington. D.C. . { - Py {
PGB DATE [79) ST oL i
| CONTRACT - 0BC-78-0017 . ' e : .
morz . - 114p. S N | .
EDRS PRICE. . MF01/PCO5 Plus Postage. a R
DESCRIPTORS , Child Developrent: Classroom Technlques. Cognitive ¢

Development: Continuing Education: *Diagnostic
Teaching: Elementary Secondary Education: ' , LT
PR . #Individualized Edugation ‘Programs; *Learning ’ . .
Processes: *Nainstyeamings *Problem solving: School . '
. Districts: *Super¥#isory Training. Teacher Education° : ’
T e . -Teanm ‘Teaching :

. : ' : 3 > . . Nl Lt ]
ABSTRACT - '/' o S >
This handbook is based on a fielﬁ tested tnainlng - T
‘model directed toward preparing regular and special education o
teachers to teach children in a mainstreamed classroon° ¢<lhere are —
| _four components: knowing, diagnosing,” developing. and brldglng. Seven ' <
‘modules contain the following sections: the major theae,- *
¢ introduction, goals, *objectives, instructional activitiés, resources 3
*.., for further study, and evalnationaactivities. Modules are iesigned to . -»
N develQp the followéng tompetencies: (1) demonstrate a knowledge base )
-* reqarding ‘generic factors of human develdpsent that influence . ' .
* learning (knowing): (2) -use relevant imforwation in planning ) '
- -educational “experiences (bridging)::(3) demdnstrate strategies. for
facilitating cooperative teaching relationships among regular and - )
‘ ‘special educators (developing): (4) demonstrate créative problea ;
solving skills (developing): .5) delonstrate diagnostic supervisory
cstrategies (diagnosing). (6 serve as a megber of a team engaged in
writing individual educational ‘prograas (bridging)s ard (7) serve in

v

". a continning.education role for a school district regarding - ¥ , Y
clarifica*ion 6f legal and educational #spects of educatrng o ,
exceptional students (bridging\. lJD)n ot . Tt DL ;
. ;‘ o . . ,\ L] ) -.o‘\- .. ' . . °

2 . . SRR - ' ¢' : - |
Co o ) K .
. 0y - ’ ( . .
& N % v : 2
% .

; . **“#*Qtttt*************************#**W*#*#***************** L2222 23 222 2

* Reprodnctions snpplied by BDRS are the best that cap be made’ ~ "*

* 4 from the original document. . i

mat*p#i?ki%mmtmmmmmmmﬂmmmtm*m*tmmmt#tttt*tmmt*m**mmmmw*tmmmmttmxtmmmmtm ,
3 . .

\) . - L3 . . .

R
-




!

LR

ED20%573

*

AN INSTRUCTIONAL MODEL FOR TRAINING LEAASUPERVISORS .,ZT'.' \
T0 ASSIST IN TRAINING TEACHERS

, I BEST PRACTICES AN XEMPLARY MODELS '
) . “ . FOR-q ° : '
Lt f

. - ) . . ) . ) ) R - s s
o - IN THE C .
- . . . 3 L9 s, ) ) ‘. '
N .
1 .
“ LEAST RESTRICIIVE ENVIROIMENT -
-, ) - N .
. U.S. DEPARTMENT OF EDUCATION
. NATIONAL INSTITUTE OF EQUCATION
"T’ERMTSSION- TO REPRODUCE THIS » ’ ’ ' : . EOUCATIONALC';:I?E:RCES OrATIoN
MATERI_AI;HA'S' BEEN G_RA'NTED BY - - * . _- A o Ths document has ‘bagef, vep:o(;uced as

. ) recerved from the pefson or organizaton
- ’ M . onginating it .

0 Munor changes have béen made 1 lmp:ove .

‘S’uo ‘T’c& . . . . y T reproduction quakity
%' : . I -% . ® Powts ol-'v-ew ot opIENS stated in this docu
4 . - ment do not necessanty represerd official NIE
TO THE EbUCATIONAL RE°QURCES 7 - , R position of policy

. | SOUTHEAST : P
o " OREGIONAL - ., |

5 : " RESOURCE '
- CENTER
.t .. AUBURN UNIVERSITY AT.MONTGOMERY
e MONTGOMERY, ALABAMA 36117
» o s ‘o ,
o SUPPORT PRCGRAMS, FOR HANDICAPPED CHILDREN @ o




S A . g *
, . B \ . .
< ¥ 9’ . . ¢
M » ! © . )
g . ' ¢ '
3 -
N
. M o
L4
. > < » "
- ' < N [} ~
. L
.
. ¥] ¢
- . -
. -
. - . » ~
. . - .
.. . N Ly ' - 1 \
. 'y . N
. . oL F . :
. ¢ . ‘ .
“« o - - * vl ?
. -
- . .
4 . . ~ - -~
- - a .
' ¢
¢ . A -
. L] 1
e .
- . 'V
*
. \ - ./ e -
:
N < a
¢ . - Ay . %
4 -
. . . »
. - . .
? - ’
1} > ) b '
>
\ -
- - ¢ ~
~ . . L.
-
. i .
) ' N
.
’
-
- - e
1 ¢ -i
L4
-
1.. -
>
¢ -
s
\ . . j
~ > L
. .
. %n
., . ’ .
7
. ¢ ' . ~ - .
) . .
. . . . ' ’ t
. , 4 ‘ . ‘
1] ’
3 $ Lad . N
- . * % . . N ’ -
. N . “
.
. & . P < » M
b ¢
-~ A P
-~ M . . »
”
. .
.
.,‘ R »
‘l ’
L's
- \ - 1 . a
. @
! . ~ " - [V '
L, - , 3 -
- 5
! . N . . : 3
LN " . . \\é
-
- ~ .
/. e o\u’ .
f . ] 3 s L4
* ° ’ ./ ’ » t N '
.
T v
- L
; . .t . ‘
v » R °
\ - \
- L .
4 . b

_ Education and Welfare, Bureau of Edugation for “the Handicapped \\

- The Southeast Learning Resource Center is ‘a° federally funded
‘project. under the Office of Education, Department of Health,

Contract No. OEC—ZB -0017. The opinions expressed herein do -
nét necessarily reflect the position or policy of the U.S. Office ’
of Education) and no official endorsement by the U.S. Office of .
Education shouid be inférred. ‘ . ﬁ - .
® / . 3 1]

* N ) . @3 ¢ ] ' ’

LI N 9" N [} .

- H \ - . ~



«? s
.
IS
.‘
.
- - *
9
<
P
¢
13 a\
A - 4
s
Cd
.
1) g
Ly 1 d
. -
*

.-AN INSTRUCTIONAL HODEL FOR TRAINING LEA SUPERVISORS
. 0 ASYST IN TRAINING. TEACHERS * =

“ &

IN BEST PRACTICES ‘AND EYEMPLARY MODELS -
L4 . ¢ . .
. oo, Fmo 7 - ‘
C . - © T . ot . . .
-7, 2 ) R

. NoFtheast Georgla CESA
C.L. Cain, Director® , -
. . ' 375 Winter Street ° ETI )
C. .Winterville, Georgia 30683 _ - -

Gloria E. Frankum, Project Director

P

v
«
.
»
-
~
e
»

.'
5 N ¢ I . ?
' ¢ \ -
, ) - -~ . ¢ . \L pa
. B . |
v b 4
(] ) A ‘ ; 3 . M
. - ’ e - rd . »
‘ . © -‘ ’ R ’ . -
P & . . e, Pe
I Written By: - . .t
> . ) : .
. - 1+, .. . *
L .+ .~ Andrew L. Shotlck e =
& o T University- of Georgla , .
’ Fredricka Reisman . .
. University of Georgia’ ¢ .
) P -.‘ ¢ - ‘ aa
.. 4 "
. - . .
.'- . -
[y / S
, -0
> R s Ld s - ‘ -
“ ' .




. ¢ ACKNOWLEDGFMENTS .
. 3 * .
Th1s document was mide’ pos31b1e through the efforts and :
'cooperatlon of the follow1ng persons . . Vel L
. . s 2~ " ’ - :
=y . . S §-, -« . \ .
Georgla State Department of Educatlon. - . .0
»° . 4. 00 e
- ' Katheryn B. Bash e . .o
+ " Coordinator, GLRS" :
.i' "o Allen-W. Gurley:. -~ . =~ ‘ L
. “Director . . - oo
* . Division of Specia'l .Programg S
. ’ ) . ~ . . . d"‘ & l\ . . . ‘
T "University of Geofgia; , ’ ° - )
T w, . L N ] . . . .
-t Dr. Kathryn A. Blake , < o
D1v131on Chairperson ~ . - L ov
Program for Exceptional Ch11dren . . :
- . ~ . H I
,‘~\ Dr. Bernlce C. Cooper \ .
v ] Acting Chalrperson s o, , o
‘Division of- Elementary Education ' , )
. M 5 - B - . ‘ ‘ &
e Josepl’lijf. Williams ' ' o
"”* " Dean of~.Col eg%”of Education . .
»> T 4 - ) . '3 -
. . . Y . : U .
'Auburn\Uniyersity at Montgomery: o
James W ght « T T,
' Educat10na1 P oprammer' . W :
- I i *
. . Paye Brown ) 'y _ ' .
" ‘ , Director’ ’ ’
Southeast'Learhlng Resource Center . . )
. - .e . . ;
- 0 ‘ . ) - - » . -
. ‘And Typists! ‘o, e
S ™~ Margaret Tolliver PR ' -
Jeannie:Tyner: : o . .
"~ * . . . s )
.‘.‘3., . - K lﬁ’: T i “ ‘. ‘ e
. ) | .T& . - , . ‘\nf;? « ., .
‘ . A v ,: s . [} -

v
-~




SUPERVISOR'S HANDBOOK

M .’ ) B . bd

‘ >
This handbook is based upon a training model (Reisman-
‘ Sho}ick,AiQ78fidirected toward preparing regular classrodém and

. . ’ . . .
special éducation teachers to teach children with'-special educa-
‘;v;;-;..: . o ' vt

%ion needs who are placed 1n regylar classroom settings

;. . Theng are four comp0nents of this model Know1ng, D1agnos1ng,
.. * * - $ .,
Developing, and Bridging. These four cdmponents repre”bntn N

T e - . .
I

. strands which serve as the structure for this handbookf The=

.
a - . . A ve . -

b o0 formai of Ehe handbook is organized by modules. Each module
N [N =] . < .

3

1nc1udes soime or.all of the- fgilow1ng componants: the major =~

« 3 N ¢

~strand, a brlef introduction, goals, obJectlves "instructional

-

i- activitges, resoyroes fi%;furtﬁer study, and evaluatlon act1V1—
e

ties '-I% should be Jnot that‘Wlthln each 1nstructlona1 module

thé components KDDB will ‘be d1fferent1a11y app11ed - .
® - .
ModuIes are directed to developrng ‘the, follow1ng compex
+ °  tenpcies: | ' v . 4

.
A R . ! .

¢

- .

I. Demonstrafe knoéwledge. base regarding generic to \;
” . ~ * . . Q&

factors of human development that influence . . N

léarning. (knowingj

-~ N -~

II. Use relevant 1nformatlon in p1ann1ng educa-

.
- . -
.

t1bna1 experiences for regular classroom and

Speeial education teachers: (brldg1ng)

Demonstrate stgategles for fac1]1tat1ng ‘co-

1 . -

.operatlve teachlng relatlonshlps among regular .

and special educators. (developlng) oo

Demonstrate creative problem solv1ngosk111s

.

: (devnloping) . \;\
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.. V.-Déméq&;rate diagnostic supervisory strategies. R
. - o I - . . T g
, (diagnosing) - s, . . C . IR
. . . . ) - . © . N . "_‘9\:\
* VI. Serve as a member op al IEP team epgaged in .o ’
T o T A N ' > L
. . »°? writing individual educational programs (IEP). .
» ’ ." . ‘ ' . ' ‘ . ’ N
(bridging) ‘ o ’ . - . T«
’ * . & =~ * . : ! : " ~ ) . P N ' T
WII. Serve in a continuing edication role’ for . ] .
’ T * - . ‘ . '_l : - . - ‘ .
. schoo{ districg regarding clarif%bation of. .
" legsal and ‘educatienal aspects.'of educating "’ N
¢ ' -\“’ ) N “j R ‘ ! .
’ . . .exceptional students.‘%bridging) - _ o . -
acr ) ¢ ’ - 7.' * =~ ._ R -t ¥ 4 :.\
" .. It is assumed thaty general comp7tencies reldating to super-
. R . . 3 . .
.t Yo, Co S . Lt . . "y )
visory behavior are p erequlthe to this traiglng program and 2
are therefore not included. . However, attention will be given . )
. ’ . f . v ‘. . P
: . e . . . ¢ ! " - -
-Where tune nature of the task of prep%rlngAteachers for main-
. N ) / ., - ®
2 ) 3 (3 3 ‘— ’ N ‘ - ' ’ (3 3
streaming children into regu}ar qlassqums goeS beyond tradltlonagf
- educatipn Qrogréﬁs for supervisors. - - . . . s . ) ce
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Suggested Cons;derations for Instruction .

. \
'.In the development of this program it was not presumed

thatvpagtlclpants would necessarlly stud§ all or part1cu1ar

modules Rather, the modules were’ concelved of as a unitafy

Vo
! 1
.

body of know1edges and competen01es arranged to provid% a

-

sequentlal flow of study through to closyre It is recommended

that use of these modu1es be made selectlvely It is most . -

- )

‘important,_however, thav though a. pr10r1ty be 1dent1figd among

the “latter ;,modules, the ﬁartlclpants have the knowledges and

- s

competenc1es inéluded in all prev1ous modu1es e. g .creative
o " ¢

. -

prob1em°solv1ng\sk111s (}V) are necessary,to serve aS a member - .
. P .

of an IEP team (VI) . ‘ N . . ; . L

R Those‘partlclpatlng as students in these modules during

~f1e1d testang were from varlous egucatlonal 1eve1 backgrounds

»

~(a11 graduate)- experlence backgrounds (teachers, supervisors;

'adm1n1strators), and educatlon providing 1eve1s (elementary,

» [

¢ . -,

and needsAiwo recommendatlons are madé: . " "
. «w v ¢ s e, -
. .1. Have the partlcipgnts read the entire module at the -

o outset of the instructional- situatlon ‘and. then discuss

)2 ]
(a) the goa1s and obJectlves as stated in the module, .

é,’ i (b), goals and objectives as pereeived by the students

o (ca agreement ang d1sagreements, and then 1dentify

*
3
prlority elements on the basis of knowledge and . need.

» Where particiﬁ%nts did not 1dentify thelr goals,,or

s "

those most sa11ent direction during 1nsﬁru"tion was

- more diffipult to maintain.” , -

m1dd1e, and secondary schools) To. meet the dlffering backgrounds -




. J ;'/ M i )
< N . //‘ V - R . . . . - v
d 2. Very early in the'instruction provide an-experience
“a for the express purpose of establishlng a commonallty

% for the group through the use-of a part1c1pat1ng

~

: !
‘ac¢1v1ty or/medla presentatlon such as f11m f11mstr1p/
/ . . Y

audio cassette etc.. N "

f,« These modules were f1e1d tested through presentatlon as

. E -
. '

-Staff Development Units; not gollege credit instruction. Thése
Lo < A
Ol umits were required“for continuing -certification for some parti-,

PR

. leghts but not foroothers., All, however, selected these
o . - ) . & N ’ A3 -

o -

particular, onés either as most meaningful jor them from those -
o . . N )

available or as a pure free cholce lnstruction wis. provided
C durlng 35 hour pérlods at the end of a school day If waspfound
chg& the use of 1nstruct10nal a1ds such as flems audlo»tapes,

transparendles or questlons dupl&cated and placed in the hands-

s -

of’ the partuclpants not iny helped est%pllsh a,commonality as

stated ear11er but st1mula¢ed greater part1c1pat10n than d1d

., ¢ 5 -\‘.

‘o U verbal only presented material. N . _

* - " ) - ’ S h
e The 1nstruct10nal resources selected for use 1n these o« *

E modules are those wh1ch the wr1ters cons1dered most approprlate

- . . b
from those with whlch‘they were fam;llar. It is recognized that

there‘is\a wide aqray’of such resourc:.s avlllable,and seléction

-

should remain the prerogatiyecof_khghspec;fic educati%nalMpéovlder.

. . : ' .
s . . 1Y ’ .
-’ ~

. o . . ‘ . . - .
L3 : b . .
. R R

¢
o
LES



1 AN INSTRUCTIONAL MODEL FOR TRAINING LEA SUPERVISORS -
‘ 70 ASSIST IN TRAINING TEACHERS
W INBEST PRACTICES ANDJ’EXEMPLARY MODELS .
., . . '0, ." \ . . . ‘. R | . .
~ 1 Rom
e o . o : )
Coo T EpueaTING HANbchPPED STUDENTS
O s IN*IIJE N
e T RESTRICTIVE ENVIPONMENT
' ' “ L oo .8
e HODULE T
S KNOWLEDGE OF GENERIC FACTORS THAT INFLUENCE LEARNING -
-..‘ "k ‘ . g . | | N o " . . o
.~ I " SOUTHEAST S
- o RERIONAL - v
. RESOURCE - - L
: L o 1 T
AUBURN UNIVERSITY AT MONTGOMERY
MONTGOMERY, ALABAM{\ 36117
. ' - .. i
: l{llC_ . | .sufpzo.l‘z,T PROGRAMS FQR HlANDICAPfED CHILDREN . o
L T 10 . o, e, B



-

Module I . o o,

I o

Knowledge of Generic Factors that Influence Learningk

{ . K

STRAND: Knowing . L . o RS

INTRODUCTION: =~ - : ' '

. . 4

-

} Why should system level personnel be concerned W1th N

normative growth and development differences’ from the norm, "

.
P {
3 {
and with curriculum development? Ty . .

As superv1sors we are constantly made aware of teachers'

needs to select relevant and appropriate learning exper1ences for
J

students. In the same way, superv1sors must be able to draw ugon
oertaig,skills, knaqwledge, and abilitieés in order to support

. . .
teachers' efforts . Lt
; .

Th1s module w1ll enable y»u to examine three clusters of - =
generic factors wh1ch 1nf]uencc learning. In addition,” you .
will be able,to select from among.the-knowledge presented the*

relevint and salient information Jeeded'ﬁor the sqﬁport of
« teachers. in 1cular 51tuations T -
pary] 5 L r~

The knowledge of generic factors 1nf1uenc1ng learning will

'
A,help ycu as a supervisor to diagnose Qeeds among teachers to

develop activ1t1es Or strategwes -by which. teachers develop skills
RS
to fa01litate learning, and to provide bridging z’tivities through

which teachers are enabled to apply skills ' - T

The term“generrc—factors-s&mplymmeans_that;we ll be a king

~

t,abodt groups of similar fac.ors influenéinh learningi We inl be

. / - . . -
< - - -
- . ’ e - =,
. (R R .. . .
. a acar < . . 2
P .' . Ly
. . . - N -
. - .
. SN .
. . .

i3

A Ry . . -

*Thig moddle was developed with the aid of Ms " Mary Allison S
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T looking at 1nte11ectua}rfactors physical factors .ang social
- ,

. and emotional factors and considering ways in which these factors

influence learning. The following examples may help you under-

* - \

_ \s}and generic influences! . . ) ' .

-
. . - " ' ;: / *

— ,, , o i .
Mrs. Davii's class is fairly typical.of fifth grade classes .

-

-

. ' eyerywhere. Uf\xhe'twenty-eight students, five are able to
. - A N . ' - . . - . N ’ M . .
.iattend for only short periods of. time and need help in compre--

. . v !

. - hending new or complex,ideas Three students 'hOWever 'grasp'

ideas very quickl «and go oh “to generate more ideas pose new

-

R problems. Some of Mrs. David's stude:Zs can Work quite indepen—

A
+

dently' "others need fnequent reinforc ent and monitoring . i

.9 ¢ .

The physical classroom is arranged so that Sam won't be

‘s r . - - .
K distracted by> the ngise of o hers as he WDrks on attending\h For_
. those students working toge ,er, there is an area in which their

. /
productive cha%ter cdn cont1nue Mary, who is hearing impaired

Seems to tire easily since she must be constantly aLertvand not
miss important cues. Mrs. David sees to it that the amount and

time, factors are adjusted for Mary

~

.
- re
»

-

Most of the(:lass seem able to pick up some important learn—
'hing incidentally, (through reading, listening ‘and observing), but |,
. LI . ‘ = - ’ ’

‘there are a few who need important directions or concepts high—;

¢

lighted‘ Mrs David may ynderline ‘workbooks or be sure'that‘her

v verbal and written 1nstructlons and discussions are understood

] . - -

Mrsu David is aware that social and emotlonal adJustment

- e’ v -

are important factors influencing learning. Sarah and Bfian'axe

mildlw retarded andfexperience special difficulty in,gaining
: , L » - N )

acceéptance since they frequently leave the room for’ special help




. N L . tx} .
in*speech and language.L Sarah and Brian cdn work equally

with others in Mrs. David's class and success in learning is
o

s

"enhancing their self esteem. :
. Generic factors influencing fearning dre important as

we learn to view exceptional learners as we would any student

AN R ! " . . . . -
in" any ‘class.: Mary's hearing impairment is seen less as a
barrier to learning than a cue to Classroom interventions to
be made. Her behavior, not her label, suggests instructional

strategies. - . \
- ] B ‘_\

This module hag;ﬁé;n developed to enable you to demon- \
'strate a broad, in-depth knowledge regarding generic 5
factors of human develdpment that influence learning. ‘

GOAL: Demonstrate knowledge base regarding gehneric

-

factors of human development that influence learning.

<

OBJECTIVES: _

. . 1. To give evidence of knowledge concerning normative
:\‘
growth, deve]opmgﬁfT\and performance to which that
. T 8

of exceptional students can be € Q&i?d. .

2, To give evidence of knowledge cbncernggg\difjgrences

¥,

from normativeﬂé;owth, development and performance
which exqeptional students show.
¢ 3. To give evidence of\knowledge.concerﬁing the influence
of the generic factors of intellectugl and learning :
abilities, physical performance, and social and emotion-
al considerations on learning. .

~

-4, Identify the key points of a maﬁor-theory of development

— A ]
for each of the areas of intellectual, and learning
behaviofs, physical performance, and social and emotion-

al adjustment. .

.~ 13 ,




®

5. Describe normative development as delineated by eﬁch v

. &
theory.

. 6. Demonstrate skiil in identifying differences from
normative growth and developmeni in.each of the areas
of intellectual and learning behavdiors, physical L

- performance and-social and emotional adjustment.

7

When qonsideging the generic factors influencingslearning =

Gener{g\Facngs and Exceptional Learners

(intellectual and learn?hg factors, physical c¢onsiderations and
social and emotional céqgiderstions) it is important to under- ) o
stand the interrelatedness of specific characteristicé of generic -

factors. For instance, a -child with a congenital and debilitat-

ing heart condition (chronic health problem) may develop bpth *

[

psychological and social difficulties. As a result-of a,

diminished self concept, the child may experience learning diffi-

b o . .
culties. His inability to play as other children-may cagsg '

social development difficulties. When planning for such a child” -
it 1s of critical importancetthat not only his-primar%)disability

be accounted for but that consideration be given to social, \ -

1
*

personal, physical and inteflectu#l factors.
Let's look at each-ofVéu} areas of generic factors influenc-

ing leagning and some ways in which exceptional leatrners are

i .
affected, Remember as we focus our 2ttention for the moment on

\ :
disabilities, that exceptional learners are more like other

children than unalike”éndithrough'labeling of a disability that .

.

we accentuate a difference. )
A4 :‘ - )




Physical Factors ¥ .
[} * / , 7

A physically ‘or orthopedicaIly handicapped chlld has’
definite and dlstlnct phy51ca1 abilities énd 11m1tations

’ Piagetian theory tells us ‘that "the three essential variabTes

Y
respon51b1e for development in general and for the 1nformat10n
A * - »

of mental functions in particular are: .

1. The maturgtion of the nervous system, \&- .

-

L2, Experiences in integraotion.with physical 1ity, and

3. The influence of the social environment." o

”

Read: ?‘ . LN R - .

-

Muus, Rolf E. o' Jean Plaget s cogn1t1ve theory of development"

N

1 -

in Theorles of Adolescence. New York: §§ﬁdom Housse, 1975 - .

T e

Phy51ca1 11m1tat10ns of ahy sort, are potential inhibitors

£

of development’ A passive shy or w1thdrawn ch11d may be under-

L3

*stimulated and mlss 1nteract10ns while a iiyperactive, overstlmu-
lated ch11d may miss important 1nteract10ns because lack of

ab111ty to attend The blind ch11d or the deaf child may,
because of environmental.factors, have fewer oppor{unities to
explore and therefoge interact with the environm:nt: The
phyeical sensoiy‘impeirmeht may not he;the only phvsicalgfactor :
Y S . L& -

affected.. One must also cdhsider'opportunity and motivation for .

.
=t

NS

interaction. * ' .. A <
N ) v _ e . _ .
In motor development. the mildly ggtarded are more like . .

average children but étiil_show lags in motor;development. Fine-

- ”

motor control is oftep delayed. Theimore seriously retarded

k]

the child, the lower%yill be the level of motgr proficiency <.

4

- N
L] d
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’ - . v . - . -
The mildiy retarded~child*in ‘the regular classroom can gain = ,
T, much 9from physical eﬁucat1on in terms of soc1al and personal .

' development. Improved feel1ngs of self wortmvnay 1ndeed lead :

A

/ ' . to improved classroom behavior and academic funct1on1ng although ’ .
[ . h Y ﬁ
; ‘academic gains will not nedessarily result from remedial physi=-
" cal education. ' - ce 7 )
. ) & - -

/ , ,Terman's pioneering studies with the gifted show advanced .
-r . é ' : . . ¢

early development for the gifted group: studied. They also
; p " \

exhibit ‘better general health than other groups.‘ It would -be <.

foolish td assume, However, that wall gifted children are healthy B
¢ >

- with' 20/20 vision and potent1a1 olymp1c medallsts Helen Keller
ﬁwas deaf and bl1nd and the great v1ol1n1st Pearlman -is ortho- /'
\ ped;c iy and1capped Probably the greatest 1n3ust1ce done ta
1g1ftcd yOUngsters in schools today is to assume that theirﬁ
’1ntellectual super1or1ty will protect and-.rescué them from human ' ’
needs of belong1ng, self workf—and—healthland,safety
. Although a great deal of attentlon€£as been given to the :
. remediation of- motor.def1c1ency in young-.children, little atten-
;ion has heen givenFto general physical needs within a‘classroom. ’

-~

A,
I'n some classrooms "in seat' behavior has become and end 1n

1tself Certa1nly, students need “to 1earn how to attend to task
3.

and behave in an, orderly manner,- but s1mp1v s1tt1ng in a desk

kY /
(4

plodo1ng through monotonous or 1mposs1ble (1ntellectual factors)

’

,seat work will do little to ‘reinforce the desired behaviors. On
s, - . {
océasion one might even consider allowlng ch11dren a tr1p to N

the restroom even when we know they only want to leave the room.

/——’\\As long as they won't disrupt others -a walk down the hall and

Y ) -

1'5'_ .



g
<3

-

back just. might‘refresh the'mind' Better yet--discover special

"
‘3b1aces students can go yOJWhen phxslcal needs demand movement.

- . . [

Social-Emotional-Pgﬁsonal-Factors '

- o

The- fact of physical 1ntegratlon, or ma1nstream1ng, does

v .t

pot neceéssarily resglt in social integration. A mildly retarded

child can, usually participate at some level in a]1‘é1assroom ( Ce

e L] L]

act1v1t1es but ‘of all groups they suffer from the most peer - ‘?

.

$
. reJectlon. Jdn terms of 1nte]1|gence and functlo ing, they

L4

eften are like slow 1earne .-not Labeled as retarded but the &,

n?&dly retarded may exhibit aggress1ve behavior or have other

I-

undes1rable chara%tellstlcs whlch result 1n reJectlon Teacher
S N .
‘and peer expectations also play a rdie 1n}s001a1«acceptance

I

.Chlldren who fee;;agcepted and safe within the classroom “environ-

- R »

ment generally e bit mor€ soc1a11y acceptable\\efav1ors

" The psychologlcal need for safety.is evident /An the reactions

of'some children within a c1assroom situgtion A hard of hearing

child needs the safety of predlctable cues and events and’ needs B

to feel safe w1th1n the commun1ty of the c1assroom The diabetic
child may view ‘the world as threatening and harmful and do poorly,

‘. N N T ° - ’ ) e
in school despite above averagé intelligence

- ~ Lt

¢

o

+" Social and emotional faétorsfaéting singly or in concert ¥

‘w1th any .other Ffactor (1nte11eetua1 or thSICal), can be

A
-ev1denced in academ1c functioning abberant behav1o;§or through

. : -t
physlcal indicators such as a return 'to early (safe) develop-

° ‘e

-

.

mental levels in speech or motor behav1or , -




INSTRUCTIONAL ACTIVITIES: - . 2 . ‘
.. Q i ) } . T )
Activity 1: Read thé following 5 drticles. - ' .
. ’ 'Y . ! ” -

Anastaslow, Nicholas-Jd. "Human. development and the process

of education'", in* Lane, Ailene (ed. Readings in human

growth and development of the exceptional individual. . .

Guilford, Connecticut: Special Learning Corporation,

pp. 3-11, 1979.. - . .

4

,.Muus,/ROIf EL PGesell's theory of deVelopment", in Theories
* -of Addlescence,. New York: Random House, 1975. ¢
v N AN
Maslow, Abraham. Motivation and Persona11ty
Harper and Row, 4954’ ¢

New Yorké

’

Case, '‘Robbie. ”Piaget s théory of chila development and its
implications.”™ Phi Delta Kappan, 55, 1, September 1973

20-25, N N .
. : ) b2
Erikson, Erig/ﬂl E1ght Ages of Man New York: W. W. Norton, * ‘
. Publishke&rs, 1950. ' . . .
. ) i . - . A“ L . \ § .

*  The artrole entitles "Human Development -and the Process of

-

Educatiqn' provides an overview of several important theories

- . 1]
of development. e - ) N ’

'

" It.treats Piaget's thedry of cognftive'development and a

contrastlhg theory of cognitive development that of Gagné,

. A ~

a behavior1st. A short section- on language acqu181tlonfis

4

-dncluded to this critical developmental behavior. The section

ek
on~affect1ve development relates to the generlc factors of ) -

N\

\soc1a1 and personal development.

¥

-t

<

@

»

Following the article, are four add1tlona1 selections.. One '

)

régates the developmental theory "of Arnold Gesell. The second
4 ‘ .o " L ) e
presents a hierarchy of need®as developed by Abraham Maslow.
.' ‘ : * ~ ° '
The 'third and fourth readings are more comprehensive discussions

of'Piaget-and Erikson, . 3
. ® -




There is a great deal of Lnformat1on presented to you in the .

2 £ readlngs on growth and development This 1nformat1on provides v

1* the knowledge bage from which you w1ll be able to do two ipor-

tant th1ngs o g - . ‘ . 'j )
. N -
s 1) You will be able to understand and r%?ognlze develop -
-3 -
mental m1lestones in’ ch11d development .y ,

rS

" 2) You wi]l be able to select salientl relevant information

with which to asggst teachers plan learning experiences
. . . . » L - )
‘ for children. '
. & 3 Y. ' €

A summary of each theory and its educational implications

2
LI 1

is. provided to assist your "understandings. oo .
s . .

-
A

Activity 2: -
- . [ +]

S 1) Seleoi some periods duryng the day when you may observe

A

chaj ‘behav1or (playground lunchroom etc. f

.

" 2) 1In the left column write down an observed behaV1or

- (e.g., using abaous to count). : .

3) ¢ategorize the behavior into one of 4 Piagetian stages.

4) Categorize behavior using one of tbg following'theories: /S

| a): Erikson . X . ) \
b) Gagné N :
c) Gesell . ., . . ~ . «
wp -+d) Maslow « 8
\ *
, -
‘ u
) . ‘ ’
.
) N
Ay
- 7 .




* PIAGET

¢

r . Observations .

. BeﬁaVior

Sensori-
mototr &

. < .
S :
) N M
- Btend v
Preconceptual |{Concrete  {Formal -
Intuitive Operations |Operations
» . . . "
. P‘ . ¥ % i L4
' T :
Al . "—/ I
e i . ‘.
] 3 *
. .
3 - ] . .
. .
N «
) . o
L
‘ R
’ ) -' . A
) f . L4
- 1]
. .




Betivity 3: _
.Read pp. 46;53'in Meyen, Edwgrd L. Except}onal Children and

Youth? An Introduction. Denver: bLove Publishifg Cd., 1978. .
N T L2 LA
You may :ead more if you wikh! RN .. :
. f% N - A

These brief descr1pt10ns are-’ glven as a means to introduce ~

-

exceptlonar ’AThey are not 1ntended t<,prov1de a system for arbi-
' ..
{ ‘.

Jrary categorlzatlon otcchlldren without regaTd to 1ndﬁbidual

abilities. ‘Following these brief aescrlptlons will be additién?l N

S
N .

aéflvitigs designed, to .increase your awareness of generic factors .
LA _ S .
*

influencing learning.' . n
. , [+

Act1v1ty 4:

®

{
L Y
Use the film series “lee You, L1ke Me" from: Encyclopedla

Britannica, Educational Corporatlon, 425 N. Mlchlgan Avenue,

Chicago,” I1linois 60611, Dept " 10-4. , ' )
* . L 4 Py .

This act1v1ty serves three functions. First, it will serve
to relnforce and add to your knowledge of exceptlonal leaﬁners
(] \ .
Second 1t w111 prov1de you w1th a ‘means by Ygtch to{a331st :é

classroom teachens develop an understandlng of exceptlonal

learners, and thl?d it will prov1de‘o1assroom teachers with a L

91;/,/{esource to use in- their classes. * - ' . Lo . -

1) V1ew t%e 10 31x -minute films in the series-"Like You
L]

Like Me". T . . ‘

2) Prepare a workshop for teacher§: The purpose of the 2 :

. s ’ K .
workshop is to l1ncrease awareness %na understanding of

- e S

exceptional learners. . .
N p k- N LI \
3) Write out.your plad in- detail '

4) Plan for. evaluation of the workshep.

- N - = .
. .
.
€S o 21_ . . -« ° 4
- e . - . - Ap— - - - ¢ .




\ : Lo S 12
.o { K . , .
’ - & . . B

. - B) Be sure to incqorporate into your plan some gkills

. . i . ¢ ) , °
-t and ‘techniqques for teachers to take, back to the class-

., , . . ) '. . . ~—
R ' room.: ' - v
< . ; . - o ‘ o
o~ . . B
Actlvity S: )

! ) Observations wh1ch you make can be useful 1n a531st1ng

»./

, teachers undergﬁand generlc factors 1nf1uenc1ng 1earn1ng You

-can also help teachgrs become astute observer%'of ch11d behav1or
!
4 By focu51ng on behav1or and not ®Bn a 1abé1 or dlagnosls pro-it

grammlng for exceptlonal learners can be approached in the séhe
v - . ‘ ‘,

manner as 1nstructlona1 programmlng is approached faor ahy child.

&

1) Schedulie’'a time when you”can visit a cldssroom to i‘ <
L~ .\ > .
: observe'a child. -~ ° \
-

%‘l . - . . /—o
2) After you have bees in the classroom for a few minutes,
choose which child to observe. | b

' 3) Using the enclosed Behavior Observation forms observe

-

a child.for‘a 2Q é%nutg period. R

4) erte down 4 or 5 behav1ors and categorize them accordlng

-

to generlc factor most 1nf1uent1a1 An example is on

; .
*

S your form. : - ' )
{ . 5) Following your observation, write down some things you
¥ N . o
learned about the child you obsarved.
oty

6) Observe 3 childr?n. One each from primary/elementary:

middle grades and high school. .
’ o

.7) You do not need to observe an/exceptional child. Simply

choose any child®” . "_E}

v /

\ii

f
.® . -~

*
. -~ .,
.. ! R
.




((' ' . .

Child's Name * =~ .
— _ -
Grade Level " _ N

Behavior or Task Observed

=
Generic Factor

' - T~ \ 1 ) sf -~ ) Personal T
. - . -~ Y . A . -
' ~} ., {nt%¥}ectua1 Physical. Social-Emotional \
(I s v ot ,\.‘ " ) \ Py o . 6. . S? - N
¢ : S ~ : « v ~
. ! N N N .
. o Y . f :
Y v Y 3 i
hd ) * LY «
L] [ , ,
i) . N : t‘
. e P - - ‘<
e ’ a——
: - N 1 [ " .4
. - & - R v Py
g 4 ) ,° ) ' > . ]
. 3 - —l [ - -
L]
\"‘. B ¢ . v
? -
- - ~ . o T
! ‘ . )
~
~. . ) ~' ‘é ) -, < M
4@ ’ { . N
s° & .
' ¢ ) A . N
: : / . .
Nl s ﬁ 5o » . ‘ -
ﬁ".t -
- . . [ . 1 . &
~ I3 * i . . ! ‘
oI learned the following things about . - fromﬁth}§ observation- :
. ri . e ; .
’ * Kl .
- " : -
. \ ) _
- LY - R . 4
K - B - rE . R
. . . N . ‘f'.' . . 24 .




. Maslow's Theory of Motivation _
4 . ‘
'} - [

According to Haslow human needs are. organlzed in a

ﬁterarchy As one level of need is satlsfled,ln’hlgher,level

[ 4
appears for satiéfaction Mas]ow discussegs man as a'perpetually-
‘f.

7
wanting animal. All/ngeds are related to the state of satlsfac-
tion or dlssatlsfactlon of other drives. None ca be tréated

as if isolated or distrete. .Gratification of a need permits .-
. ’ I . ' * L « : .
the emergénce'of higher- level motivations. - .

Maslow's -hierarchy of motivation is as follows:
vV

-

1. PHYSIOLOGICAL NEEDS

e
e

Examples are hdhger, chemical end hormone balance, thirst,
. . ' .
sleep, sex, and taste. _A person deprived of everything (prasoners

s

or war vicfime, abandoned childred) would be motivated to satisfy

. ) . ) .
physiolﬁgleaf'need‘first. ,All energies of the body would go to

"satisfying 'this need. -,
2. SAFETY NEEDS

.

, 'Ie'children indicatidns Qf the safety need can be _seen in
sick childreq who may become fearful and regard the world as
-unsafe.. Maslow feels that most ch1]&;en prefer a world which' is
_predictable aqd orderly. In the adudt, emergency 51tuat10ns
Pring out sefety needs. )

¢ 3, LOVE NEEDS - ' _ S
At this heed.level the sense of belonging and warm felation—
syipe wite o%he?s is pfedominahtu 'This need encomﬁasses-both
;tiviqg and-receiviné love.

ol -

A



o T, : =
- - v ~ N
' , 15.
4. ESTEEM .NEEDS - g L
" ‘Maslow classifies these-needs into two sets:
1)" a. a desire for strength - ‘ N
‘b. “a de&ire for\achievement_ .
c.' a desire for confidence '
d. a desife for indepengence and- freedom s ’
_2) - a. a desire forgreputation or nrestige
b. a desire for recognition ‘ . )
© c. a desire for attention’ | ] ’ )
d. a desire for imﬁertanqk . ‘ ' o~ oo

*a

e. a desire for appreciation ' -

*

As esteem needs are satisfied the person feels'capabkérand

,3

‘inferiority and weakness result. ' - ',\

' 5. SELF-ACTUALIZATION NEED . .
’ Lo .

For Maslow self- actualization refers ‘to the desire for'
self-fulfillment. Self—actualization emerges as a need upon theé
fulfillment of the lower néeds. . - .

In addition to, the five levels of need Maslow points out

.that our intellectual capabi]ltles gssist in need satisfaction

-and any thwarting of them w111 be a threat t6 need satisfaction.

Man reacts as if attagked when depriwed of free@pm such as to
speak or to learn. | N .
Maslow suggests that man's desire to know .and to gnderstan&
possibly are the bases for a cognitive hierarchy. fhese'desires

are part’ of basic needs and yet seem also to be a higher level

in the basic -need hierarchy.

self confident If their needs are not satisfied feeiings of ..




*  One of the &?St important Lasksef a supervisor is to be

_aware of the basic needs of teachers and to provide assistance

and support @s certain needs become proponent and demand

.

satisfactiongbefore higher level functioning can appear How
effec@ive will be a teacher who f els inadequate (esteem) and

approaches each day with dread (psychological safety)?
r

+

\

- Activity:
Cdmpetency: Knowledge ,‘ .

Purpose: To become familiar with Maslow's hleparchy‘of need

€

as a means of supporting and assisting teachers

-~ N working with‘mainstreamcd students. ]

. “
.

Procedure: 1. Using the enclosed form}éﬁriéfly describe an
, : " \
intervention/activity which a teacher might employ
o . ».“f”« - Cw
.‘:“_’ ~ .
in consideration of Maslowts hierarchy. -

2. 1Incc rporate these ideas into consultations and

’

workshops with teachers.

3. Use additional paper for your ideas if you wish.

-

Evaluation: The completed forp of activities/interventions. A
-
% .

report of the use of those suggestions with teachers.

-Which have you ¢bscrved in action? .

1 ’%'

‘ - ~
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. MASLOW'S HIERARCHY OF NEED . )
‘| k-2 . 3-5 V| &8 | e-12
"Primary ° Flementary Middle Secondary |
Physical . v & ’ .
Q . d’ o
\- \ . : .
i % ' )
la . } . o 4
Safety L2
h . ;
's-‘-.;’l . R :
e N L o
/‘/ ~ ) 2
Belongingnefs, \
and Love f ) .
- \ E 6
: \
L [
Esteem” .
Self ” K
Realization ~ f .
o - H
Fl \. Q
’ j X
_Desire to Know .
and Understand. -
é" @
L3 s ) \3
© . 9
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Theory

€4

Educational Implications

5

Capsule Summary
'Pigget Children think differently-, from adulis. ~ Selection of material according to
The child learns from interactions with his level of development. Use of interactive
. world and from His actions upon his world. modes of instruction indicated. Develop-
Piaget proposes five stages of dexelqpment _nmient cannot be substantially accelerated
1) Sensori-motor by instruction but cognitive growth within
2) Preconceptual Thought developmental limits can be accelerated by
3) Intuitive Thought teaching Piagetian concepts through guided,
4) Concrete Operations ) N learning experiences. -A Plagetlan curricu-
. 5) Formal Operations / lum would emphasize the logjical process of
- oy : T S thinking and problem solv1ng>
% " . 3 . ’
Gagne "Children respond to environmental Skill of the trainer (teacher is of
| stimuli. Reinforcement is central to, the paramount importance. Application of be-
! theory. Gagné believes that learning is ha 'i1oral techniques (reward desired behav-
< ! sequential. and hieratchical. The steps jor. ignore the undesired) td teaching.
' are: ' 2 Gagné's eight instructional elements, sug-
' 1) Signal Learning gest an instructional sequernce for units
"2) ‘Stimulus-response Learnlng of instrhuction »
. 3) . Chaining . Y )
: | 4) Verbal Association' -
K 3) Multiple Discrimination
: 6) Concept Solving . - =
: 7) Principle Learning : , -
! 8) Problem Solving “ . 2
- -
Gesell | Gesell two factors. accounting for A most important, educational consid-

individual differences:

1) The Genetic Factors of individual
constitution and innate maturation
sequence, and

2) The Enviropmental Factors ranging
from home and school to the total
cultural -setting (Gesell, A. et al.,
The First Five Years of Life, New

York: Harper, 1940).
Other writers refer to these factors
as capacity and. experience. . "

eration is the concept of gradient of
development., Children may plateau at high
or low points of development and there may
be a return to earlier level of function-
ing. Downward gradient provides fhe
developing body a time to ress integrate
skills.
An understanding of thfs‘concept.

o

30
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Theory .~ Capsule Summaryf T Educational Implications
Gésell (cont.) - Development takes place in sequen- : . d SO
) . tlal patterns. The child progresses, ’

reaches mastery,.reverts to an earilier
level, and moves on to .surpass previous
performances. Read The First Five Years,

' The Child From Five to Ten and Youth: . ,
The Years From Tep to Slxteen for more_
information. -

N .y

*

Erikson ‘ ~+ * Erikson's eight’ stages are a ‘sequence

: ‘ of developmental tasks from birth to old: .
age. ' The steps are hierarchical and some e
level of satlsfactery achievement must
,be achieved in order to go on toa .: }
"higher level. The 8 Stages are: ’ -
. TRUST ) ) ' . -
© . AUTONOMY - : * ¢
i . ‘ ! INITIATIVE/ IMAGINATION.IN USING MENTAL ! @ ,
. . TMAGES . oo )

. INDUSTRY =~ = . . )

5 . IDENTITY - °,
t ' INTIMACY -, ' . . ' ’ . . .
% " - GENERATIVITY . B Ce L . :
v JINTEGRITY, - v C s . ° ? '

: - : \\ L] k]
Maslow . .' Maslow offers the following hierarchy ' ‘
' ., of human motivation:
) 1) Physiological, need/[
Need

) . 2) Safety need
‘ : ’ *3) Love and Belonging!

g . 4) Esteem Need--Self and Others
) Self actualization
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RESOURCES FOR FURTHER STUDY:

‘{

the following books publishéd

If you want more information,
P 4 ‘ - Z

by Teaching Resources Corporation, Boston,

100 BaylsSton St.,
*
and edited by Thomas N. Fairchild are part of a

‘Mass. 02116,

series of very readable apd very informative short books on

- ¢

understanding and teaching the mainstreamed child:

Maihstreaming the Gifted N
Behavior Disorders . %
-Mainstreaming Childreh with Learning Disabilities
Mainstreaming the Mentally Retarded Child _
Mainstreaming the Hearing Impaired Child
Mainstreaming the Visually Impaired Child
The Communicatively Disordered Child
_The Physically Handicapped Child
Educatlon of the Severely/Proroundly Pandlcapped

.
.

The first half of each of these books is devoted to the

&

characteristics. of each condition.

Using the set of materials: Select some teachers to

,iﬁqorporate this technique into their plans. After you have
K . 5 S .
become familiar with ‘the teachers on ways to use them to increase

k)

hnderstandlng and acceptance of mainstreamed students.

How might

this be accompllshed at the secondary level® erte a plan!

Evaluation: z

A

Your workshop plan and completed part1c1pant evaluatlons

will serve as the evaluatlon for thi§ activity. Addltlonally,

ks .
you are to write a brief critique of the workshop.
.

-
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Y e L -
. Module II: Use of ReIevant Information¥*

' . " . -

STRAND: Bridging

.

INTRODUCTION: This moduf@’dea]e with the use of knowledge of

'normal deveImeent as a background for understanding fhe

héndicapped and talented. The.ﬁosition taken is that deQelﬂ

opmeﬁt depends upon thé relationeﬁip between an organism and
4 ¢

its environment. Nature presents wide possibilities for

A ]

development. Which possibilities materialiée depends.on the
. ,“

relationepip between the organism agd.the environmént and
..exceptij nalhchiId's deéelopment is-partiquiarly sénsitive_to
\thiséjatiénship. . The theories of Erikson, Stack and Piaget -
S?fve as sources'fer:the relevadtes information used. Some . j>

m%jor ideas that underlie.this module involyt consideration of

«  the following statements aﬁd questions:

GROWTH PRQGRESSES IN A FIXED SEQUENCE OF STAGES-

. ' Growth is continuous and orderly. A general outline
of “sequence exists for ‘all growth. Does the excep-
: tiopnal child progress through the same sequence? )

Yes, but perhaps at a different rate.

NORMATIVE AGLS EXIST FOR EACH STATE IN THE SEQUENCE OF
GROWTH-

Are these ages the same for the exceptlonal child?

This depends on th'e particular area of development
under consideration and the child's feature which .
labels him as being excepitional. .

%~

EVERY INDIVIDUAL PROGRESSES THROUGH THL VARIOUS STAGES
IN HIS OWN UNIQUE WAY- .
Is this true for the except10na1 child ae well?

"Even more so. |’ ‘ v

*This modiile was developed with the aid of Dr. Marilyn Gootman




*a
’

Y . 5 » e . )

_DEVELOPMENT IS A COMPLEX PROCESS WITH IN WHICH DIFFERENT -

AREAS PROGRESS AT DIFFBRENT RATES. THESE AREAS ARE
¥ . AFFECTED BY EACH OTHER.? ' !
‘o How does this fact affect the exceéptional child? .

The child's handicap or' talent may 1mpeg¢ or accelerate ) |

N progress in one partlcular area to the triment of
' other areas of development .

- - . .
~

GOAL: Use relevant information in planning edycational exper-

. L4
. ‘e -

iences for reggular classroom and special education teachers.

OBJECTIVES:™’ ‘ . " < ’
“ ¢ : .
<o, Statq what are the componehts of the organqu7
‘ a. hysical make-up . 2
S b; meptal make-up . ‘
*2. State what. factors determine the nature of the orggn15m7
> a. biologlcal (i.e. human as opposed to animal)
.b. genetic ™ st
: c. noén-genetic phy31ca1 \ ‘

o

& v
3. State how the exceptlonal student may dlffex from “that
,of the regular student?
~a. physical: sense impairment (hearing, seeingy,
. muscular impairment, energy or activity
- “ impairment ot
- b. "mental: "’ exceptionally high abilities, slow
mental functioning, partially impaired
mental functioning (limitation ol a
<fﬁ particular skill or ability) -

\4._ State what are the components of the environment?
a. physical:’ objects, places, climale
b. interpersonal: family, peers, culture, socicty

exceptionalitly? . -

may impede developmernt unless.

. N de81gned around the child's ‘necds

b. - dnterperscenal: reactions of others depending on

whether they are sensitive or.not

will either impede or facititate

the child's coping and development.
. Vilues of, society and culture can

. ' - affect.attitudes toward the .

exceptionality.’ *

5, State how the&env1ronment can affect the child's

a. physical

abw
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INSTRUCTIONAL ACTIVITIES:

SOCIAL DEVELOPMENT: ERIK H. ERIKSON ‘

2 0T FACTS TO REMEMBER WHEN DISCUSSING THE RST FOUR OF ERIKSON'S
EIGHT LIFE CRISES:

£ .
At each stage there is a struggle between two, conflicting
emotions, one healthy and one unhealthy. One of the two
emotions wins out at the end of the stage and this emotion
serves as an underlying current which affects future
behavior and development. Remember, as the individual is
progressing through a particular stage, there is a struggle
between the healthy and uusnealthy emotions. .

The s%ruggle between these two emotions continues ﬁQrough—
out life but to a much lesser degree. The emotion that _
. "wins out" during the stage has more strength throughout -

S life. \ X

Appropriate frustration is beneficial and not harmful 2
to the child. Meaningless frustration can be harmful.

CRISIS 1: BASIC TRUST VS. BASIC MISTRUST

Background Information:

The infant learns about people‘and the world primarily
through his mouth. How the infant's oral needs for food are
§~' . met is important for him in his struggle between}basic‘tfust.
and basic mistrust. To the Qerylyoung infant, féod is love;

v" -~ ,
to him is critical;when he needs it an&a

how his food is given

“~ ..wants it or whei it is convenient for others to give it to'hin.
. - L]
JAt first, the infant who has just experienced the trauma
of bifth should be given immediate gratification. Gradually,

throughout the first year of life, gratification can be gently
o

delayed (i.e. he may have to wait a reasonable short period of

[ time for ﬁig food). As the gratification is Qelayedfappropriately,

: the infant learns to trust that his food will comgﬁand he over-

& - comes his feelings of mistrust that the food will never.come. -

s v
v .
™ - »
.
. .
. .
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The infant learns‘to }rust that peOpié willrreturh. ﬁe
or she ovencbmgs mistrust that important o%hers will never
return if expésed‘to'rEasoﬁablé periods of separation.

The charactéristics of the infant (naturally these
become less extreée as the first year bf\iife progresses for
the emotighaﬂly healthy infanf) are: helpless, impetuous,
impatient, nafcissistic, overdemanding, wanting everything his
ownh way and ihmediately.

By the end of the first year, the oral needs gradually
diminish. The baby learns to crawl, use his hands, and is
weaned. The healthy child learns to give love as well as
receive love. He learns to trust that he can cope with his
own urges. He learns to trust people to meet his needs even’ .
if théy o not do so immed&ately. He learns to trust that his

-

physical environment will be safe.

L

Another way to describe‘the strugglé:of the infant at this

s%age is: - I can depend on you the world to meet my nueds vs.
- ' 2

I can't depend on you the world to meet my needs. 7

. ) ' \

ACTIVITY. 1:.%*

Think of the exceptional chfld's charaq}eristics and how
his devefOpment ing;his staée is affected by interpersonal and
4 . .
environmental factors .such as the following:

Advanced mental abilities . ¢

interpersonal: others relate to him ‘as if he is older
and understands more even though he is still an infant-
they may expect him to withstand greatly frustrating
circumstances just because they assume that he is so
intelligent that he can understand- the frustration may

be overwhelming. N

*A major goal of this module is to get participants aware of
their thifiking. ' - s -

39




Slow

envirdnﬁ%ntal: the toys given this child may be too

ntélligent, others assume he can use advanced toys.
ather, toys on the appropriate level for this child
will be explored more intricately than w1tb a more {

average child.
N~

or partially impaired mental abilities ) i :

zifficult for his level, but because he appears to be

¢

q - * .
interpersonal: -others may give him messages that they do
not trust in his abilities or that they have very limited
expectations This breeds mistrust in oneself- On®the
other hand, they may also not respect the child's limita- .
tions and expect too much of him and in this case as well
he will learn to mistrust others and himself.

physical: objects must be designed to minimize frustration
from an inability to do things because of impaired mentd1
ability. Appropriately stimulating and challenging obJects
will develop trust in the world. A

Physical restrictions

interpersonal: if others are continually waiting o e
child and doing everything_ for him without allowing him to
try to do things on his own, with a moderate amount of
struggling involved, then the child will learn to mistrust
himself and his abilities.

. environmental: if the environment poses unneccessary or

avoidable restrictions for this child, then the child will

learn to mistrust the world and Qimseif.

ACTIVITY 2:

Althougq(the basic struggle between trust and mistrust

occurs at infancy, the results of the struggle are not irrevers-

ible.

The. teacher can design teaching strategies and activities

which will develop trust in a mistrusting child.

Think of activities which might help the child to develop

trust in himself. If moderate gfustration is gradually introduced B
to the child, if slightly difficd&t but yet easily attainable

activities are given to hi/,ﬁif success is within reach after a

/s

40 : ‘ -
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slight stret:;zzé\to reach it, the child will learn to trust

himself-he will learn that he can exert hg@self and be success—

ful. Gradually, moderate frustration can be introduced to the

L3

child. As the child learns to trust that he can do things,
&

,more challenging activities can be providéd. Alse, if the

3

-mistrusting child is giQEn reoOgnition for a particular

accomplishment, if he is called on first by the teacher or

&«

noticed in other positive Ways,vheqwill learn to trust himself.

- » . .

ACTIVITY 3: . o : ' L

Think of activities which might help the child to develop trust {
in people. . -

If the teacher is tonsistent in her’ behav1or and relates fairly
to all children, the ghild will learn to trust- her.

1f the teacher is céring,'and concerned about her students,
<trust will develop. ° : N

If the teacher does not get upset when a child gives a wrong
. answer and is patient with all children, the children will develop

trust

.+
- . ~_

If children, know what is expected of them and'if these expectations
/' are reasonable, they will.develop trust in people. )

-*

- % N

~

ACTIVITY 4:

Think-of activities which might help the child to develop trust
in his environment. ‘

An environment which is "fajl-safe' will breed trust. If a child
feels that he can fail safely, without penalty, he will trust ,
' that his experiences will not be degrading.
} .
An environment which does not pose any unnecessary obstacles is
essential for thefdevelopment of' trust, .

‘EXAMINE THE ABOVE SBGGESTIONS AND THINK OF HOW THEY APPLY EVEN
. MORE TO THE EXCEPTIONAL CHILD. &

L4

-

L4
P,
18}

, ACTHVITY 5:

- How should interpersonal relations be design.d for the
ekceptional child sd0 that he can develop trust? °




Mentally advanced child
¢ile is treated equally to his peers and, the expectations of
him’ are not, excessive. He is not made t3 feel that more

is always demanded of him.

-

Mentsally impaired Chlld
The teacher is consistent in his or her behavior. If the
teacher does not get-terribly upset with the child's

- wrong answers and allows him or her to fail safely.

Physically impaired child
The teacher does not view his disabilify as a total handicgp

which eliminates him from most activities but finds ways to
bypass. the handicap so that the child can engage in activ-
ities like his peers.

ACTIVITY 6: ..

How should the environment be designed for the exceptional
child so that he can develop trust? Activities should be der
signed which provide the optimnm challenge foréthe individual
child. The work should be challenging but not overwhelmingly
diffgcult and neither should it be so easy that it presents no
.challenge to the child. The environment should not contain

unnecessary blockades that can be eliminated. N

EVALUATION

1. State characteristics of an individual who trusts

2

other people?

2., State characteristics of an individual who trusts the

world around himsto be a safe place?
3. State characteristics of an individual who can trust

himself to cope with his urges and delay gratification?

)

What would be his tolerance level for frustration?

4, The individual who mistrusts himself, people and the
world exhibits the characteristics of the infant who is

struggling between trust and mistrust. State these

characteristics? P

\’\ . 42
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5. An additional 8ign of mistrust is an individual -
}

who still has very strong oral néeQS. State how nhildren-

LY /?~
or adults might. exhibit strong oral needs?

6. State how a child's exceptionality might hinder his

.development of trust ratherwthan\mistrqstji

?

a. By overcompensation of others-others feel sorry for
the child and ;therefore try to do everything to please
him.immediately and do not give him the opportunity to
gradually learn that he can delay gratification and trust
himself to wait for things.

b. By actual inability to do things -at times the frus~
tration may be too great :

CriSiS.Z: AUTONOMY VS. SHAME AND DOUBT (1-2%,years)

N
N <
£

Background Information

The honenmoon is over! 1Until no& the infant was dependent,
needed his parent and -stayed relatively immobile ;éople
:usually knew where he was and the infant could Hot venture too
far from his original location. '

But now! The child has a strong urge to bec?me a separate
person with wants and desires of his own. 'He wants to be able,
to prove that he can do thingé on his own. Tnis is tne "me" ¢
period: me do this,’me do that. The child:is struggling between
a !eeling’that‘he can indeed do things on his own and a feeling
cf ahame in himself and in his abilities. ?his child needs—
'ﬁ’gradual, well-guideq'exﬂﬁxiences to enhance development of
‘autonomy and free choice. ’ ' 5N

This is a period of great curioSity. As the child agsumes
a vertical position by walking, he suddenly sees a whole‘Wog}d

of which he'was‘ggéniously,unaware This child is cdurious,

-2

+ )
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not destructive: he bangs, throws, and bregks things as he

explores-they  are a result of his curiousity. .

The "terrible two's" do not have to be terrible. Keep

in mingd that tﬁe chilo is looking for-autonomy. "He.1is.

attempting to break a@ay from his babyishness. biécipline .
is necessary, but appropriate discipline, and not harsh

discibliné. _First, remove any unnecesgaty obstacles such as

antiques. Give the child things permissable to explore. View

-

- discipline as a means of teaching a child self-control.

This.is the' period when the child must learn self-control.

’

Self-control in' his behavior and in his beéwel habits. Power
struggles result in obstinacyjrather°than self—oohtrol.

This is. the age of mag1ca1 and 11tera1 thinking. Thio
child believes that his wishes will actually come true. Often
bad thoughts agout parents are ‘a great source of worry. Thesq

-bad thoughts often occur after the child is disciplined either

appropriately or inappfopriately. ' .

, Provide the child with emancipatioﬁ, not amputation-let *

.

him break away gradually. ) ,: ) ,

rYs

s Another way to describe the struggle 6f the child at this

age is: 1 can do ‘things for myself versug I probab%y can't do

4 . . . .

—_——

it. S,

°

Ac'rivf'rY 1: . . . ; .

<

A person who has shame and doubt about h1mse1f often exhibits

the charatteristlcs of the young child who 1S in the period of °

s

struggle between, autonomy, shame, and doubt. State what some of

~

-

. .
. (SIS N -
R ,




these characteristics are: (insecure about self, stubborn

go‘irerned by letter/not spirit,-loss of self-control).

.

ACTIVITY 2:
‘* Tell how a child!s'exoeptionality'might hinder his
development of éﬁtonomg'so that he becomes more shdmeful and ’

¥ : -
* doubtful? Sone hints follow: om
. . . \ , N ” .

Physical:
Significant others do not let him try ‘to do things on his
. own, - .

Reasonable limits are not set for him-he is overindulged,
rather than taught to.develop self control

-

I3

Environmental ™ Q - ! x\\
He cannot do many things on his own because of his physical
restrdctiod%. A

s
) .

Mental: . ‘ : T B .

The objects and materials g1ven to him are too difficult .
and he is unable to explore the world oh his own level.

" The 'environment is insufficieatly stimulating‘and therefore/,
he ends up doing things he ought not to do, being unfairly
restricted L '

A )

Others treat him as though his 1imitations are so great. .
that he cannot do anything on his own and do it all for'him. .

H Hoa

Social:

Limits are not set for the child.and he learns no self-
control because he talks his way out of situations.

¢ . -~

ACTIVITY 3:

*
]

Although thé basic struggle between autonomy and shame and
doubt has‘oooured'bﬁ age 2%, the results of the struggfe are

not irreversible, The teacher can design teaching strategies

& . &
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and activities which'will develop autonomy in ; child who'feels
doubtful or shameful of his ability to do things on his own.

Think of activities which might help the child to feel more

confident in his ability to do things on his own. Think of the
’two year old when he stTuggles with this problem initially.

What are' some of his characteristics that must be understood

‘and nurtured appropriately? Hintsg

Curiositz

A need’to explore the world -~ give the- child freedom to
exp%pre in the c¢lassroom. ) . .

Desire for independence N . o &

"
Encourage independence but at the child's level (too much

. freedom and independence is just as bad as not enough for
the, child who cannot hand®e it).

-

Wants successful encountersxyet needs to be able to handle
Bfailure B
/. Give the child opportunity QS exploge and experiment, allow
" for trial and error experiences where failure is part of
- the process and not threatening; create a "fajl-safe"
‘ environment, . . .

ﬁ;;ds‘selfncontrol
[

"Do not get into power struggles with the child. Discipline -
the child gppropriately, thinking of discipline as a means
for teaching a child self-control and not as. punishment or

# ., repayment for a crime. -

v
Y

Wants :independence and responsibility: o ¢ ‘
Provide the ‘child with gradually increasing responsibilities,
but* gradually, so that the child develops confidence in his
ability to assume responsibilities

ACTIVITY 4:

How should interpersonal relations be’ designed for the, -

exceptional child so that he can develop autonomv?_ Hints:

-

L]




Mentally advanced 'child: .

[} . . )

v 1f others encourage independen;e\en his own 1level .and °
allow him to advance forward when he is mentally capable _. .
\ of doing so - but at the same time do not allow this .-
child complete freedom to do what he wants and when he
‘wants to merely because he is mentally matuye The
"gifted" child must learn self- control and h w to fail.
.20thers must challenge him sufficiehtly so that he must
struggle to succeed, but always being sure that success
‘is indeed within reach Often teachers of exceptionally
. bright children forget that their students areé still -
children and consequent®y may expect too much of them. '

.+ . Mentally impaired child:
\\ . . . L4
AN ' Design experiences which will allow this child to succeed
S\ with a minimum of struggling - convey faithZin the cliild’'s
Y abilities. Often this requires a readjustment of the
i, ) teacher's expectations of the student, i.e., .relating to
y: the mentally impaired child 'as if "he .or she is mentally
: . hopeless or, on the other hand, expectiig too much of the
, mentally impaired child produces shame and doubt®in the
V child. Allow this child to fail safely but also buidd g
e . Success, nto the system. * _ -
. \ ) "
X Physically impaired e¢hild:
Lo Within reason, relate to the child as if he can do things ,

. on his own and do not do everything for him either because
i you-feel sorry for him ‘or because you think that he is
: . helpless. Often the physically handicapped individual can
.- find alternate medns for accomplishing things which may be
.restricted by his handicap. Allow this child the ,freedom.
H to explore the classroem and to deal with the work on his o
i . own terms. Let him decide on his limitations, and if. .
; ~after close study, you feel that he is imposing unnecessary
) limitations on himself, gradually encourage him to venture
‘out more. Make attempts fail safe, convey faith but not.
pregsure in his ability to try. s,

ACTIVITY 5: o .
How should the environment be designed for *the exceptional

child so that he can develop autonomy? Hints:

v

; Mentally advanced child ’

G . Have materials available which will be stimulating and

T interestipg to this child. If the class activity is below
; the ¢hild's academic level, find more advanced material on
oo _the same topiec. Allow thé child ‘to he%p children who are
5 ) . having trouble. o

q N
o 47 ‘ o
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. 'Henta;:;\impaired child -7 ' . '

Y N ' -

Provide materials which age appropriate for his intellectual
level and also his interest level. Do not use books' of
-interest to first graders with sixth graders. -

'Physf%ally impaired child )

Eliminate unnecessary barriers for this child and arrange
the classroom in a way which-will minimize dependence upon
others for assistance_(e. do not place books where they
are unreachable to the child who is confined to a wheelchair).

v
—

Crisis 3: INITIATIVE VS. GUILT:.(2% to 5 Years) ,

v

.hackground Information

"

¥hile the infant Qas intereeted in himself or herself and
the toddler waszintexested in the world:- and how to handle it,.
thesbre-schoeler begins to become interested in'peonle.
Curiosity is the main featire of this child:

- This is the "why'stage. -This child is beginning to.put - .
the world together and takes the initiative to ask questions.
If his questions -aregsquelched, he or she will feel guilty

and afraid to ask. Learning requifres initiative such as

i1he child at this age naturally exhibits..” If questions.

: are squelched~he or she may become, a poor learner because of
lack of initiative which is necessary for -successful. learning.
Two major foci of his curiogity are sex and death. Often
parents and teachers find these topics difficult to deal with
and the >hild's initiative:for asking questions-is discouraged.
The initiative can be discouraged by either no answer’ or-an

.answer which is far to advanced for the child and thus is
incomprehensible to him,

Initiative implies moif than independence or auionomy' .
" Initiative means undertaking tasks and taking risks. This .
’ stgge's struggle can be described as "it's ok to take risks
‘and make mistakes vs. I'd better not try."
ACTIVITY 1: -
Although the basic struggle between initiative and guilt

occurs during the pfeschool years, the results of this struggle

are not irreyérsabie.“The teacher can design teaching, strategies
48 7
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and activities which will develop initiative in a child who
feels guilty about his curiosity and his desire to know about
people. Following are some activities which might help’a .
child to develop initiative: - | ’ T
, e
encourage and answer questions
provide new, stimulating experiences _ ) .
provide. trial and error experiences . .
provide a "failsafe" environment so that the child wondt
worry if he fails
"why ' questions are allowed and d1scussed
N v‘ "
ACTIVITY 2: .
- étate how interpersonal relations should be‘designed for
. - . / .
the exceptilonal child so that he cansdeveldp initiative. ‘Hints:
Menuuliy advanced; . . .
. . Answer his questions to the best of your ability. Look up
. answers wheg_you don't know them but tailor the answer to ' N
the child's level. Encourage questions and answer them, R |
Mentally impaired: ‘
Do not: ignore qﬁestions because they seem simple. Respect
every question and answer it at the child s level of
thinking. : , « .
{
Physically impaired: ;
. Encourage the child's curiosity and do not be so over-
. protective that the child will not’ venture on his _own to
find out answers.
ACTIVITY 3: )
State how the physical environment should be designed for .
" the exceptional chird so .that he can develop initiative. Hints:?
Mentally advanced:
)
Provide materials and experiences, which are of interest to |
him and stimulate curiosity., Expdse him to new places and .
ideas, e.g., museums, . ,



'Mentally impaire&:-

Provide interesting but not overly complicated objects
for him to exprore. Do not buy toys well above his level.

Physically iampaired:

Remove all physical barriegs that are possible to remove

-*and allow the child some initiative to exploze and find
things out without restricting him and hovering over him.
Needless togsay, avoid physically unsafe situations for
him or situations that become overly frustrating for his:
curiosity because of physical limitations.

- N
EVALUATION:~

&

1. State the characteristics -of an ;ndividual with

>

initiative. (Willing to undertake tasks, curieps, exploring,.
will take rieks in order to find things out, not afraid to
‘try, fail’, and try-again) - ' _

2. State tbe characterdstlcs of an' individual- whq feels
guilt rather than initiative? (Shy, withdrewn, not'try to

initiate‘new things, afraid to ask questiéns apd,toupe'cufiousy
afraid of making miStakeS)u . < h

/3. _State how a child's exceptionality might hinder\his .

I3

- development of 1nitiative so that he develops guilt instead? -+

-

him to venture.out on his own ‘and yake risks-if his 1

curiosity is squelched by limiting his exploration ¢

unnecessgrily.- Physical barriers hinder his exploration-
‘' and curiosity to find out® about things.)

(Physically impaired: «Interpersziﬁl-others don't allow~

* -

1

Mentally impaired- ' .
Interpersonal - his questions are laughed at or ignored\
for being simplistic. .

P ¥

Physical - objects and opportunities are either too
gsimplistic or too difficult so that he cannot even
,/ formulate questions.

i . 4 ~

'




Mentally advanced:. [C:m . ’ . ’
. Ve S

‘Interpersonal - he is not given answers to his.questions
because they are too difficult.or perhaps the-questions
‘are. even .laughed at for being so cute for coming from a ~
child thiscage. ,

»

Physical - opportunities for him to find .answers out on -
his own are not provided. He is restricted phys1ca11y .

in his exploratory activitles and stimulating experiences v

are- not provided. LI

1

Crisis 4: INDUSTRY VS. INFERIORITY (6-12 years) ) \\\\\\\\\\

2

Background information ) .

v
Pl

Thipk of. the child at this period in terms of the triangle
V4

.

below:

* Y . 4

-

4 .

The sides,K of the triangle must be'connected. Each side has its
. ‘ : : ¢ ..
own direction,and will not be complete unless it is connected ‘to
* AY

B & -
the, other two sides. The rays of the triangle represent the

~—
.

following situations that children of this age encounter.
» - . i

Sepération from home -— breaking away from, parents becoﬁing
"more iﬂdependent and realizing that parents are not infallible

occurs. -

J

Relating to peers*- The feedback from peers has a strong
influence upon how the child feels about himself. Groups
of* same-sex peers, peers like the child, provide a consensus
for the child on his worth.

¢ N
\Mastering skills - Intellecthal competen@e is stréssed at
this period, but physical 'skills, particularly in games.
Social skills are also skills ﬁﬁich he child must master
at this age +in order to feel like a mpetent individual,
like he can do things rather than that he is inferior to

others. -

13

ACTIVITY 1: | ,
Children in the elementary years of schooling are stfuggling

with'the feelings of industry and the feelings of inferiority.

.7 5]
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The teacher. can design teaching strategies and activities which

——w+l]l allow students to f\kl mastery instead of 1nfer10rity,

.vther it is when relating to peers, mastering cognitive

-

— skills, or mastering bhysical skills. What are some of these .
- - \
teaching strategies? Hint-think of the triangle: @ \\

Separating from -home - provide the child with security in
the classroom, lét him know the rules and routines initially,
assure the child of the mother's return, 1iSten to the

child express his concerns.

.Relating to peers ~ provide ample opportunity for the'chil-~
dren to work cooperatively with each other and to play
informally without-outside determination of what and how

" “they should be playing. Encourage informal interactions
among children.

~Mas¥ering skills - provide learning experiences for each
child which present the optimum degree of challenge for
f e the child.- Material which is eith«r too easy or too
difficult fox, the ghild will- not produce mastery and
competence. Knowledge which is reachable to the child

but which requires the child to stretch his mind and .
' struggle (not excessgively) a little to reach is most )
*beneficial.
#
ACTIVITY 2:

Al

Tell how interpersonal relations should be designed for the
< ..

pxcebtional child so-that he or she can develop a sense of

‘- induétry ratgfr than i_nfériority.~
Hints: v

Mentaliy advanted child:

. -Others must relate as though he or she is a perfeectly
normal person and not someone unique or privileged. The
. child should be placed in situations in which he or she
must(interact with and cooperate with other children,
y regardless of their mental levels. He or she should not
+ be able to escape from difficult interpersonal situations
by hiding the face in books. _ -
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Mentally impaired child:

StreﬁgtpEKshould beé subtly brought to. the attention of
. peers so that they can respect the child for his or her
# . strengths. He or she should be encouraged to, interact
with peers whether they are mentally impaired br not.'
Forcing constant interagtion with much younger children
~ can be detrimental. Adults should relate to this child
as tBough they have confidence in his or her ability to
do things and they should adjust their. expectations to
be appropriate for the c¢hild's level. -

Physically impaired child:

Others should treat this child as though he or she is
apable of doing most things and not stress-the child's
handicaps focusing only upon what he or she cannot do.

Tedchers anqnchildren must be taught to emphasize the
Strengths and abilities of the child and not on his
handicap. ( N .

JACTIVITY 3:
Tell how the environment should be designed for the
exceptional child so that he can develop a sense .0of industry.

Mentally advanced child: ~ , \

Tt

Provide stimulating and interesting books, materials, etc.
at his or her level. Allow him &6r her to stretch to learn,
but do not provide overwhelmingly difficult material just
because of the high intellectual ability.

Mentally impaired child:

Provide appropriate materials, books& etc. which allow the
child to exert some effort in learning.but which also provide
success in a reasonable amount of time. Provide physical
equipment which allows the child to master physical.skills.

\ .

Physically impaired child:

Eliminate all unnecessary obstacles which might hinder this
child developing physical, social and cognitive skills.
Design experiences and shituations which will by-pass the

~

handicap. ] .
- Remember, in order to develop a sense of industry, one is
oftpn forced to return to a previéhs stagefof development

and change the outcome of that stage's struggle.
\
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EVALUATION

State the characteristics of an individual who has a
sense of industry.

1. (He feels that he can indeed master skills and be
productive.) .

2. State the characteristics of an individual who‘feéls
iﬂferior to others. (Passive, withdrawn, feels incompetent,
. unwilling to try new things because hc is afraid he will fail)

3. Tell how & chjld's exceptionality might h;nder his

; devblgpment of indust. o

Physically impaired:

-

Interpensonal - Others may relaté to him awkwardly ‘a8 though he
does not belong.. They may ostracize him Jbecause of his

-handicap. His parents may not be able to allow him to

separate from home because of his handicap. They ‘may be
overprotective. .

1]

Physical::

This child may be incapable of mastering certain physical
8kills regardless of the circumstantes. ' .

. Bental;y impaired:

-\' Interpersonal - Other children may make fun of this child
and tease him. Teachers -may relate to him differently as
though he is not worth the=eéifort.

Phﬁéical environment:

The child may be incapable of ever mastering certsin
cognitive- skills which the rest of his peers find easy.
The book, lessons and .experiences provided for the rest
of the class may be overwhelming for him.

. Mentally advanced

Interpersonal - This child may escape into mastering cognitive

. 11s at the expense of his social skills. -He ms~ retreat
1§lb}the world of books and fail to interact with his peers.

_ Othe?s may stress his academic excellence and give him a false

z

-

(R . 7
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sénge of supgridfity. Physical environment - The materials’
‘ may be insufficiently challenging for this cgfld. In addi-
. > tiom, he may mot beg in an environment which stresses the
- development of physical skills as well (these are also

important at this age).

YNTERPRESONAL RELATIONS
from

SulliVan, Harry S. The Interpersonal Theofy‘of Personality.
New York: 'W. W. Norton Co.; Inc., *1953.

s

)
~

" “Infancy (birth to 1 year): S )

Béckgroﬁnd Iaformation:. The infant's sense of.self evolves as a Lt
" Yesult of his transactions with one significant other, his care-
taker. Tenderness, loving, and physicallcdntact with this person

°

afe necessary. Although different people may assume the role of

cardtaker at different times, it is important for all these people

to be consistent in the. way that they relate to:the infant.

ACTIVITY 1: - S

*Tell what approach is important for those who\work with young

. .

' infants? .(They should be consistent with each other when relating

» e
< ’

- f.‘<£o the infant, meet his needs when he expresses them, touch him,
give him atfection.) Think of the exceptional”child and how his
eicebtiohalify might be affected by the relationship with the

. ' caretaker: . ,

Mentally impaired:

s

..The provider may shy away from this child because of his
y _problem - guilt, disgust may cause a lack of positive
) feedback to the child. The provider should try to-overcome
any negative feelings and remember that the child is an
innocent victim and even more so needs love, affection, and
. - touching.

; ngsically impaired:

- . The provider may be afraid to handle this child because of |,
- . his handicar.. This makes the child feel unloved. At times
‘ , the physical circumstances 'make it impossible to meet the




child's needd!. .The provider should seek alternate means
for meeting this child's needs for physical contact and
should design alternate ways to convey love and affectiona 1&

EVALUATION

1.‘ State how an infant might act if 'he is cared for by
consistent,” loving, a%d nurturing people? Hint: Trusting,
self-congiaent, he likes hims§1f.

2. State how an infant hight act (or later on a child) if
his needs are met inconsistently by cold, uncdring people? Hint:

Mistrusting, lacking confidence, not liking'himself, low self=

egteem.

x

“TRANSITION FROM INFANCY TO CHILDHOOD (1-2 years)

Background Information:
Now, the bhild'begins to learn about himself from others i
begides the caretaker. Language .is his outstanding accomplishﬁent

and is used as a means for establishing relationships with others.

ACTIVITY 1: .

Tél% how others should relate to the child who is just
learning ianguage. They should reiqforce the language that he
speéks, providing him with feedback, é&low the child ample time
to respdﬁq/té questions and to think about things before responding.’
The child shouid be talked to~and related to at his own level but
without assumptions being made that the chiid cannct understand
words-in genéral, e.g., do not talk about the child in his presence
- because you think that he doesn;t understand.

ACTIVITY 2: '
Think of how the child's exceptionality can be handled in such

a way ag to provide positive feedback to him during this stage of
development.

96
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Nentally a&éanced:'

Relate to this child at his or her social needs level.

Even if he jcan communicate better than the average child,
his or her |[conceptualization may not be on such an advanced
level as iY may appear. 1In regard to self-discipline, do®
not expect itoo much of this child because of his precocity.
Also, beware not to artifically inflate this child's self-
" esteem by making him feel likeigg is the smartest child in
the world. ' When he begins to relate to other children, this
over-inflated ege will quickly and ‘painfully deflate.

Mentally imp;ired.

Respond to the child's verbalizations at his level and do
not constantly try to pressure him to do more than he \is
capable of doing. Speak to him as you would to any chFld
his -age but perhaps slow down or simplify your words. - Do
rnot talk about the child in front of ‘him just because you
feel that he doesp't understand you. .

«

Physically imprired:
The physical impairment should not affect verbal communications
unless’ it involves hearing. In that case, use every alternate
means possible to express feelings, ideas, concerns, rules, etc.
to the child. Facigl expression becomes- important. Do not
forget to cammunicate and use other forms of language (e.g.
body language) when communicating with this child who needs
your feedback as much as anyone else. :
EVALUATION
1. 'Tell how learning language affects a ch11d s relationsh1p
with others. Hint: ‘The child can now understand the verbal
~ M ' \
messages of others, both good and bad and determines how he feels
gbout himself from the verbal feedback which he receives from them.
4 '
- 2., Tell how the child's ability to learn language also affects
relationships ¢f others to him. Hint: If he learns it well and can
communicate, others may tfeat him more positively. Spéaking'to

gomeone often flatters them and the fact that this child can com-
municate often flatters the Lis%ener. The good speaker learns to

feel better about himseélf and 6ften the poor speaker is'ignored Qr‘
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Just taken for granted. Thgre is also the danger that the goo
speaker might be r€lated to in a fashion which is beyond his
m;htal capability and therefgore he ends up feeling incompetent.:
3. Tell how a child's exceptionality might affect his

interpersonal-relatione at this age. Hints: ‘

Mentally- advanced:

This child might re&eive much atfqulon and positive feed-
back from others an therefore feel very good about himself.
However, others may place unreaspnable demands on him -
because of his verbal precocity. No matter how advanced

a two~-year old is in communicating with others, his or her
conceptualization and understanding is not far from that

of the average two-year-old.

P

Mentally impaired: ’

Others may not communicate much with him because they feel

that this child cannot understand them. The child then

receives bad messages -about himself by being ignored. On

thé other hand, others may davote excessive time and effort

trying to get him to understand and communicate beyond his

ability - the frustration to both parties in this case can
¢« only create negative self-esteem in the child.

CEILDHOOD (2-5 years)
Background Inforéation: ¥
. Although he iz not exposed'to peers, this child is dependent
. upon adult pagticipation. This is the age when adults ofteh take
it upon themselves to teach childten and childten's feelings about
themselves are affected by these teaching sessions. Children also
1like to have adults Join them in their play or at least wafch them
play. v ' .
ACTIVITY 1:

Tell what kind of adult participation wouldsprovide the most
positive feedback aéout himself to this child. Parents and other

.adults must design their teaching of this child to be at the child's
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level - wha they teach him should be stimulating and challenging,

¢

but eaEily reachable. Rote memorization is inappropriate for the’

child ‘at this age. Manipulation and exploration and concrete ’ &
learning is approbriate.f Provide these kinds of experiences for

H . )
the child. / -

ACTIVITY 2 | . .
Think of how the child's exceptionality can be handled to
provide positive feedback at this age., Hgats:

Mentally advanced:

Stimulating activities, but parents should remember that the
chiid  is still only a pre-schooler and that his ability to
comprehend abstractions will be limited at best regardless of
how -bright the child is.

‘- --»  Mentally impaired: s g

This child should also be challenged but at his level. When
parents work with -him they should have confidence in his
abilities to learn but they should not be tense to try to
eliminate the child's handicap if it is impossible to do so.

th_ically impai&ed'

\ . Ny
Challenge this child appropriately to develop confidence in
his ability to achieve. Design learning experiences which
circumvent the child!'s handicap and allow him ta@ learn to use

his strengths to compensate for his handicap. -
o *

. /

EVALUATION D

1, State how a relationshlp with adults might affect the
child's feelings about himself. , Hint: When adults arc relaxed [

*

and provide appropriately challenging learnihg experiences for the
?“ child, the child learns to feel good about himself-and his exper-
iences, When the adults do not tailor the child's learning .
experiences to the ability of the child and their egos (eSpecially
parents) get involved in the learning situation, the child may.give

=
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up gn despair and feel incompetent and unworthy and unloved.
Often in cases.l @ this, - children fear thét the love of the
parent is depenli:t upoﬂ successful léarniné. . . v

.2. State how a child's éxceptioﬁality might affect
relationships with adults. Hin;gz

?

Mentally advanced:

3

. r
. Because the child is bright, the parents may assume that
he is capable of lecarning extremely difficult material
which may be beyond his level, as high as it might be for
- his age. The child then feéls incompetent and like a
' failure for disappointing his parents: On the other hand,
if parents don't challenge this child sufficiently, then )

he may also feel incompetent: and unworthy.

' Mentally impaired: . - .

Parents may act frustrated with this child's limited
‘capability so that the learning sessions and adult

C participation sessions only provide the child with
negative feedback about himself. This can be partic-
ularly harmful if the parent despcrately trjes to
overcome or ‘ignore the .child's handicap. “Also a parent
may just ignore this child and this child as any child
this age needs adult participation. )

Physically impaired:

. Others may ignore him because of his inability to accomplish
- certain tasks and not take into account that they need
adult pargicipation, while others may provide this child
with too much adult participation and do too many things
for him, not allowing- him to'do them on his own whenever,
poss1b1e .

—~

Ed

JUVENILE AREA ( +10 years)

1

Background Information

¥

School provides this child with new opportunitiﬂs to elaborate '
on his~fee11ngs,about himself and to receive feedback from others
. beside those in his family. This child now establishes himself -
_beyond the fqﬁily into the larger society. He xow ?elateé primdrily _
e ‘ ]

,
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S

with "compeers", playmates who are like himself. Together with .

his peers, he collabofﬁtes, competes, and cooperates. '"In"

4

groups and ''out" groups are commoﬁ at this age.

ACTIVITY 1:

-

. Think of how a child's exceptionality might affect his
interpersonﬁi relations at this age. HNints:

Mentally advanced: ' .

This child may escape into books and learning rather than
make the efforts -to properly socialize with his compeers
e.g. peers who are like himself, particularly the same
chronological age as he is. His or her aloofness may be
either self-imposed or imposed by other children. He may
> aglways be. in the outgroup .because he is different from his

classmates. If the child is particularly snobby-about his
abilities, he may be disliked by the other children and
teased. However, if this child knows how to relate to
people and had learned the give and take of friendship, he
may be extremely popular and a leader.

\ % N .
Mentally impaired. .. : .

¢

“This child may be ostracized by his peers because he or *

she is so different. Often children are worried about

peers who are so different and at times théy fear that this
could happen to them. They may make fun of mentally impaired
children. At times a mentally impaired child can still excel
in something such as physical games and art - then the child
may be respected by his peers.

- -

Physically impaired:

If this child has had continual contact playing with ¢ ildren \\‘
and engaging in give and take with them and not using K
handicap as an excuse for behavior or an inability to do s .
things, this child will be accepted by his peetrs and will

be able to engage in friendships with compeers and groups of.
children like himself. However, if he always stands in the
"sidelipes because he fears that he cannot do things and

therefdre, does not learn how to interact with and play with
children, he will be ostracized and. constantly in the "out s

group". .
ACTIVITY 2: , _ ’
Think' of experiences that wil‘thelp the child develop good, ' - °
healthy interpersonal relations at his age. )

\.\

61 ]
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}1 ‘Children .should have ample oppqrtunity‘to interact
; ' informally with their peers, both in school and outside
of scheol. . ‘ .

They must have the opportunity to engage in the "give and
take'" of friendships,'}earning to cooperate, compromise,
‘compete and collaborate. Activities in school which:en-
v courage cooperation, competition, cpllaboration and com-
g : promise will help the child develop effective interpersonal”
relations., .

Y
t

«+ ACTIVITY 3:
< "Think of how the child's exceptionalfty can be handled to

provide appropriate interpersonal relations at this.age.
N N

-

' Mentally advanced: .

. : Do not allow tre child to escape from interpersona]l relation
by burying his nose in books. Encourage peer interactions.
These may be difficult for him at first if he is always used
to being the best, he will have to learn "give and take",
difficult though it may be at first. This includes helping
the child to cope with the frustration of not having every-

thing go his way all the time. '

Mentally handicapped:

By informing the child's- peers about the nature of his .

) handicap ard alSo letting them see the areas in which this
child is'not handicapped will help the interpersonal
relations. . ‘

Physically handicapped:

' Design activities which do not restrict this child from
"participation. If those around him do not focus on- the
- child's handicap, the child will devise his own strategies
o to circumvent his handicap and interact with his, peers.

'
- L3

® 2

EVALUATION: ' ‘ 2

1. State what the child looks like who receives positive

feedback from his peers and.is socializing appropriately?

.
N

‘Hints:

The child interacts with groups of children his own age,
with peers who are like himself. He or she may be in the

& ‘
. . .




effectively with his peers. . .

they collaborage as a cohesive group. Children now become con- .

- [ #—ﬁ
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.
.

e , ,
"{n" group at times and in the "out'" group at other times

but interacts we?l with peers and is not constantly battling
with thems He or she can compete, cooperate, and collaborate
wit fellow students. N

. 2. State what the child looks like, who does not relate
well to his peers and therefore does not receive the necessary

positive feedbacks about himself. Hints: . o

This ¢hild may be aloof from his peers, never plays with.
groups of children. Perhaps he only plays with children
much younger or much older than himself but not with children
the same age,” He' cannot cooperate, compete agd collaborate

[}

PRE-ADOLESCENCE, (10-12 years)

& -

Background Information: (A
This is the stage which marks the beginning of love. The

‘ .
chrldybecomes interpersénally intimate with one friend who is

the s{me sex, a chﬁh. The chums are sensitive to what matger
to each other and serve as a sounding board for ideas and feelings.

This is also the stage when groups of children form gangs where

I

¢

[

cerned #ith the other people's self-concepts as well as their own.

ACTIVITY 1:
Tell what kind of interpersonal relationsﬁips are healthy for
the child of this age. ‘Hints:¢
Friendship with one chum, in whom the child confide€” and
shares experiences. Gangs of children who are mutually
concerned for each other teach the children the feeling
and the concern for another which are part of 1love.
ACTIVITY 2:
Think of how a child's exceptionality might be handled to

provide appropriate interpersonal experiences at this age.

Hints:

AN
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)

Mentally advanced:

63 Encourage him to establish a friendship with a childe like
himself. Encourage participation in clubs and groups with
_which he sfhres mutual interests

Mentally impaired:

Provide the child with contact with peers yﬁg are like himself.

oA e

Physically impaired:

If not convinced that his handicap eliminates him from tae
world of non-handicapped, this child will often be able to
find a chum on his own

*

EVALUATION:
1. ,State what a child :looks like who has appropriate inter-~
S personal relatioys at this age. Hints:
Has one close friend, a chum, of the same sex in whom he’
confides and with whom he shares information and experiences

May belong to a gang of children like himself and is sub‘]ec%a
to gang opinion and concerns. °

-

. 2. State how a.child's exceptiopality might affect his

interpersonal relations at this age. Hints:

Mentally advanced: '

-

"He Sr she may find a peer as gifted and establish a close
1 . relationship with this individual. On the other hand the
child might be incapable of sharing feelings and concerns
with anyone because he or she has retreated into the
cerebral world and neglected emotional relationships with
people B

Mentally impaired:

Thig child might find a peer like himself and be able to .

share some of their experiences and their frustrations. On
the, other hand this child might become totally ostracized

from people because there is no one at'his or her level of
conceptualization with whom intimate experiences can be shared.

Physically impaired:

This child's handicab need not affect the establishment of a
close relationship with another.
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COGNITIVE DEVELOPMENT
from '

Gardner, H. and Voneche, J. The Essential Piaget, New
) York: Basjic Books, 1978. R

A

-

This is a theory which is based on the assumptions that

v

cognitive development progressgs through stages. Keep in mind

the following information about the stages:

-

&. There is an orderly sequence to the stages _ Every
child progresses through all of them. "

b. The norms or general age spans are approximate

c. Development is gradual and continuous. There is no
sudden transition from stage to stage. ’ ..

d. The rate of development is ‘influenced by experience - by
the kind and range of exploratory experience which the child
has.

e.- As a child progresses through the stages, his thinking
it each stage completes, corrects, and combines wrth the
thinking of earlier stages New behav1or patterns are
added to the old like on a pyramid. The behaviors of one
stage do not suddenly disappear when the next stage begins.

>

What does this'mean in terms of children's behavior?

-

a. Do not.assume that .because a child is a particular age
that he is functioning at a particular level. o

&
b. Do not expect a light bulb to light up in the child's head
instantly and then he will be in the next stage of thought.

c. 'Look at the kinds of experiences available to the child.
Are they many, varied, énd of good guality with respect to .
his particular level of functioning? Are they appropriate
for how he presently can comprehend the world?

d. Examine the child's new behaviors to determine his
present state of development. Is he correcting past mis-
conceptions? Is he completing and combining old information,
learned previously?

What does this mean in terms of teaching strategies and

designing activities for children?

a. Do not assume that because a child is bright, he can
skip a particular level of development, or that because he
is not bright that he cannot achieve success in the earlier

levels of development.

y | 65
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b. Do not use-the Culld s age, to Judggxhxsfthin}ing

. el use Piagetian tasks to observe a child's quality of, l/ N
thinking.

SENSORI—MOTOR (birth-1 year)

Background Information:

The infant learns that objects and people in the norid have
identities of their own. They'exist apart from the child and
his or her movement.in space. The infant learns throézgz

' a. senses -~ feel, smell, faste, touch, watch.

" b. motor-skills - learns to systematize actions, organize
simple movements.

" -Progression through this stage: 1In the beginning the world

is ﬁndifferentiated!from himself. .Objects and people do not have
a concrete existence They exist only when he sees them.
Gradually, through the senses and motor act1v1ties the infant

learns that objects and: people have dn identity of their own.

AV ACTIVITY 1: : . <
Wbat experiences are necessary for the infant at thlS age. '

» Hints: ' " -

interesting objects that are not overstimulating,incorporating a
variety of shapes, textures, smells, etc. Involve the child in
games of disappearance and reappearance such as peek-abco.

4

Safe exploration of the environment. Use bright, colorful, safg&- 27 ’

/

ACTIVITY 2: -

What experiences might be necessary for the exceptional cnild?
. . ‘ . X

_Mentally advanced:

- Same as in Activity‘l.

Hentally impaired:

ée sure that the environment is not over-stimulating. Allow ’
the child ample .time to explore the objects with all his senses.

’ o
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- Physicaily impaired:

-

Provide' activities that will circumvent the handicap.and.
allqw the child ample exploration with empha51s on_ the .
senSeg which he does possess. .

EYALUATION: ~
1. State how the infan£ iearns at this age? Hint: Use
of.youch, feel, smeli, sight, taste, use motor skiiis.
2. St%te how the exceptional child might be'affected‘by ] #
" an exceptionality at this age? Hint: .
. Mentally impaired: ‘ ‘ N
Juogor skills, or'exploratory skills may be minimal.
i épysically impaired: '
Cannot touch, feelr use motor skills,.etc. .
i :

. ' . /:-“' ’ {
) PRE-OPERATTONAL (4—7 years) . . J

Baqgground Information ©

4he groundwork for concept formation apd preparation for the

organization of concepts occurs at this stage of cognitiVe devel~

opment. ‘
. Progression‘tnrough this stage involves development of

arbitrary associatiops and. basic reldtionshipsx The child learns

through physical manipulation and exploration of concrefe objects,

makes czabarisons,
The

trial and error problem solving, limitation,

> ~
sees differences and similarities. Experience is essential.
child's quality of thinking is described below:

egocentrically- sees self at center of things from own point

of view.

perceptually - interprets the world "what you see is what

get" - bases interpretutions through seeing, hear,

movement,

touch,
Focuses on one thing at a time - one dimension

a situatiion.

you

of

Does not see relationsaips among dimensions.

4

¢ .

ey . -




Progression tnfough this stage invoiVes initial learning
of language and‘ferming of‘mental symbols thet stand for .
.absent things or events. The child begins to master symbols .
such_as words and digits. At f1rst there is_random exploration. .

Then. at about 4 years the child begins to use intuition to figure
K

,‘things out. However, there is no evidence of clearly, well=s

planned reasoning. He or she cannot give reasons for why things

L. L ‘
are the way they.are. Pre-operational-pre-conceptual.

< . -

ACTIVITY 1: - )

z ‘ .
Tell what experiences are necesaary for the ch11d who is at

this stage of development? Hints physical manlpulation and *

exploration, wide and varied materials (size, shdpe, color etc.),

-

opportunities to learn by trial and error should be .provided.

J
’

ACTIVITY 2: _ oo

Tell what experiences might be necessary for the exceptiional

«

child. &1 'nts: -

Mentally advanced:

encourage physical Manipnlations, ete. just as with any
- child this age - do not stress rote memorizations.

Mentally handicapped:

ﬁfqvide oppOrtunities for physical exploration.

Physically handicapped:

provide activities which provide him with adequate manip-
ulatory activities Fnd which will enable him to explore
the world in a trial and error fashion while circumventing
his handicap.:

68



. 'EVALUATION , 1

. 1. State how a child thinks who is functioning at the
'pre:oﬁérational level of .development. Hint: egocentrically,

e

'~'percéptually,»focusing on one element at a time.
“2. State how a child at the pre-operational stage learné.
Hint; By manipulating objects physical}y and exploring the
‘world, trial and error problem solving, limitation, making
‘cohpariséns, experience with many and varied concrete objects.

3. State how a child's exceptionality might affect his
‘development at this stage. Hints: .

Mentally advanced: o
) A

"This child may not be provided with opportunities to .
physiéally explore the world becausé others feel that he
2 is ready for more advanced concepts. No matter how
bright the child, he or she must still experience the
manipulations, etc. cf this stage. -Often this child is
taught rote memorization such as counting because he has
. a good memory. ﬁbwever, these memorizatiops are virtually
) meaningless when concept development is coﬁcsrned.

Mentally impaired:

The need for repetiticn and not overly stimulating objects

must not be n&glected. Often this child may not be pre-

sented with the opportunity to manipulate objects of .
varying size, color, etc. because others feel he needs very

babyish toys. '

Physically impaired:

<This child may not be able to physically explore the world.

-

- . CONCRETE OPERATIONAL (7-11 years)

Background.Information
Operations are activities of the mind which deal with
structures or patterns in the mind. Operations involve

B mental manipulations of the images or thought processes and

[ ’ Q ‘ ) B .
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may be equated with reasoning. Concrete operations involve
using concrete materials to aid the individual in thinking
logically. His or her thinking is guided by contact with

real things ;nd actual situations. At this stage the child
learns condépts, e.g. number, color, shape, form, size, iéngth,
texture, function, sound, weight. Learniag occurs via reading
cpupled with physical exploratioﬂ and experimenpation with
objects including coﬁstructive play. Thinking is focused on '
several dimensioné at the same time. He can reason and is

not perceptually oriented. She can understand changes and what

is involved in them-én a coﬂkrete level. = -

ACTIVITY 1:

Tell what experiernces @re necessary fog the cﬁild who is at
tﬁis stage of development. =Hints: reading, experimenting with
objects pro?iding sowe direction —'not random exploration, and

experimentation. .

ACTIVITY 2:
Tell what experiences might be necessary for the exceptional

child. Hints:

-
"Mentally advanced: %

-

Use enrichment type readings and experimentatlon.

¥entally impairéd:‘

Use readings and experimentation that involve minimal
complexity.

Physically impaired:

Use experimentation that will curcumvent the handicap but at
the same time foster the development of the concepts concerned.

7
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EVALUATION:

1. State how the child thinks who is in the concfét;
ope;afional level of cognitive development. ' ' .
. 2. State how a child's exceﬁtignality might affect his.
development at this stage. Hints: -

Mentally advanced:

He may neglect the need to concretely deal with certain 8-
objects and ideas. He may resort to reading about every-
thing and them miss a basic kind of understanding.

Mentally impaired:'

He may:be\inpapable of reasoning things out in this level -
reading to obtain information may be a very long, slow

process. ' . .
. Ciiﬁ,////

Physically impaired:

Certain concrete experimentation may be beyond this child's
physical abilities. )

FORMAL OPERATIONAL (11 on)

. Background Information

This is the stage of logical operations in the mind without
the need for concrete materials. The indiviqual can think without
reference to actual objects or events in the real world. The

individual can now hypothesize and work out logical consequences

such as number, space, time, quality. Hypothetical deductive

; \ . .
reasoning is possible and the child can analyze and synthesize.

ACTIVITY 1:

.Tell what experiences and activities are appropriate for the

¢

child who is funftioning at this level. Hint:




o

-

child. Hints: ) 4

Opportunities to experiment, hypothesize, draw conclusions,
reaq widély.
ACTIVITY 2:

.

Tell what expefiences might be necessary for thé exceptional

&

Mentally advanded; *

books and resources on a very high level, a level of his own
choosing.

Physically impaired:

elimination of restrictions which would bar him from oppor-
tunities to experiment and deduce information.

-~

EVALUATION:
1. State how the child who is functioning at this stage

thinks?
2. State how a child's expectionality might affect his

thinking at this stage? Hints: .

Mentally impaired:

He or sheisprobably incapable of reaching this stage if he
is reta;ded.

Physically impaired:

Certain areas may be restiicted-becaYse of thé physical
impairment, but by now the child has‘hopefully learned to
circumvent his hhndicap.

-
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Module III

Cooperative Teaching Among Regular and Special Educators¥*

r Y%

STRAND: .Develéping
INTRODUCTION: _ : \

Two prime concepts, gppropriate education and ‘least
regstrictive gnvironment,‘provide new énd sharﬁ foci for the
education of exﬁeptidhal chi]dren. Noflonger are major consid-
erationﬁi’ what special class?, what grade level?, which teacher?,
in what room?. oNo'longer are regular and special educators refer-
ring students £o each other's programs. The focus shf%ts from

school, its pefsonnel, its classrooms, and its programs to the

'studenp and his learning needs. The fuﬂctions of education pro-

~ _t

gramming: evaluating fo; an appropriate eduéation, planning for

. an appropriate education, and implementing an_appropriate education

in tHé least restrictive environmeht require a change in thinking
and planning patterns of regular and special educators. Previous
administrative and supervisory areas of responsibility -- the
natu;e of learner, content (purpose, goals, objectives), and
instruction (methodology, physical environment, personnel) must
now merge meaningfully into smooth flowing patterns of educational
provisipn. In ordef to accomplish this personnel responsible must
establish cooperative working relationships striving toward a
common goal, or, a unitary approach. -

GOAL: ~ qgmonstrate strateéies for facilitating cooperative work

relationships among regular and special educators.

§

*This module was developed with thé aid of Vince Yamilkocki.

.
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‘OBJECTIVES:

1.

(23

v

Give evidence 6f knowledge pertaining to the performance
of both regular and special educators in the planning

and providing.of ‘education ;o exceptional children in

least restrictive educational environments including:

a. special educaction program areas, delivery models,

*

and procedures,

- .

b. roles and functions of regular and special educators

1

in the deliYery of gervices. )

Giye evidence oi knowledge pertaininé to goal oriented

behavior in g}oup processes and tbe development of this

behavior 1hcluding:

a. The IEP process and the tasks of individual commit-
tee members in developing and implementing an IEP.

b. The roles and functions of leadership personnel from
reéular and special education in providing an appro-
priate education for handicapped students.

c. cooper#tive or unitary programming.

Give evidence of knowledge pertaining to the‘strategies

for developing communication among regular or special

educators, leadership personnel and teachers, and in

group processes, i.e. IEP planning and implementing.

Give evidence of being able)to participate in:

a. the development of LEA policies concerning specfal
education procedures and communicate these policies
to staff.

b. communica%ion with regular and special educators
pertaining tq roles and functions of each and to

each other.
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c. the facilitation of communication between regular

and special .educators, especially among IEP members.

e

5. Give evidence of being able %p:
f  a. function in a coopééative or unitary-manner.
. b. encourage and facilitate the perfp%mance of others
in a cooperative or unitary manneff\\
c. facilitate qooperative instructional planning among
regular and special educators.

d. facilitate the development and implementation of

an IEP,

6. Give evidence of being able to:x

a. relate to the human needs of persons participating -
/in an education setting for exceptional chiidren.

b. 'recognize the merit of the performance of others

// in a cooperative or unitary setting.

INSTRUCT#ONAL ACTIVITIES:

Activity 1:

Questions: 1. What programs (dncluding administration, service,
etc.) are involved? )
What personnel are involved?

What facilities are involved?

What procedures are involved?

2. VWhat interactions must occur between person?
What are controlleré of these interactions, i.e.
people, space, time?
Who or what are control{ers (facilitators or non-

facilitators) of interaction? \\\\

-




Actions: 1. Discuss within the framework of schools in

general: rural-urban, large-small, etc. -

2. Discuss possible agents conducive to change or
aversive to change.

3. For your own use only - prepare a description of
your school and/or school system wi*™in the con-
text of the above. The present in relation to the
ideal.

Resources: .

Georgia Special Education Annual Program Plan, PL 94-142.
Atlanta, GA: Georgia Department of Education, 1979.

Turnbull, A. P. and Schulz, J. B. Méinstreaming‘Handicapped
Students (Chapter 2). Boston:. Allyn and Bacon, Inc.
1979.

Film: Public Law 94-142: Equality of Opportunity.
Greensburg, PA: Instructional Media Services.

Activity 2:

Discuss: Wha% is gdal oriented behavior?

) What arg: purposes of education?
goaI; of edudation?
objectives of education?

How are the above derived? What are yyé roles of
teachegg, supervisor, administrator? Whaf/directs the
behavior of teachers, supervisors, adﬁ;nistratoré?

Prepare working paper:t developed during module

What are percgived‘consonant and disonant factors
pertaining to the education of exceptional students in the
mainstream; the planning for it? What is group process?

How does it relate to the education of exceptional students?

Discuss at end of module.
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Prepare: For identified exceptional students from your school

system, identify learning needs; the di%fprent persons who |

-

could provide it; and what would be requiﬁ@d to get these
people together. How can leadership personnel from regular "
and- special education function to facilitate the above?

For your use only-relate the questions above to your school

and/or school system. /

@

Resources:
, Shotick, And L. & Rhoden, Jane O. '"A Unitary Approach:
Programming, for the MR, Mental Retardation, 11, 1,
1973, p. 35-38. : .

Fenton, Kathleen S., Yoshida, Roland K., Maxwell, James P. &
Kaufman, Martin J. ‘*'Recognition of Team Goals: An
Essential Step Toward Rational Decision Making,"
Exceptional Children, 45, 8, .1979, p. 638-644.

Cochrane, Pamela V., & Westling, David L. "The Principal
and Mainstreaming: Ten Suggestions for -Success,"
Educational Leadership, 34, 7, 1977, 506-510.

Nevin, Ann.. "Special Education Administratian Cémpeteneies
Required of the General Education Administrator,"
Exceptional Children, 45, 5, 1979, p. 363-65.

Raske, David E. "The Role of General School Administrators
Responsible for Special Education Programs,' Excep-
tional Children, 45, 8, 1979, p. 645-46.

Activity 3: \

¢ Discuss: Problem solving in education.
Group processes in problem solving in reference to -
Reactions of regular and special educators
to PL 94-142.
Problems arising in the schools because of PL 94-142.
’ Processes used in and solutions derived.

State of Georgia Prégram Plan.
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Resources: *ﬁfé
&

Likert, Rensis. The Human‘Organizatlon.' New York: McGraw-

Hill Book Company, 1967. :

Maslow, Abraham H. Motivation and Personality. New York:
Harper and Row,” 1954,

McGregor, Douglas. The Human Side of Enterprise. New York
McGraw-Hill Book Company, 1960, -

McGrEgor; Douglas., Leadership and Motivation. New York:
McGraw-Hill Book Company. )

Miles, Raymond E. "Human Relations or Human ‘Resources?"
Harvard Business Review, 43, (4), 1965, p. 148-63.

4

Roubinek, Darrell L., "Will Mainstreaming Fit," Educational
Leadership, 35, 3, 1978, p. 410-12, >

Sergiovanni, Thomas J* "Human Résqurces Supervisor,'" In
Thomas Sergiovanni (ed.), Professional Supervision
for Professional Teachers. Washington, D.C.: ASCD,
1975,

Sexton, Michael J. hnd Switzer, Karen Dawn Dill. "Educational
Leadership: No Longer a Potpourri," Educational Leader-
ship, 35, 1977, p. 19-24.

Activity 4: “?.
Be familiar wi;h in order to be able to discuss and parti-
cipate in group activities:
PL 94-142
Regulations for PL 94-142
The Statgwof Georgia Plan for Exceptional Children
The Local School District Plans for Exceptional Children
IEﬁlplanniﬁg
Discuss: Desired goals for exceptional children through an
array or cpntinuum'bf service and barriers to achievement

<

of the goals.

5
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‘ &
Participate in group activities:

.
«h

Identifying barriers.
b
Possible means to overcoming barriers.

Making decisions on alternative means to overcome barriers.

Plan: In-service activities to communicate these alternatives
to regular and special educators concerning their roles

and involve them in planning and decision making process.

Activity 5:

Case studies representing students with varying exception-
alities and combinations of'exceptionalities, degrees of
exceptionalities, and i@ different school settings.
Reisman-Shotick IEP Plé;ning Process.

Participate in groups to: -

Identify impact of generic factor§ on learning

Seleét edycational goals

Specific educational objectives

Performance objectives

Identify means to meet these objectives (persons, places,

materizls - ali resources)

Activity 6: ¢
Materials previously used:
Maslow
McGregor
Miles

Sergiovanni
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Discuss:
Acceptance'of persons.
Value of persons vs.professionél domain.
Differing facilities of persons for self-expression.

Encouragement of pegrsons in a group process.

Critique of contributions of persons in a groyp process.

Ly
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Module IV

The Supervisor as a Creative Problem Solver

STRAND: Developing
INTRODUCTION:

Why should system level personnel be concerned with
developi?g ability to engége in creative problem solving?
Mainstreaming has brought about new and sometimes frightening

experiences for both regular classroom and special education

teachers. Both are undergoing role changes to a certain degree.

Problems are arising for which .there are no answers since main-
streaming is new to many teachers. Supervisors who are original
in their thinking, fluent in generating ideas, flexible in their
thinkTng,. and resist coming to premature closure in decision
making are able to identify solutions to such problems.

The creative problem solving process used in this model
is cloéely related to the Diagnostic Teaching Cycle that under- .
lies Module V. This similarity is pointed out in Chart I. The /
process for developing the competency in this module is patterned
after work of E. Paul Torrance (1979). Creative problem
—

solving involves five steps:

1. a. Sensing.that there is a problem.
b. Identifying the real problem.

Generating alternative solutions.
Evaluating these solutions by a set of criteria.

Selecting a solution and trying it.

(92BN S ° E

Evaluating the solution's effectiveness in terms of

- whether or not the problem is alleviated.

,694 5%
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Identify strengths &

and weaknessges

Hypothesize reasons
for achievement &
and non-achievement

Formulate nbjectives

Specific objectives

v

Behavioral objectives

Y
Instructional &—i
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CPs

Identify the real
problem

Brains&orming
possible solutions

\4
Selecting criteria
for judging solutions

Y
Trying a solution

A

Solving the problem
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Redsons for referral
Assess data

TV

Staffing

%

Long-term goals

. Specific objectives

(Teacher transfers
into behavioral
objectives)
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Instruction

\

Student meets objectives




GOAL: Demonstrate creative problem solving (CPS) skills.

OBJECTIVES:

1. Demonstrating skillin sifting out the real problem

fromla set of confounding issues or apparent problems.

2. Having selected a specific problem for attack, generate
many feasible soldtions.

‘3. List a set of criteria for judgiﬁg each of the bossible
solutions.

4. ForJ a “solution - criteria" grid; weigh each of /the
criteria on the basis of importance to the problem;
and select a particular solution for implementation.

5. Evaluate the effecti;eness of the solution by observing
whether or-not it made a difference in alleviating the

* problem.

INSTRUCTIONAL ACTIVITIES: -

Activity 1: Identify a teacher who is resistant to having an
exceptional child mainstreamed into his or her classroom.,
Generate a list of possible reasons that might underlie this
resist;nce. Ask the teacher to develop his or her own list.
For example, is the teacher feeling inadéquate? put upon?
overwhelmed? Does the teacher have a negative atgitude
toward the haﬁdicapped? Is the teacher aware of why he is
resistant or is the problem one of Jack of awareness on the
teacher'ﬁ“p&z}? Compare yours and the teacher's lists 9f

possible real problems. Discuss the lists of hypotheses as

-

° to the realiproblem with the teacher.




d, .
Decide upon the real problem as a team -\the supervisor

and the teacher. (Relates to Objective 1.)

Actiyity 2: Select- a problem and brainstorm alternative solutions.
Read the following to find out the rules of brainstorming:
Torrance (1979), Osborn (19633, Parnes, Noller, or Biondi

- (1977), and Noller, Parnes. and Biondi (1976). The four
rules pf brainstorming are listed in Torrance (1979) as fol-‘
F -~ lows: '
a. No négative'criticism; defer judgment until a large
number of élternativeslhas been produced.
b. Freewheeling is desired; the wilder fhe ideas the better.
¢. Quantity is desired; include the small, obvious alterna-

'\ tives as well as the:wild, unusual, clever ones,’

d. Combine altigrnatives and hitchhike upon alternatives to
‘p odgce new/ones. (Relates to objective 2.)

Activit élter ative solutions to the pgoblem selected in
Activity 1 should ;ow have been listed. Some of these will
séﬁisfy the situation more than others. Why? Because some
of the solutions meet criteria that are more important.
Therefore, it is necessary to become aware of such criteria
and }ist them so they may be used to judge the possible solu-
tions. Examples of criteria include:

&. cost in time |
b. cost in money

¢c. cost in human energy
d. feasibility .

e. practicalipy

b




f. acceptance to policy of administrators, school bhoard,
teachers, community, etc.
g. relevance to situation
' i h.‘ relevance to problem

i.

-

3. .
(Relates to objective 3)
Acfivity 4: A table in the form of a griq can now be formed
with the set of solutions listed along the left side and the

e
B . LY
criteria across the top as shown: o4 g
: ’ 5. /5 ) 5/ 2
w@h,$/$ &/

Solutions dfg? d?& & /< &

1. Learn more about the children
through inservice. , 5 5 5 | 4 19

2. Take courses on exceptional 13 | :

children. 2 2 4 |5
3. Engage in socio-drama techniques. 3 3 3 12 | 11
4. Leave teaching for other work. 1 1 111 4

5. Practice creative problem solving. 4 4 2 {3 ] 13

For a set of five possible solutions assign weights of

frém l to 5 for each of the criteria, with satisfactory

g criteria receiving heavier weightings. For example, the
.most weight, five, would be assigned if the cost in money
is acceptable, cost in terms of time is satisfa ory, if
solution is feasible, and,if solution has relevance for the

problem. The totals column will be found by summing in a

horizontal direction across criteria as shown in the grid.

The totals column helps to Aarrow‘selection of solutions.

(Reilates to objective 4.)




Activity 5: Select gne of your possible solutions for

©

implementation. After an appropriate length of time
evaluate your solution in terms of whether it is helping
to alleviate the problem you had selected. If not, then

reinitiate the creative problem solving process. (Relates

¢

to objective 5.)

RESOURCES FOR FURTHER STUDY:

Torrance, E. Paul. The Search for Satori & Creativity.
Buffalo, New York: Creative Education Foundation, 1979.
(May be ordered from Creative Synergetic Associates, Ltd.,
4623 - 261st St., Great Neck, NY 11020, single copy $8.95
plus postage.)

Arieti; Sylvano. Creativity: the Magic Synthesis. New York:
{ Basic Books, 1976.

Osborn, A.F. Applied Imagination. 3rd Edition. New York:
¢ Scribners, 1963.

Parnes, S. J., Noiler, R. B., & Biondi, A} M. Guide to{Creative
“Action. New York: Scibners, 1977. |

Noller, R. B., Parnes,. S. J., & Biondi, A M. Creative Action-
book. New York: Scribners, 1976.

EVALUATION ACTIVITIES:
Objective 1: 1In your role as supervisor of a group of teachers
e who are now involved in mainstreaming one or more

handicapped students into the regular classroom
you gre involved in devéloping creative problem
solving skills. You may or may not believe this to
be a worthwhile venture. If you buy into creative
problem solving as worthwhile, 2u may have £o work
Qith one-or more teachers who do not. In either

case, it is important to be aware of why you or

teachers are not willing to learn this skill. List

-89




reasons why creative problem sclving is not
acceptable. 5iscuss your list with other super-
visors and with teachers. Sift out the reasons,
and list what appears to be the real problem in .
N selling creative problem solving as a necessary
skill.
Develop a checklist of possible problems that
a supervisor would encounter as he or she attempts
to engage teachers to use CPS as a strategy in
teaching handicapped children in regular clasé-
rooms. Use this checklist with teachers to help
diagnose their attitudes toward developing this
skill.

Objective 2: Develop a list of possible solgtions for the problem
of engaging teachers in beccming créative problem
solvers.

Objective 3: Categorize the solutions developed in objective 3
according to salient criteria. For example solq—
tions that best resolve attitudinal problems; solu-
tions for teacthers who lack knowledge of how to make

‘ instructién more concrete, etc.
Objective 4: Describe to teachers how to form a solution z

criteria grid. Then collect grids from several

teachers to determine how well you are describing
this component of the CPS pro:ess.

Objective 5: Write a vignette about a chiid who is mainstreamed

into a teacher's class.- Incorporate a problem situ-

ation. Ask five teachers to read the vignette and




have them list three problems that they read
into your simulation: one problem from their

point of view; one problem from the handicapped

child's perspective; and one problen from the

perspective of other students in their classroom.

Then guide'them through the following steps and

record the process in written form:

a. Identify three real problems from the three
vié&points as instructed. Select one of the
problems for solution.

} b. Produce alternative solutions to the problem
selected.

c. Select criteria for evaluating the solutions.

. 4

d. Weigh the solutions using a criteria-solution

grid.
e. Interview each of the teachers in regard to
their awareness of how they now believe they

can engage in creative problem solving.
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v . Module V

Diagnostic Supervision

STRAND; Diagnosing
INTRODUCT ION:

Why should system level personngl be concerned with
developing ability to engage in dfagnostic teaching? As
supervisors carry on support activities for teachers with
whoﬁ they wo}k, the& aften applylsome of thé"same skills that
. effective teachers use with students. One cluster of such
sgills involves competence in diagnostic teaching. ﬁeisman
(1978) described diagnostic teaching as a five component
cycle ingludiﬁg: Identifying, Hypothesizing, Developing
Instructional Goals and Objectives, Imblementing the Instruc-
tional Goals, and Evaluating.

The supervisor must identify strengths and weaknesses
concevning his or her own Fnowledge of teachiﬁg studenté with
speciél educational needs and next be able to identify the
strengths and weaknesses of teachers in their abilities to
.do this. Unless tue supervisor is aware of salient issues
which concern a teacher involved in working with an exceptional
child, he or she is not in a strong position tc help. Further-
more, the superviscr must be aware of resources (o suggest to
the teacher in uneed of help. Such resources may involve
suggesting relevant readings, providing inservice activities for
teachers, and accumylating instructional materials to facilitate

the teacher's roles.
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The éupervisor must generate hypotheses as tc possible
causes of teachers' weaknesses in teaching exceptional children
in .order to formulate goals for alleviating such weakness. The
hypothesizing component of the Diagnostic Teaching Cycle may
need to be directed to the supervisor in some instances to
determine why one's supervisory behavior is not effecting a
change in a teacher's behavior with special educational
needs students.

' Next, after problems have been identified, strengths have .—-
been pointed out, and weaknesses isolated, hypotheses are
generated to serve as clues for developing solutions for
helping a particular teaéher or group of teachers involved
in teaching exceptional s@udénts in the regular classrooﬁ.

Thé superv}sor must next engage the teachers in goal setting.
The supergisor also must set his or her own goals for facili-
tating teachers’ growth. After the long term goals are set,
they must be analyzed into manageable components and sequenced
according to tkeir order of attainment. ' Each of these goal ’
components must then be translated into one or hore observable
objectives in order for the supervisor to evaluate whether the
teacher has developed the needed skill or ccmpetence that was
here-to-fore lacking. These goals, goal components, and
observable objectives form the siructure of the superviséry
program that the supervisor will engage in with the teacher(s).

Finally, the supervisory program that evolved from the

identifying, hypothesizing, and goaiifying components of the




diagnostic teaching cycle is implemented and evaluation
activities ensue.

Evaluafion in Reisman's model of diagnostic teaching is
both formative and summative in néture. Formative evaluation

occurslthroughout the Diagnostic Teaching Cycle and serves as

‘ongoing feedback. Summative evalggtion activities are directed

to the effectiveness of ,the supervisory program that evolved
? 2

from the goals.

®

GOAL:' Demonstrate diagnostic supervisory strategies.
OBJECTIVES:
1. Demonstrate'skill in igeﬁt;fying relevant strengths
and_weaynesses of teachers engaged in instruckion
of exceptional children- in the mainstream.

2. Demonstr;te aﬁility to hypothesize reasons for téachers'
stren%}hs and weaknesses related to their instraction
of exceptional children in the mainstream.

3. Demonsfrate skill in iﬁéntifying long term goals that
ﬁnderl;e the supervisory activities necessary to
help a teacher or group of teachers improvectheir
compepence in mainstreaming.

4., Domonstrate abpility to analyze a long torm goal
into manageable components and sequence these

components in an effectiv. supervisory curriculum.

Demnnstrate ability to translace a goal compuneat into

[4:)

observable objecvives in order tc evaiuate teacher
performan:e as well as the effectiveness of tue
supervisory activitizs.,

N\,

\\
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@,
6. Demonstrate ebility to translate the goals, goal
components, and observable objectives into a super-
visory program. ///“\\ \ )
7. Demonstrate skill in evaluaticn of the effectiveness \ ‘
of the supervisory act1v1t1es directed to fa0111ta—
ting teachers' abilities related to teaching except;onal
students n the mainstream.

8. Demonstrate skill in applying the diagnostic teaching

cycle model to one's own supervisory effeciiveness.

INSTRUCTIONAL ACTIVITIES:
Activity 1: Observations.
Iden ify a student who receivec instruction bcth an a

resource room and in a regular classroom for pocrtions ¢f the day.

Nl

List instructional techniques that are unique to'the resource
teache* thay you do not observe in the reguiay classroor s1tua+10n
Do the same for the regular classyoom; list 1nstract§ona1 tech-
niques employed with the studert that are unique to the regular
classroom environment. Meet with both of the teachers wo-
gserved apd ask each to explain whether or not the irs structional
procedures used in one instructional eavironment might be
generalized to the other. This discussion should help the

- supervisor and the two teachers become awere of)problems in-

! vofved in applying resource room techniques to mainstreaming

situations .and vice versa. Repeat with other exceptional

students and their teachers. (Relates to all objectives.)




¢ . . ... 1t . h , s . 5 )
.l . ) N ‘ . e ) - . - . -
Activity 2% ObserVations; : Lo . . s .

: . ) Ddentify a reguJar classrpom teacher who has made it

-

known that he or she feels verywcomfortable with the. concept Y

\\_’ -
of mainstreaming Observe this teacher's behaVior during main-

-3

-

streamfngjactivjties. Repeat‘withvother teachers who are com-* i
fortaple with mainsgreaming. (Relates to obJectIves 1,2,7.) o
] ] '.\ « .\

"List 5 behaviors, common_to all.

AT . : . . ) . ’ ' A .
. '. . . 4 . A ’ \ .

Activity 3: Observations. . ) .

N . .. CoL . 7 g

Identify a regular classroom teacher who has made it ’ ‘ -

known that he or she feels very uncomfortable w1th the concept '
of malnstreaming, Observe the teacher s behav1or during ma1n— L

. «
streaming activities Repeat w1th other teacherS‘who are un-— -

1 .

'comfortable with.mainitreaming. List 5 behagiors common* to
. < v v . .

" all, (Relates to/objectives 1,277) ..
* - - 3 ) . ’ ) . )
Activ1ty 4 R - i _ R ‘ - . .

o1 R

Develop cr1ter1a for 1dent1fy1ng strengths and weaknesses.
\ . ¢
Utilizing the_data-from activities two and three ahove, list

)
]

'behavior observed under the two conditions; comfortable and T

- ° ! A - .
uncomfortable with mainstreaming Confer with a wide variety ‘

'J 5 -
-

of teachers ‘=~ at all relevant grade levels regubar class—ﬂ_ > .
; - - ’ - ) L4 e .
.’room, and resource -- and obtain a consensus' of which of .

¥ |

the .¢riteria developed jrom observational }bists the teachers

°y

'believéﬁto be most salient fdr'purposes of identifying thein'

-

strengths "and weaknesses as they wofk w1th exceptional children

s N

4n the mainstreaming. (Rel&tes to objectives 1 2 7 8)-

—s



- Activity 5: Read,

e e

. described in the f®llowing sources: - -
‘ 13 4. ’ . . :

S A

* Reisman, Fredrick ‘K.v'A Guide® to'the Diagnostid Teaching;

o~ of Arithmetic. 'Qolumbus, Ohio: :Charles E. M@rrlll -
'Publﬁshing Compdn ul978 Chapter One..

' ) - Y

ulSt other ‘readings on d;agnos:ng strengths and weaknesses

. As.a result of these readings develop a llst of hypothesesffhat

may be used to explaln teachers strengths and weaknesses as. they
~ .4 ] .

- are engaged.in teachirg exceptional students in the regular ¢lass-,

. -

room: (Relates to objectives 1,2,3,7,8). . ) R

. - * P

Act1v1ty -6 'EValuating

Admlnlster approprlate 1nstrumcnts to evaluate teachers'
. R
attitudes toward malnstreamed students. A suggested approach 1s

A
*

»
~

‘g Reisman, Fredricka K. A Guide to the Diagnog%ic'Teaching
of<Arithmetic. Columbus, Ohio: Charles E. Mergpill, 1978.

_.Reisman, Fredricka K. Diagnostic Teachlng 1n Elementary
School Mathematics. Skokie, Illjinois: Rand Mclally
* Publishing Company, 1977 Chapter Five. (Relates to
-objectives 1,2,3). ' ~ S
v N - T
RESOURCES FOR FURxﬂER'STUDY: SR o
' “ - . . s 7 ﬂ
Read for Activity 5: -
) Blake Kathryn A. Teaching the Retarded. Eng ewood Cliffs,
- " New Jersey Prentice-Hall, Inc., 1974, Chap'ers Eleven,
-4nd Twelve. . . - . . ..

Clarizio, H.F. and Mccoy, G.F. Behavior Disorders in-
Children. N.Y.: Thomas Y. Crowell Co., 1970, Chapter
‘Twelve. |, - . L

- s »

Hallahan’ D.P. ‘and Kauffman, J.M- ExXceptional Children.
YEnglewood Cllffs New Jersey Prentlce-Hall Inc., 1978,

(In e&ch chapter read the section entitled® ”Educational

Cons1deratlons for the (category of exceptlonallty)"

LY

Hewett, F. M. and Forness S. R Educatlon of Exceptional”
Learners. Boston: Allyn and Bacon, Inc.;.1977, Chapters
. Ten; Eleven, Twelve, Thirtgen, Fourteen sand Fifteen. o

" . i

’ :\ ’ . s
—~E

.
. - 3 9 ’
. [ / . L 8 . -
q i
- . . . . - . . .,
x . ‘. . . o .

Py




Hobbs  Nicholas. Thé Putures of Children. San Franc1sco,

hCalifordia Jossey- Bass Publishers, '1976, Chapter Three.

" . Hogan, John C. aThe _School, The Courts and the Public .

Interest. Lex1ngton,.Massarhusetts xD C. Heath and

Compgny, 1974, Chapter Five. CL g

3

4 Kheedler, R. D. and Tarver, S.‘G. Changing Perspectives

- in Special FEducation. .Columbus, Ohio: ™ Charles E.
R Publlshlng Company, ]977 Part 3. . L

'Long, N i Morse w. C., Newman ‘R."G. ' Conflict

Merrill,

in. the

Classroom: The Fducation of Fmotlona]ly Disturbed

Children.

Belmont,_Gallfornlq Wadsworth Pubilshlng Co., Inc.
Chapters Four, Rive, and Slx :
- b

1976,

R

Meyen, E. L. Vergason, G. A., Whelan, R. J. Instruqtlonal

B Plannlng for Exceptional:-Children. Denver, Coloradd:

. Love Publlshlng Company, 1979, Part 1.- Assessment .
<4 )
’ Meyen,’ Edward L. Fxceptlonal Chlldren and Youth

pp. 3- 137

Denver

v quorado Love Pub]lshlng Company, 1978, Chapter Three.

0

" Moran, M. R. Aseessment of %he Exceptlonal Learner in

the Regulargflassroom. Derfver, Colorado: Love Publishing

Company, 1978, Chqpter Two.

4

Pasanella, A: L and Volkmor, C.. B Cpming Back . .

. -

A

Or .

‘. Never Leaving. . o]umbus Ohin: Charles F Merrlll

Publlshnng Company 1977, Chapter .Three.

&

Reynolds M., C. and Blrch J. W, Teaching.Exceptional

.Children in ‘A1l America's Schools. Reston, Virginia: The, "~
+.Counéil- for Except}onal‘Chlldren 1977, Chapter Three. ’

Read for Activity'G: ﬁ . '
« R} \\ ‘ e

4

. ¢

-'Meyen, E. .L., Vervason G‘ A Whelan R. J. Instr&ctionél

JPlanning for Exceptiohal Children. DenVer, Colorado: » Love

,Publishing Company;, 1979 Part -3 - Evaluation, pp.

°

Pasanella, A.'L. and Volkmor C. B. <Coming Back

349-468,

.:Or_b

Never Leaving’ .Columbus, Ohlo Charles” E. Merrill Publishing

_ Company, 1977 Chapter Four il

an




“evaLuaTfoN ACTIVITIES : Ko T a

ObJectlve‘1°0 LR ' .( ) 2 .o :' - ‘. i S ‘ :
. ' Develop a checkllst for hhserv;ng strengths and weaknesses ' . ' ;i
"of teachers as they are enéaged\ln teachlng one or more spec1al )

sty 4 . '
4

‘_ﬁ needs students. ‘Ask teachers under«your superv1s1on fo state ) .

their’ agreement or d1sa§$eement w1th 1tems on the checkllst

. ’ K] LEPN .

Cri%erla for judging 1tems 1nclude '%elevance to task- con- ) -

s1deratlon of present level of competence of those to be Judged
ﬂ XN
ioe falrness cr1terlon agreement or consensus aS'to 1mportance

" of item contents to task, and satlsfactory level of obgect1v1ty

v 14 " . “..&’ [ N . . ' . “-‘
allowed for by the items, - S . R o ) .
P , ‘. .. Y
. ' \ . A . -

dhjectlve 2: . L ‘ . < . ;

’ After observatlons of f1ve teachers dlscuss w1th them the

[
» , P ¢

.hypotheses generated. :Judge hypotheses for,accuracy by,

) P , . ' . .. .' . .

'degree‘of agteement by teachers_involved. . L
. ’ . .

obgec%:bves 3, 4,5, 6; ~ ' . -

. °

No
.

Work w1th a teacher who is gemonstratlng low level

‘competence in instruétion. of spe01a1 needs students tozdevelop

.

»
<

. - .. . )
three goals, 3 components of.each of these goals, and 3 ob-

servable obﬁectives‘for~each,of the broad goafs. Help this
° . ) L (" ’ ’. : ;
. teacher form a self-help program for'strengthening-hisoor her

» . - ]
- instruction of this. studeént or group of students.

* Objective 77 o - C

L . - -

" Evaluate the program®developed in the_pxeyioﬁé,activity

accordlng to the following criterla oo

.
Y

a. Are the goals feasible given .time and flscal cond1-

tions?, -
N b. .Are the necessary supports for the teacher avallabie?
c+ Does the teacher buy. 1nto the Rlan? ) .

,\

LT .‘;Oo, N




»”

t

Objective 8: ' oL ’

" "Writeoan autobiography ‘entitled, "My Growth. as a Super- _
) . .o L T« : . .
visor of Teachers Who Are Marnstream%ng Handicapped Children'.

« . . ~

Develop this'essay'along the compohents of-Reisﬁan's Diganostic,. )

Teaching Cycle. Include your awareness of how you qpn better /' ’

\ l . * ‘

1dent1fy)§trengths and weakresses in yourself “as acsuperv1sor\ . .
. . . ‘- :

.

%
of teachers 1nvolved in malnstreamlng. L1st and dlSJhSS hypo—

N
L

theSes as to why you believe th1s grow%h has come about Discuss . <

/the goals you had set for yQurself durlng progress through‘thls , -

‘ \

module Te11 why you selected the’ goals you chose and evaluate

.. - - . 3 »

them as to the1r 1mportance in helplng you grow ’ Describe how

L . - RS

Lyou 1mpiemented your goals and obJectlves Finally, evaluate RN
? o . e M

. . ' ’

where you are,now 1n your superv1sory competence and 1rst goals

Y

you st111 w1sh to accomp}rsh i . * .o
. . - . ¢ - .
et . . . . - LI

- ‘ - . - -
1) / )
¢ ¢ . .
s . 7 *, P .
- . . ¢ , 1
. - B .
Sl ,
. ‘» 'p$’ [ . . . ‘ -
¢ ‘9 ‘- '

- e
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. . . , . ) : * v
: N ,. v ) * * . . N
NI L ¥ >’ . . ) .\ “, -
B . <7 MobuLE VI i -, -
’ " Sewve as a membtr,ofﬁan~JEP Team. .. ~ %t; )
< L . . . “
’, _ . . .
STRAND Bridging ‘ - Y d ° 0t
Ve 0 . . ) A " R
INTRODUCTION , A ‘ .

~ A naJor reQulrement for the educatlon of exceptlonal
| '——r\

chlldnen in both federal and sﬁate iaW41S an 1ndfv1dua11y appro-

4
priate education program. Con51deratlon'of this requ1rement has
. s A . LN

resulted in copcern and varied approaches to concept and imple-

mentation . In actualmty the basf& for an 1nd1v§Fua11zed applo-

prlate educatlon program .s w1th1n the term eqnal educatlon-

-

opportunlty, ire., an Eq 1. opportunlty to ‘achieve at one S

-~

optimum through educatLonaJ prov1s1ons (curriculum, mefhods,
A L.

env1ronments) appropriate to one's performance capab111t1es ‘This
o, A
.is no more and no less than that on whlch educatlon-for the non-

LT

handlcapped is purported to be based Learnlngs are selected for

the nonrhandlcapped on the basis of some value to the student for
development and performance they are soquenced\\nd paced at
approprlate developmental 1eve1s and 1nstructlon is prouided )

| Withig-structures and constralnts most conduc1ve to learning.
,.ﬁb‘Be definltion exceptlonai students are those who. d1ffer=oo j
'significantly in one or more developmental or performance'areas
th;t usua1 educatlonal,prov1s1ons (curr1cu1um,_methods env1ron-

ments)’ as, developed-for the non‘handrcapped are 1nappropr1ate to

.provide,an optlmum education. It does not mean.they have to be

. . [ - » - ..

'taught'ihdividually. -It does not medn different learnings must

‘be selected. 'It does not me n.different methods mugt be used.
L - . - . ,

- - ]




s . : . i ~ )
¢ . . -
- . .
. . .

It does not prescribe spec1f1c educ 10na1 placements es //r

say the education must be meanlngful to the Lnd1v1dua1 ¢hild. . /

Th1s moédule prondes o base for deve&oplng—EBETTnﬂ;ng educa-

~

-~
-

tion,for participating in the plannlng of” 1nd1v1dua11y apprqprlate
. L4 \\ . R
\& education programs through knowledges and processes required.
. . ‘ ] ?_ .'" ) - -
: A . L - y R
GOAL: y%o generate processes for meeting continuiz& education . A
© a" > -
hool system / C
- .. : . hd Q.
' « spolicies and procedures for participating in planning
¢ . N C‘z‘ ‘ \ . S~ /

i iequifements of PL:94-142 for developing s
. v . :

“ individually appropriate- education.programs. . -

.
- -

OBJECTIVES‘ s . , Yo ‘ o
'7 t v - " ) . o
15 Identlfy “the specific purpose of an 1nd1v1dua1 appro-

-,
.

prlate education. program L. : , o . ) e

A 4

2. Identlfy what is required by federa]’and state laws

o :‘_.-';n }nQi;igualvappropriate edqcation prSEEams. : . .

PR 3.,‘Ideﬁfify prqoeesses involved in.participating in ) . .
. \1nd4v1dua1 approprlate'edugatlen programs ’__ T

4. Partlclpate in p]annlng‘aa 1ndLvydua1 apprOprlate \

’ -~ " L)
’ 3 . .

educatlon program : 7 . . . L

- *

5. Part1c1pate 1h ac¢1v1t1es 1ead1ng to thé development ' ¢ :

-
-

1

' oo of a CQnt{ﬁukng.edQeat1on program‘pertalnlng to, ymo

. individual'appropria;e,edacatggn-programs; - B

. s / ’ﬁf , . ) o :"‘ e . .
ACTIVITIES: ) . .d S . ) _

1. Discuss the meaniné oi~an 9individua1 apbropriape eduoa- )

~
Ll

. . tlon program“ ‘Outline the.sbecific_processes required
. ! . _- A ) '
, ) bY 1aw . \4 , e _ : . o M
E ‘'Read: . Turnbull H. R. and Turnbull, A. Free, Appropriate A
¢ o" Educatlon Law and Implemeh‘tatlon Pehver: J.aéve
Publishing go 1978. Chapter 5. e T C
. : e . . .

- s < .

.
N . .
. . ‘ g
* \ - :l . )
. a A . -
° : : ~ . 194 t
’, . . o 5 e . [— 4




s, .

2, " Relate federal requirements to State of éeorgiavand'

- v ¢ -
N . B v N A . .

':Aiocal plans. ' -~ - : ' - . .

) e N

Readh Georgia Spe01a1 Education Annual Program P}an

. Youn Schooi/pistrict Annual Program Plan for . .

“ ’ Ao
Special Education . ' v ST g
.- \ o )
3. .Use communieatian 1nteraction processes required in
T : . S .
™ ---participating in planning individual appropriate N

C o o . . ¢ 2 s T SR e
} ‘¢4 education programs, ‘ . A <
0 v o .t - k I
. \’.1 . . Leoture o- -‘ . - . o v ) ® . .
YRR} . - . . > ) . . ‘
*.¢" .Discussion AT’ o . ‘ © - o

o .\ Vigpette : . o - C L K

- To ‘the instructor: ) . ' ‘._ . .'
N As appropriate to the’ level/s of the students taugnm
"y \lgy teachers e.g. early childhood middie, or secondary .
school supervised by those partlcipating 1n this module,’ <
T prepare aadescriptlve v1gnette 3T a sstudent. Include such
descrlptions ‘of . ot

2o information as background 1nformat10ny
11"7’V ' interactive behav1ors behav1ors in 1nstruct10nal and non-
& . - instructional situatioqg in the. sch ol,-behavidrs with
" _— ' peers ‘and adults ach1evement performance 1n reference to -
. "+ content areas and instructionai moda11t1 S used, "and other, :
NP such 1nformatipn as wduld relate to t h11d's performance . B
'3:‘ in school It should be prepared 1n such a manner that the

use of observation, making rnferences and drawing conclu-" T

.ﬁ- sions maz__e mage clear for use in preparing an IEP T .
. ' » '. ~ '\
- \ 4, Serve as memberspof an’ IEP planning team.; On basis
-, - - . .“ . . ! ] . °
’ ' of previous informavion:- oo .

S a. discuss vignette . ' - . i '
N ) - .v. - " * r' .
. b. .generate additional information neéded
. . _ .. . L
‘% " . a. plan an indibidual'appropriate education program .
. . . P 2 . ’ k] "

f * - e 7 . v
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. R . . . . e
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3 On‘bas1s of precedlng act1v1t1es and text readlng,

outllne a plan for presentxng a cont1nu1ng educat;gn»/’)///:

. L]
ﬁrogram on thrs toplc C . L. . .
. . Refer tot Turnbull and Turnbu%l Chapter 5. A
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BT — e
e : v 0' ‘ A ’
. / //f [ A i
. .o / ¢ o
' . N ,«M"O‘D'}BLE VII o -
* W\ - /_' . N '
e e, ' Coptinuing Education _ * .
. . ’ . . v
4 ’ . ' . : * Y
. N L 3 ¢
. T STRAND'~ Bridging . . ) : . - -
] ‘ ./ . ’
INTRODUCTION ) ‘ ’ T -
1:: S ‘The Educatlon for All Handlcapped Ch1Pdren S Act (PL 94 142)

v and The Spe01a1 Educatlon Provisions of the Adequate Program for
N ~)Educatlon in Georgla QSectlonLS, Chapter 32-4) have requined
‘_significant modifioation in the approach to:the-education of-
exceptioial ohildren: ‘%hrough the laws and ;egﬁlationS}some
s, \1p{ocedures are clearly specifded while othens are.hore'generally

..Statéd, permitting f1ekibifity'fo} local educaeion_agencies in

.
PO . 2 L. . ¢ ‘o

B . r ) . ; :
R meeting these requirements.: - . -
- .o ; - + &

‘Quégtions pertaining'to,the‘implenentation;of these proéfamig

-

-

L]

-

. . have prevailed since. their inception; 'dften phraéed in concern -

> '-:’ : - - Y |‘_ﬂ‘.' * .-,

c>_an8'fru$tration. Thz§ was almost to be expected. Involved in -
< e . v L.

.the implementation, and those upon whom the majo} input resuited,

r ’ ’ R4 * N * . S < ‘
were general educagtors. Programmatic activilies required specific
L zégi X A . L7
o~ knowledge of bot w and special education an hough many
it was insuf-
. o
larly,

general educmtors had some’knowledge in these area

’

o " ficient to respond\fo the very specificity requlred
r
T . though §pecia1 educators knew exceptlonal ch11dren°they did not_

1

have sufficient knowledge pertalnxng to the general educatlon\or

. - i . K
- e . ' : cr
the' law. - 4 o T .

o ¥ ' T o - AR
: : As an integral part of ;he model posed by. Reisgan-Shotiékf

* . of which this modu1e is one aspect in its app}lcatlon to educatzon

ot - supervisors thE'flrst elemejt is an eff9ctxye knowledge base.

<

In this module the/knowledgesﬁase fefers to coptent: lay,” .
- \ ~ —— *

‘ :' !o SRR <. \‘ < \7/ ’ . ;

T - T

108

’
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'

:e&ucation,

and special education;

this knowledge.'

A

and process, how-hadlssemlnate

The module also prov1des for part1c1pat1ng 1n.

knowledgb d1ssem1natlon thus ifivolving another element of the

model - brldglng.-

s

-~

GOAL: :To develop a continuing education program for administra;
. tive; teaching, and other personnel with?n the schools
and interested non-school personnel within the school X
district regarding clerification of legal issues and
" educaticnal provisions pertaining to,the education of‘
except&onal children and youth.
OBJECTIVES: - * ‘ .

-

1. Determine knowledge need base of administrative, super-

visory, and tegching personnel in the school system ;nd

interested non-school personnel (parents, assisting

k-4

agency persons »1nterested cltlzens) - Identify resources

needed by the system to carry\out a éontlnulng education

/ ™~

— T

program.

s, 2. Give evidence of.‘having a knowledge base concerning fund-
amental provisions of federal and state laws and regula= .
tions pertaining to tgsyeducation of exceptional children

7 4 ! ‘ -

and resources which provide~{niormation pertaining to

these issues:

a. Legal specification of who is to be educated and
C processes for locating these students. )

b. Testin%/gng classjification practices. |

c. ”Indiv{dualized an&'appropriate education progrums:

/7

i




- ' N . . Y " : : . ¢ -“ ﬁ R
how they are planned, personnel involved, wﬁat . .
) E Y . ' -

» o is included'
~ d. "Least restr1ct1vé appropr1ate educational placement

e. Procedural due process _ -

f. Shared decision making. : ; “N_//y/\

3. Determine the present status of educat1ng except1onal
students in the school syst&m involved including ex1st1ng

programs, ‘shared serv1ée programs, programs not orov1ded

options ava;lable.nnder what:conditions and‘constra1nts .

(space, personnelw-funds,~res6urces). ;\/ 4' ‘ ' i,:
4. Plan a program of'gontinuiné'education.\ - ‘

- . » i r
AS

ACTIVITIES:

1. Special Edncation; tne law and your school system. . . B
Survey ;bui school s&stemf What are the~attitu§bs o; N
general and special educators toward the educationcof egcep-
tional students? ‘What do'they identify as appropriate educa- .
“tion for them? Where do they feel this education should take
place? Who should participate in providing the education?
What questions do they ask? What complaints do they méke
(have)? What do they think about PL 94-142? How do they

‘feel about taking a mandatory course on exceptional students?

”Identifj in your schoolhsystem the-persons that have, s
demonstrated knowledge spec1f1c to the intent and appl1cation
of PL 94 142 aid Georgia Code 32—A * Identify personnel, read-
ing material, media, and other instructional resources in
your school system orlavallable tbnyour school system to_pro—'
vide educational services to teachers and others.regarding\

PL 94-142 and Georgia Code 32-A. .

110 f
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’ Descnlbe thc programs of continuing educatlon in your

>

T school system concermlng the education of/exceptlonal

students PL 94—142 and Georgia Code 32~A

ot £

. Summarlze the needs of gour school system, -or needs
withln your.school Systemn, regardlng “legal 1osues and
educational provisions pertaining to the education‘of excep:.‘

‘.tional children ang‘youth".-‘7 . o ’

- Read:# . . | . g R ’ h

Speciay Education Regulations and Procedures Chapter 32-A,
Sectlons, 5, 9, 25, 26, and 38" ‘. '

'0

-3

Turnoull H ,R.- and Turnbulr A. Free Appropriate Educatlon:
Law and Imp;ementatlon ?DenJer. Love Publishing Co., 1978.

Chapter 2.7 o S . , .

.Georgia Speciel Education Annual Program Plen, Preamble - p. 25.°

Your School District Annual Program Plan for Special Education.

’ . ¢ -

.
.

. a . ]

.

2. Who is to be’ educated9 ; : ,
Zero reJeot - what does it mean° . .

¥What ages are included? : .
What does appropriate education nean?

What is total exclusion? Functional exclusion?
. ¥
What does segreyat}on mean in sgecial education°

What are the respons1b111t1es of” the local educatlon agencies?
Lo 7

- What is child- find? What ‘dees it mean? What are procedures

Where is your sehool system? . - - o ‘ T
Read: °- . ' ¢

A B .
'Turnbull and Turnbull Chapter 3 L

Special Education Régulations and Procedures pp. 23-38.

i ’ \\\\\\ i . A

111




. . U . 105 . |
BN —_— . - ' ) o
° Georgia Spe01a1 Education Annual Program Plan, pp.§6-40{
153-167. DR

! » s, -

0 k4 . .
~Your School Dis'trict -Annual Program Plan for Special Education.:

»

NI ) . =

g

3. Classifying'Students/
'/’ L C1ass1fy1ng students 1n %fneray education tracking -

students: for what purposes? How accomplished? What results .
and reactions have been %vident? What legal antions have )

. ¢ . .
.eécurred? Compare classifyingastudents in general educatioh

1Y

. o with.students in special education ¢

. ; : What 1s classifying in spe01a1 educat,ion‘> Why is ‘it
necessary or cons1dered necessary’ What concerns hayve been "4
‘ expressed concerning class1}y1ng? How is it accomplished? e

- What is testing? How does it relate to cfassiiyipg? What . o

. . . . ) . '
. . concerns have been expressed concerning classifying proce?pres?

"On what'hasis is classifying students accepted in legal ac-

. tions? On what bas1s are they not accepted‘> What ?&YtICIpa—

Lions ef school and related personnel students and parents

or advocates are required? What are the needs pertaining to
A c . .
these 1ssues in your school system9' -

i . Read . . ~ ’ ) * o
) Turnbuil & ‘Turnbull, Chaptex 4 ) ) :

-

[y ’

Special hducation Regulations,and Procedures, n. 3 (la ayd 1b) .

A\J

.Georgia 'Spetial Eduéation’and Annual Program Plah,_pp. 32-34.. *.

“Your School District Annual Program Plan for Special Education.

4, :An individualized and appropriate education program.

What is an individualized and appropriate education '

‘e

program? Why is it required for.handicapped‘students?' When
. ) M [ . . . ol

11'2'_° - -
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Lrae ’ \
. .

is it planned? How is it planned? Who, is.involved? What

. ‘is,inciuded?' How is.placement determined? When is plécement

>
. 0 13

"determined?s : . .
" Becall:" frdm rodule

What processes, are followed in your school system? ,Are addi*

-i tions or'changes neoessary? How may'they be accomplishe@?. ot

. ¢ . »

o

A

Rééall "federa _and-state laws. - .

L

Rgcall who s to b educated. - e .

-Recall class1 ying procedur s L
‘Recall an ind1V1dua1 and a, proprlate education program
Under what conditlons can this student le'arn most effectiver9 '

.Within the needs of the student and*the structures of the law

4

N locate anlacement w1th1n the school system creaté a place—

K . L

ment w1th1n the school system or place the student in a. situa—

. ~
tion removed ‘from the school system.

Y

Read: - . . : N ¢

Turnbull énd Turnbullr.éhapfer é- K v

Georgia Special. Education Annual Program Plan.
o &"i - . B '1 [ ‘ ’
Your School District Annuaxl Program Plan for Specizl Education.

; ] .
. ~ e

6. ~Procedura1 dud process ' ‘ . ‘
«  Equal opportunity under the law. - T
-Denial of equal opportunity under the law. e ’
‘.Notification ¢f persons., -
Hearing processes. )

~ L

& ’ . - )
Records dﬂconffdentiality, access to, correction‘ofh
¢ . ) . . »

Al L4
"

RS & T,

Least restrictive Fppropriate educational environment. N )

-




Read.. | R g ‘ - . o,
"'l‘urnbull gnd. Turnbull Chapter 7 .

Q

Special Education Regulatlons and.Procedures- Pp. 1—13"

Your School Dlstrlct Annual Program Plan for Special Educatlon

View.,- ' \ o : e .
N . e
How a Procedural Safeguard Hearing | Works .
- . ) / . . .‘ ) . . . c‘ [y
7.: Shared decision-making ° R - ‘ o
4 . )
' ~

Recall - ) ¥

" An indlviduallzed and approprlate educatlon program.,
- /"\ -
Leas;~restrictive aﬁpropriate educational environment.

- Procedural due process. . " .

‘Consider: . .

.- Schools. - special and regular

-~

Fducators - teachers and adm%nistrators related service?

P )
. Ppgrsonnel,, students - - _ ° . . )

. Pdrents « . S . I
Advocates A ' N
Tarnbullyand Turnbull, Chapter 8 ‘ T A

vé. ‘continuing activit&, eulﬁinating activity; and'an evaluation

’ ¢

o activity As you proceed through this module identify status

.

» -

and’ needs withinuyour school system. Cbn51der alternatlves

; g meeting fhe needs and establlsh recommendatlons for pro-
‘.ceedintho "providé a continulng education program regarding

'clariflcation ox 1egal issues and educatlonal provisions per—

. taining to the education of exceptional children and ‘'yvouth'.

.
.
.
.
. " ,
5 -~ e
- 4.
. -
N - . . .
- . . .
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