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1.0 FORWARD

The intent of this manual is to provide a description of
Burlington's Making Special Friends Project for increasing social
integration and interactions amony School-age severely handicapped
students, their peers and the general commenity., The model
described herein was develpped and implemented in Burlington,
Vermont.  This section of the manual provides a protile of the

cuamanity in which the model was developed and implemented,

1.1 State of the Art in Vermont

vermont 15 sparsely populated with approximately 500,000
citizens, The largest city in Vermont (Burlington) has a‘
population of 37,737 (1980 census) and {5 twice the size of the
second largest city. Service delivery in vermont is hampered hy
its sparse population, poor roads, mountainous terrain, rough
winters and poverty level. Ten of vermont's l4 counties are
designated poverty areas.

Nonetheless, the State of Vermont has historically made a
strong commitment to the education of Severely handicapped
children and youth‘ in integrated public School settings. More
than ninety-five percent of the educationa; programs for severely
handicapped stud;nts are provided {n public schools with
nonhandicapped learners. Of the few severely handicapped learners

who are not in public school settings, most receive educational

prograns at home or in nursing homes due to fragile medical

conditions,
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Ninety percent of Vermont's 252 school districts have [ewrr

V‘thnn 500 scoool-age children.  These rural school districts often

have only a few m rately to ceverely handicapped learners. in
ateas of Vermont whern geography  and demoqraﬁhy permit
oducat@onal gervices ate provided on a regional basis with
prejrams located in the popul\n\ir}n conters of the state lloweyer ,
only one ot tw. severely handicapped leacnecs may reside in a
tegion. Consequently, a special education class may serve both
moderately and severely handicapped learners. In fegions of the
state where there are o specialr edﬂ%ation classes, severely
handicapped learners are placed in regular classrooms with special
services designed to meet their individual needs.

Due to Vermont's rural natuce, poverty, and sparse
population, there are gaps in the availabilityof interdisciplinary
specialists (e.g., medical doctors, communication specialists,
physical therapists, occupational therapists) with the knowledge
and skills needed o develop, implement and evaluate educational
services for severely handicapped learners. In some tegions of the
state, specialists are either unavailable or lack the experience,
knowledge and :zvills necessary for working with the severely
handicapped. To partially remediate this pKOblem,{the Department
of Special Educatié% and Pupil Personnel Services funds the State
Interdisciplinary Team for Intensive Special Education (I-Team)
which £ills in service gaps for severely handicapped learners,

The I-Team has two components, the Regional Educational
Specialists and the Core I-Team. The State of Vermont is divided
into five regions, each served by a master's level Educational

Specialist with expertise in educational pingramming for saverely

O
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handicapped learners. Refecrals are made to the Regional

Educatinnal Spcciglist by persons lnvolved in the education of

sgverely handicapped learners [}.g., teachers, parents,  speech

therapists, etc.) who would like assistance in developing,

implementing or evaluating individual ¢ducational programs,

when the expertise does not exist at the local or regional
lovel to develop, implement and monitor appropriate educational
services, the Educaticnal Specialis%,zfgfers the learner to the
Core I-Team. The Core I[-Team, located at the Center for
Developmental Disabilities = University of Vermon®, is Eomposcv;of
physi;ians, a communication specialist, physical therapists@ian
occupational therapist, and sgecial educators with expertise in
progranming for severely handicapped learners. Depending upon the
needs of tie refetred learrer, one or more members of the Core
I-Team may provide technical assistance to the Educational
Specialist. Inservice training may also be provided by Ehe Core
I-Team to faciiitate more independent remediation of future
problems by Educational Specialists, teachers, or parents.

The Intensive Special Education (ISE) Masters Program at the
University of vermont also provides inservice and preservice
training to educators of severely handicapped learners. A
significant majority of Vermont's ed'cators of the severely
handicapped have already been introduced to such educational
"begt practices" as ecological amalysis, integration stratogieQ
and community-based training through courses and workshops offered

by the ISE Program.
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In ad&ltion to ghe inservice training, technical assistance, transportation systeq that i3 used inn liew of school buging
and other services provided by the 1-Team and ISE Program, Vermont programs. | J :
han 2 University Affiliated Facility Satellite (UAFS) at the There are 4,0}6 school-gae (5-21) chikgyen and  youth
University of vermont which jz funded by the Administration for " attending Burlington‘Public Schools (BPS), One hundred sixty-four
Developmental Disabilities, The UAFS has analyzed the needs of of thai number are considered eligible, for ‘special ’educacion
nurses, speech pathologists, vocational service providers and © services. There are approxinately 2,134 elementary, 660 juniof
physical educators for providing appropriate community services to ' '.ﬂf high and 1,222 high school students. A
severely handicapped individuals, On the basis of ‘these needs The Burlington Public School Special Education Program for
analyses, courses, workshops and technical assistance have been - moderataly and severely handicapped learners is region;l in
provided to these groups. [Due in part to the efforts of the State nature, setving Burlington, nearby cities and surrounding town;
I-Team,’the‘lss Progeam and the UAFS, the rudiments of a model for and villages., Classes for moderately handicapped learners
providing  community-based, socia}l}-inteérated services  for (labeled trainable mentally retarded in Vermont]/ dsually setve
sepecely handicapped persons were in place throﬁgﬁout Vermont severely handicapped learners as well. However, pée m&?t severely
\\\“-’éCTZS\\p Burlington's Making Special Friends Project. However, ‘ handicapped (i.e., learners who function at orfbelow 3 two-{eer
the extent of social interéﬁlion between severely hanéicapped developmental levei in communication skills) avg being secrved in
learners and nonhandicapped persons varied within the state, One , classes for the nultihandicapped. The se¢erely ;handicappedm
intént of this ‘project was to provide a model for increasing and ;tudipts in the Burlington school system §4e’ served in Five
maintaining social interactions in integrated school and community classrooms which are located in four differeny‘schools.
settings, Y o , - Two multihandicapped classrooms are ﬁssigned to Edmunds
v School, which houses both an elementary and b junior high school.
1.2 State of the Art in Burlington These two self-cortained classes serve a tétal of nine students

tanging in age from 6-21 years. The glassrboms are located in a
Burlington is located in northwestecn Vermont, overlooking .
three-room suite, with the middle room being designated as a
Lake Champlain and the Adirondack Mountains in Mew York State, A

comnon area. Edmunds School is located near downtown Burlington
population of 37,737 makes. Burlington the largest city in Vermont. \ ‘

and is within walking distance of major shoppinq areas.
Burlington lies in Chittenden County, which contains almost

One self-contained class is based at Champlain Elementary
one-fourth (115,598) of varmont's population. The Medical Center

School and serves six severely handicapped children between G‘and
Hospital of vermont provides medical services to Burlington

11 years of age, The students assigned to this class are
residents. Burlington is blessed with an adequate public )

1




designated by the state as TMR level T and I1, The classroon has TABLE 1
Demographi¢ lnfanation

its own bathroom: howcver, the students eat in the lunchroom and

“
have access to the gymnasium and library, Champlain School is \ ,) 1000 N ORATION PRICAM HFORMALION ‘ IWIRCTION, SIAGT
o o . . e - T TooTnLTL L=
within close proximity of two neighborhood stores, and public I ”;Eav]lgrt;w - }:h:’sl:z ul»\(::'gls -
_Sonou_ DCLMONT MLty LEVEL SWC STudimts O Stoils [AYUERINCE | BIGHL Al
transportation is available when iccess to additional community — -—
oo | om | omw l':““ g ' ) 8 L
environments is desired. fe—- B [ By q.
Loyns b I ] 1 i) &N [ 1
The MR II1 program is located at Lyman C, Hunt Middle School SR P R Cad B
[Dr0s MR | W 1 3 1841 { (X% ]
which is fully accessible, Seven of the eight students enrolled e fr o e | SO
. oAl U TR Bl ! 12-15 ) "l 2
ir. the program are Sevcrely handicapped and their ages range from N N DN R N
bh a o | ™ , .
12-15 years. Although the classroom is self-contained, the S ol U I I el e '

students utilize common school areas such as the cafeteria, Many o
1.2,1 Description of the Severely Handicapped Population

community Services are within walking distance from the school,

‘ _ " When the project was initiated (Spriﬁg, 1982), there were 35
and the public transportation system provides easy access to :

downt nﬂBurlington ~ school-age moderately and severely handicapped learners in the
WHLOW .

_ Burlington Public ecelving servi ;
The TR 1V class lotated at Burlington Bigh School serves 12 q u Schools receiving services in the THR and

) ultihandi .
scudents, six of whom are Severely handicapped. The students nultihandicapped classroom§ The TARC assessnent scale and ARMD .

. adaptive behavi ere adnini to
cange in 2ge fron 16-21 years. The THR 1V progean s located neat ptiv vior scale were administered each of the 35

. _ _ _ students, On the basis of these tests, it was determined that 20
the Miversified Occupations (EMR) Program in the vocational area

) s . f stud i d and eli
of the building, Although the high school is not within Walking of the students were severely handicapped and eligible for the

‘ , L , project, and that seven were moderatély handicapped and ineligible
distance of community services, public transportation {s readily

. for the project.
available and accessible to these handicapped students. Furthet peo]

, _ _ . , he indicated by the Severely Handicapped Learner Profile in
demographic information regarding all the classroom services can

e ound in Table L. Table 2, the 28 severely handicapped learners represent a very
heterogeneous population. They demonstrate a wide range of
ability in areas such as toileting, mobility, self-care skills and
conmunication skills, In order to accomodate such a wid; tande of
skill levels, handicaps, lea:ning‘styles and needs, all curricula,
{ncluding social interaction c:rriﬁula, must be extremely flexible

50 that it may be tailored to meet individual needs.

L 4
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TABLE 2

Severely tandicapped Learner Profile
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1,2.2 Support Services
As indicated in Table 3, the Burlington Public School Special

£ducation Progran provides the following support servi es: job
development, Community-based training, speech therapy, physical
therapy, occupational therapy and adaptive physical education. In
addition to these services, public school personnel have access to

the State Interdisciplinary Team for Intansive Special Education.

JAOLE 3
District Instructiona) Support Staff

r)

i N
TEARS OF HIGEeT COOsELs
RSt PGwLGR RLL EIRROG i
Job Dereloper m iy 10 § i
. v
{omnity wHeN " ) BS.e
lratner
Speech A R ] NS,
Therapist
Physical m Ay needed fr
Theeaplst {contracted
services)
Occupational n Ay needed ]
Therspist {contracted
strvices)
Mipted Prysical Al 10 f 150
- Edetater

A speech pathologist and a1 adaptive physical education

teachet ate employed by the public schools to secve the moderately

and severely handicapped learness,  The speech pathologist

provides consultation and technicsl assistance to teachers and

parents on communication assessment, program development,

inplementation and evaluation, The adaptive physical educailon

teacher provides direct {nstruction to students on moior,
tecreation and leisure activities, The public schools contract
with the Associates in Physical Therapy, a private firn which
provides physical and occupational therapy services. Similac to
speech therapy, these services are provided on a consultation
basis,

The Burlington Public Schoul System employs personnel to
provide fn-school and out-of-scheol vocational placement and
training for the Diversified Occupatfons and TMR students in the
high school. The high school also'employs a teacher who provides

community-based training to these students,

15
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1.2.3 Context of the Model

Prior to the initiation of Burlington's Making Special
Friends Project, the Burlington Public Schools had initiated State
of the Art practices in providing educational services to severely

handicapped learners. These practices include:

a. provision of educational services in integrated
schools with the majority of school placements
being chronologically age-appropriate;

b. provision of  community-referenced  and/or
community-based  training  to  handicapped
learners;

use of ecological analysis as a curriculum basis
for older severely handicapped leatners;

¢

d. provision of therapy services. through a
consultative model;

use of community-based training and in-school
social integration opportunities to facilitate
social interaction; and

e

f. working cooperatively with parents 1n the

development of educational programs.

In summary, Burlington's Making Special Friends Project was
incorporated into a service delivery system which was already
providing a free, appropriate education to severely handicapped
learners. e goal of the project was to work within the
franework and resources of the existing service delivery system to
institutionalize a model for increasing and maintaining social

{ntegration and interactions.

2,0 RATIONALR POR BURLINGTON'S MAKING SPECIAL PRIENDS MODEL

Burlington's Makiné Special Priends Model is based on the
assumption that appropriate social interactions between severely
handicapped and nonhandicapped persons depend on the following
cond;tions: a) seyerely handicapped persons must be in inteqrated
environments with nonhandiéapped pecsons 50 that there are
opportunities for interactions to occur; b) opporfunities for
social interactions should be carefully structured to enhance the
frequency and quality of interactions; ané ¢) strictured
interactions should take place over extended periods of time so
that meaningful and enduring cﬁanges occur in the way thaé
handicapped and nonhandicapped persons interact.

1t {s essential that both nonhandicapped and handicapped
pérsons acquice the skills, knowledge, attitudes and expekiencesﬂ
that would Facilitate appropclate social interactions with each
other. Public schools provide a ready vehicle for facilitating
social interactions. In the school setting, opportunities for
social interactions can be easily provided and structured
throughout the learners' school years. Increasing opportunities
for social interactions during the school years should facilitate

soclal interactions durling post-school years.

2.1 Challenges in Social Interaction Training

public schools often limit opportunities for social
interactions among nonhandicapped students during the school day
in order to avold behavior problems. Short lunch periods and

minimal %ime between classes are Methods used to prevent such

Fas



‘ 12
problems. Opportunitivs for social interactions are also minimized

within the classroom. Seating is often arranged to minimize

interactions, and rules prohibiting interactions are enforced, :

This structure also limits the opportunjties for nonhandicapped
students to interact with handicapped studemts, In addition to
the basic structure of the School day, secial interactions between
severely handicapped and nonhandicapped peers may be limited by a
number of other barriers, These barriers are discussed in the

following sections.

2.1.1 Segregation of Severely Handicapped Learners

The most obvious form of segregation i3 housing classrooms

for severely handicapped learners in segregated buildings or in

seqgregated wings of buildings, Even when severely handicapped

learners are in Integcated settings, they are often seqregated
from nonhandicapped leacners. Some forms of segregation which
take place within inteqrated settings are:
a. severely handicapped learners eating lunch in
the classtoom instead of the lunchroom;

b. severely handicapped learners eating together in
a separate area of the lunchroom;

c. segregated buses;
d, segregated bathrooms;

seqreqated extra-curricular activities such as
dances and parties;

e

f. severely handicapped learners changing classes
at diffefent times than nonhandicapped leacners;
and

g. exclusion of severely handicapped learners from
school activities such as assemblies.

RIC 18
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As indicated earier, simply inciudinq severely handicapped
students in the limited opportunities presented by many schonls is
insuficient to improve hanalcapped/nonhandicapped student
interactions, Consequently, it is often necessary to create new
opportunities in the current ‘public school structure. Once
opportunities for interaction have been established, they must be
structured to - maximize their frequency and duration. One
assumption of this model is that Interaction opportunities should
occur frequently and be of S relatively long duration in order to

improve tﬁb\guality of interactions. |
N,

N,
N,

2.1.2 Definition ;hﬂ Measurement of Soc}al Interactions

Social interaction may be defined as a sensory exchange
between tvo people. The exchange can be auditory {e.q., speaking,
making sounds), vlsuﬁ] (e.gs, eye contact, gestures; and/ot
tactile {(e.g., tcuching, handshake}, Althougﬂ such a definition
appears to be straightforward, reliable methods for measuring the
frequency and quality of social interactions are limited. While
it is pasy to assess such skills as eating and dressing, behaviors -
{nvolving interactions between two ot more people aremore difficult
t0 measure.

the challenge of defining and measuring social interactions
may be one reagon schools fail to emphasize social interaction
skills training. Traditionally, such training has been limited to
severely handicapped porsons and .confined o language and
recreational/leisure programs. This model advocates the inclusfon
of social interaction skills training In all activities of daily

living.

19
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2.1.3 Equating Lanquage Trzining With Social Skills Trai~ing

there are at least two problems with equoting social
interaction skills to lanquage (raining, First, severely
handicapped loarners may acquire lanquage skills which are
typically nonfunctional when interactions with nonhandicapped
individuals, For ‘example, signing .. a functional vehicle for
communicating with people who know signs. However, nonhandicapped
people such as peers, cletns and bus drivers typically do not know
signs.  Signs should ’be au9menﬁed ‘by another communication
modality, such as pictute cards, to provide a vehicle for
communicating with people who do not know gigns. When selecting
modes of communication for spverely handicapped learners, one
consideration should be the wusefulness of the modes for
interacting with nonhandicapped people in integrated settings.

" secondly, social interactions are often equated with making
conversation, Although severely handicapped persons may acquire
language skills, they will often continue to have major language
deficits which prevent them from enéaginq in extensive
conversation with nonhandicapped persons.  However, making
conversation is only one type of social interaction, and there are
a wide variety of social interactions which need not entail
conversation,

hs previously defined, social interactions involve a sensory
exchange betwaen Bt least two people. "Faclal expressions {e.g.,
smiles, frowns}, gestutes (e.g., raising shoulders to indicate "I
dén't know", shaking head "yes" or "no"), maintaining and
terminating eye contact or actively participating in a gaﬁe ot

activity with someone else are all means of socially interacting.

15
Severely handicapped learners who currently do not communicate
throwgh a formal Symbolic language system can be taught and
anconraged to interact through eye contac’ facial expression,
active participation in activities, and nacural gestures while
simultaneously being taught language.

Language does not become cruly functional until it can be
used in soclal interactions. .Few language programs for severely
handicapped learners emphasize training the gpplication of tﬁe
skills to social 'nteractions, For example, the skills of
pointing to and/or labeling objects on request at a classroom
worktable are far removed from using the skills in social
interactions. Unless learners are ¥augh; to communicate in social
interaction situations, the skills will not be functional. The
content and context of language training programs must be
structuced so that studentsr are not learning language |n

isolation, but are acquiring language skills and practicing them

" {n soclal interaction situations which occur throughout the day.

6

,

2,1,4 . Equating Recreation/Le!sute Tralning With Social Skills
Training

Frequently, programs to teach and assess social interaction

skills are structured 'around play or recreation/leisure
activities, Por instance, at recess or break time, students may
be taught to ‘play cooperttively,  Although recreation/leisu;e
programs provide an excellent vehicle for facilitating social
interactions, social interacti;; training should not be limited to
such activities, It cannot be essumed that the social interaction
skills severely handicapped learners acquire through a

recreation/leisure activity will generalize or be useful .in other
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activities, such as riding a bus and using a restaucant,

21,5 Limiting Social Skills Training to Severely Handicapped
Persons

Another factor which has limited the frequency and quality of
social interactions has' been the assumption that severely
handicapped learners should be the-only focus of social skills
training., This assumption can lead to the false premise that
severely handicapped learnerg must acquire an extensive repertoire
6f social skills before they will be able to interact with their
nonhandicapped peers, Social interactions may occur in spite of
these social skill limitations by teaching nonhandicapped learners
how to interact with their severely handicapped peers. This can
help to prevent the unnecessary exclusion of severely handicapped
learnets fromasocial interaction activities due to their inability
to participate independently.

In summary, social skills are integral components of almost
all activities of daily living and should not be limited to
language training or recreation/leisure activities. Social
interaction training for the severely handicapped should be
indiviéualized, and should focus on teaching appropriate social
interactions through activities . of daily living f(e.q.,
recceation/leisuce, domestic, vocational and general community
skills), Many severely handicapped learners may never become
highly competent at socially interacting. Social interactions can
be facilitated, however, by teaching severely handicapped learners
to interact through such behaviors as making eye contact and body
gestures, and by teaching nonhandicapped learnerc to interpret and

respond to these hehaviors.
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2.2 Social Skills as Integral Components of ALl Functional
Activities

Activities of daily living are typically‘ taught through a
task analysis approach, in which the activities are analyzed into f
component skills., This prbvides 2 basis for the assessment and
training of leatners to perfétm the component skills correctly andﬁ
In sequence. A major problem with most task analyses is that they
do not include the social skills {ntegral to the tasks. Unless
the social skills involved in a task are delineated for assessment
and instruction, it s likely that learmers will acquire th;

skills to perform the task hut will lack the necessary social

skills to engage in the task {independently,

Socia} Interactions can be conceptualized as having five
basic compénents: a) recognition‘of the appropziate time and place
for an interaction; b) initlating interactions; c) tesponding te
requests for interactions; d) sustalning intecactions; and e)
terminating interactions, Task Jﬁalyzed skill sequences should be
Eﬁrther analyzed based on these five components of social
interactions, Table 4 depicts typical task amalyses for playing
pictute lotto, drying dishes, and using a school cafeteria. The
following examples {llustrate how social skills may be

conceptualized for each activity,



Picture Lotto

Objective:

Given a picture lotto game the
learner will correctly match
picture cards to pictures on
hisher game board until game
is complete 80Z of the time.

Task Analysis

1. Pick up top picture card
from the stack of cards

2, Look at picture on card
&

3. Match picture card to

plcturés on the gamcboard

4. 1f there is a match, place
plcture card on game board picture

S. 1If lhere is no match, place
ptcture card®io discard pile

6. Wait fOr next turn

7. Repeat steps 1 through 6
until pameboard s complete or
another player has a complete
gameboard

ERIC

Aruitoxt provided by Eic:

fABLE 4

Example Task Anal

Drying Dishes -
Ohjective:

Given wet clcan dishes in a

dish rack and a towel, the learner
will correctly dry all the dishes
within 15 minutes for two consccu-
tive days. ’
Task Analysig:

1. Pick up towel

2. Unfold towel

3. Hold towel in one hand

4. Hold dish in opposite hand

5. Dry all surfaces of dish
with towel

6. Place dry dish on counter

7. Repeat steps 3-6 until all
dishes are dried -

Using School Cafeteria

Objective:
Given it is timeé for lunch, the
learner will corresctly obtain and

pay for food, eat food, and dispose
of tray and trash.

Task Annlysis:

1l.: Go to cafcteria

2. Stand in line

3. Pick up tray, napkin and utensils

4. Go through line stopping at appropri-
ate places to obtain food {tems

5. Pay cashier
6. Take tray to table
7. Eat food

8. Dispose of tray, utensils and
napkin

{.

-t
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Social skills needed to play picture lotto may include:

a, Recognition of the appropriate time and place to play

picture lotto.

o

Initiation of the activity by inviting someone else to
play. Knowing how to respond when others accept or
reiect the invitation,

¢, Reception, Knowing how to accept or reject the
Invitation if asked to play picture lotto.

d. Sustaining, Continuing to play picture lotto with other
persons as delineated in the task analysis.

e, Terminating. Appropriately indicating that they do not

vant to play anymore, Or uppropriately ending the

activity whan other people indicate they do not want to

continue playing,

When two or more people participate in tasks guch as washing
snd drying dishes, setting the table and” cooking a meal, excellent
opportunities for teachiné and practicing social skills are
provided. The social interaction skills involved in drying dishes
can also he coﬁceptualized in terms of the five-component model.

M Recoan1t'on. Knowing the appropriata tlme and

place to dry dishes.
b. Initiation. Requesting help from another person

and responding appropriately wh%u others accept
or reject the request.

(el

Reception. Bppropriately accepting or rejecting
a request for help In drying the dishes,

d. Sustaining, Carrying through the dish-drying
task as specified {n the gask analysis,

Termination, Appropriately terminating the task
at completion.

&

#Using oublic “facilities such as bowling alleys, testaucants,

e

1

A .
school cafeterias, grocery stores, or buses can involve numerous

[

social interaction skills, The use of a school cafcteria with-a

%

20
friend 1is amalyzed using. the Eive-component social interactlon

model below,

a. Recognition. Knowing the appropriate time to go

to the cafeteria.

o
-

Initiztion. Requesting another person to come
along and appropriately responding when the
other person accepts or rejects the request.

Reception, Appropriaiely accepting or rejecting
requests Dby othets to accompany them to the
cafeteria,

¢

2

Sustaining, Continuing th- actlvity as specified
in the task analysis.

[= ")

e

Terninating, Indicating that they are Finished
and ready to leave or appropriately responding
when someone elce indicates that they are

. finished.

In the examples:provided, the type of expressive mode (e.q.,
sign, comnunication board, speech, body gesture, eye contact) was
deliberately lefr out. This was done to {llustrate that the
expressive mode can be gtilored to sult the individual learner.

The five-component gocial interaction model prov.des the
teacher with a simple framéwork for viewing social behavior, It
does not account for all types of social interactions vhich may
;ake~§1ace, and dves not indicate which social interaction skills
need to be taught., Prior to teaching someone to participate {n an
activity, observations should be made of nonhandicapped people

participating in that activity, For instance, some of the other

)

" social interactions which may take place in the school cafeteria

fnclude greeting aquaintancig, excusing oneself fiter bunplng into

someone la the cafeteria llne, making éye contact with people

_serving the food, and engaging in sgoclal interactions while

eating, In addition to observing nonhandicappsd persons, it is
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also necessary to observe the severely handicappel person to
determine which social intecaction skills have aleeady been
acquired and which ones need to be taught,

A basic assumption of Burlington's Making Special Friends
Model is that social intetactions should not be taught as
sepatate curricular domain but should be an integral part of all
curricular areas. An individual cannot be taught social
interaction -skills in isolation and be expected to generalize
these skills to social Settings. For example, when communication
skills are taught, learnets must be trained to use them in social
interactions. Since virtually all activities of daily living may
involve sccial interactions to some extent, Special care should be

taken to emphasize social interaction training throughout each

learner's educational program.

7. Theee-Component Process for Facilitating Social Interactions

social interactions may occur in the learner's home and
neighborhood, in the public school and in general community
settings ¢ 1., grocery stores, vocationa' settings, buses and
libraries). To address social Interactions in each of these
environments, Burlington's Making Special Friends Model has been
divided into the following three components: the In-School Social
Integration, the Community Integration,.and the Parent Involvement
components. .

Thése three components encompass developing  social
interaction opportunitiss, structuring the opportunities to

facilitate interactions and providing social interaction training

27
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Aruitoxt provided by Eic:
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to handicapped and nonhandicapped individuals. The primary
function of the In-School Social Integration component is to
increase social Interactions within the school setting, The
Community Integration component functions to facilitate social
interactions in general community Settings,  The Parent
Involvement component helps parents identify and develop social
{nteraction oppsttunities in the learner’s home and ﬁeiqhborhood.
Although these components are discussed separately, each is
dependent upon the functions of the others in order to achieve

optimal results,

28
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3.0 BURLINGTON'S MAKING SPECIAL PRIENDS MODEL OVERVIEW

The goal ‘of Burlington's Making Special Friends Projrct was
to increase and maintain social interactions between severely
handicapped learners and nonhandicapped persons in school, home
and othe” community settings. The achinvement of this goal was
beliaved to be dependent on input from teachers, administrators,
parents and others in the school system. To obta@n this input
task forces of paremts, educational personnel, and project staff
were formed to generate guidélines for implementing the model.

One objective of the project was to develop and implement the
model within the current resources of the Burlington Public
Schools so that it'could be maintained after project staff were
faded out. Project staff included a half-time project director
who also coordinates the In-School Social Integration component, 2
40%-time community integration specialist, a 40%-time parent
services specialist and a full-time community resource specialist.

The responsibilities of these staff members included working with
teachers and task forces to generate the model components,
providing technical assistance and inservi training, and wri;ing
the project manuals. The community ressurce specialist worked
directly in the classroom with the teachers to provide technical
assistance .on implementing the model and designing individualized
programs for severely handicapped le;rners.

The project staff followed the process outlined below in

developing and implementing Burlington's Making Special Friends

Model.

1, Meetings were held with the Director of Special

2

4

5

1

>

Education to explain the project and raceive
admthistrative support,

Meotings were held with the teachers of the
severely handicapped learners in the Burlington
Public Schools to explain the goals of the
project and to receive their support,

In-School Social Integration, Parent Involvement
and Community Integration Task Forces wer»
formed to-discuss and review the model. Task
forces were made up of district administrators,
teachers of severely handicapped students,
teachers of nonhandicapped students, parents and
interested community members, Task force
meetings were chaired by the project staff.
Changes and adaptations of the model were made
based upon task force input,

{
Weekly $Ho-hour inservice training was provided
by project staff to teachers of severely
handicapped learners. This training focused on
the basic assumptions of the model and the
procegures that teachers could use in their
classtooms. :

Bach teacher of severely handicapped learners
developed an In-School Social Integration Plan
for their own school. To accomplish this, the
teacher recrufted the school principal, teachers
of nonhandicapped learners and interested others
to form a Social Integration Task Force. The
purpose of the task force was to generate
strategles and procedures for increasing and
maintaining social interactions within thelr

. 8chool,

Each teacher of severely handicapped leatners
selected at least one pilot stydent with whom
they would {mplement each model component.

Each teacher implemepted the model with the
pilot, learner(s) for a ,period of two and
one=half months. Inservige training and on-site
technical - assistance . from the project's
community resource specialist wére provided.e

. The model was revised and more fully articulated

based upon experiences with the pilot learners
and, input  Etom  teachers, parents and
administrators. :

. The teachers and project staff implemented the

model with all severely handicapped learners in
the Burlington Public Schools.

30



1,1 Basic Assumptions of Burlington's Making Special Frirnds Model

K

Prior to desccibing the model components, the
assuaptions underlying the model will be delineated,
following basic assumpticns wete developed through a review of the

literature, deliberations of project staff, and contributions from

parents, teachers and administrators.

1. Severely Handicapped Learners Should Attend

2

]

Tntegrated Public Schools. Social lnteractions
between severely handicapped and nonhandicapped
learners are more likely to occur when learners
are in close  proximity to one another,
Integrated public school settings, therefore,
increase opportunities for longitudinal social
interactions.

Severely Handicapped Learners Should Attend
Chronological Age-Appropriate Public Schools.

To facilitate the development of chromological
age-appropriate social interaction skills,
severely handicapped learners nust have the
opportunity to participate in appropriate social
interactions with peers of similar chronological
age,

Social Interactions Should Be An Inteqral
Component Of ALl Training Provided To Severely
Handicapped Learners. Social interaction should
not be a sepatate curricular domain that is
taught  in . isolation. Instead,  social
interaction activities should be incorporated
into the entire curriculum throughout the day.

. Nonhandicapped Learners Should Receive Training

On How To Interact With Severely Handicapped
Learners.  Although severely  handicapped
Jearners can become nmore competent in social
interaction activities, not all wili become
socially astute, When nonhandicapped peers have
been taught to socially interact with them, they
can at least partially participate in social
interaction activities,

Social Interaction Training Should Be Conducted

At Home And In Community Environments To Ensure

The Generalization Of Skills. Because severely
handicapped persons have difficulty generalizing
behaviors, training should take place in as many
natural environments as possible. -

26

6. The Ecological Analysis Strategy Should Be
Employed 7o Determine What Social Interaction
Skills And Activities Should Be Taught. Instead
of progressing through a lock-step social skills
curriculum, severely handicapped lsarners should
be ‘taught social interaction skills and
activities based upon their individual needs.
The ecological analysis strategy provides a
vehicle for determining high priority individual
needs.

-

Parents Should Have Extensive Input And
Tnvolvement In Their Child's Individualized
Educational Plan. Increased participation in
social activities is facilitated when parents
and teachers work as partners to .dentify high
priority activities and to teach learners to
perform  skills in  home and  community
environments.

Social Interaction Training Should Become A
Reqular Component OF Education For Severely
Handicapped And Nonhandicapped Learners.
Parents, teachers, and administrators should
provide for social interaction programming as an
ongoing component of education.

3.2 Curriculum Development Strategies of Burlington's Making
Special Friends Model

Appropriate social interaction training depends upon the
utilization of curricula that assess and teach skills which
increase  independence in current and future  community
environnents. The following three approaches may be used alone or
in combination to determine what to teach learners with severe

handicaps: 1) the ecological anaiysis approach; 2) the normal

developmental or cunulative skill 'building approaches; and 3)
.

curciculum quidelines. The Burlington Model used g'ébmbination of

these approaches.

_ A;;z.l Ecological Analysis Approach

The ecological analysis approach can be used to generate

R

i



21

age-appropriate curricular content which is designed to increase

independent participation by severely handicapped learners in
current and future environments, This approach has been used to
dovelop curricula in the areas of domestic living, vocational,
recreation/leisure and general community functioning (e.g., Brown,
Falvey, Bauﬁgatt, Pumpian, Schroeder and Gruenewald, 1980).

The ecological analysis approach first involves identifying
the severely handicapped leatrner's current and potential future
environments. Five types of environments can usually be
ideﬁtified: 1} educational environments (e.g., public school,
adult education]; 2) vocational environments (e.g., in-school work
stations, competitive employment opportunities, structured work

opportunities); 3} domestic living environments (eig., parent's’
{

home, group home, supervised apartment); 4) :ecreational/leisuré

environments (e.q, library, bowling alléy, park); and 5) general
community environments {e.g., grocery sStores, fast food
restéurants, shopping malls, public buses), EBach Eype of
environnent can be cunsidered a curricular domain, * The.content of
each domain ts then dete.mined by delineating specific current and
future environments and analyzing the activities required to
participate in those environments. Social interactlon skills must

be i.cluded in this analysis, This approach directly links

curricular content to skills and activities needed to participate

A ra .
in’integrated community environments, Four basic assumptions of

‘the ecological analysis approach are described below.

1. Severely handicapped leatners should b. taught
chronological age-appropriate skills, It must be
enphasized that settings, tasks and materials that
are isolated, contrived, or age-inappropriate do not
prepare severely handicapped individuals to function
with "real" materials within "real® eavironments. 7o

3
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increase the independence and acceptance of severely
handicapped learners, they must learn to {hteract
with everyday naterials, situations, and people.

2, Severely handicapped learners should be prepared to
patticipate more independently in leasl restrictive
settings. Curricula are typlcally divided into skill
domains such -as motor, communication, social and
self-care, However, if curricula are to prepare
learnets to function in the community, they should be
organized into curricular domains that represent
current and future community environments in which
learners will participate,

- 1]
The cucriculum should include procedures for skill
maintenance and generalization In envitonments in
which the skill wiIl ultImately be performed, It
cannot be assumed that skills taught In {solated
classroon envirorments will generalize to the, "real”
world, Programs for severely handicapped learners
should be structited to teach activities in the
actual environments where the- activities ace to be
perforned.  For enample, a 'severely handicapped
learner {8’ more apt to be able to shop in a grocery
store if training is provided {n a grocery store
tather than in a simulated classtoom environment, -
Teaching skills {n actual environments may also point
out the social competencies needed which may not
become evident in a simulated classroom environment.

3

4

Severely handicapped learners should at least
partially participate in community activities. Lack
of complete Independence In an actlvity should not
exclude gseverely handicapped learners from that
activity,  Partial participation assures that
leatners have the opportunity and training to
participate in all activities as {ndependently as
possible. Severely handicapped learners should be
allowed to engage in all community activities even {f
they cannot participate independently.

e

As delinﬁated by Brown, Branston, Baumgart, Vlncent. Falvey
and Schroeder (1979), partial pltticipation~c$n be achieved by
providing personal assisgance, and/or adapting activities, skill
sequences or rules. Persﬁnal assistance involves providing
assistance on only those parts of ;n actlvity which the learner
cannot perform, For instance, Lf a learner can select food items

and pay a cashier byt cannot ahr:y a food tray, the leatner would

2
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be able to participate in using a cafeteria if someone else
carried the tray.

Adapting actlvitifs involves changing the activity tn allow
lor more ‘independence. For example, when making walfles, the
learner may need assistance in Measuting oui the ingredients,
However, if toaster waffles and a toaster are provided, the
learner may be able to acquire the skills to complete the activity
independently, _

Mapting skill sequences involves changing the order In which
skills are performed. For example, purchasing foods in a fast
food restaurant typically involves the following sequence of
skills: wgiting in line, placing an order, taking money tut of the
wallet, paying the- cashier and taking the food to a table, A
learner who has difficulty taking out é wallet and securing money
from it may perform these skills at a slcw rate which is not
acceptable to either the cashier or other customers waiting in
1iﬁe. The learner could be taught tr take out the wallet and

money while waiting in line to alleviate this problem.

Aapting rules involves changing the rules of actlvities so °

that learners can participate in them. Examples include changing
the distance between stakes in a game of horseshoes, lowering the
net {n volley ball; and giving points for hitting tﬁe volley ball
tather than requiring that the ball travel over the net.

vany skills needed to participate in community activities are
difficult to teach and/or take a long time to learn (e.g.y
counting out the corract aﬁount of noney, telling time, reading

menus, verbally placing an order for merchandise, planning a menu

and generating a shopping llst). Many older severely handicapped

] t
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leatners do not have enough imstructional time left to make
teaching such skills a practical reality, Dy trannlatingﬂskills
into functions, it is eften possiplc to deviae altecnative wjys
learners can carry out the functions. Table 5 provides examples

of skills, the functions, and functiOnaX alternatives which may

enable a learner to perform the activity,

TABLE 5
Functional Alternatives

sl Tuncttany Atareition
Cownttng out the Peoviding tha clert Toieh learsers 13 iwiys gat 4
correct imunt of Wit gn gount of dallar amount ore thn 1N Dyrchige
ey shen AR noney 1qwl 10 or price and et for change. For o2e -
o purcnase freater than thy imle, 1fan then 15 5162, g
prthin fa.00 '

M restivrint Select and order food  Prepars o 3lcture My 4nd tésch
l

mty ind virtdlly luarser to graer fotd 5y orting
fow an priae 10 the picture

Wit~ Mobility throush space  Wneetchhir, Crytthes

Tivim Comunication $1qn lingune, sermunication doard
lrl\nh teeth Ora) npptemt - Ure o sater g, electeic dothbruta

It must pe emphasized that teaching learners toé use
functional alternatives does not rule out teaching them to gé:form
the functlons as they are typically performed by nonhandicapped
individuals, For example, learners could be taught tof use 3
comnunication -board while they were concurrently 1eﬁfn{ng to
speak. Similarly, learners could be taugh;ffto put on loafers

b

while concurrently learning to tle their sh0§s¢‘

32.1.1 Conducting an Ecological Analysis. A simplified

exanple 0f an ecological analysis is depicted in Table 6.
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Sample Ecological Analysis of the Domestic Domain

TABLE 6

SPECIFIC SKILL

ENVIRONMENTS SUBENVIRONMENTS ACTIVITIES AREAS SKILL CLUSTERS
Institution —*Kitchen _ *Meal Preparation———*Prepare Salads — Secure Vegetables

. : and dressing
Intermediate Care — Bedrooms | —~House Keeping \— Cook Frozen Foods

Facility
Group Home

Supervised
Apartment

Independent
Apartment

*Indicates that
that area is
further broken
down in the
next .

ERIC

Aruitoxt provided by Eic:

i— Gining Room
— Living Room
—Bathrooms

—-Utility Room

—-Hallways

— Recreation Room

| —Porch

— Entryway
—Closets
—Yard

- Basement.

arage

—Communication
| —Socialization
—Money Manager;lent
—Health and Safety

—Time Management

LGrocery §h0pping

—Make Sandwiches
L Prepare Desserts
F—Pian Meals

— Cook Canned Feod

l—Cook Simpie Entree

LPrepare Soups

37

| Wash Vegetables
L—put on Cutting
Board

. Secure Vegetable
Knife

| —Cut Vegetables

— Secure Salad Bowl

| — Place Vegetables
in Bowl

Put Dressing on Salad

“

1+

A
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The basic steps involved in performing an ecological analysis are

discussed helow,

1, List ‘the specific envitonment being cnalyzed
along with pectinent general information, Such
as address and phone numbar,

?. List the subenvironments In which one wouic be
expected to function, At McDonald's the
subenvironments are listed as the entty,
counter, dining area, restrooms, and kitchen,

1, Por each subenvironment, list the activities in
which one must engage {n order to participate
independentiy,  This is dome based on
interviews, previcus records, and direct
observations of individuals actually using the
subenvitonments, In the example, only the
activities one must perform in the counter area
are listed, In order to complete the ecological
analysis, the activities required in each of the
remaining  subenvironments must also  be
delineated. '

Fo.

Delineate the skills required to perform each
activity listed,  Observing nonhandicapped

people functioning in the subenvironments may be

helpful ' -~ompleting this step. .
Once the ' .ical twalysis is complete, a discrepancy
_assessment can be conducted to determine which activities and
skills the severely handicapped student can and cannot perform. A
mote detailed explanation of how to conduct ecological analyses
and digcrepancy assessments, suggested formats and examples are
presented in Volume IV,

Parents or guardians, advocates, community service providers
and other cémmunity menbers should be involved to the greatest
extent possible in delineating the communit; environments and
subenvironsents 1in which severely handicapped learners night
partxcipate.b Ii {s essential that parents ot guardians provide

continuous inpit into the ecological analysis process by

[ L]
/ ‘ 3N
' .
1de9t1fy1ng environmants in which they want their children to
pa-ticipate, priotitizing activities and skills, and delineating
partial patticipation strategies to be employed. ' Purther
{
?@scriptlons of how to perferm an ecological analysis and more
/samples can be tound in Brown, et al. (1980),
i '

!
f

| 1.2.2 pioritising Objectives

Prioritizing activities-and skills is a logistical challenge
of the ecological analysis approach. Brown, Falvey, Vincent,
Kaye, Johnson, Ferrara-Parrish & Gruenewald (1980) offered the. -
following considerations for developing priority -curcicular
objectives; preferences of parents or guardians, teachers,
adnministeators, encillary staff and students; unique learner
chatacteristics; presumed logistical and practical realities; ‘
number of énvitonments in which the skill can'be performed; the
number of times the skill will be performed: socia% significance
of this skilly probability of acquisition; ninimization of
physicalv harm; fonctional nature of skills; chronological
aqe-apprbpriate nature of skills; and relevant research.
Additional conéiderations for prioritizing oﬁjectives for the
severely handicapped population, which are particularly learner

and independence oriented, are presented below.

3.2.2.1 Specific Bnyironmental Considetations. If specific
.community environments in which an individual leacner will
function are known to the teacher, analyses of only these settings
need to be performed, If this irlormation is not known, however,

environments which setve the same gencral functions (e.g., qroup
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homes and apartments within the domestic living domain) should he
analyzed. Programs may then be fnstituted to teach skills common

to those envitonments.

/

3.20.2,2 Transition, The acquisitionlof skills which could
increase a learner's chances of moving to a less restrictive
setting are high priority. For example, if potential openings
within a community living environment -require the ability to
toilet, shower, and dress independently, then those skills should

become priority objectives.

3.2.2.3 Necessity to Maintain Present Settings. = Severely

handicapped learners occasionally face the possibility of losing
their present placements and moving to mo}e testrictive settings.
Educators should be alert to poteﬁéial changes in placement and
give high priority to teaching severely handicapped learners

skills which will ensure maintenance of current settings.

3,2.2.4 Present Life activities, The frequency with which a

learner participates in an activity should be considered"when
prioritizing objectives, Activities in which the learner requires
extensive supervision and assistance may be examined to détermine
{f any can be performed more independently, While it {s
appropriate to increase participation by providing assistance, it
;s also important to demonstrate that severel;i handicapped
learners can participate in selected activities' independently,
Aéquisltion of one skill, previously considered too difficult for

that learner, can often have a profound effect upon other service
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providers and encouraye them to teach the learner additional

independent skills,

3.2.2.5 Functional Nature of the Skill, Generally, a skill

should not be given.priority unless it can hecome a functional
comporent of the learner's behavioral repectoire. The functional
nature of a skill can usually be determined by examining how
frequently it wiil.be used in present or subsequent environments.
Exceptions include skills that may be performed very infrequently
but are still considered high peiority objectives for safety
reasons (e.g., applying simple first aid and demonstrating what to
do in an emergency), If fhe acquisition of such skills is a
prerequisite for admission to a community living environment, they
may take precedence over more Erequently used skills to ensure the

learner's inclusion In less restrictive environments.

3.2.2,6  Unlgue Learner Characteristics. An  individual's

unique characteristics will dictate some priorities. For example,
an individual who 18 confined to a wheelchair and lives in a
community that has no sidewalk ramps may need to learn how to ask
for assistance to move over curbs. Leatners who are hard of
hearing or visually impaired may require special adaptations for

present and subsequent environments.

3,2,2.7 Patent or Guardian Preference, It is essential that

parents be involved in the piocessfof selecting objectives for

.
their severely handicapped children. It i3 not unusual for

protective parents to be ¢concerned about fncreasing their severély

1
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handicapped child's independence, especially when risks may be

invelved. Parents who object to instructional programs involving

street crossing and bus riding might be interested in having their

children learn to shop more independently, even if they have to be
assisted with transportation to and from the store. Once parents
observe their child being independent in some activities, they may

feel note comfortable with objectives Involving nmore potential

risk,
3.2.3 The Normal Development and Cumulative Skill Building
Approaches ‘ '

The normal developmental and ‘cumulativg skill building
approaches are pethaps the most commonly employed methods for
assessing Severely handicapped learners and for determining the
sequence of skills which progress from & leatner's current level
of perfokmance to acquisition of the skill, The normal
developmenfal approach theorizes that all learners move through
the sane developnental leveis, and that each level ls 2
prerequisite for the achlevement of skills at the next level.
This normal devélopmental approach assumes that the best way to
order instruction for severely h&ndicapped learners is to use the

- gequences in which nonhandicapped children are believed to learn
skille in such aceas as motor, communication, cognition, self-care
and socialization.

The cumulative skill building approach sequences the
instzuction of simple skills sdEﬁixhat when the simple skills are
combined, they result In complex skill performance. Héwever, the
sequence of simple skills is not necessarily based on a "noemal®

developméntal 'skill sequence, For example, when combined, the

7
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sinple skills of inserting a coln in a slot, selecting a beverage

and pushing a button can result in the complex skill of using a

'vending machine. Both normal developmental and cumulative skill

building can forn the basis for curriculum in such .areas .28
change-naking (e.g., progressing from disdriminatiﬁq coins,
counting by ones, counting by fives and sé oﬁ lo-paking change)
and readihg {e.g., progressing from labeling objects and act{ons
to discriminating between printed words and‘so on to reading a
sinple recipe). .

shortconings of the normal developmental and cumulative skill
building approaches to curriculum include the following: a)
curricula based upon these approaches typically do not provide for
assessment and instruction on fuhctionai alternatives such as the

use of wheelcpairs and communication boards{ b) such curricula do

not necessarily teach skills through age-appropriate, functional -

“tagks; and c) they do not consider partial participation in

current and future envitonments,

Table 7 depicts selected skills which may be found in normal
developmental and cumulative skill building sequences. The gecond
and third colums illustrate tasks and settings that. the
curriculun may suggest for teaching each skill, The tasks and
settings suggested by the curriculum are selected arbitrarily and
may not be mawwaorNMwWMEWQWL A
ecological analysis w;s used to generate the fourth ‘and fifth
columns, resulting in the identification of nore functional tasks
and settings to teach the same skills, When a normal
developmental and cumul..ive skill building appraach is used to

assess skills in such areas as motor, .cognition, conmunication,
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and functional acadenics, emphasib should Ee placed on teaching
| these skills through activities of dally living which occur at
‘school, home and other community settings. the ecological
analysis approach can be used to identify the functional
activities and settings in which o Eeach the skills; The
ecdlogical analysis approach can also serve to identify skills in
the curriculum which should not be taught because they are not

particularly functional for severely handicapped students.

TABLE 7
Tasks and Settings for Selected Skills

WLl CURRICULIN JTOLNCICAL ANALYSIS _
TASK STTING 15K SETTING
sting HACES & MAKS CLassnon CLOTHING/SILVERMARE SCHOOL/NHE
OUN COMPRENENSION | RALL/BALLOGN/WADCN CLASSHOO (ACTUAL OMECTS) CHont /e
H e (vicmous) CUP/PLATE/ SPoow NESTAUMANT
LI CMASP MG 1P MLSINS LA oM Plcs P Cotws SCHOOLIHNE
e MITAUMST
INDICATY VANTS SWALL DRbuxs OF Jupce(  CLABSBOM MOCTIRG/1 B /esie SON0L /0w
wie N4 1) SLTTING
I3 (]} BOQS & 3RS CLASSIOON PLATES 0 PLACE SETTINGE  SONOL/HOH.
:;Lul:::'fgo-m WO SERHNG 1 TANLD
[ ]

The Burlington Public Schools use the normel developmental
and cumulative skill building approaches with young severely
handfcapped learners while teaching the skills through
chronologically age-appropriate, funcgional tasks, The selection

of skills for older severely handicapped learners is based on
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ecological analysis and partial participation. If 1 becomes

apparent that a severely handicapped learner will not be able to

obtain a specific skill lefore leaving school, then functional -

alternatives are considered. For example, if it is evident that
the learner will not master the change-making sequence, the *next
dollar* approach could be taught,

™0 of the Specific' curricula wused {n the severely
handicapped classroom in Burlington are the’ 'Minimﬁm Objective
System for Learners with Severe Hindicaps' {(Williams § Pox, 1980)

and the "Vermont Comprehensive Communication Curriculum® (Reogh &

Reichle, 1981), \

3.2.4 The Curriculum Guideline Approach -

The ecological analysis, normal developmental and cumulative
skill building approacheh provide a basis- for detérmlning Qhut to
teach and in what séquenca skills should be taught. In order f;f
a curriculum to be cogen;, coherent and comprehensive, curriculum »
quidelines are needed, Curriculum guidelines do not provide a
cookbook on what to teach severely h;ndicapped learners. They ’ﬁ
provide a basic philosophical framework  for educationa1 
programming which should enhance longitudinal skill deQ;lopment‘
feon the elenentary school level through high school.  Skills
taught at the elementary level should be detived Erom and dlcectly
related to skills }aught at the secondary level. 1In addition, the
guidellnes should differentiate betﬁeenlthe educationgl needg of
younget and older severely handlcagped leirne:s. Teachers can use |
the cur:iculﬁm guidelines a8 & resource for developing {ndividual

education plans in addition to ecological analyses, normal
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developmental and cumulative skill building approaches, to insure
that functional age-appropriate skills are not overlooked.
Specific goals and objectives for learners are celected on the
basls of individhal needs.

The Burlington classrooms for severelf handicapped learners
have adopted a slightly ‘modified version of the curciculum
vguidelines developed by teachers aﬁd parents of moderately and
seve;ély handicapped learners in Madison, Wisconsin {"A
Longitudinal Listing of Chronological Age-Approptiate and
Functional Activities for -School-Age Moderately and Severely
Handicapped Students" by Ford, Johnson, Pumplan, Stengart and
Wheeier, 19ﬁ0). These curriculum quidelines were organized around
the domestic, técreational, community and‘ vocational domains,
Each domain has general philosnphical statement of what should
be taught at the elementary, middle and high school levels,
followed by listings of spé%ific skifls which should be considered
for assessment and instruction at each level,

Burlington teachers, parents and administrators reviewed the
Madison Curricul&m Guidelines, and a task force is curzently
nodifying the gquidelines to meet the needs of the Burlington
Prbgram. The underlying philosophical assumptions of Buclington's
Curriculum Guidelines are dellneatéd below,

a, Individual Education Plans for severely handicapped

leatners should prepare them to participate as
independentdy as possible in integrated community,

domestic,  recreation/leisure  and  vocational
enviconments,

o
-

To tacilitate independent participation in integrated
community environments, the curricrlar domains for
severely handicapped leatners should be organized
around the major environments in which learners
currently participate and/or  will potentially
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pacticipate, The major environmental domains include
domestic, recreation/lelsure, vocational, qeneral
comnunity and education, ‘

Skills should be ultimately ‘assessed and taught 1n
used,
The ecological analysis approach should be used to

determine the demands of individual learners' current
and future environments. This information should be

‘used to prioritize the skills to be taught,

Tasks and activities used [n Instruction should be
chronologically age-appropriate and functional.

Social skills {instruction should be an integral

~component of domestic living, recreation/leisure,

vocational and general community instruction,

Severely handicapped learners should rot be excluged
from participating {n domestic, recreation/lelsure,
vocational and general community activities because
they may never achieve independent participation,
Rdaptations. In procedures, materials and/or tasks
should be considered to allow learners to participate
to the maximum extent possible, ‘ .

There shculd be close coordination between parents
and teachers in selecting high priority skills te
increagse participation in the home and other
community settings.

A combination of the ecological analysis and notmal
developmental cumulative skill building approaches
ghould be used to select and sequence objectives.

. When normal develomenval and cumulative skill

building approaches :re used :8 a partial basis for
gelecting objectives and  sequencing  skills,
functional, age-approptiate tasks should be used in
{nstruction. Learners should be taught to perfotm
the skills in naturally occurring tasks of daily
living which occur in school and nonschool settings,

Transitions of severely handicapped learners between
classroom placements (e.g,, from an elementary to a
middle school placement) and from secondary school to
adult services should be carefully planned to enhance
continuity of programs across placements and to
provide learners with training on skills which will
facilitate success in the next placement,

the nonschool enviconments in which they will bo =



In addition to the skills suggested by the Madison
~ Guidelines, teachers, parents and administrators ldentified a

general set of guidelines for what should be emphasized at the
. 1
elementary, middle and high school levels. The gquidelines are

atticulated below.

Elementary School

1. Appropriate behavior in school, home and a variety of
connunity settings to facilitate community-based
training at the middle and high school levels.

1, Instructional control (eye contact, attending to
task, following directions) in sne-to-one and group
instructional arrangement. in school and non=-school
settings to facilitate a.quisition of more complex
skills at the middle and high school levels.

3, Acquisition of functional academics such as teading,
math, time-telling and  language arts  with
demonstrated application to activities of daily
living which naturally occur {n school and nonschool
settings,

4, Acquisition of cosmunication aﬁd motor skills with
demonsteated application in activities of daily
1iving which occur in school and nonschool settings.

5, Development of primary modes of communication (e.q.,
speech, signing, communication aides) to be used with
friends and strangers {n school, home and other
community settings.

6. Exposure to a variety of community environments for
the purpose of learning and demonstrating appropriate
behaviors,  instructional  control,  functional
academics and developmental skills in environments {n
which they naturally occur.

7, Self-initiated skill performance and taking care of
personal needs (e.g., medical, personal equipment,

special diets).
w'?' 3 2t

.‘fluisition of basic domestic living skills (e.g.,
self-cate), recreation/leisure skills, community
survival skills and vocational skills (e.g., working

.Y

Middle School

by

. 1, Continuation of programming indicated at the

elementary school level,
2. Increased time in community instructior.

3, Close coordination with parents to - Increase
independent functioning in current settings,

§. Independent performance of in-school job tasks (e.g.,
cleaning up, setting up activities},

5. Independent and continuous performance of a sequence
of tasks for {ncreasing periuds of time.

6. Working cooperatively with others in task completlon.

1. Increased emphasis on ecological analysis and partial
patticipation for selecting and prioritizing skills,

]

High School

1

2

4

. Continuation of domestic 1iv1ng; recteational/leisure

and community survival tralning bequn at the middle
school level. ;
Application of communlcation, motor, social/adaptive and.
functional academic skills .in a variety of work and
independent living activities.

Planning, with pacents of transition to adult domestic,
recreation/leisure, vocational and educational services.

Emphasis on teaching domestic, recreation/leisure,

- vocational and ganeral community survival activities

demanded in futuce environments with increased time in
community insteuction.

. Increased t'me In vocational training with work

experience. available to all learners in school and/or
community settings.

o9

It nust be emphasized that .acquisition of the. skills

~_independently for increasing pericds of tme), delineated for each level are not prerequisites to noving to the

9. Close coordination with parents to select activities next level, In Burlington, learners move from level to level on
which will increase functioning in current "home
neighborhood and community settings, the basis of chronological age, However, acquisition of the
1
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skills at one level should facilitate pe:formance and learning at
“the next level,

In summary, a conbination of ecologicai analysis, normal
developmental .cumulative skill building approaches and curticulum
quidelines are used {n Burlington as the basis for each severely
handicapped learrer's Individualized‘ﬁducatlon Plan. An integral
part of the curticulum is teaching skills through functional
activities which occur in learners' current and future
envitonments, Social fnteraction skills are taught as integral
parts Of these activities, The following sections describe more
specifically the In;School éoclal Integration,  Community

‘Integration and Parent Involvement components.
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4.0 IN-5CBOOL SOGIAL INTEGRATION COMPONENT

4,1 Overview of the In-8chool Social Integration Component

The goal of the In~School Social Integration Component -is to
imprové the frequency and quality of socigl interactlons between
severeiy handicapped and -nonhandicapped learners in . school
settings so that they may become "special frlends".IThe model has
three Subgoals: 1) increasing opportunities for social

interactions; 2) enhancing social interactions within the

, established opportunities; and 3) maintalning the opportunities.

Strategies for increasing, enhancing and maintaining social
interaction opportuﬁlttés wl1l be addressed geparately, although
they are all intercelated,

The Burlington model suggests' that specific strateales uged

to increagse, enhance and maintain social interactions should be

‘1nd1v1dua11zed to meet the particular needs and chacacterstics of

individval schools, However, even though the strategles should
vary, the process for deriving the strategles Zan be the same
across schools. ALl teachers of severély handicapped learners may
follow a similar process to identify strategies for: ' obtaining
adninistrative and parent support; identifying and cteating aocial
interaction opportunities; rectuiting nonhandicapped students to
interact vwith geverely handicapped students; and promoting
positive attitudes toward integration. The Burﬁington model
developed a Social Integration Plan to assist teachers of the

severely handicapped in identifying and implementing strategies

for thelr own achool,
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the initial step in formulating a Social Integration Plan is

for teachers of severely handicapped learners to delineate

strategies for soliciting administrative, teacher and parent
support. The teachers may then meet with a school administrator
to discuss the need for social integratioﬁ within the school and
. tequest assistance in formulating a Social Integration Plan.

Building principals play a key tole in promoting social

integration and {nteractions, 1t is essenticl. that they be

invcived i» planning the project se that they will view the effort

ts a school project and not megely a'speclal education project.

duilding principals can provide valuable suggest fons, éBr {nvolving
teqular classtoom teachers, determining ‘types ' of social
" integration activities that can be promoéed uithiﬁ-ihe school, and
&\_//#:}couraginq nonhandicapped students to participate, Iﬁ addition,
the bullding peincipal can set a positive tone for social

integration uithin the school and sanction the involvement of all

staff,
~ Within the Burlington model, the teachers of the: severely
‘handicapped worked with thefr school principals tohdevelop socal

integration task forces which ccasisted of administrators, regular

classtoon teachers, teachers of severely haadicapped learrers and,

other interested school pegsonnel. Task force members were asked
to provide continued guidance and suggestiog regarding:
activities and school environments in which social interactions
could ge facilitated; strategles for encouraging and recruiti )
nonhandicapped learners; strategies for providing regular teachers
with information on social inteqration, handicapp,ng conditions

and the project; strategies for including infornation on handicaps

5
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and social Integration within the regular curriculum; and
reconmendations for modifying and continuing the project. Each
task force developed a Social IntEqration Pl?n. After formulating
the plan, the task force mef pericdically to review progress on
its implementation,

the following sections desctribe specific strategies for
promoting social integration within school settings, As
previously discussed, these strategies should be selected and
nodified on the basis of individual school needs and

chatacteristics.

4.2 Strategies to Increase In-school Social Interaction

Oppor tunities

An initial step s to identlfy social LInteraction
opportunities, &s previously diacuﬁsed, pablic schools are often
structured to mininize social interaction opportunitiee, so there
will typigally be a need to créa;e New opportunities within the
school., * Methods and strategies for 1ncreasing__gpportun1gies

mmufMRMWMMWMwmuMmemmdmnm‘

social interaction opportunities and activitles; and recruiting

nonhandicapped peers. -

4.2.1 Soliciting Support

Prior to Sollciting supjort, a strategy must be devised for
approaching edministrators, regular teachers and parents, A
slmplé, nontechnical presentation of the raticnale for increasing
goclal Interactions should be prepared. The presentaiion ghould
emphasize the benefits of the pzoj;ct for nonhandicapped as well

as for severely handicapped learners.  For , example, the
. " ﬂ
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presentati-n should expla{n that the project is tor *nnhandicnppéd
and handicapp:d ~tudents to become "special friends". This is
beneficial to handicapped stucents because it provides a vehicle
for :eaching them wvocial inteiaction skills. 1t is of value to
ronhandicapped students because they can learn how to interact
;it persons who have individual differences and improve their
sécial interaction skills In general. Nonhandicapped students who
p;rticipate as peer tutors can learn how to teach others, explore
a potential vocation, and: learn responsibility., The presentation
should point ou. .hat these soctal interaction activities

%ﬁmuyrnfw very positive feedback from nonhandicapped

students and their parents.

Mninistrative support should be solicited from at least the.

local director of special education and the school principals.
Support should also be solicited from regular educators and
parents of both severely handicapped and nonhandicapped learners.
The people who are most likely to be supportive should be
approached Eirst. When parents, administrators and other school
personnel suppo}t the project, lmproving interactions among the
students is relatively easy.

Once general support has been obtained, a Social Integration
Task Force can be formed, The task force js used to generate

specific strategies for eiicitinq support from additional

teachers, administrators and parents and for identifying and

creating social intecaction opportunities.
when support from key pecsons such as administrators cannot
be obtained, social . nteraction activities can be planned with

reqular teachers who express interest, fThis is not optimal

¥

because only students of Interested teachers may be able to
participate and the Social interaction activities are less likely
to become a reqular part of the school program. However, when key
people see the success of a small project they may be more likely
to support an expanded future effort,

Strategies that can be used to enhance Euture support -
include:  having reqular classtoon teschers, nonhandicapped
students and parents of nonhandicapped students provide positive
feedback on the project to the school; developing a closer working-
relationship wi.h other educators in the school through more
personal {nvolvement in school and nonschool activities (e.g.f
staff meecings; sociallzing with reqular education teachers in the
teachers' lounge, participating in social activities with régular
teachers after work); and inviting teachers and other school

pecsonnel to observe social Integration activities,

4,2.2 ldentifying and Creating Social Interaction Opportunities

Initially, the Social Interaction Task Force should identlfy
the naturally occurring opportunities that already exist in the
school for {nteractions between handicapped and nonhandicapped

students, These opportunities may include:

, tlding the bus to and from school together;

o

o

. walking to and from school together;

c. congregating in the wschool yard before and after
school;

d, recess;

e.yiunch;

f. assenblies and other school activities;

20



‘ 50

9. conjragating in the hallway;
h. schonl clubs; and

i, waiting for the bus to go home,

In many schools, the opportunities for social interactions
within the school day are quite limited or very regimented. For
example, in many school cafeterias movement during lunch is not
allowed and classes ate required to sit together. Middle and high
school levels typically'do not have recess periods and provide
short periods between classes. However, all opportunities that do
exist should be identified.

Severely handicapped leatners Erequently do not attend public
schools in their local communities, and consequently they may not
ride the same buses or wait for buses in the same place or at the
same time as nonhandicapped peers. In addition, the time spent in
busing handicapped learners long distances may limit their ability
to participate in before and after school activities. These
problems can be resolved by providing educational services to
severely handicapped learners in their local public schools,

Once settings have Dheen identified {n which social
interaction activities naturally occur, ecological analyses can be
conducted to determine what activities and skills nust be

performed in order to participate In the envitonment, The

ecological analysis process involves the direct observation of

nonhandicapped learners engaging in the activities in order to
identify requisite skills and social interactions which occur.
This procéss provides a functional information base for assessing
Ehe performances of severely handicapped learners. Pollowing the

assessment, activities should be delineated in which severely

31

handicapped learners need instruction, amd partial participation
strategies may need to be developed, Strateging For promoting
participation include mainstreaﬁinq, reverse mainstreaming, and
peer tutoring,

Mainstreaming as used herein involves the participation of
severely handicapped learners In selected classes of activities
designated for nonhandicapped leacners, For example: severely
handicapped learners may attend a regular classroom on an ongoing
basis to participate in selected activities (e.g., qym, music,
art); severely handicapped learners may participate in such
activities as numﬁlmm and library with nonhandicapped
learners; and severely handicapped leatners can walt for the bus
with nonhandicapped learners: |

Reverse mainstreaming Involves integrating nonhandicapped
learners into classroom activities for the Severely handicapped.
Examples of revetse mainstreaming include haying nonhandicapped
leatners pacticipate in recreation/leisure, art, and music
activities in the severely handicapped classtoom on & reqular
basie,

Nonhandicapped learners can participate in activities with
severely handicapped learners as peer buddies or peer tutors,
Peer buddies socially interact with severely handicapped leacners
without playing an instructional role, They cén be employed in
both mainstreaning and reversed mainstreaming situations.

Nonhandicapped learners can be on a volunteer basis to

participate in activities and to socially interact with severely
handicapped learners. Pot example, nonhandicapped learners may

volunteer to eat lunch with "speclal friends",

o
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Peer tutors are recrulted on a yoluntary basis to function in
the role of classtoom aides and are assiqned to specific learners
for the purbose ol providing instruction, For example, poet
tutors may implement instructional programs which the tedcher has
developed with severely handicapped learners, The teacher of the
soverely handicapped recruits peer tutors, provides them with a
specific assignment (job description), trains them to carry out
the assignment, Supervise§ them and provides them with feedhack on
their performan;e. It  must be emphasized that peer tutoring
should be a pleasant experience. Peer tutors should not be
assianed to tasks which may be aversive, such as changing diapers
and cleaning up after smack, It Is very necessary that che
teacher provide positive feedback to the peer tutor because
positive feedpack may not initiaily bo forthcoming from severely
handicapped learnerz. After the soclal interaction activities

have been delinezted and the roles of nonhandicapped peers have

heen articulated, peer buddies and tutors may be rectuited,

§.2.3 Strategies for Recruiting Nonhandicapped Peets

Recruiting peer buddles and tutors is relatively easy,
Frequently more nonhandicapped peers volunteer to participate in
the activities than can be accomodated.  However, schedulirg
tectuitment activities and nonhandicapped peer participation while
maintaining interest can be a real challenge., One goal fin
scheduling should be to maximize the number of nonhandicapped
peers who can participate in the project.

Prior to recruiting volunteers, the schedule for the

interaction activities should be delineated, The Social

5]
Integration Task Force should be involved in 1ironing out
scheduling problems, The schedule of social intecaction activities
must coincide with times when noﬁhandicappcd peers can be froe to
participate,

Peer tutors and buddies should always be volunteers,
However, the arrangement may be informal or formal, In an
informal arrangement, peers may volunteer to participate during
their free time., This can result in severe attrition if
nonhandicapped peets feel they are giving up their recess or free
period every day. It may be advantageous to initially schedule
nonhandicapped peers to participate only one or two times a week
and increase the amount of participation when they request'it, By

linlting the amount of time each peetr can participate, the number

of peets involved can be increased.

A mote formal arrangement is to offer credit and grades for
participating in the program. This arrangement is particulacly
appropriate for peer wmm: For example, at Edmunds Middle
School In Burlingtqn, students take home economicsg ana industrial
arts on a nine-week rotation, They can substitute peer tutor;ng
for either class., Burlington High School haﬂ a specific prégram
to traln peer tutors, Through thls progeam, nonhandicapped
students can ‘receive credit for working as peer tutols,
Similarly, nonhéndicapped gtudents at the elementary level may be
able to substitute peer:tutoring forlselected classes such as art,
nosic and so on. A formal arrangement has the following
advantages: 1) peer tutors are not required to give up free time
to participate; 2) more structure is provided to the'p:og:am; and

3) peer tutors receive feedback and motivation in the forn of

1
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grades and/or credit,

whether an informal ot formal arcanjement is used, each peer
tutor should have a job deseription which specifies duty and
schedule, For tutors carning credit, a specific grading system
should be designed. Peer tutors at Ednunds School were graded
along such dimensions as punctuality, preparing materials prior to
instruction, appropriately implementing instruction, collecting
data, cleaning up after instruction and developing an appropriate
rapport‘with their "special friend",

Recruiting nonhandicapped peers is frequently a logistical
challenge. Recruitment typically {nvolves the teachers of the
severely handicapped making short presentations (15 or 20 minutes)
to groups of nonhandicap;ed students, At the.elementary_level,
presentations can be made in each class, At the junior high and
high school levels presentations may be made !n homerooms or
classes that all students are required to take, Presentations do
not have to be made to all classes every year, Instead, they can

be made to entering classes of the school (e.g., kindergarten for

elenentary, fourthgraders for middle school and ninth graders for

high school), while newsletters and recruitment forms can be used
for upper grades who have seen the presentatiqn and may have
participated in the project in previous years.

§lide presentations hévél been an effective recruitnent
vehicle, With parehtal permission, slides are prepared of
severely handicapped learners which depict what they are learning
and in what types of activities they participate. When peer
tutors and buddies have been involved previously, slides may be

presented of them engaged in activities with severely handicapped

’
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leatners. In this case, permission from the parents of the
nonhandicapped student is also necessary. During the presentation,
the severely handicapped learners can be described along with the
types of activities in which nonhandicapped peers may participate,
Care should be taken to emphasice positive attributes of the
severely handicapped  students rather than their handicaps and
limitations. The job description of a peer tutor should be

discussed at this time,  Subsequent to 'the presentation,

nonhandicapped students who wish tc participate in the project can -

fill oﬁt forms providing their names, ages and timen they could

participate.
A pleasant challenge experienced by the Burlington project is
that far more peers typically volunteer than can be handled by the

project. A- goal should be to maximlze the number who can

participate, This may be accomplished by limiting the amount of

time individuals can participate, Groups of peers can then be
totated though the project. Since teachers of the severely
handicapped are not always knowledgeable about the nonhandicapped
peer volunteers, principles, teachers and others who are familiar
with them should be {nvolved in the gelection process.’ Once the

soclal interaction activities and participating nonhandicapped

peers have been ldentified, the quallty of inte;actiOns which

occur during the activities can be enhanced.

4.3 Strategles for Enhancing the Quality of Sccial Interactions

The primary focus of the Burlington nodel {3 to inccease the
frequency and quality of social Interactions between severely

handicapped learners and their nomhandicapped peers. Basic
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strategies which can be employed to enhance the® quality of social
interactions include: providing social interaction training to
nonhandicapped peets; mwmmgsmnfiMNunm training to
severely handicappéd leatnecs; providing social interaction
teaining to regular teachers and interested others: and arranging

environments to facilitate social interactions.

4.3.1 Provision of Social Interaction Training to Nonhandicapped
Peers

A key element to increasing the frequency and quality of
social inieractions ié: teaching nonhandicapped learners how to
interact with their severely handicapped peers. As ,reviously
described, when nonhandicapped peers learn how to interac. with
severely handicapped peers, even the ﬁost handicapped leatners can
at least partially participate in social interaction activities.

A Gasic technique for teachlng£§ocia1 intecaction skills and
partia. participation étrategies to nonhandicapped peers (s
modeling, Nonhandicapped ‘peers can acquire social interaction
ski!ls.by observing how teachers and paraprofessionals interact
with severely haﬁdicapped learners, It must be emphasized that it
{s crucial for teachers and paraprdfessionals to model appropriate

behaviors, since it {s these behaviors that nonhandicapped peers

will imitate. Appropriate behaviors that should be modeled

include: a) taiking to severely handicapped learners in an
aje-appropriate fashion; b) communicating with the learnecs
through signs, communication board speech, eye contact, body
gestures, etc.; c) encouraging the severely handicapped leacners
to at least partially psrticipate in activities with the least

anount of assistance possible; d) praising or reinforcing

ey
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appropr late behaviors; and e) always acknowledging the presence of

severely handicapped learners and talking with them, not about -

them. This last point is extreﬁely 1mporfant. When instructing
nonhandicapped peers in the presence of severely mmmmmd
students, teachers should take care not to talk about the severely -
handicapped students as If they were not present or could not
hear. One way to avold this problem is to do the Instruction away

from the severely handicapped student. Another way is to talk

"through® the sevecely handicapped student using such phrases as

" *shall we tell John how to,..". This terminology acknowledges

that the severely handicapped person is present and'conveys the
necegsary Information to the nonhandicapped peer while still
preserving the dlgnity of the severely handicapped person,

Basic. steps which can be employed to teach nonhandicapped
peers to gocially {nteract with.severely nandicapped learners are

delineated below,

1, Inttoduce the nonhandicapped peeré‘ to the severely
handicapped learners - with whom they will be
interacting.

2, Discuss the gsoclal interaction activities in which
they will be {nvolved. Describe how to interact with
the severely handicapped learners and articulate what
the severely handicapped students should be learning
theough the activities (e.g., using the lunchezoom
noze {independently, learning a recreation/leisure
skéll, using a communication mode in interacting with
others).

Model how to Interact with the severely handicapped
learners in the activities and then discuss the
techniques demongtrated, Be sure to encourage
questions from the nonhandicapped peers..

3

4, fave the nonhandicapped peers participate in the
activities with severely handicapped learners with
" gupervision, Prbvidé the,nonhandicapped peers with

praise and feedback on their interactions. Allow

63
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tire for questions and discussion during and after
the activities,

wr

As the nonhandicapaped peers demonstrate appropriate
interaction skills, gradually reduce Supervision,
Stand back and observe the Interactions, getting
involved as little as possible. Do not make the
nonhandicapped peers feel that you are always looking
over their shoulders, :

The procedures described above are applivable to training
both peer buddies and peer tutors, However, peel tutors typically
need additional training on how to conduct specific instructional
programs. Training can be provided on secg;lng the necessary
materials for conducting the legsom, appropriately cueing the
skills being taught, appropriately consequating correct and
. incurrect responses, managing - inappropriate behavior,. tecording

data, graphing data and putting away maierials at the end of the

lesson,

4,3,2  Provision of So:ial Interaction Training to Reqular Class-
room Teachers and Interested Others

When integration occurs at lunch, recess, In reqular
classrooms and:in other activities, severely handicapped learners
should be interacting with cafeteria staff, reqular classroon

. teachers, ﬁnd other school personnel in addition to their
nonhandicapped péers. It nmay be necessary to teach reqular
classcoon teachers and other staff involved in the activitieg how

to 1nteraéx with swverely handicapped learners. This tralning can

be informal and occur within the content of the activities. The

basic procedures described above (e.9., modeling, discussions and
feedback} can be employed.

when severely handicapped learners are {n {integrated
settings, other teachers and staff typically depend upon the
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teacher of the severely handicapped tu handle any situations that
arise. Instead of appecpriately dealing with a situation, they
will usually ask f;: help and assume that it is not their
responsibility to consequate the behavior or remedy the situation.
Provision of training to regular teachers and other staff and
positive feedback when they initiate involvement should help to

reduce Lhis dependéncy.

4.3.3 Provision of Social Interaction Training to Severely Handi-
capped Learners

- hs. previously described, an ecological analysis approach

should be employed.to deternine the social interaction skills to

be taught, Severely handicapped leatnets should then be assessed

+ to deternine their present levels of performance, and ways to

modify the activities and skill requirements to allow for pactial
participation should be :delineated, The teaching/learning
principles derived from applied behavior analysﬁs can then be used
to design, implement, evaluate and modify Instructional
procedutes, The teacher, .alde, or a peer tutor can then be

enployed to teach the skills,

4.3.4 Arranging Environments to Facilitate Social Interactions

Environmental arrangements can facilitate or inhibit social

interactions, For example, if severely, handicapped 1ea:ner§ are

integrated {nto the lunchroom with nonhandicapped peers but sit at
a sepatate table, there will likely.be few or no interactions. -
Two basic strateqles for arranging environments to encoyrage '

soclal interactions include grouping and cooperative goal

structuring,

I



60

Divldlng the participants of social interaction actlvities
into small heterogeneous Groups should generally facilitate
interactions between handicapped and nonhandicapped learners. For
exampie, when severely handicapped learners g¢o to a regular
classroom to participate in an activity, the class could be
divided into cmall groups with one or two severely handicapped
leatners in eaéh group.

The structuring of goals in small heterogeneous groups also
can inhibit or facilitate social interactions. As delineated by
Johnson and Johnson (1980}, there are at lcast three ways to
structure goals for smali groups ~ competitively, individually,
and cooperatively, In competitive goal structuring, each member
of the group may compete to produce the best art project or attain
the highest score in a game. Individual goal structuring does not
anol?e competition between members of the group. Instead, each
member works to improve upon his/her own previous oerformances,
For example, members could try to beat their previous high score
in a game. Cooperative goal structuring requires the whole group
to work together to complete an art project or to achieve a group
score in a game, Cooperative goal structuring best facilitates
mmumdmdmmmmWMgmpmmmiMmum and
working together to meet a goal. Group members are encouraged to
assist severely handicapped learners who can partially participate
in an activity, Cooperative goal structuring should be employed
whenever possible, whether a handicapped learner is working with
cne or several nonhandicapped learnars. Another consideration
when arranging the environment is that tasks, materials and

activities shauld be age-apptopriate.

[] ]
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4.4 Strategies to Maintain the In-School Social Integration
Component

.,
N

In otder for the In-School Social Iniegr&tion Model to be
naintained over ‘time; it should become a regular pact of the
mmlmwm.meﬂmmm§MMQMEMimmﬂmam
gnhancing social interactions will facilitate maintenance of the
model, To Eurther Eaci{itéte ‘the maintenance of the model fn
Burlington, the Di;ector of Special Education and teachers-of the
sevrely handicapped have adoptgd quidelines for promoting social
interactions, The guidelines legitimize social interaction
ptogramming and provide some assurance that 'the program will

remain & part of the curriculum despite changes in teachers and

administrators. The following guidelines were adopted. .

v

1. Inclusion of IEP objectives for each Student relatéd
to increasing and maintaining the fcrequency and
quality of interactions with nonhandicapped persons.

2, Provision of reqularly scheduled times for social
interaction activities,

3, Participation of all severely handicapped learners
in soclal interaction activities.

4. Provision of systems and strategies to promote
working relationships between teachers of severely
handicapped, reqular  classcpom  teachers  and
adninisteators (e.g., the Social Integration Plan).

5, Provision of training to nonhandicapped students,
regular classtoom teachers and administrators on
interacting with the handicapped.’

y

/
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5.0 THE COMMU'ITY INTEGRATION COMPONENT

The overall goal of the . munity Integration Component is to
improve the fre vxency-and quality of social interactions between
severes; hand‘rapped studentss and nonhandicapped persons in
genaral community settings, such as stores;, restaurants, " and
public bu;;es. Methods for achiesing this goal include: )
teaching ceverely har .apped learners to participate more
independently in community environments; 2) teaching social
interaction skills as intc ral components of all activities of
dailv  living; 3) using the community -referenced  and
commanity-based training approaches to teach the skills; and 4)
providing information to community members on how to interact with

severrly handicapred individuals.

5.. Community-Referenced and Community-Bas:d Training

Communi‘y-referenced training as used herein, refers to
training on skills required in natural community settings which
takes pl.ce in classrooms nd simulated settings, Training does
not wakr place ia actual env ronments bu. does emphasize teaching
skills to be used in those environments, An eXample would be

training purchacing kille in the classroom under conditions which
simula*e purchasing in an actual store. Advantages of the
communi!‘:y-referenced approach  include the  following: @)
distractions can be -inimized during skill acquisition; b)
repeated practic. can be readily yrovided on difficult-to-teach

skills; and ¢) such proced res as matrh-to-s role and errorless
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leatning can be easily employed to establish stimslus control.

[t cannot be assumed that hecause Severely hand.capped
students demonstre;té skills In classtoons and In sinolated
instruction they will be able to perform them in ultimate
envitonments, .For this reason, the community-based trainir{g
approach must be used In conjunction with community-referenced
teaining. As used herein, community-based tralning refers to the
assessment and training of skills {n the environments in wr;ich'
they will ultimately be performed. Thfs approach has the
advantage of facilitating the performance of skills ‘under
conditions and at the criteria required by the natural ‘
environments,

Another advantage of 06mun1ty-based training is ‘tr‘nat it
facilitates the delineation, assessment a.nd ;eachlng of collateral
skills, or related skills which supplement a task. Folr exanple,
it a student wag receiving instrugt!on on grocery shopping inia
supermarket, collatera. skills could include riding a bus, street
crossing, locating the store, preparing a shopping lisc, preparing
money, maintaining an acceptabie appearance and demonstrating
aporopriate social behaviors, Collateral skills for bus tiding
nay 1nclude‘such skills as dressing for the weather, getting to
and from the bus stop, problem Solving (e.g., what to do when
there are no empty seats|, a.nd demonstrating appropriate social
behavior on the bus.

Social skills are essential *qllatera1 skills for ali
conmunity instruction (e.9., stréef crossing, bus rlding,
restaurant uge), Community-referenced training alone does not

insure that these skills will be adequately addrecsed. It is

63
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cecommended that community-based tralhinq be conducted in adlition
to community-re(ércnced training s0 that all essential collateral
skills will be considered,

Provision  of community-referenced' and commanity-based
training usad In combination is somewhat analogous to a driver
education program.  Through community-referenced training, driver
educatioﬁ students may practice on simulated driving machlneg, and
may pass weitten tests on rules of the revd,  However, they do not
teceive a driver's license until  y have practiced driving on
the road under supervision, and h: passed a road test, It is
not assumed that studeats will generalize skills acguired through
classtoom instruction and simulated -driving to driving on the
road, Skills are assessed and trained in the environment in which

they ate ultimately to be performed,

5.2 Relationship of the Community Integration Component to
Functional Curricular Guidelines

¢

As - previously described, functional curricular guidelines

S?ovide a basic philosophical Eramework for structuring

3

| longitudinal educatonal programming and should be organized around

the four environmental domains:  domestic,  community,
tecteation/leisure and vocational, They list specific skills in
each domain which should be considered for assessment and

Instruction at the elementary, middle and high school levels, 1In
Burliﬁgton. the focus and emphasis on community-based and
community-referenced training are different for younger .and older

learnets,

65

For young severely handicapped learners, the focus of
graining is to lIncrease participation in curcent Eenvironments,
emphasizing the domestic, re&reational/leisure and  general
community domains. . The putpose of such training s to provide
community exposute, encourage functicnal applications of skills
that they are acquiring in school, and incrrase thelr abilities to
participate in community activities with parents and ’siblings.
Teaching appropria*e behavior may be a major emphasis at this
level,”

For older sevaéely handiéapped ‘Learners, community-based
tralning is emphasized to increase. self-initiated, more
independgnt éartlcipatlon {n future poét school environments. A
major focus is on the vocational domain in an attempt to prepare
them for employment upon leaving school, and on cooperation with -

agencies to ease transitions to adult services.

5, Strategies for Increasing Interacticn Opportunities in

Community Settings

Although  community-based  training is  educationally
advantageous for sevefely handicapped learners, attitudinal and
1ogisticai barriere ffequently must be overcome before it can be
provided extensively,  Attitudinal and lovistical barriers

included the following:

1. Concern for leatner safety within community
environments makes some administrators, educators,
and parents reluctant to teach certain skills such ‘as
street crossing and bus riding.

2, Pear on the patt of educators and parents that
learners will engage in embarrassing behaviors in
community environments.

3]
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1, Concern on the pact .of educators and parents about
liability in nonschool environments.
4, Concern that cervices which are provided in a variety
of locations are less efficient than those provided
in a centralized location,

Concern that nonhandicapped people in community
training environments will not be accepting of
severely handicapped leatners. ’

5

Concern that comiunity-based {nstruction disturbs the
status quc, may require additional instructional
resources, interferes with exlsting schedules and may
requivce additional transportation,

6

One strategy which can be employed to reduce safety concerns

and fear of . embarrassing situations is to provide
community-referenced  training,  which  simulates  ratural
environmental conditions, prior to or concurrently with
implementing community-bésed training, This practice poinﬁs out
potential problems aﬁd allows for remediation before they occur in
risky or potentially embarrassing situations. Another strategy is
to assure administrators and parents that appropriate supervision
and all reasonable safequards will be employed. For example,
ducing initial instruction on street crossing, the inmstructor
should always be close enough to prevent learnets from stzpping
off the curb at a dangerous or illegal time,

Mninistrators and educators are typlcally concerned about

Liability {f an accident or injury occurs off the school grounds

However, providing training off school Jrounds 15 not new to
public scgools. Work study and work experience programs for high
school students traditionally use community vocarional placements,
Driver education programs take stuients off schoo’ grounds, Field
trips into the community are Erequent public schobl activities,

Most . school sSystems do have policles covering educational
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activitles off school grounds, which should also cover severely
handicapped studentsl Typlcally, if the trip of séhoool grounds
ls part of ihe learner's educational program and appropriate
supervision 15 provided, liability should not present a barrier.

Additioﬁal strategies for increasing social interactions in
community settings include employment of the ecological analysis
appoach, establishment of frequent contacts and 2 close working
relationship with pirenta, establishment of a working relationship

with the community and reallocatlon of resources,

5.3.1 Ecoleyical Analysis Agproéuh

Prior 0 impiementing community~referenced or conmun{ ty-based
training, current and potential conmunity environments for
severely handicapped learmers should be delineated, majo:'
activities typlcally performed in those environments. should be
acticulated, specific skills needed for participation in the
activities sﬁou!d be listed, and a discrepancy assessment Should
be pecformed comparing the skills learners can perform to the
skills needed for the activities. High priority environments,
activities and skills should be selected for training, and
‘daptations to allow severely handicapped learners to at leasﬁ
cartiaay partfclpate in actlvi ies should be  devised MY
necéssary. The ecological analyr.s approach provides a framework
for determining what environmer s, activities and skills should be
emphasizea in community-referenced and community-besed training,

¢

5.3.2 Close Working Rela: onships with Parents

Parents play‘ a couclal role in determining high priority

.
i
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environments, activitles‘and skillst they may:also be Sble to
assist in developing adaptations to increase snvéznly handicapped
learners' active participation {n these activities.  The
Burlington Model uses tools fof soliciting parental input and
maintaining close contacts with p;rents. These tools are the
Parent Inventory and the Parent/Teacher Communication System.

The teacher and the parents complete the Parght Inventory
together, preferably in the parents' home, since parents may be
more a; ease there, Conducting the interview in the home also has
the advantage of allowing the teacher to see the student's
domestic environment and any adaptations that have been of could
be made to increase independent function;ng. The Parent Inventory

consists of questions pertaining to the leatner's curcent

environnent and performance level ; prioritization of environments,

activities and skills; and transition plamning.

The questions regarding the learner's current pecformance

level are divided into community, domestic and vocational domains.

Recreation/leisure activities are divided between the community

“and domestic domains depending on where the activity is performed.
In each domaln there {s a listing of skills and questiqps
cﬁncerning the types of activities in which the learner cutrently
participates and those in which the parents would like their child
to participate in the future. The parents and teacher teview the
activity and skill listings together, noting parental perceptions
of current ang desired future performances. sAfter completing the
flrst phase, the parents and teacher prioritize the most important
environments, activities and skills for each domain. The parents

and teacher then complete the transition questions. The

9

" elementary teacher and parents discuss when the transition from

“one classtoon to another will take place and begin planning. Fot

the high school age‘severely haﬁdicappcd:learner, the parent and
teacher discuss possible post-school  vocat{onal, domestic,
tecreational/leisure and general community placements and begin

planning for this transition, Fimally, a system for maintaining

. communication between the parents and teacher is discussed and a

methed and séhedule agreed upon, The Parent Inventory is
conducted prior to designing the IEP, allowing high -priocity
training environment;,,objectives and aciivities to be discussed
in a more relaxed atmosphere outside of the IEP meeting, The
teacher can then synthesize the lnformition from thg“ecolégical
analyses, pacent inventory and other assessments to design the
IEP, .

Through more extensive contact with and input from parents,
it should be possible to implement more apprépriate
community-based training objectives and secure greater éarental
support. In addition, the parents and teacher can coordinate

social interaction activities between school and home.

5.3.3 Wotking Relationship with the Community

‘ The provision of commugity~based training demands that the
progran maintain a good working relationship with the community.
ites such as the library, fast food restéuraﬁts, public buseﬁ,
grocery stores and bowling alleys may Se used as community-based
teaining aites.y\Employers and employees at tralning sites (e.g.,
bus drivers and clerks) should be apprised of  the nature and

rationale for the program, and should be tamiliarized with any
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adaptations, such as uwic of communication boafds to order food,
khen hany clazsroons are providing community-based training, it is
advantageous to have one person coordinate communication with the
training sites, |

The area of vocational training represents a different
challenge, Employers may have requests from several aqenqies

. ,

{e.g., Vocational Rehabilitation

structured work programs for adults) to use their business as a

work experience and employment site. Coordination with these

’
agencies can ease the tension which may exist when several

agencies are competing for a few job sites, In Buflington, the
Vocational placement specialist at the high school is responsible
for developing community vocational training and employment <ites
and maintaining working relationships with the personnel. The
vocational plscement specialist is an active membet of the Human
Services Provider Committee, which is composed of members of all
agencies in the Burlington area involved in job development,
training and placement. The pdrpose of this committee is to share
information in an attempt to coordinate efforts and maintain a

working relationship with the husiness community.

5.3.4 Reallocation of Resources

Use of the ec010gic$1 analysls appronch, working closely with
parents, and developing a working relationship with the community
will facilitate increased community interaction activities only {f
sufficient time and resources can be allocated to
community-referenced and community~based training, Since adding

new resources to programs may not be feasible, the provision of
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community-reference and communlty;based training will, in many
cases, have to be accomplished throuqh the reallocaiion of
existing resources. " Resources can bf reallocated by comﬁinlng '
resources from different programs to >e1iminate duplications of
effoct, redesigning the roles of existing staff, and making use of
all available instructional resources.

One task which must be accbmplished'is the development of
community-based vocational tralning sites. fThe selection of
persorcal for these tasks will depend on the characterlstics of -
individual special education service : deiivery systems.,  For®
example, in rural VerTont where only one or two classrooms for
severely handicapééd learners serve an entire region, the:
classroom teacher may develop and. implement all of the
community-based vocational training. In mdre‘urhan areas where
the number of learners sefveé {s greater, one staff member may be -
asslgned:exclusiveny to the role of selecting sités and providing
vocational training in the community.

Community-based vocational training Is a generic secvice
which Tls needed by mildly, moderately and severely handicapped
learners. When the number of i>>rners to be served is small,
staff membets can be asslgne! to provide such training to all
handicapped leacners. For Instance, {n Burlingfon, “the high
school classroom for severely handicapped learners is located in
close proximity to the program for mildly and .moderately
handicapped learners. The progrems now share a \yocational
Placement Specialist. By reallocating staff in thls way,
resources can be combined to meet generic needs. |

Often the system for managing individual classrooms\lnhibits
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the provision of communlty-based training, When the organization
_ denands that the teachers provide constant dicect Instruction,
there is no time allocated to training and supervising :ides,
talking to parents when they visit the class, condv: :ing
ecological analyses, and arranging and supervising community-tased
training, It may be preferable for the teachers to engage in le.
direct instruction and use <he remaining time to develop
instructional programs, train and supervi#e aides, and trouble-
shoot programs. They may also use this time to recruit, train and
supervise peer tutors and university students for use as

additional resources, Finally, release from direct instruction

provides time for the teacher to develop and implement the Making

Special Friends Model, Teachets who release thenselves fron total -

direct instruction will not necessarily have more tasks, but will

have different tasks and play a different role,

5.4 Strategies For Enhancing Social Interactions in the Community

™o basic strategies for enhancing Interactions in community
settings are providing training to severely handicapped leafners
in integrated community settings and trainer advocacy. %m
designing and implementing community-based training, consideration
should be given to differences in the focus of community-based
training for younger and older learmers; coordination of
community-referepced and community-based training; and coordination
of developmental and cumulative skill sequences with
community-based training, ‘

As previously described, curriculum for young sc erely
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handlcapped learners may be based upon a combination of ecological
analysis, normal ‘develspmental and cunulative skill, building
sequences,  and functional curziculum gquidelines, Ecoioglcal
analysis should provide the basis for determining what skills will”
increase participation in home and community environments, These
skills can be taught %Pd practiced in activities oE‘daily living
which ogeur in school, Community-based training at this level '
anolves going to various cbmmun!ty environments (e.g.,

testaurants, swimming, shopping malls) and teaching or practicing

the targeted skills, It i~ also necessary to worx with the

,parents to facllitate skill performance at home and in community

' environments.

Skills may also be selected on the basis of the normal
developmental and cumulative gkill building approaches which may
overlap with skills identified through the ecological analysis
approach, For example, Lf moﬁor inltation i3 selected as a skill,
the motor imitation skills should be related to tasks identified
through §c01091ca1 analysis, sd that the skills can be practiced
and gaught during eating, dressing, recreation/leisure, etc,

Currlculun for older severely handicapped 1e§rners should
also be based upon a combination of ecological analysis, normal
developmentél ;nd cumulative skill building sequences and
functlonal curriculum guidelines, but there should be a dlffereﬁce
in enphasis, Ecological analysis and preparation for posi-school
(Euture) environments should be cmphasized and there should be
more community-based training. The focus at the high school level
shifts from e«posing learners to various community environments to

teaching maximal {ndependence in such activities a8 ' grocery

7
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shapping, hus riding, street wrossing, and so on,  In addition,
yecational tralning and stractuced employment opportunities should
e prosided,

A5 With o the  younger  learners, there  must be close
coordination totween what s taught - in scnool amd what s
poctice) in ?u:nqnlt? enviconments,  Community-refecenced and

casmanity-based  tralaing must be closely coordinated.,  For

example, ia-5chool jobs should e aimilar to potential job

oppartuntties 10 the community.

It ¢annot be too slronqu emphasized that for both younger
ot older severely handicapped learnecs there should be a direct
relationship betsun ghills taught in school and skills needed In

. {
cateent and futusre envigonments, Tﬁzouqh working closely with
patents nd providing community-baged training, 8 systematic
procest shogld be deveiovied for teansferring skill performance
f1aa chool to home and thet CORRUALLY eavfonments.

Another goal of the Community Integration component ls to
vnhpace  social  interaction  skills wn;cb will  increase
participaticn an antejrated  community environments,  Training
shautd alze focun on teaching nonbandicapped parsons to socially

“yateract  with geverely  hondicapped  persons, This cen  be

argosstished throsh teainer advocacy,

bl AR R

A tralaer advacate ntorms pecple {n the community about
cossanity-based traininy progeass and provides them with practical
{nforaatian on hov 9 isveract with severely handicapped

irdividuste, A generaloT.rnoaity may exist a3 to what sevecely

B
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handicapped learners and thelr teachers are doing in the
community. For example, when Severcly handicapped learners use
picture hooks to order food in a restaurant or route car! to °
check the bus route, nonhandicapped persons may not understand why
ot how su~) devices are used, Curiosity can be somewhaf lessened
by not golng into the community fn \1arge groups which draw -
attentien,

Tralner advocacy 1is especla'ly important .in vocational
settings since coworkers' o' - les, {nteraction styles and
suppoct can make or break a = - siccess at a work experience
site or'on a job placement, n1 rood pablic reiatlons and
providing {nformation to noshancic-ppes zorsond ls cruclal to the
participation of severely handicapped persons in communlty

gettings, '

. /"
5,5 Strategies for Maiataining Communlty Intefaction Opportunit les

The strat:gies ‘delfneated for increasing  community
{nceraction opportunities will also emhance the long-tern
maintenance of community-based training. Resourcalrealiocatlon,
parental support and input, and functlonal cutriculum quidelines
ate all strategies for making community-based training an ongoing
part of the school program.

In addition, specifi; quidelines for community-referenced and
comnunity-baged training can be adopteL and 16p1emented.
Administrators, teachers and parents in Burlington adopted the
following quidelines for providing com&unity-referenced ana

conmunity-based training to sevetely handicapped learners.
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Incluslon of communlty-referenced and Community-based
training objectives In IEPS, '

Usc of the parent {nventory and ccological analysis
to determine the* types and ' frequency of
conmunity-based training activities.

A systen for coordinating, and directly relating

school and community-based'training activities,

A system for planning transit-onms from secondary to -

adult services.

A system for soliciting community support for and
cooperation  with = {ndjviduels  involved  in
community-based training. ‘

. Provision .of requlacly scheduled times for

community-based training during the school day.

0
.

6.0 PARENT IRVOLVEMERT COMPONENT

Parental input and support are cruciallto the development,
inplementation and maintenance of Burlington's Making Special
Friends Model, The Parent Involvement component was,developed td
provide a means of Including parents in all aspects of -he
project. The following goalé were defined for this component:

1, To solicit parental input: into Burlington's Making

Special Friends Project.

2. To increase and maintain parental involvement fin
their children's educational projrams.

J. To increase and maintain ongoing communication
between parents and teachers,

{, To assist parents in obtaining desired information

and support. :

The Parent Involvement Component {s described in detail in
yolume IV. A brief overview will be provided below.

Since severely handicapped students who attend the Burlington

schools live in a variety of settlngs {e.q., natural homes, group

" homes, foster homes, staffed apartments and nursing homes),

efforts were made to {include all primary caregivers in all
project-related activities. The term parent ls used herein to

refer to all primary careglvers,

6.1 Strateglies for Enhancing Social Interactions Through Parental
Involvement .

Strateqles for Increasing social interactions include

parental {nvolvement In task forces: systematic assessment of

parents' priorities ard expectations . for thelr children;

syatematic ongoing contacts betwee: parents and teachers; and
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involvement of parents .in developing systems and strategies for

Linceeasing social interaction in homes and neighborhoods. Because

of the interrelatedness of the three compoments of the Burlington
Model, many of these strategies have previously been discussed,
Those strategies not discussed under the Soc}al Integration or
Community Integration co%ponents are artirulated beiow,

’ Parental involvement in Burlington's Making Special Frienis
PiojeEt was initia11¥ secured through the development of task
forces, At the beginning of the project, task forces consisting
of - parents, teachers and administrators were formed ‘to"provide
iﬁput into the conceptualization and 1mp1ementi£ion of each
component of the model, Task force members provided continued
quidance and suggestions regarding strategies for ptomoting all
aspects of the model, and participated in field testing and
tevising the toels developed to implement the model. Parents were
particularly ac;ive,on the task force for the Parent Involvement
Component and were invaluable 1n’lassist1ng the teachers and
project staff In developing the '%o;t etfective and convenjent
methods for achiéving the project's goals,

The strategy deselopen to invite pa ental input into their
childeen's educational programs is the prrent {.terview, These
interviews arv cond cted "nﬁually by the teach r anu setve as
vehicles for informing parents of the nature of the program as
well as for solicitipg their ldeas renarding their child'?
educational needs, The parent inventory was devised as a tool for
assisting teachers 1n orqahizing the incerviews, The information

gained from the parent interview should facilitate coordination

between the needs of families and tne curciculum, resulting in

\

19
more independent functioning by the severely handicapped
individual in family activities. '

Parents and teachers in Burlingtoh have worked together tol
develop and field test a variety of systems for matntaining
ongoing contact. Such’communication is essential for coordinating
efforts to promote the generalization of skills learned in school
to home and community séttiﬁgs. Reqular contacts may also serve
to keep pareits and teachers informed of meaical, behavioral,:and
physical concerns for the child as well as any other information
deened valuable, It 1is cecommended that during the parent
{ntecview, the parents qnd teacher review the systeus available
and agree upon at least one that will suit the;r needs and
preferences. It would certainly be advisable to tailor an
existing system to bettec accommodate a patent or to create an
entirely ne. method 1f the need arises. A schedule for
communicating should also be discussed along with the types of
‘nformation they wish to share,

The methed developed by Burlington's Making Special Friends
Project to identify parental information and support needs is a
survey format which may be conducted during the patent interview.
By cempleting the survey, parents are assisted in identifying
thelr ptiority needs related to advocating and caring for their
child and determining strategies for meeting these needs, The
survey addresses duch areas s behavior nmanagement, nmedical
gservices, community services, educational services and post-school
services,

The school district should not atteﬁpt to meet all of these

“
needs alone, The informatiun gained from this inventory should be
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used to put .. enls in contact with approﬁ:iatn community ojencies

{e.9., Assoclation for Retarded Citizens, United Cerebral pilcy,

public service agencies, leqal service agencies and amlical
sarvice agencies), Information from this questionnaire chould be
ghared with these agencies to help them to better serve the noeds
of the population, Many of these organl»ations and encies
provide workshops and conferences which address gencral
{nformational needs. Pargnts should be informed about these
wotkshops and conferefices and the topics to be covered, Fr:
exanple, patents of severely handicapped learners in Ve mont
teceive newsletters LErom the Vermont Association for Retarded
Citizens and the State Interdisciplinary Team for Intensive
Spec}al Education which provide such Information.  Through
cooperation with community agencles, school dlstricts can avoid
duplication of services and more efficiently allocate ‘their
resrurces,

Parent+ also mav need Information on available services such
as respite care, gsychological counseling, group homes, vocalional
trafning and Placement, recreation and adult educational proqram3
for severely handicapped persons, Such services are provided by a
nuititude of different agencies such as Community Mental Heal:h
Centers, Vocational Rehabilitation Services and private nonprofit
groups. In order to provide this Information to parents, a
Resource Guide of Community Services was developed by the staff of
the Burlington Model.

Opportunities for partlcipatioﬁ {n integrated community
activities can also be enhanced by providing parents with

» information on wheelchair accessibility. Parents who want to take

5
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Iheir children into the community often need infurmation on the

accessibility of buidlings so that they can choose acvessible

sites. Burlington's Church Strect Marketplace  Accessihility

Guide provides physical descriptions of many buildings n

Burlington so that parents can deternine if a building is acces-
sible to their child. Otﬁcr information, such as nonpeak traffic
hours, may also help parents to determine optimal timey for out-
ings. '

In addition to the actual production of the Burlington

» hccessibility and Resource Guldes, a procedures quide has been

written for disseninatior to othir cities who may wish to produce
olnilac guides for parents, Refer to Voluwe V. Developing

Community Resource and Acces..bility Guides.

1

¢

t §.2 Maintaining Pagental Invalvemeni
|

prinary vehicles for maintaining parental involvement are
patent tack forces and teacher conmitment o p;:ental
conmunication, In the Dicector of SgZCIal Education,
teachers and pareng&'in surlingtor develoned the tollowing set of

|
guide;lnes to be uged by G%achets when worlivy with parents

1. Use of Patent [Inventucles to assess parents'
priorities and expeciations for their children,

2, Use of (i Survey of »aren? Information and Support
1A system for ongoing contacts and rep-ting between
parent and teacner.
'
4 Uge o« patent inventories, ecoloyical analysis and
, frequent parent coitacts to coordinat: what is taught

in school with increasine Soejal interaction in
1eainers® homes ynd nerghborhoods,
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