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o OVERVIEW
. |
‘ , INTRODUCTION ~
Audience » - T\ .

-rn .

s+ The following -discussi,oé' is. directed to providers of services
to handicapped youth: including special educators, vocational educa-
‘tors, and educational administrators; vocational rehabilitation coum- /
selors, administrators, and rehabilitation facility personnel;. legisla-
tors; indigi%ﬁggt living leadership; voluntary agency personnel,
parents, an mers. : ' )

e

Background

‘ Preparation é&* students with disabilities for life beyond the\
educational syst is a great concern. today in American society.
During *me' 1970's, 1legislation was passed and implemented affecting
the fields of special education (P.L. 94-142), vocational®education
(P.L. 94-482), 'vocational rehabilitation (P.L. 93-112), and career
education (P.L. 95-207). The result was an increased emphasis on

* the preparation of youth with disabilities for an adult life. In
each case the focus was on assisting- these students to expand individ-
ual potential for inclusion in, rather than exclusion from, our soci-.
ety. : : .

Transition into the world of work- presents problems for all young

people. . The period of transition, however, is often more difficult

for young people with disabilities (McCarthy, 1983). Their problems

may, require a unique set of intervention strategies within a continuum
of support services. :

3 Pufgose

The purpose of this discussion is to help youth with disabilities
to make the transition from school to work, postsecondary education,
or. other post school activities. Transition, in this volume, will
be focused primarily on vocational activity. It is recognized that

- A variety of other issues surround the comp]étion of school. Amang
these issues are the considerations of independent 1iving and ~assump-
tion of all the responsibilities -associated with adulthood. Although
these nonvocational activities dre intertwined within the transition |

prccess, they will not be dealt with in this particular discussion.
Transition from school to work postsecondary education is-

a process occurring within an environmeM\ of various organizations,

individuals, and frames of reference. "The transition from school
to working life is an outcome oriented process encompassing a broad

. . ”
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. to themselves and to society:

o . ' . ot

array of services and experiences ‘tﬁat lead to employment... The
transition from school®to work and adult life require sound preparation

in the secondary school; adequate’ support—at the pbint'of.schooluleaVv~
ing; and secure opportunities and services, if needed; in adult situa-

v

tions" (Wil1,:1984).

This volume e?amines both the .process and its organizgtiqn&17¢

environment. The potentiils for interdisciplinary and interorgantza-
tional collaboration are explored with particular focus upon the digci-
plines of vocational rehabilitation, specfial education, and vocational
education. _ ' . :

The cornerstone of this document 'is an intent fo imprqvé transi-

:tjon options for students with disabilities. . Networking and collabora-

tive strategies are discussed for the purpose of encouraging an envi-
ronment which enables each student to &evelop his or-her individual
skills, talent and abilities' in-a manner which will be both beneficial

[ :

Ihter&iscipﬁinany and interorganizqtional collaboration in educa-

tional preparation have been discussed,for many years. Despite advah-—

ces in this ‘area, mueh_remains to be“".done. The following brief 1ist
includes some current1y-;kcognized needs:

Student Needs A B -

~r

o MWith 10 percent to. 12 percent of the school age population
disabled, this groug represents only about 2.1 percent
of the total vocdtional education enrollment, and about:
70 percent are in segregated classes (U.S. Department -
of Education, Office 6f Special Education and Rehabilita=
tion Services, 1984). . ]

e Inequities exist in the quality and quantity of vocaticnal
edication throughout the country particularly for young
persons with disabilities (Smith, 1983). .

e Youth with disabilities are among the highest unemployed
groups in the United States. No one agency has the capa-
bility of solving this problem. Therefore, it is impera-
tive that linkages be established.

e Job placement concerns are compounded by young age.
Youth lack critical job seeking skills and they have
limited or no work experience to carry over into an .
employment setting. They aie dependent upon family income
for housing and often lack transportation. Overprotective
parents also tops the 1list of “obstacles to integrating
youth with disabilities into work (Wehman, 1983).

e Survevs of students reveal their greatest need is for
* help 1n the transition. from school to work (Michigan
Department of Labor, Youth Employment Council, 1981).

4
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Employer Needs I :
. e . . R
o Employers of youths, have emphasized the importance of
) . - ‘academic skills in reading, writing,. and computation
' (Youth Task Force Public Hearings, National Commission
§ for Employment Policy, 1979). :

* Specific vocational skill training is not viewed as being
as critical to.the long-term employability of youths
as are positive work, habits and soynd basic interpersonai
and work skills. ProbTem solving skills and adaptability
to the work environment are significant employer needs
i;gg3 Vice President's Task _Force on Youth Employment,.

* The employment of youths with disabilties makes good

- economic sense. "Handicapped people constitute an undor-
utilized human resource of great pottntial value to employ-
ers" (Gopel and Atkins, 1981). ‘

- National Needs N

e Approximately ejght percent. of tHE“gro§§ national product
8 is spent each year in disability programs, with most
of this amount going to programs that support dependence
. y (White House Working Group on Disability Policy, 1983).

. Of,thhﬁ million noninstitutionali: .d disabled persons
of working age, perhaps 15 milliony " » potentially employ-
able, at a cost saving estimated a "114 billion a year
(U.S. Department of Education, Office Jf Special Education
and Reh.bilitative Services, 1984).

I'4

o The Piresident's Committee on Employment of the Handicapped
has estimated that each year approximately 650,000 handi-
capped young people either graduate-from high school
or become too old to qualify for ,public education. Only
21 pgrcent will become fully employed. Forty percent
will -be underemployed and at the poverty leve!, and.26 .
percent will be on welfare. The statistics have potential
for disastrous economic and social problems. ' .

e The "A Nation at Risk" and Carnegie reports among others
suggest compulsory dinstruction in "the new basics":
four years of English: three years of math, science,
and social studies; and.a half yeat of computer science
for all studefits. They Pecommend that schools should
ensure that students achieve a sixth grade competency
ievel in reading, writing, and computation as a minimum
by the time thpy leave school. Many students with special
needs cannot meet those standards. ~

e A public opjnion poll conducted by the National Center
for Educatdonal Statistics in 1979 revealed that over

i
3
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. 85 percent of those polled favored allowing high school
Juniors and seniors to earn course credit for community
work and experiential learning (Policy for Youth Employ-
ment and Training in the State of Michigan, Michigan
Youth Employmeqt.Cognci'l, 1981). | .

* "Whén we realize that\’apprqximately 650,000 youth with.

disabilities 1leave the nation's education system either
through graduation or termination of eligibility each
year, we begin to realize the vocational rehabilitation
program, is nowhere big -enough to serve, our handicapped ¢
population." Vocational rehabilitation is presentiy
capable of handling one in seven youths with disabilities
in need of job placement (Hippolitus, 1980). )

L4

Summary

It is critical that all agencies and groups involved with or
concerned wjth youth preparation ‘for the transition into the world
of work adopt the following principles: .

/

o Schools must have as a 5r1mary mission the preparation
of youth for work in a saleable occupational skill area
so they may become independent and self-supporting citi-
zens.’

o Preparat'ion for work or postsecondary training must be

: competency based.

e ‘School work "experience programs must be supervised to
develop and reinforce good work habits. .
* Transition to sustained employment is an important outcome
=\ of the educational process as well as the rehabilitation
" process.-

® A community-wide view of resources and their allocations
available for preparing the transitioning from school
to work must be maintained. .

* A continuum of necessary support services is best accom-
plished by networking and team building among community
service providers. .

-’T : FINAL NEEDS

A consistent national policy concerning the transition from school
to work for youth with disabilities needs to be established. Specifi-
cally, the Office of Special Education and Rehabilitation Services
(OSERS) has advocated a national priority on the improvement of the
transitional process for all individuals with disabilities. At the
same time, the U.S. Department of Educatior has sought to decrease
the Federal Government's influence within education’. Increased local

4
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control' and authority over the educatioral process may facilitate
or impede the collaboration and coordination of service of educational
organizations that have multiple funding sources. '

-

1 . .
THE ¥ALUE OF WORK . . . YOUTH WITH DISABILITIES

The importance of work for, humanity has probably been debated
ever since work was distinguished from leisure. Perhaps the single
most evident reason' for work is to sustain physical life. However,
work is clearly central to our lives for other reasons as well. Theo-
logians are interested in work's moral dimensions, and sotiologists
see work as a determinant of status. Clearly, work responds to some-
thing profound and basit in human nature. ‘ .

To obtain a-better definition of work, a comparison can be made
with Teisure. The "state" of leisure may be defined as a period when
a person is involved in an activity that produces or brings about
something for self-gratification. In turn, work may then be defined
as "an activity that produces something of valie for other people"
(Work in America, 1973). When this definition is .ipplied to the work
of disabled persons, it may be easier to develop an appreciation and
understanding of the importance of compet'itive-employment. If our
work 1is of suffictent worth to be of value to others, then it also
encompasses our need for food, ciothing and shelter. "

The economic purposes of work quickly become sélf-e;/ident and
require little additional comment. However, as previously identified,
work serves a number of other social purposes. A few of these are:

l. Work is a place for people to meet, cdhverse. and form .
friendships; i
<o . ‘
2. Work confers a social status on_the worker and the work-
en's family;

3. Work contributes to self-esteem;

4. Work 1is a powerful force in shaping a person's sense
) of identity; and |

5. Work enables human befngs to impose order or structure
to the world.

The specific benefits of work to citizens with disabilities fol-
lows the same economic and social benefits as it does with fciety
in general. -These, benefits include:

" 1. Competitive employment offers persons with disabilities
increased opportunity for wages and benefits. With
_ 59% of the disabled population unemployed (U.S. Depart-
¢ ment, Federal Register, September 18, 1978), the economic
impact of a competitive job for a disabled person may

i
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. . _
be as profound for society, ‘'in the long run, as it f{s
for the individual worker. .

] \ ‘

2. The integration of persons ‘vith disabilities with their . -
nond’isaﬁied eers offers them the opportunity to develop
and maintain new social and vocational skills *through
peer modeling and incidental 1learning. Additionally,
the nondisabled peers expand their ow( understanding
of peopie with disabilities. N .

3. Through competitive employment, a disabled person.can
normalize their life. Work generally is a normal évent

in a person's life. The opportunity to go to work regu-
lar]y is a socially equitable actiwity.

4. Growth and advancement within one's employment can be N4
s a motivator to higher levels of performance. Herzberg
identifies 'that these motivational factors as job cen- *
tered (Herzbergy- 1978). For the disabled to have thes
rewarding experiences, a/meaningful (competitive) joir
is essential. .

5. The family and friends of a disabled person will favor-
ably influence and gncourage a fuller range of develop-
mental activities as competitive employment Tends greater
credibility to the disabled person's . posential.

6. Educators will become more responsive to the employment
potential of students with disabilities.

7. Employers will be in.a better position to appraciai?é“
all_persons, regardless of disabilities, as valuable
human resources that can support their need for produc~
tivity and profitability.

8. Legislators will stlrengthen their advocacy for persons
with disabilities as they see how society's costs can
,be lessened and the nation's productivity increased
through compet§tive employment (Wehman, 1981).

,  The job of placement for youth with disabilities in transition
increases in difficulty as.the employment market fluctuates and in-
creases -th complexity. Perhaps this also increases the importance
- of seeing that youth with disabilities secure employment. :As these
young people find their place alorgside nondisabled workers, they
will have the opportunity to exercise one of the most important compo-
nents of citizenship. As identified by David Ben-Gurion ,in Earning
a Homeland in.1915: . - N ¥

/
The true right to a country - as to anything else - springs

not 1)‘rom political or court authority, but from work (Seldes,
1960 * 2 .

° 16
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Other Considerations Concerning Work

Competitive employment is an important outcome of education and
transition. However, not all educators and rehabflitation providers
are prepared to establish this as the ultimate goal for all youths
with disabilities. It is understood that the competitive employment

-goal may diminish the value of other activities for persons who find

it difficult or impossible to obtain and sustain unsupported employ-
ment. For example, a youth with disability who initially finds
placement as an unpaid family worker, 1in sheltered emplqyment, in
an activityscenter, or in any other supported role miy. feel that their
efforts are lessened through the establishmert of competition employ-
ment as the only legitimate objective within one's vocational develop-
ment. ’

. Educators and rehabilitation providdprs may each have varying
personal positions relating to the assumptign'that competitive employ-
ment is the final goal for all youth with disabilities. Their posi-
tions may differ according to the potential of the student, the indi-
vidual's- values, family support, availability of school or rehabilita-
tiﬂh resources or the skills of the educator or rehdbilitation provi-
den. The ‘administrator or trainer seekiqg to improve or institute
a transitional program Will need to be sensitive to the possible vari-

.

-ances in the staff's attftudgTngard a goal that establishes competi-
rmina

tive employment as the te
P

uthmg of the educational process.
Competitive Employment _ S .

Too often, the discussed value of work for youth with disabiiities
can, be overlooked. Education and”rehabilitation practitioners myst
attempt to answer, on a day-to-day basis, the legislative mandates
which direct their educational and service delivery programs. It
is extremely important for these workers, to make the~assumption that
unsubsidized employment is an outcome of education and transition
for all Americans. : .

It seems ironic that it is necessary to emphasize the importance
of competitive employment for youth with disabil s. The "so-called
normal" population has long been exposed to Masigw's concern, that
the needs of "human beings" are hierarchical with "self-actualization"
taking its place at the apex of the hierarchy (Bolles, 1978). As
busingsg, industry and labor organizations have sought to meet the
basic ds of our working population, they ‘have, perhaps unintention-
ally, spurred demands for highly valued estimable and fulfilling Jjobs.
The workers, or professional, in the field of education and rehabilita-
tion frequently illustrate these hierarchical needs. They can often
be seen, within their own careers, in search of "self-actualization."

They seemingly have ignored or, at minimum, been inattentive to the
same type of "self-actualization" needs of youth with disabilities.

Other social scientists, while addressing our population in gen-
eral, have discussed other needs of individuals. For instance, Fred-
erick Herzberg focused on the intrinsic and extrinsic factors of work
(Donnelly, Gibson & Ivancerich, 1978). Extrinsic factors relate to

~ <

7
17



-, . . '
] ’ . o

of work. Further, the extrinsic factors.are dissatisfiers fop/individ-

. uals while the 1ntr1nsjc‘factors are satisfiers.- Satisfaction, then,

o is a function of the content of work; issatisfaction, of .the environ-
ment of work. Linking thiis to the population in special education

and rehabilitdtion, the reJationship can be established that competi-
tive-employment focuses more on the content of the job than necessarily

its envirorMent. If the content of a Job 1s” of sufficient value to

demand a sustainable wage, then it could be competitive. - As a "satis-

fier," competitive employment for youth with disabilities, following

ljerzberg model, has sought to increase worker motivation by including
. motivational factors in a Job. This motivational technique is known
' as job enrichment: N\ : L

Jdﬁ enrichment seeks to 1mpnovg;bo;h task efficiency .and
. human satisfaction by building into’ people's jobs, quite &
specifically, greater scope for personal achievement and -
,recognition, moreé challenging and responsible- work, dngd
more apportunity for individual advancement and geowth (Paul,
Roberizon and Herzberg, 1969). - !

N s

Fundamental, to this concern for job enrichment and its associated

N
\

: beﬁébfits is .the job. itself. -Obviousty,. for a young person with“ a"
a

dis ility the human satisfaction that Herzberg refers to will come
aboi;;ﬁnly through competitive employment. : R '
J

ust as women, blacks and adults with disabilities have integrated
the employment. marketplace, youth with disabilities will establish
themselves in employ®ént alongside their nondisab]eg peers. %

) | -

The quality or vatlue of employment for youth with disabilities

can be defined and assessed through the same economic and social mea-

’ "sures used by the nondisabled population. The advocacy organization

' - of the Association for Persons with Severe. Handicaps (TASH) appropri-
ately stated: B .

The quality &f émployment and related day and vocational
services for individuals with...disabilities should be judged
by the same criteria-used to evaluate the employment of
others in.our society: income level and the 'resulting oppor-
' . tunities created by that. same income; quality of work ing

. life, including integration of the work place, safety, and
access to challenging work; and security benefits,” including

- job mobility, advancement opportunities, and protection
from lifestyle disruptions due to illness or accident (TASH,

t\ . ?
Dr. Paul Wehman (1981) points out that one of his basic tenets
is: ‘ , ’ .,
A1l handicapped persons have a right to work at a competitfye
S ,. Wage with nonhandicapped co-workers and a Jjob ‘that provi.es
- fulfillment and room for advancement.
(8

Q v 18 . . z

&

the conditions of work, and intrinsic factor§ relate to the ‘content w

-\ |
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work

b
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. . .

The phiﬁosophy of this text is ‘ot to conhemn'more restrictive

settings, such as\work activity centers and sheltered workshops,
instead suggest that they represent a part of the vocational devel-
nt continuum that can epd in competitive employment.
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N * HISTORTEAL AND LEGISLATIVE BACKGROUWD |
. . * ) i.

Throughout the colirse of history, both written and unwritten
policies have been in force, which excluded many persons from partici~
pating fully in society. Many of those institutions, which have tremen-
daus importance in enhaneing a persons development toward their fullest
potential, such as education, work, ‘and participatipn in acts of citi-

“zenship (i.e., voting, running for electjve office) have not been
accessible, until recently, to many individuals. Exclusions. included
race, sex, .age or presence of a disability. Nearly a decade after
passage, of the Civil Rights Act Bf 1964, several ether major legisla- ‘
tive measures were 1introduced ta insure that access to these institu-
tions would also be available for those individuals with physical, |

mental, emoﬁlal, and learning problems.

Howeyer, \as with the CiviT Rights movement, actual proggess has
been sl16w. any small steps were made forward, while continuing
\barriers forced individuals to backup‘and go another way. ‘Although
directed at differfnt federal and state agencies, these legislative
mandates strived fo meet somewhat comparable goais, - ensuring access
 and protecting the rights jof persons with disabilities who. were to

~ be served under their guidaice. The Education of A1l HandYcapped
" Children's Act of 1975 (P.L. 94-142, ammended in 1583 by P.L. 98-199,
directed at special education); the Education Act Amendments of 1976,
Title II (P.L. 94-482, directed at vocational education); and the
Rehabilitation Aect of 1973 (P.L. 93-112, which was later amended by
" P.L. 93-516_(1974) and P.L. 95-602 (1978)," directed at vocational
rehabilitatiod), have all been looked upon as providing a "Bill of
Rights" for persons ‘with disabilities and in holding the promise for
the provision of meaningful services and access to public and private
institutions. .

- LS N
This push towards a career preparation flavor was not wholely
from within the educational community, but was alse pressed by a
national unemplcyment rate which was higher, than at any other time
* in the previous 35 years (Hoyt, 1975). Youth unemployment -was triple
that of adults, and for nonwhite youthg it was typically/six times
higher. The high school drop-out rate in the United Statés exceeded
25%. Eighty percent of all secondary school students'were enrolled
in college preparatory or general curriculum that wou prepare them
for college entrance rather than jobs. The number of persons enrolled
in secondary and postsecondary vocational programs lagged far behind
the projected needs for trained workers. in many fields. .Hoyt (%975)
¢ stated that "as a country founded under the philosophv of a work‘ori-
entef society, our nation is in deep difficulty" (p. 38). S5reat Soci-
ety legislation of the 1960's was enacted which, it was hoped, would
.resolve these difficulties. These efforts were proven to be insuffi-
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cient to fully-address the multitude of work and 'societal"problems

'that-faced.hs as a nation.
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Additionally, special. cancerns'for ihe handicapped were voiced

by many and strengthened by the prediction of C. Samuel Barone, United |

States Office of Education (USOE), Bureau of Education for the Handi-
capped. Based oman anticipated 2.5 millior handicapped youth- who
were to leave school between 1976 and 1980, it was estimated that:
" e 525,000 (21%) would be either fully employed or enrolled
in college; _

¢ 1,000,000 (40%) would be'underemployed and at the poverty

level; . . . L

® 200,000--(8%) would be in their home_communities and id¥e
much of the time;

o 650,000 (26%) would be unemployed and receiving welfare

payments; and -

)

’ - 4
e 75,000 (3%) would be tota]l},dependent and institutiona-
.~ lized (Zoyt, 1976). . y

The Bureap of Education for the Handicapped i: 1%76 estimated
that 1ess than 25 percent of the h.idicdpped studeuts 1 g .school
were pursuing pos.secondary education “or were rully elployed. At
that time, it was precicted that two-thirds of the handicapped popu la~-
tion leaving school Mere either underemplpyed «0r unemployed. Frank
Bowe (19809, in his’ book, Rehabilitation America: Independence for
the Disabled and .the Elderly, states that by the turn of ‘he century,

Jis unable to work, because of age, disability, -

each employed person will be supporting themg;]f andfpng oﬁ?er who
F lack of education.

" The Social Security Administration reports that of those individ-
uals judged "totally disabled, 44 percent had ™ elementary school

<>

education or 1less, 33 percent had a high school education or less,

and only 9 percent had any college educatior.

\ &
SPECIFIC LEGISLATION

Career Education : //

Early efforts, such as the development of a work experience pro-
gram in the Cincinnati Public Schools 4n 1908 (Hunter and Zuger, 1979),
were aimed at providing students with experiences that would enhagce
their skills and abilities to make "wise" cvreer decisions. Many
of these undertakings, which were not without merit, went somewhat
unnoticed until the early 1970's, when the career education movement
came into vogue. This so-called, new concept. in education received
extensive attention from rducational theoris€§7“\@searchers admini-
strators, class=~om teach:.'s, and community members. Many state riepart-
ments of educ .tion aid local education agencies developed exemplary

S 1 -~
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models for career-oriented probrams. The career education “movement
received high visibility during the decade of the 70's. Yhere was
. significantly increased federal funding for career education programs
and strong advocacy from numerous professional organizations. Among
these organizations were the National Education Association, the Ameri-
can Vocational Association, and the National Congress of Parent-Teacher
Associations (Hoyt, Evans, Mackin, and Mangum, 1974).
N -
The official birth of the career education movement took place

on Janyary 23, 1971, when U.S. Office of Education Commissioner, Sidney
. P. Marland, Jr., delivered an address to the National Association
of Secondary School Principles (Bai)ey and Stadt, 1923). He stated
that "all education is career education, or should be... Anything
else is dangerous nonsense" (Hoyt, 1975). -Almost immediately after .
this announcement, the U.S. Office of Education, with 'the assistamce
of many public and private.contractors, moved to popularize this prior-
ity and to begin its implementation. Further, rapid growth in legisla-
tive authorization for program implementation and funding was readily
seen, through passage of Public Law 93-380, the Education Amendments
~of 1974. This major .piece of legislation provided for creation of
the Office of Career Education (OCE) and the National Advisory Council
for Career® Education (Hansei.. 1977), whose mandate was to see that
state and local plans were designed to ensure that all children have
maximum’ employment and full participation in society according to
his or her abilities.

In February, 1974, Hoyt ‘(1975) define¢ career education in &
position paper which later was adopted as the U.5. Office of Educa-
tion's policy-paper in November of the same year. Ipy formulating
his definition, Hoyt defined both ,career' and ,educatipfi* separately,
as a foundation. Career was defined as the totalj of work that
one doesY in their lifetime. Others have taken ‘a brgfder view in keep-
ing with the precepts of gevelopmental theories, in stating that. career
is all that one becomes Snvolved with throughout their lifetime, work
being but one aspect of this activity. FEducation was defined as the
totality of experiences through which one learns. Therefore, a generic
definition of career education is the “otality of experiences through
which one learns about and prepares to engage in work as part of his
or her way of 1living (p. 21). 1In concept, career education involved
a developmental process that begins in the very early years and contin--
ues well into retirement, its parameters not bound to the formal educa-

ti ¥ institutions. Career education was meant to be very broad
and compassing, yet by official policy, it was also meant to be
considerably less than all of life or one's reasons for living. The
bottom line was that at whatever level a person chose to leave the
. formal education system, they would be equipped with a saleable job
skill (Hoyt, Evans, Mackin, and Mangum, 1974, p. 120).

Support for programming in the late 1970's was: eventually granted
through- passage of Public Law 95-207, the Career Education Incent‘ve
Act. Additionally, objectives and funding for programs focused on
the preparati of .youth for work and life were made part of major
pieces of 1ledislation coveri special and vocational education, as
well. Careg¢r education repreSented an effort to as<ict all persons,
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including the handicapped, minorities and low income, gifted and talen-

ted persons, in understanding and capitalizing on the changing rela-,

tionships between education and work, whether pafd or unpaid. Demon-
stration projects targeting on these special populations were included
under both P.L. 93-380 and P.L. 95-207.
’ ’
Although career education terminology: and models eventually faded
from the 1imelight, public and professional interest in providing
adequate preparation for the nation's gouth to enter into society
has not. Nearly two dozen reports have been generated at this time,
including a Nation at Risk, addressing the startling outcomes of those
Who are Jeaving our edycation institutions. We find that one out
of every four students will drop out before completing their high
school education.. Morfe than eight million Americans haye not finished
five years of schooling and more than 20 mi 11ion havE® not completed
the eighth grade.. Almost one million young people will quit school

each year, the .major reason given being that the schools do not:

interest then por s this education perceived to be relevant to what
is regfiired of 'them in employment and life n ggneral.
§ .

obs for those with less schooling have décreased - a high school,

educhtion being less than adequate for emba king on many careers.
Thougands of persons who are not reflected in the statistics of failure
of schools and society, find themselves iA dead-end jobs, unable or
unwilling to live up to thejf potential. This portrays a significant
loss of human resource, both(for the individual and society.

The changing nature of work in a rapidly developing high technol-
ogy society, presents us with a situation in which more highly quali-
fied employees will be sought. Flirther, after initial entry into
the workplace, the employee and employer will find increased responsi-
bilities for wndertaking and providing continuous training opportuni-
ties that not only enhance career development, but which will be a
neck-iity to continue in one's field. Life-long upgrading through
educational opportunities that are c)utched, rather than wasted, will
be a necessity - tareer education's 1ife-long focus will no longer
be a concept, but reality. T ' o )

.egislative History of Vocational Education

Vocational education is the,third major problem involved in occu-
pational preparation of t?e handicapped by public school systems.
The federal role in vocationdl education began in 1917 with the Smith-
Hughes Act (P.P.L. 64-347), which authorized funding for vocational
training in a limited number of occupations. The George-Barten Act
of 1947 siignificantly increased the level of funding and the range
of vocational services offered. - However, the Vocational Education
Act of 1963 - (P*h._88-120) has been described as a major turning point
in the federal relationship with vocational educatfon in the United
States (Bailey, 1977).s It made vocational education more widely avail-

’

able to members of the general public, removed constraints on the .

kinds of training which could be providg¢d, and changed the direction
of the program from training to fill labor market needs to training
to help people obtain employment.

"N
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The current federal legislaticn in vocational education is the
Vocational Education Act of 1963 (P.L. 88-210) as amended primarily
by the Vocational Education Amendments of- 1968 (P.L. 90-576) and the
Education Amendments of 1976 .(P.L. 94-482). The federal commitment
to vocatiohal education of the handicapped was reiterated in%1978
by the Commissioner of Education, who noted that a disproportilnate
number of handicapped compared to nonhandicapped, had not had adequate"
access to publicly- supported vocational education programs. The /
‘Commissioner's statement announced that\ it was the Office of Educa-
tion's policy to provide such an education to very handicapped persons
(Boyer, 1978{. ’ S

-

~

_ ‘ -

Public Law 94-482, the Education Amendments of 1976, also inc)udes '’
language encouraging vocational education for handicapped students.

The state plan for vocational education must interface with that. for

special education, and procedural safeguards and assurance from P.L.

94-142 are extended to handicapped youths at the secondary level as

they participate in vocational education services. Ten percent of

the basic grant allocation to the states was set aside to reimburse

up to 50 percent of the costs of vocgﬁiqnal education of persons with

hand{capped persons.

Special Education .

No strong federal commitment to educatiom for the handicapped
existed until the late 1950's. The launching of the first space satel-
lite by the Soviet Union provided motivation for the National Defense

I Education Act of 1958 (P.L. 85-864). This act implied for the first -
time that supplemental services ought to be .provided for handicapped
children within the general educational systems.

! In the 1960's, consumer, parent, and professional advoegcy groups
had a great deal of success on the state level with passage of manda-
tory education laws for the handicapped. Following the flurry of
advocacy group activity, all but two states passed such laws. Also,
in the 1960's many states established departments of special education.

- ‘and, in general, provided much increased support for education of
the handicapped at the local level.

The Education of the Handicapped Act of,3¥970 (P.L. 91-230), "to
extend programs of assistance for elementary and secondary education,"
codified into a single law much of the special education legislation
that had come before it. Two other pieces of legislation enacted
soon thereafter provided additional support for handicapped education.

/ The Higher Education Amendments of 1972 (P.L. 93-238) authorized fund-

“ing of projects by secondary and higher education facilities to develop

/ programs to help disadvantagéd and physically handicapped youths to

-

complete their secondary education. Continuing P.L. 90-538's commit-
ment to improvement of preschool and early childhood education for
the handicapped, the Economic Opportunity Act Amendments of 1972
(P.L. 92-242) directed that at least' 10 percent of the places in the
Headstart Program be available for the handicapped and that special
services be provided for -their needs. However, because of new atti-
tudes in the late 1960's and early 1970's toward education of handi-
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" capped children, P.L. 91-230 and other Jegislation were soon rendered
inadequate to meet the needs of that population. These new attitudes
were part of the "quiet revolution" in American education (Weintraub
& Abeson, 1976). " The quiet reyolution was a 'reaction to the fact
that only a minority- of handicapped children in ‘the United States -
had ever received the special education services they needed. Many
received no education at all. Historically, education officials had
not ‘been eager to educaté.handicapped'children ifr the general educa-
tional system. State compulsory attendance laws ironically provided

__ for denial of access to children whose_mental or physical handicaps
made school attendance’ "inadvisable" and were sometimes the legal
bases for exclusion. Federal law, and the.equal protection and due

- process clauses of ‘the Fifth and Fourteenth Amendm:nts to the Consti-
tukion, provided ‘the revolution with an important legal resource of
its own (Neintraup & Abeson, 1976). : i '

?he'first concrete signs of a new commitment to special education
+ by the federal educational structure came in 1971. The Office of
Education formally made, education of the handicapped one of its priori-
ties, and the Commissioner of Education set as a national goal achieve-
ment of -full educational opportunity for all handicapped children
by 1980 (Martin, cited in Abbas & Sillington, 1976; National Advisory
Comfifttee on -the Handicapped, 1976). . This commitMent, as- well - as
the advocacy activity, state legislation, and legal decision at the
.state and federal levels, influenced Congress to consider legislation
which was to give significant new direction to the special .education
. program in the United States.

Public Law 94-142 represented the result of several years of
lobbying by supporters of the principle .that handicapped children
are entitled to a publicly supported appropriate education of quality
equal to that afforded nonhandicapped thildren ahd was shaped by ear-
lier state and federal laws recognizing this principle. Often called
a "Bill of Rights for the Handicapped," it opened with an acknowledge-
ment of the fact that, of the approximately eight million handicapped
children. in the United States at the time of the Act, more than half
were not receiving appropriate- educational services. In addition,

~+ one million were excluded entirely from the public schools,  and many
others did not receive an appropriate’ education because their handicaps
were not detected. The Act put-responsibility for altering this situa-
tion squarely on the state and -local edjication agencies. :

Public Law 94-142 made clear

t states were expected to achieve
the gcal for which previous islation had only required them to
plan. Equal education opport ity for handicapped children had bee’e
national public polj Y. Morebver, P.L. 9:-142 was ‘'given no expiration
date, unlike previoys federal education legislation. It made a commit-
ment to all handicapped children, not Just to those whom it was conve-
rxienf to educate (Education of the Handicapped Today, 1976; LaVor,
1976). o ,

Specifically, the Act required that for a state to qualify fof
federal financial‘assistance for its education program, it had to
make publicly supported, appropriate education available to ald
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handicapped children between ages 3-18 by September, 1978, and to
all between ages 3-21 by one year later. P.L. 94-142 embodied severa.
other pwinciples mandating changes in the content of special education
services and the manner in which they were delivered. First, there
was an educational plan, called™the individualized education program
(IEP), which was to be developed and put into writing for each child
receiving special education services. It was to be specific regarding
the child's current education status, the educational goals desired,
and the means of reaching them. Second, handicapped and nonhandi-
capped children were te be educated together to the maximum extent
appropriate to provision of a quality education; this is the "least
restrictive environment" principle. Third, educational agencies were
to continually seek, locate and identify handicapped children to deter-
mine whether educational needs were being met. Fourth, in accord
with the major reordering of existing priorities by P.L. 94-142, spe-
cial education services were to be exténded first to those receiving
no education at ali, then to the most severely handicapped within
each disability category who were receiving an inadequate education.
Fifth, diagnosti: tests used to guide educational placement of children
were not to be racially or culturally discriminatory. Sixth, each
governor was to appoint an advisory panel, which included handicapped
persons and parents or ‘guardians of handicapped children, to advise
the state agency regarding its efforts to educate the handicapped
(Goodman, 1976).

The Education for A1l Handicapped-Children Act required coopera-
tion between special education and other agencies, especially voca-
tional education. As defined in the Act, both "special education"
and "appropriate education," which were to be provided by education
agencies as needed by handicapped children, could include vocational
education services. It was, therefore, expected that vocational educa-
tional personnel would participate in development of the IEPs of many
handicapped students. The Act's requirement for other services to
be provided to handicapped students implied tnat special education

agencies would seek assistance from vocational "youth organizations -

and job placement services, among others. Cooperation between special
and vocational education was also encouraged by P.L. 94-142's require-
ment that all educational activities for handicapped children in a
state were to meet the state education agency's standards for such

education.

. )

VOCATIONAL REHABILITATION

Legislative History of Vocational Rehabilitation

The initial impetus for the-vocational rehabilitation program,
in its modern form, came from a concern for rehabilitation of veterans
disabled in World War I. It was a concern shared by the federal govern-
ment and a variety of voluntary organizations. The Soldier Rehabilita-
tion Act of 1918 (P.L. 65-178) provided for vocational rehabilitation
services for disabled \Veterans, delegating responsibility for their

- vocational training to the Federal Board for Vocational Education

in the QOffice of Education. el
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Concerns, about bdth the "practicality" of extending vocational
.rehabilitation services to civilians and the responsibility of the
federal government for rehabilitation of the disabled restricted servi-
ces authorized by P.L. 65-178 to veterans. However, the National Civil-
fan VocationW1 Rehabilitation Acts of 1920, or Smith-Fess Act (P.L.
66-236) soon became law “"for the promotion of vocational rehabilitation
of persons disabled in industry and otherwise" (Lavor, 1976). The
~Federal Board- for Vocational Education was also given responsibility
for administration of this Act, which was actually the beginning of
the federal/state vocational rehabilitation program. -

The importance .of cooperation between the vocational rehabilita-
tion program and other agencies .was emphasized from the beginning.
Since funds -under P.L. 66-236 were limited. and could be spent only
for a limited. variety of services, state vocational rehabilitation
agencies were encouraged to cooperate with state and local, public
and private nonprofit organizations to obtain for clients such services
as maintenance funds, medical treatment, and prostheses. P.L. 66-236
required the development of cooperative agreements between state voca-
tional rehabilitation agencies and workmen's compensation agencies,
where they existed; further, the Act allowed the Federal Bpard for
Vocational Education to count as matching funds, for federal vodational
rehabilitation monies, certain expenditures of other agencies in
approved cooperative arrangements with vocational rehabilitation agen-
cies (Turem, Barty, Gutowski, Koshell, LaRocca & MacIntosh, 1977).

Legislation- and other federal action between the world wars
directly affected the program without altering it structurally. The
Wagner-Peyser Act of 1933, which/established the federal-state employ-
ment service system, required cooperation between the vocational reha-
bilitation and employment service agencies in job placement of the
disabled. Also in 1933, funds were made available through the Federal
Emergency Relief Administration for vocational rehabilitation of dis-
abled persons who were on or eligible for reljef; the vocational

rehabilitation agencies were to administer these funds in cooperation

with religf agencies. The .Secial Security Act of 1935 (P.L. 74-271)
authorized annual funding for costs of administration of the vocational
rehabilitation program and pravided for cooperation at the state level
between vocational rehabilitation and crippled children's programs
(Baumheier, et al., 1976). The Vocational Rehabilitation Act Amend-
ments of 1943, or Barden-LaFollette Act (P.L. 78-113); considerably
broadened the scope of the program. P.L. 78-113 superseded the origi-
nal National Civilian Vocational Rehabilitation:Act as 1t has been

L

amended and otherwise altered through 1942. In addition, authorized.

funding levels were increased significantly. Funds\ could be provided
by state vocational rehabilitation agencies to provide clients with
any services necessary to prepare them for employment. '

)

There were eight amendments to P.L. 78-113 between 1943 and 1970.
The 1954 Amendments reaffirmed past legislative requirements and
encouraged cooperation between vocational rehabilitation and other
programs. The similar benefits requirement was continued, and several
federal and state programs with which vocational rehabilitation was

~
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-encouraged to cooperate were specified. Included was, public asiis-
tance and public employment agencies.

The 1965 Amendments increased the range of services available
by authorizing extended evaluations for up to .18 months for clients
with certain disabilities.

Provisions in the 1965 Amendments also made it easier for voca-
tional rehabilitation agencies to use local funds and to expand ser-
vices at the community level by wavering the requirement that efforts
be state-wide. This waiver led to a variety of cooperative “agreements
between vocational rehabilitation agencies and local public agencies,
including public school systems, special schools, and public health
and mental health agencies (Baumheier, et al., 1976).

The 1965 Amendments also mandated state-wide planning of sheltered
workshops and other rehabilitation facilities by state vocational
rehabilitation agencies. It increased federal funds available for
these agencies to purchase rehabilitation services from sheltered
workshops, and established a technical- assistance program designed
to improve them (Report from the Study Group on Rehabilitation of
the Severely Disabled, 1973; Whitehead, 1977). .

The three year legislative process leading to P.L. 93-112 involved
a much more thorough examination than the program had received in
the past. The Rehabilitation Act of 1973 and its subsequent amendments
constitute the. enabling and mandating legisiTation for the vocational
rehabilitation program in its present form. P.L. 93-112 contained
certain provisions which radically changed the program in a variety
of ways. The Act extended the federal-state grani program for funding
of vocational rehabilitation programs, assuring basic continuity with
the program which has existed since the National Civilian Vocational
Rehabilitation Act of 1920. The focus of the program's efforts was
to be redirected from rehabilitation of the relatively less disabled
to those whose* disabilities were more severe, including those who
might not benefit from preparation for employment{ The profound change
in emphasis was indicated in several places An the Act, including
the preamble and the declaration of the Act's gurpose, the definitions
section, the discussion of state plans, and the provisions for the
individualized written rehabilitation program. Stdte agencies were
required to specify the methods by which vocational rehabilitation
services would be extended to the severely disabled population. A
study was authorized to find ways to provide rehabilitation services
to persons whose disabilities precluded establishment of vocational
goals but who might be helped to live more independently (Bailey,
1977; U.S. Department of Health, Education, and Welfare, 1975).

-The Act required development of an Individualized WeAtten Rehabil-
itation Program (IWRP) for each handicapped person served. The IWRP
contained the terms under which.services were to be provided, including
the 1long-range. and intermediate goals to be achieved, the services
needed to reach the goals, and the rights of- the persons involved.
The IWRP was to be developed jointly by the vocational rehabilitation
counselor and the client, or a parent or guardian if appropriate.
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The rclient's IWRP was to be reviewed annually (U.S. Department of
Health, Education, and Welfare, 1975). Another important part of
the Act, and another new feature for vocational rehabilitation legisia-
tion, was the titie containing several sections dealing with employment
and .other rights of handicapped persons. These previsfons have since.
been hailed as the major civil rights legislation for the handicapped,
provisions "intended to usher in a new era of equality for our . . .
handicapped citizens: (Halloran, et al, 1978). The final regulations
for this title were signed in 1977, over four years after enactment
Of PoLo 93‘112- n

Many of the provisions of P.L. 93-112 -dealt directly with or
had implications for relationships between vocational rehabilitation
and other state and 1local agencies. First, the Act continued the
requirement of past legislation that vocational rehabilitation work
cooperatively with other programs. It added new emphasis to the simi-
lar benefits principle, requiring that resources of other agencies
be used to serve clients before vocational rehabilitation funds are
expended. Second, stite vocational rehabilitation agencies were
permitted to continue increasing the amount df state funds available
for federal matching by counting certatn costs- of other state and
local agencies as ‘vocational rehabilitation expenditures. This was
the "third-party funding® provision first allowed in P.L. 66-236,
the original legislatjon for the program. Third, the state vocational
rehabilitation agency was also ~rmitted by P.L. 93-112 to submit
a consolidated plan which incluldey the staye's vocational rehabilita-

tion plan as well as its progrf Qr persgns with developmental disa-
bilities under the Developmentd dabilfties Services and Facilities
Construction Act of 1970 (P.L. 9 er provision related

to cooperative relationships, vocatyera rehbﬂitation agencies were
authorized to make grants to public or private nonprofit agencies
for certain purposes. -

Public Law 93-112 was again aitered significantly in 1978 by
the Rehabilitation, Compréhensive Services, and Developmental Disabil-
fties Amendments (P.L. 95-602). The 1978 Amendments, in a "major
new program" of services (Vervillee, 1978), placed much greater empha-
sis on providing rehabilitation services to 'those whose disabilities
were too severe for them to be employed but who might benefit from
such services as would allow them to live and function independently.
A wide variety of such . "comprehensive" services for independent 1iving
were authorized. '

With a view to broaden interagency coordination of federal policy
toward the handicapped, the 1978 Amendments established a Natisnal
Council on the Handicapped to review and make recommendations about
the activities of RSA and all other policies, programs,. and activities
concerned with the handicapped which involve federal funds or direc-
tion. Among these dyj.es,,/tf: National Council was to review the
activities of the NxtTonal Institute 'of Handicapped Research. More-
over, P.L. 95-602 specified 4hat the state plan include provision
for establishment of cooperative' relationships among vocational reha-
biiitation, special education, and vocational education (E.M.C. Insti-
tute, 1978; Verville, 1978).
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Cooperative Initt+atives _ ) .

\]

In keeping with these legislative enactments, in November 1978,
the ‘Co- Jssioners of Education and Rehabilitation issued a joint memo-
randum -o the states establishing a task force to develop further
guidelines for collaborative planning "and service delivery. #&¢ a
result of this memorandum, a Nafional Special Education-Vocational
Rehabilitatfon Workshof. was- convened on Cooperative Planning for the
Handicapped. The memorandum and workshop provided the stimulus for

state agencies to follow the federal guidelines. —_

The majority of- state level efforts toward interagency cooperation
- between education and vocational rehabilitation have focused on the
development of formal interagency agreements. These efforts appear
to be a direct outgrowth Qf the -1978 Joint Memorandum. By 1981 all
but eight statgs had an agreement in effect or under development.
The great majority of these agreements were initiated in 1979 or 1980.

Most states followed a similar pattern in developing their agree-
ments. A state level 1interagency committee” was formed and given
responsibility for drafting and implementing the agreement. Most
agreements cover issues such as identification, assessment, and program .
development in a general way. Specific strategies for c.llaboration
irclude: :

 joint plans for development and]implementation of IEP's
and IWRP's . ¢

e Jjoint consultation in developing state plans
e development and operation of inservice trﬁi'ning : ‘
° jbint operation of special programs and special schools

A major unanswered cuestion regarding state level activities

is the extent to which they have influenced local coordination

efforts. Most state agreements include a provision for state-local
linkage and many specifically encourage local inservice training.
However, only one third of the states had actually assigned staff
for local inservice training. )
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L CHAPTER 111

THE PROCESS

, \ . \ -
VOCATIONAL DEVELOPMENT OF STUDENTS WITH DISABILITIES -

(fwkfntroduction , '
i - The goal of all the processes mentioned in this document is to -
enable each student to achieve -the maximum possible vocational indepen-
dence and to facilitate to the’greatest possible extent the individ- °
ual's full participation in the mainstream of society. This concept
. 1s illustrated in the accompanying diagram, Figure 1, "Vocational

Development of Students with Disabilities.”

. This section introdutes a diagrammatic framework for conceptuali-.
zing the student's movement through the service and 'outcome continuum.
The basic principles governing this movement and the interrelation
and comparability of ‘the servi&eggui]l be discussed. : :
- ‘. - ’ - ~
The Service-Outcome Continuum -

Ideally, a full range of options should be available 1in each
community to accommoddte the particular :EppOrt needs of individuals
with disabilities at all stages of their vocatianal development.

‘ " Unfortunately, only parts of the continuum exist in many localities.

The 1984 OSERS's Transition Initiative endeavors to address this situa-

o fion)through the increase of options on the outcome con*inuum. (Wi,
*1984).. :

The concept of a continuum implies the existence or possibility
~ Oof many options along the way, each with varying levels of support.
. Implicit within “the continuum concept is also the #ndividuality of
N people and their vocational gutcomes. For example, what may represent
a terminal outcome for one*student may be a transitional service for

another.

Movement Through the Service;0utcdéé Contindum ) i\v
Movement through the continuum is governed by fogr principles:
i. Least restrictivg'environme (horizontal movement).
" 2. Vocational development (vertical movement).
3. System#einforcers and impediments.

4. Appropriate assessment is part of any programmatic move-

. ment.
N
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Least Restrictive Environment '

The regulations of P.L. 94-142 mandate #n education the Teast
restrictive environment. Each public agencwv shall insure:

1. To the maximum extent appropriate, handicapped children,

“ including ckildren in public- or private institutions

or other care faciiities, are educated with children
who are not handicapped, and

' ” .

2. That special classes, separate schooling or other removal -
of handicapped children from the regular educational
environment occurs only when the nature or severity
of the handicap is such that education in regular classes
with the use of supirlementary aids and services cannot -

. be achieved -satisfactorily (Federal Register, 1977,
121a-5506). - .

This concept is also applicable vocacional outcomes especially
when one considers the problem of generalization. Training, if it
is to be most effective, needs.to be provided in the environment where
the behavior is thitimately expected to be performed (Pomerantz &
Marholin, 1980; Wehman, 1981, 1983). .Using this concept, training

. in the real work environment would seem to be a preferrad technique.
. Such integration in the real work environment alse provides the -
following benefits: 1) opportumities: for integration and socialization
with coworkers and supervisors without disabilities; 2) normal
role-modeling opportunities; and 3) an opportunity for employers
and ‘the community as a whole to realize the work potential and ability
of persons with disabilities (Seely & Szymanski, 1983; The University
- of the State of New York, 1983). .

The diagrammatic representation of vocational development does
i not represent the ideal but rather some of what exists at this time.
Progress towards the ideal will probably bring earlier career prepara-

tion and more training in real work environments (Wehman, 1983) Will,
1984: OSERS, 1984).

Supported Employment

There are many definitions of supportive .employment. However,
for the purpose of this document, supported employment is defined
as paid work experience in business, industry and government, supported
by those services necessary to maintain the individual's involvement
and productivity in thHat work environment. Such supportive services
may include additional supervision, training, transportation, attendant
services, and a wide variety of other services. These support services
may also #we directed toward the employer to assist them in the utiliza- . °
tion of persons with disabilities into the work force.

1

System Reinforcers and Impediments

These factors not only affect the movement through the continuum,

¢
\
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but also the very existence-of, options within the continuum. Some
- examples are: ' :
2 - 4 R
1. Supplemental Security Income (SSI) enables many individ-
uals to lead more independent lives. However, the very
real possibility of losing benefits, especially medical
benefits, prevents some individuals from working.

2. Program initiative and réinforcements can have the effect
of 1increasing options, enhancing choice* oi a particular
option. The current OSERS program initiative should
have the .effect of increasing the use of supported
employment programs as a viable outcome option for per-
sons with moderate and severe disabilities.

Summary .
The continuum concept presented in this section offers a framework

for viewing the vocational development of persons with disabilities.

from the school years through early adulthood. At all stages in the
person’s development, there is an emphasis on increasing independence

and community "integration and decreasing support services. Movem:nt

on the continuum is flexible and governed by the individual's specific
needs. Although only broad program areas are shown and discussed,
. possibilities within those areas must be numerous and varied to accom-
modate individual needs. - “ ’

ROLES IN THE CONTINUUM

It is evident that’ many work age persons with disabilities are
not successfully making the transition from school to employment.
A substanttal reduction of the high unemployment rate for young working
age persons with disabilities can only be accomplished by close cooper-
ative programming amiong the professions of special education, voca-
tional education, and vocational rehabilitation. It {s &he purpose
of this -section to define the roles of these disciplinds, discuss
the role of the family, and identify the benefits which result from
effective transitional programming. :

Service Roles of Education and Vocational Rehabilitation

The continuum of services, described in Figure 1, establishes
the vocational preparation process which should be followed by adoles-
cents and young adults with disabilities. The common threads which
run throughout this continuum are:

1. Preparation for and retention of employment is the pri-
mary goal of the process. .

2.’ The services focus on support of the student with a
disability and their family.

“
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The professional disciplines which provide the services are
involved to varying degrees at various stages in the continuum. For
example, the locatibn of responsibility for coordinatjng needed ser- ,
vices shifts frgm special education to vocational rehabilitation as .
the student with™ a' disability moves closer to the actual shift from
school to employment. '

N The key to success, in this needed interdisciplinary cooperation,
is a common support for the employment based goal of services. There
should be a mutual understanding that no one discipline has the
resources or singular responsibility for the vocational preparation
of students with a disability. Table 1 is a summary of the roles
of special education, vocational education, and vocational rehabil-
itation in the vocational continuum. Limiting this presentation to
the roles of\ these three disciplines is not intended to negate or.
minimize the )important roleés af disciplines such as regular class-
room teachers,; therapists, and other adjunct service proVi?‘ers. :

. The sepfice roles summarized in Table 1 are bas primarily on
enabding legislation and regulatfons for special-education, vocational
‘education” and vocational rehabilitation. At the individual, community

_ level, there is wide variation in the skills, staff, and resources
. possessed by each discipline to actually fulfill the noted service ’
roles. Consequently, effective transitional progr ing is marked
by each discipline drawing on the knowledge of the other professions.
For example, vocational educators will not necessarily be experienced
in adapting core elucation curriculum to the unique training require-
ments of persons with a variety of disabling conditions and resulting
functional limitations. Special educators can assist vocational educa-
tors in breaking down required tasks into component steps and in adapt-
ing class activities so that students with disabilities can fully
papticipate. .Vocational rehabilitation staff can identify to special
educators .the focus of the local labor market and advise on structuring
longitudinally sound career exploration and early work experience
programs. Vocational educators can build on their system of employer
advice and support *to in-school vocational training areas by involving
the rehabilitation counselor in formal and informal meetings of
employer advisory groupg. Members of each profession have training,
experiences and skills specific to their disciw which, when shared
cooperatively, can significantly enhance educatVoh and rehabilitation
programming.

A< presented in Table 1, there are overlaps among a number of
services which can be provided by each of the three disciplines.
However, this overlap does not nfcpssarily lead to a duplication of
services. For example, in the ayeds of training and loyment ser-
'vices, -a student with a less severe disabﬂ*y could posgibly partici-
pate successfully in training pfovjded through the vocational educa-
tional program with minimal suppeft from-special education or voca-
Wenal rehabilitation. As this student enters the employment market,
the trade and work related skills developed through vocational
education and parental support could enable the transition from school
to work without substantial assistance from other disciplines. On
the other hand, a student with a severe disability could well require
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Vocational Preparat

The services below are generally proyided by

or duplication of services, the ques

ion of

.be resolved at the locah education level, pr

- Education Plan (IEP) and the Individu

Continuum of

Services

S

Provided by
PECIAL EDUCATION

e —

—————r—

ABILITIES

A. IDENTIFICATION OF.
STUDENTS WITH DIS-

Awareness
Screening
Referral to Assessment

TABLE 1
SERVICE ROLES
fon of Students with Disabiiities

the specified discipline.
WHO INITIATES SERVICES

.Hh}re there is an overlapping - —
and WHO IMPLEMENTS SERVICES will

eferably during the development of the Individualized

Provided by
VOCATIONAL EDUCATION

¢ Awareness
e Referral to Assessment

-

alized Written Rehabilitation Program (IHRP)..

Provided by
VCCATIONAL REMABILITATION

»

Early Intervention
Screening
Referral to Assessment

sment is actually
on-going bdecause
of the develop-
mental nature

of the popula-
tion)

B. ASSESSMENT (Asses-

1

Educational Data
Psychological/Behavior
Yocational
Aptitude/Interest

e Pre-Yocationa)
Exploration Program

e Identification of
competencies needed
for vocations*

(Formal)
Current General Health Status
and Special Examination
Yocational Evaiuation
a. Preliminary Dfagnostic

Study
b. . Thorough Diagnostic Study

. to determine nature and

scope of services. (voca-
tional goals-strengths,
functional limitations.)
c. ldentification of accom-
modations/adaptions needed
by students to participate
in vocational programming

p———— e

C. INDIVIDUALIZED
PROGRAM PLANNING

Individualized Educa-
tional Program (IEP)
Consultation with
student/parent

¢ Instructional lwple-
mentation Plan (11P)
(Secondary students only)

® Consultation with student/
parent

o Participation in IEP and
INRP development

(.

-

lnd‘:idualizod Written Rehabf-
1it&#tion Plan (INRP) for all
eligible, students/clients.
Developed jointly by client

and counselor {f appropriate b{
guardian with joint staffing with
appropriate school personnel.

The services, objectives and
goals included in the IWRP and:
IIP should be complementary.)

e e = v e b e o
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Table 1, Page 2

. . -
Continuum of «  Provided b{ ) Provided by Provided by
Services . SPECIAL EDUCATION . . VOCATIONAL EDUCATION VOCATIONAL REHABILITATION
. ¢ .

= —3 —in ,, :

D. PROGRAM IMPLEMENTATIO o Cireer education ® Regular vocational ® Regular vocational education/
AND TRAINING ACTIVI- o Pre-vocational education education : work adjustment (0.J.7. selec-
TIES . o Formal vocational asses-| o Modified regular voca- tive training experience, co op

smert tional education .and related programs) {,,f
¢ Vocational education e Specfal vocational o Adaptive regular (specially
¢ Resource support to education designed vocational education/
regular classroom o Career education work adjustment) :
teachers o Pre-vocational educa- ¢ MNork experience ’
o work experience/work tion o On-going vocational assessment
study services
e Specfal (separate) vocational
* education/work adjustment
‘ | o Vocational and other training
1nclu¢1n9k=orsonalt nd vocational
; adj., books, tools and other
training materfals. A1l on
individual needs basis to eligible
‘. : clients
/ 'S
E. SERVICE DELIVERY o Interpreter/notetaker o Interpreter/notetaker e Vocational guidance and coun-
SYSTEM including 8 Reader services for e Reader services for seling
w related services the blind _ the biind - ¢ General medical-coordination
w : : o Special tools, devices, o Spacial tools, devites, of services 1f needed to voca-
' equipment (student- equipment (student- tionally prepare for job plac-
' T loaned) Toaned : ment
¢ Instructional) modifica- |} e Instructional modifica- ¢ a. Assist ian locating training
tions tions stations
. o Special support staff o Special support staff b. Modify work environment
“(atides, tutors and ' (aides, tutors and . €. Adaptive appliances
paraprofessionals) . paraprofessionals) . d. Reimburse employers for
o, Related services (0T, pT| o Related services training costs (0JT)
~and speech correction) (teacher aides) ¢ Physical and mental restoration
o ‘Curriculum modification o Curriculum modification ¢ Additional services provided
- and development and development as appropriate
o Special transportation o Monitoring servic:s and ¢ On-the-job training
needs student progress
o Monitoring services and ® VYocational guidance and
student progress : counseling
o Vocational guidance and o Cooperative Education
counseling Programs (0JT)
¢ Re.ated services (other o Employer curriculum
than diagnostic) review committees

A ¥
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Table 1, Page 3

ZfCOntinuum of
Services

Provided by
SPECIAL EDUCATION

Provided by
VOCATIONAL EDUCATION

Provided by
VOCATJONAL REHABILITATION

,:“.“ T
' F. EMPLOYMENT SERVICES

“

o Work experience/work
study

¢ Work experience/work
e Job development, plac-

-

o Pre-

planning services
Job seeking skills

G. ARCHITECTURAL
BARRIER REMOVAL

e —
[

ve

)
~

e Job development, plac- ment, and follow-up b. Counseling
" ment and follow-up c. Jobfclient match/Job o
) . : . analysis
e Job Placement
a. Job develcpment
" b. Job modification
c. Employer/co-worker educa-
tion
o Job'Maintenance
& a.-Job site training/advocacy
. b. Family support
. C. Employer follow-up
. o Job training site ¢ Vocational school ¢ Individual/home accommodations
accommouations accommodations o Job training site accommodations
L
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a cQordinated training and empl%)ment plan among the three disciplines
that would anticipate needed support well beyond the completion of/
the program offered through the local education authority. For this
student, the trZining and employment service resources of #each disci-
pline might be needed at various stages. - The key to successfully
/ utilizing the resources and services of each discipline is a coordi-
nated team effort whigh has an outcome-oriented focus on- employment.
(See Appendix A for one state’s interagency agreement with ‘the frame-
work of Table 1.) .

Within the identified continuum of services, there are a number
of key steps as students with disabilities move toward entering the
labor market. These key steps are:

17 E'a‘rly educational preparation which provides students
with the core skills required for them to develop
their vocational potential;

2. Career loration and awareness activities during pre
*~and early adolescence which effectively frame apositive
and realistic concept of the world of work for the stu-

. dent; : ) . '

3. A series of formal and informal instructional plans
' . such as the Individual Educational Program (IEP) and
the Individual® Written Rehabilitation Program (IWRP). ~
These plans are outcome oriented, built on evaluation
of nca2d and potentia® and which consistently complement
each other in planning for desired outcames;

.

- 4. Work adjustment, vocational training, and work experien-
ces -which are integrated* with nondisabled peers and
which where possible, utilize community bas‘ed.work set-
tings; and )

5. A systematic approach to building an understanding of .
the support required, whether it be minimal or extensive
over time, for the student with a disability to enter

Aand remain in the labor market and to function at their
%otential level of independence in the community.

For these key steps/ to be .accovgplished, students with disabilities

and their families will depend hedvily on interdisciplinary coopera-

- tion. Later sections of this book.will discuss formal team building

strategies and methods for assuring that this coopgration among the

var:%u& disciplines takes place. ‘ .
L

Parents and Family Role - —

¢

The support provided to families and by families is a critical
component of a successful program for a student. This support should
be viewed from two perspectives: First, families are critical members
of the education and habilitation team during transitional programming
from the early planning efforts through employment and follow-up;
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and second,” families require support as they aid .their disabled family
member in coping with the complex personal, social, -and financial

demands of adult life. A brief discussion of each perspectivesfollows.
. r

Support Pruvided by Families

\ The experiential information available from parents about their
'7&-- son's or daughter's 1ife at home is critical.to the planning necessary
for transitional programming. The, .educational develepment of youth
with severe disabilities necessitates a comprehensive approach involv-.
ing families and educational staff. The amount of tipe’ available
at home for developmental activities far exceeds that. of educational
staff persons. Critical to any vocational setting will be the func-
tional behaviors of the student. - Parents and other family membears
are in an excellent position to develop and enhance those functional
behaviors of youth with disabilites that are especially applicable
to work. In essence, the parents and other siblings become a part
of a ‘teaching team. They can insure that ‘as appropriate behaviors .
develop, a degree of consistency can be maintained hetween the homé,
school, and the wgrk place. '

\ Suppprt Provided to Fan?ﬂies

. )
An effective employment oriented transitioned program will result
o in the person with a disability entering into competitive level employ-
ment. However, for many ‘young adults with disabilities and their
families, :% need for support is not limited to successfully findin
that first job. This job will ease the financial and.social burde
of entering adult 1life, but for many families support services and
information will be an on-going need. The adult service System is
complex. Transitional .programming, which anticipates this complexity
by both helping families understand that system and also supgorting
them in the wse of the system, will have the best chance for lo g~-term -
positive impact.

In summary, in transitional programming, the family provides:

l. An important complement and supplement to traini
efforts designed to develop employable skills, attitudes !
and behaviors among adolgscents and young adults with -
disabilities;

2. A potential role model and support group for other fami-
lies who are skeptical of the work potential of their
disabled member or are fearful of the quickly approaching

- demands of adult life; and

3. The basis of extended support for the young adult with
a disability entering the complex world of adult society.

Effective programming will incorporate both the support that

can be provided by families and the support families require during
_ the transition periad. :

| 3
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The Benefits of Cooperatjve‘ Transitional Programming

) The primary benefits realiz&d from effective transitional program-
ming are: 1) the student with a disability successfully enters the
employment market; and 2) the student and their family understand
how to access services in the aduit serviog system. Their are numerous

- benefits realized through cooperative transitional pro%ranming by
students, their -families, and practitioners. These benefits accrue
directly from a goal oriented team approach to transi;ional program-
ming.” Table 2 1ists a nymber of these benefits. s

M S . . .
. Summary ~ . \‘,
y\- i

The potential service roles described.in this chapter are general
o the disciplihe of. vocational education, special education, and
vpcational rehabilitation. The service descriptions are based on
legislation, regulations,-and to a_large extent, programmatic applica-
tions of transitional service models. On a state-to-state and on
a local basis, there. are substantial differences™in how managers and
/ p:actﬂ’::oners within these disciplines interpret and apply their ser-
vice roles. . ) ) . ' -

t Although the application of the service roles differs, the common
“threads which run through all effective transitional programming are
an understanding of how each discipline interprets their role, a fully
realized team orientation to service and support, and a consistent

- fo%us on the person with a disability, their family and the desired
outcomes to the transitional process. '
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VOCATIONAL
EDUCATION

TABLE 2

BENEFITS OF COdPERlTIVE.TRAlSITlONAL PROGRAMMING

i

SPECIAL -
EDUCATION

VOCATIONAL
REHABILITATION

)\

STUDENT
AND -
FANILY

Consultation regarding accommoda-
tions and adaptations which are
needed for disabled students to
develop potential compotency,

Conshltatton regarding the vocation-|

al ‘implication of specific dis-
abling conditions..

Job placement assistance. ,
. )
Consultation on labor market trends.

Assistance in recruiting employer
consultant committee members as
well as in making effective use
of such members. .

Consultation regarding specific
problems in the vocational pre-
paration of students with a dis-
ability.

Bridge for the students from the
completion of the skilled trainini
in vocational education to the .
world of work,

Follow-up students upon their com-
pletion of the vocational educa-
tion program and their job plac-
ment.

Feedback regarding the progress
and job retention of previous
students,

Assistance in curriculum develdb-
ment and planning. 4*

Feedback régarding previous

" of disabilities.'

Csnsultation fcgarding the re-
quirements and possibilities
of employment in the connunitg.

Consultation regarding labor
market trends.

students' vocational progress.

SometMng positive to offer
students in terms of planning]
for the future.

More realistic preparation of
stu:onts for the wor'd of
work.

Bridge from school to work -
for special education stu-
dents.

Curriculum enrichment. *

Consultation on the vocational
and educational implications

Consultation on.individual
vocational. planning. '

Extension of specfal education
beyond the classroom into the
community.

Opportunity to impact upon the
students' future vocational
success through specifically
oriented classroom prepars-
tion, based on the require-
ments of specific jobs.

af

Higher acceptance rehabilf-
tation rate due to early
involvement with students.

Opportunity for input into a
system which prepares
clients for the world of
work. '

A chance to {increase ones
impact on the employability
of persons with disabilities
through participation as a .
team member in a larger
system. ' ¢

An opportunity to utilize
the resources of other
disciplines in total
rehabilitatign.

A larger support base for
program development.

Opportunity for early inter-
vention and thus greater
success rltes:

Opportunity to have input ‘in-
to curriculum development
and planning which will
affect the vocational readi-
ness of future clients.

Availability of resources
to correct academic and
vocational deficiencies in
préparation for work.

Assistance in job development
leads through contacts of
the vocatjonal education
teacher.

| upon completion of sc

A
Coardinated program which
easgs the transition from
- school to work and results
in ouplo‘lont for the stu-
dent with a disability.

Kaouiu' the vocational rehabi-
11tation counselor long .before
the completion of school.

'Team approach to vocational
planning and preparation, thus
providing more options.

Increased probability of appro-
priate training or ol:lo¥nent
ool.

Potentially more relevant voca-
tional tratning in terms of
the labor market trends and
the vocational limitations
of the student.

Knowledge that they will not
be alone in attempting to
achieve vocational program-
wing or job placement upon
completion of school.

Possibility of summer employ-
ment which will enhance and
complement the vocational
education received through
the schoo?! system and thus
better :replre the student

for work.

Potential to deal with one
coordinated system rather than
several fragmented systems in
planning for the future.
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Table 2, Page 2

" VOCAT TONAL
EDUCATION

SPECIAL .
2 EDUCATION

Y
A

VOCATIONAL
REHABILITATION

STUDENT *
AND
FAMILY

o

&

Opportunity\fo have input
into a sy which will

be-serving stydents be-
yond the complietion of
— school. \

Decrease cage services
costs through the
utiltization of simitar
benefits available
through the educational
systems. ) :

Assistance and support
of other team members. Y\

<

6€
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CHAPTER 1V

TEAM BUILDING ' °

L4

The Importance of the Team . ,

J Accomplishing the goal of transition is neither just the responsi-
bility of public education nor just the responsibility of vocatfonal
rehabilitation. Many agencies in every state provide services to
handicapped youth in the areas of vocational and- special education,
regular education and rehabilitation. No single agency is capable
of proyviding all the necessary resources, services and experiences
which hjndicapped” youth tan. conceivably need to be adequately trained
and. acquire jobs which enable them to lead productive lives. Teams
come¢ into play to avoid unnecessary duplication and overlapping
services. They also assure that there are no gaps or periods of unpro-

ductivity and frustration for the person when services do not mesh
precisely. :

Cqordinated administrative functions make it possible to plan
and budget effectively. In addition, they mesh the services provided
by one agency with the services: of ‘others. It is possible to avoid
duplication and .provide for a uniform and integrated service delivery
by specifying the ‘different roles individuals will play.

Collaboration is a process. It is not an incident that takes
place at.a fixed position in time. It requires that people are willing
to interact and problem solve together. The expected outcome of inter-
agency collaboration among human service providers is improved services
to a target group of persons (clients) with handicaps.

-

The parent/student will have to choose the type of activity or
service outcome that is most important to them. Preferably this sort
of decision making should not be done in isolation, but more appropri-
ately through the participation of the parent-client-professional
team.

Whatever the source of the perceived needs for a cooperative
efforﬁﬁrxhe connection cannot be established, the team cannot be built,
witho
Each agency serving the handicapped has responsibilities, both statu-
tory and operational. Cooperation among the agencies should assist
in establishing: guidelines for cost sharing, cost reimbursement
and first dollar funding; the assignment and sharing of personal facil-
ities and equipment;-and other components necessary to‘essential regu-
latory compliance.

Joint planning can specify the roles different personnel will
carry out, 1identify who will coordinate administrative functions,
establish uniform procedures, structure forms and delineate activi-
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ties'. Such Jjoint 'ventures may -bring about a mutual understanding

among individuals a§ to how their cliénts or students can best be

served. Understanding can lead to diminishing existing barriers within

the bureaucratic process.

The collaborative team, with its built-in wide base of knowledge
and competencies, can provide more than an answer to laws and regula-
tions. It ‘can outline a way to provide a quality program that will
meet the diverse needs of the handicapped while in_ school, and later
in transitioning to the world of work. .

Why is the Team Important? e

e Different agencies have available the same or similar
servicgs. Coordination reduces duplication and confusion.

e No one agency has the _resources to meet the totality *
of the clieny's needs. o ¢

e A high quality of se}'vice provided fn an orderly fashion
requires case management techniques. T

o Establishing a <ystem facilitates the identification
cf barriers to collaboration. : ,

® Representatives of several brofessiona] disciplines and
agencies can share their perspectives on the needs of
the client. . g

® The unmet needs can be identified.

o Organizational resources can be pooled.

e New programs can be planned by key staff.

e The search for missing service can be extended'into the -
comunit, . ‘

e The student/parent/client becomes knowledgeable, and
has the opportunity for continuous interaction with pro-
fessionals.

PLAYERS

In order to select the representation on a linkage committee
or group, it is necessary to define the service agency population
and their specific interests. The school-age population often have
different needs than the work-age population. The handicapping condi-

tion and the time of the onset of that condition may trigger different .

goals for the service delivery system.
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The target population will increase proportionately to the popula-

.+ tion densfty. Thus, large urban areas will have a greater chance

of committee membership and resources.

The primary responsibility for particular individuals may deter-
mine the applicability of the committee and the weight of its
membership. For instance, special education may be responsible for
handicapped students: up to the time they graduate or complete high
school. Vocational rehabilitation may then take over the responsibil-
ity by developing and implementing a program designed to transition
the individual from school to work. At the same time, the need for
lifetime health and economic support may shift the decision making
responsibility. to the medical and social services community (Handbook
on Developing Effective Linking Strategies, 1982). .

While the ultimate responsibility for providing quality programs
belongs to the program administrators, the.team approach creates the
opportunity for the administrator to make use of other human resources
in planning and implementing ‘services (Function of the Placement Com-
mittee in Action, 1976). It ts' the team that will make the decision
to assess, evaluate and place an individual amd¢ the members will have
individual and group responsibilities in carrying out these tasks.

L

Vocational Education

2

. . _

Secondary vocational education spans a three to four year period.
It consists of: orientation; occupational awareness; exploration
classes; skill building elasses; and work experience or cooperative:
edycation classes. ‘

Vocational education is normally toncerned with six .major occupa-
tional areas: vocational agriculture, home economics, health occupa-
tions, trades and industries, business and pffice education and distri-
butive education (Meers, 1980).- The instrlctional time for vocational
classes is normally three hours. The usual school day consists of
three hours in a shop or lab setting and three hours in_academic
classes slanted toward a particular trade in which the student is
enrolled. ) .

Vocational education is generally offered by an instructor with
a degree or suitable work experience who.is vocationally certified
according to state certification standards (Meers, 1980). The voca-
tional educator is skilled in a craft, knows the job market demands
of entry level wirkers and is the expert in providing instruction
linking the craft to the market demand. Vocational educators present
a body .of information to a group of students in a routine fashion
with preset standards of exactness and quality. They judge a student's
performance on how well they reagh those standards.

The inclusion of students with handicaps into vocational education
programs has expanded the competencies needed by the vocational educa-
tor beyond the traditional teaching of specific job related competen-
cies and specific job skills. Competericies_that will be needed include
the ability to develop performance goals and.objectives for individual

. 45
51



-

»

students. In addition, the teacher should provide reinforcement for
learning and assist in the coordination of instructional planning
in academic and vocational areas.

Vocational Rehabilitation

- The vocational rehabilitation counselor should be a member of
any team responsible for planning the .vocational training of a person
with a handicap. The counselor can be an individual 1ink to other
community service agencies and empldyers. It is the counselor who
accepts referrals, determines the eligibility of an -applicant for
vocational rehabilitation services and provides the 1link to the
community. Eligibility determination includes an assessment ‘ of the
applicant's (client) medical condition, functional limitation, and
vocational aptitudes and abilities. .

The critéria for eligibility, broadly stated, consists of thres
requirements: - _ : ~

® The #individual must have a p'hysical or mental impair-
ment. : .

* The impairment must present & substantial barrier to
employaent. ,

e There must be a reasonable expectation that with the
provision of services the person will benefit in terms .
of employability. ’

It is important to note that unlike-special education and voca- .
tional education, vocational rehabilitation is not an entitlement
program. A number of special education students, particularly those
with very mild handicapping conditions, may not be eligible for voca-
tional rehabilitation services due to the absence of a substantial
barrier to employment. Other special education students with very
profound disabilities may be ineligible far vocational rehabilita-
tion services due to nonfeasibility of eventual employment. Most
of these severely disabled students, however, are eligible to receive
post-school services through Medicaid funded treatment programs.

In establishing the delivery of services, vocational rehabilita-
tion prepares an Individualized Written Rehabilitation Program or
IWRP. The IWRP is: a written program specifying the types of rehabili-
tation services to be provided; the duration.of these services; the
sequence of services; the levels ¢f instruction and the specic trdin-
ing; and follow-up supportive services “after the client is employed.
The main goal of the IWRR is to help the person become employed.

The use of vocational rchabilitation funds for the delivery or
purchase of services are subject to regulations. Before using its
own funds to purchase services, vacational rehabilitation is required
to make use of the services of other agencies. This requirement is
often referred to as "first dollar" or "similar benefits."
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When a client is accepted by vocational rehabilitation, they
may be required to provide information concerning their income and
expenses. Depending on the client's income, they may .have to share
in the cost of services. . :

Special Edgcation ' {

/

, Special education programs and related services were mandated
by state and federal regulations”to enable students with disabilities
to enjoy the educational rights and privileges of nonhandicapped per-
sons. Services are provided' through the intercession of specia:ly
designed instruction, unique materials, physical plant adjustments
and cupport personnel. Programs for the handicapped were never -meant
to operate in a vacuum separate and apart from other educational

resources within a school system. (1\1
eryices.

Special education provides a continuum of settings and s
This continuum of educational prograa placements ranges from the regu-
lar prog:am with modifications to state operated or private programs.

"Related services are the developmental, corrective and other
supportive services which are required to assist the handicapped in
benefiting from special education. It includes speech pathology and
audiolocy, psychological services, physical and occupational therapy,
recreation, early identification and assessment of the disabilities
in children, counseling services, medical services for diagnostic
and evaluation purposes, school health services, social work services,
parent counseling and training and transportation (I1linois Primer,

19811, :

Eligibility for special education and related services is deter-
mined by the action of a multidisciplinary team following .the recommen-
dations provided by thg parents and the various professionals called
upon to assess the strengths and weaknesses of the young person.
The multidisciplinary team has the responsibility for determining
if the child is handicapped, for formulating a p]acirent recommenda-
tion, for developing the Individualized Education Plan, and for moni-
toring the placement. —

Each local school system is required to actively seek out and
identify handicapped children in need of special education and related
services. A screening process may utilize formal screening instru-
ments, informal observation, or a combination of both. The Screening
process establishes the referral of those children who exhibit problems
which interfere with their educational progress and/or their adjustment
at an educational setting.

Referral is a formal procedure requesting a case study evaluation
of the child. Its purpose is to establish the child's current leve!

' of pertormance and the specific educational service needed. Before

21y action can be taken on the referr.! cese study, the child's parénts
nust be notified in writing what the locai school system proposes.
Written parental consent must be obtained before the case study can
be initiated. federal and state regulations affect the conduct of
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the case study including the qualification of the personnel, the test
instruments used and protection against discrimination.

The committee, in making use of data gathered from many sources,
will need to examine all information and then decide whether or not
the information is appropriate for determining eligibility. The infor-
mation will also be used’ in planning the Individualized Educ:tion
Plan, and in recommending placement. To be of maximum use to the
Committee, the information obtained from this process should be:

o Relevant to educational needs, containing specific
. programming strategies. .

o Appropriate to the decisions to be made.

* Written in simple Janguage describing performances in
descriptive terms using nontechnical words. .
(Functions of the Ptacement Community, 1976).

The placement committee structure is ’required by Taw; it is the
means that has been chosen to accomplish the processes necessary to
deliver the services which meet the intent of the/law in providijng
appropriate, services to handicapped children. The composition of
the placement committee depends upon the requirements of federal and
staﬁe guidelines and upon the competencies and cooperation between
members needed to perform the various functions of the’' committee.
The committee has the right and obligation to require that evaluations
meet established criteria. Throughout the process of gathering and
irterpreting information, the committee must be aware of the ‘procedural
safeguards which guarantee due process protection (Functions of. the
Placement Committee, 1976). - /

The types of criteria established for eligibility differ from
state to state and within each state criteria may vary for services
(Functions of the Placement Committee, 1976). The IEP is the vehicle
for translating child 1information into practical planning for the

- child. At the minimum, the IEP should contain:

* Present level of educational performance. ’
* Annual goals and short term objectives.
e Specific educationa{ service to be provided.

e Extent to which child will participatesin the regular
classroom.

* Projected date for initiation and duration of services.
e Objective criteria and evaluation proczdures.
e Schedule and procedures for review (must be at least

annually).

s
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States and local agencies wjthin states vary considerabl);[in
terms of available placement options. The emphasis in determifing
placement recommendations should, as much as possible, be on services
needed rather than with categorical labels. The committee should
remain open to the passibilities of creating alternatives for placement
if those available do 'not fit the needs of ®he children. '

Placement means the level and location of the service the child
will receive in accordance with their IEP and includes the school
or center, the type of classroom and teacher, and the amount of time
the child will spend with nonhandicapped students (Hand-in-Hand, Par-
ents and Educators building a Partnership, 1983). Each child should
have the opportunity to move through,a continuum of service, as appro-

priate, toward a less restrictive eﬁVﬁronment.

Several models of service delivery have been identified. Each
of these models provide graphic representation of program options
that may be available. Keep in mind that models are simply- a
framework, a suggested format not inclusive or exclusive of all
needs.

»

OTLER PLAYERS AND RESOURCES

Present federal funding for youth empToyment and training programs
is limited. Therefore, all those concerned with successful job place-
ment of disabled youth must have greater involvement in developing,
implementing and maintaining effective processes for preparing, habili-
tating and transiticaing of youth into the worlid of work. Most local
communities possess the necessary components and ' resourcés to make
this a reality. These components can be categorized as either human
or material resources. The human resources can be selectively included
in the team depending on the needs of the individual student. Material
resources rarely stand by themselves. Frequently they provide the
tools with which the team-is able to accomplish a specific task.

The Parents/Family.

The educational-vocational development of youth with handi¢caps
necessitates a total or comprehensive approach involving families
and the professional staff of the various provider agencies. The
amount of time available at home for developmental activities f3r
exceeds that of the tfme with the professional staff. The information
available from parents about their handicapped youth's 1ife at home
is critical to the developmental planning necessary for any transi-
tional program. Any effort at improving the school to work transition
for handicapped youth that fails to incorporate parental involvement
as a major component of the process will have limited success. In
addition it must be recognized that within this comprehensive approach,
the families of handicapped youth may have a number of unique needs
that require support services. .

A mutual trust relationship between parents and professionals
needs to be nourished. Even though there is a trend toward recognizing

'
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parents as partners 1in their child's education-vocational process,
the relationship may be fragile and too easily characterized by resid-

“=~ual feelings from the past. Less than a generation ago, influences

)

2

e

perpetuated the myth that parents were the primary cause of their
child's" difficulty. In the process of placing professional labels
on the child, the parents were labeled as well.

Attitudes of the parents pnd the family'are extremely {mportant
in the ]1f§ of the handicapped/as they play a key role in the individ-
ual's social and academic development. The parent/professional team
needs to be aware of the family environment, assessing the role of
the youth in the total family milieu. Too much emphasis on the family,
however, may lead to distrust and biased views. Professionals may
hold one set of expgectations for the parents of a handicapped child,
and a different set for the parents-of a nonhandicapped child. How-
ever, usually parents of handicapped children do not have higher levels
of parenting skills. . .

Parents typically see their children as an extension of themselves
. and ‘Seek reasons for having a handicapped child. They may indulge
in 1introspection, relive experiences or events that occurred during
the pregnancy, birth or formative years of the child. To some degree
they live with hurt, fears, closeness, damaged self esteem, frustration
and helplessness. Even moderate experiences with these feelings can
effect appropriate parent/professional relationships. of
The parents of the handicapped have probably 1invest&d more of
their personal time in the education of their children than have the
parents of nonhandicapped. Many studies have shown that parents are
key individuals in the occupational choices of the students.

Parents can provide a comfortable safe environment, consistent
- feedback and support. They can reinforce the skills taught in school.
As part of the team, they can become informative specialists, enriching
the total team's understanding of the needs of the child and the family
(Hand-in-Hand, Parents and Educators Building a Partnership, 1983).
Parents are their child's first teachers. Their questtons, concerns,
suggestions and years of experience with the child should be shared
. With the team.

Family members, working with school personnel,‘ can broaden the
social, career, and vocational understanding of handicapped children.
Thereby, increasing the potential for gaining skills, resulting in-.
employment. Parent participation and awareness of classroom activities
will enable the parents to assist the children in building a bridge
from home to school and into the community.

The involvement of parents ‘is encouraged by law. Developing
parent/educator partnerships was outlfned in P.L. 94-142 when parents
were to be included in- team meetings, assessment and evaluation
sessions and conferences concerned with planning programs for their
child. It is important that the team members inake certain that the
parent knows what is happening. They need a general understanding
of the purposes, goals, objectives and perceptions of each provider
as well as information on how they can seek suppo:t.

50

23



Parents play a key role- in three segments of the handicapped
child's vocational education. th they participate in and approve
their child's placément, second1y they participate in the development
of the IEP and thirdly, they monitor their child's program and the
school's performance of the services outlined in the IEP (Meers, 1980).

Parents are consumers and as such can communicate with others
in carrying out certain phases of the program and counseling others
newly involved in the needs of the handicapped. Parents can act as
child advocates, participating in meetings to develop the special
programs. and learning goals of the child. They can make informed
decisions regarding assessment, goals and placement and ‘coordinate
all of the information placed in case files.

From the parent's perspective, the transition from home to school
and school to work may seem rather complex. Beyopd their own parental
interests in their handicapped chi’ld, there are a multitude of educa-
tional programs, service agencies, legal mandates, and general advocacy
groups that seek to play a special role in the 1ife of each handicapped
person. Involved parents can become informed consumers and influence
the design of the service network that will assist their child to
develops skills, abilities, and to obtain and maintain competitive
employment. ; N

Other School Personnel

Many other school personnel tan play a critical rgle in the team.
On occasion they may create, lead, and maintain the team effort.
Some of these other players are: the regular classroom teacher, guid-
ance counselor, school psychologist, school administratory school -
health team, social workers, audiologist, speech and language clini-
cian, physical and occupational therapist, and other school support
staff. - '

Intgf;gency Collaborative Boards

Interagency collaborative boards, or similar organizations, either
ocate funds or provide resoukces for the purpose of developing,
mp1nta1n1ng and supporting interagency cooperatton and networking
at the local level. Examples of these are:.
e United Fund, which attempts to provide coordinated
fund-raising for a wide variety of charitable and service
agencies. ,
. Dgtelopmenta1 Disability funds to various facilities
and .agencies and coordinates programming offered at those
different facilities and agencies.

e Intermediate schoo! district collaborative boards, cooper-
ative educa.iona! service agencies, and intermediate ,
school district collaborative boards and cooperative
educational service agencies.
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® Shared services agencies, which either coordinate similar
services among several districts/communities or provide
‘services and resources'which individual districts/communi-
ties might not-be able to efficiently provide. This
kind of resource may be available -where, due to state
or local law or administrative ruling, formal agency
agreements for continuous/overlapping services are not
politically feasible between public schools and vocational
rehabilitatiop agencies. ' : )

Local Business, Industry and_Government Pessonnel

industry have been Jooked upon in terms of their cap city sto provide
part-time (paid or unpaid) work experiences for nonhandicapped and
handicapped students, and most often in the form of supervised work-
sites. This remains a critical role for this resource. Local employ-
ers, more than any:others, share with the. rest of your community,
respon§ibility for maintaining community standards, which includes
prodlicing socially ready high school graduates.

This is a three-fold resource. Typically, loca&businesses and

The 1local employer 1is also, perhaps, the most 1ikely resource
with which to seek both permanent and transitional employment opportu-
nities for many of our graduating students. Their advice and input
in setting educatiorial objectives for vocational, career and skill
training emphasis in the high school programs and in post-high school
rehabilitation programs, can be carefully solicited. Their potential
for contribution (e.g., through advisory groups-or private industry
councils) should be sought. ~ Like employers everywhere, their need
is to hire workers who will contribute to overall productivity and
profit. Like most employers, ‘they are. susceptible to adapting thefr
environment, working conditions and employmegt. opportunities in favor
of handicapped youth. However, they must be given a reasonable expec-
tations that to do so will not Va ically diminish productivity. With
more handicapped students placed among local employers, more useful
feedback on successful and not-so-successful efforts in the schools

_and rehabilitation program can help lead to better practices in both.

Local employers are a particularly important source of career
information in the respective sectors they represent. Easiest qaccess
to current career education information (e.g., speakers, mentors,
employers, trainers) is available through ‘the local employers for
successive classes of students. Students can receive specific informa-
tion on different industries and businesses. Information: what differ-
ent kinds of jobs are available; what some of the real restrictions
are that are placed upon workers in the different Jobs; and when and
how these jobs are or are not likely to be available to high school
and graduating students. ‘

Examples of 1local employers may include: grocery and retail
stores; Jjanitorial, clerical and delivery services; florist and spe-
cialty shops; franchised fast-food restaurants and cafes; hardware
and btuilding supply stores; law, dental and medical offices; ware-
hou.es, trucking companies, small appliance and motor repair services;
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small, medium and large product manufacturers; agricultural and auto-
mobile dealerships and part suppliers; government service groups (e.g.,
street department, parks and forest bureaus). A1l of these represent
community resources. where relevant advice for developing curriculum
and training experiences can be derived. They.are resources which
typically have part-time and full-time job opportunities which high
school students at various levels of skill may fill. Most can provide
real work experience, some training opportunity and (all can provide
a real opportunity for vocational information and exploration.

Medical Personnel

~ Physicians, surgeons, forthopedic specialists, dentists, public
health nurses, physical therBpists and occupational therapists provide
assessment and restorative kervices to identify and resolve organic
and physiological problems for the disabled student. -Access to' these
resources and their skills can be developed in such a way that their
input, as well as direct service to the handicapped student, are
regularly available at all stages of the students education and habili-
tation. Differences in training, background, experience and other
barriers often diminish regular contact with them and effective use
of their skills. The extent'of their availability, ways to engage
their involvement in the habilitation and educational planning for
N students, and methods to insure that their skills are regularly avail-
able at all stages in the ‘student development can be profitably
explored. ' . )

Social Services Representatives .

Family and personal counseling services, psychiatrists, psycholo-
gists, family planning, independent 1iving services, reading and reme-
dial skills training, daily living training, social skills training, \
legal and paralegal services, dietetic counseling, speech therapists,
audiologists and specialists in architectual barrier removal are some
of the many community resources which may be needed on behalf of the
student. Quite often, these specialists and services are available
through local (childrens' welfare-aid societies, public welfare), .
county (developmental disabilities boards, mental health centers),
state agencies (departments of social services, welfare and public
assistance) and community agencies (United Fund, Easter Seal Sqciety),

¢ directly or in combination with cost sharing/payment programs. Often
too, these resources are available through various religious organiza-
tions (United Jewish Appeal, Catholic Childrens' Society, Lutheran
Childrens' Agency, Catholic charities), church-based programs (inter-
denominational pastoral and family counseling programs), through local
colleges, vocational technical schools, and university programs (as
outreach clinics, as intern practices in degree granting social and
educational programs), and private nondenominational services (private
reading clinics, psychological and mental health services; associations
for specific di.ability groups). Identification and regular contact
with these resources will establish, for. professionals and handicapped
persons alike, congoing resources for continued self-habilitation and
rehabilitation on behalf of student/workers throughout adult life.
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Volunteers and Local, Sfate and National Organizations

There are myriad service and civic groups and organizations avail-
able in most communities which can be helpful in providing materials, -
activities and experiences for career development. Among the more
Common omes are fraternities and sororities at schools and universi-
ties, school recreation and service clubs and groups (homemaker, indus-
trial education, music, drama, computer clubs, student senates, parent
teacher associations), business and agricultural based clubs (Junior
Achievement, 4-H Clubs), and business groups with programs of service
and outreach directed at youth, minorities and the handicapped (Kiwa-
nis, Rotary Club, Jaycees, Chamber of Commerce, coalitions of minority
employers). Groups and organizations like these will offen time pro-
vide specialized equipment for handicapped persons ( heel chairs,
glasses, seeing-eye dogs, specially engineered vehicles, typewriters,
tools), equipment for training (computers and computer software,..
lathes, packaging machines,. woodworking tools), support for surgical,
medical and psychological services, funds for training (special schol-
arships, financing for computer training programs), and service or
event sponsorship ?special olympics, job fairs, guest speakers, tours,
ideas, advertisement, planning and engineering volunteers). -

Local, state and national organizations for the handicapped,
with emphasis upon the local chapter, can be called upon for assistance
in meeting specified local or multi-county needs.

Job Training Partnership Act (JTPA)

The Job Training Partnership Act was pasSed by -‘Congress 1in-1982
and went ‘into effect on.October 1, 1983. The Act replaced ‘and was
intended to improve upon the Comprehensive Employment and Training
F:t (CETA). Additionally, it was to increase the role of private
business and industry in the training and employment of disadvantaged
youth and adults. As was stated in CETA, it is also expected that

JTPA realize that as a result of a handicap, a person may also be
economically disadvantaged. Thus, for most service delivery areas,
it seems probable that handicapped youth may be included for the bene-
fits of this new program. —

The Job Training Partnership “Act promises a new and unique rela-
tionship between the public "and private sectors. Federal funds will
be directed by states to local or regional Service Delivery Areas
(SDA), each of which will have a Private Industry Council (PIC) to
share overall policy and responsibility. These councils will be com-
posed of local business leaders and officials, organized labor, reha-
bilitation, employment, economic development, education and related
interests. At the state level, a Job Training Coordinating Council
will be appointed by the governor to share decision making authority.
One-third of the state council members will be from business and indus-
try. These new linkages will bring public agencies and private
epterprise together to plan and provide job training and employment
ogportunities.which have previously been almost exclusively a respon-
sibility of the publi¢ domain.
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Service providers for handicapped youth should SE‘ecome familiar
with the administrators for the JTPA program in their Service Delivery
Area. While it is recognized that there are 1imited funds, it will
. be up to the {ndividual service provider for handicapped youth to
\\ - see that their ‘students and/or clients are made eligible for the JTPA
and that specific employment opportunities are developed and .the nec-

essary arrangements are made with employers.

Projects With Industry (PWI):
The P2a§:§§: With Industry (PWI) program was autﬁorized in 1968

to provide Funging to assist the severely disabled persons in obtaining
Competitive empYoyment through the provision of such services as train-
ing «and placement. The Rehabilitation Service Administration (RSA)
of the U.S. Department of Education administers the program which
provides support to projects to involve private sector representatives
in the design and administration of the projects. Projects are also
required to coordinate their activities with state rehabilitation
agencies. It needs to be understood that any referral to a PWI program
11 need to have been determined eligible by a state rehabilitation
agency. While the clients are handicapped individuals with severe
disabilities, no pattern is apparent in the type of disability.

The following items provide a brief description of PWI projects:

‘e Nearly two-thirds of the projects are operated by reha-
habilitation facilities or associations of such facili-
ties; *

e A1l projects receive funding from sources other than
‘ PWI as required by law; ’

e Projects vary in mix of services offered to clients but
do not provide training in occupational skills;

e All projects have advisory councils comprised of 1local
business personnel and representatives from the rehabil-
itation community with functions that include: oversight
of project operations; design of training actdvities;
assistance in placement; and-donation of supplies and
gquipment;

* Project's activities are consistent with state legislated
goal, the placement of clients in competitive employment.

A recent review by RSA suggests that PWI projects appear gener-
ally successful in meeting the programs goal of developing private
sector linkages to assist disabled persons in achieving competitive
employment. Second, in response to a specific inquiry, -it was found

v that no single type of organization is more successful than another
in accomplishing PWI goals. Rather, the range of organizations operat-
ing PWI's and the program's flexibility to allow project staff to
provide "best fit" services appear to be important factors in the
PWI program's overq]] effectiveness. .
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As noted previously, referrals to PWI programs will, at some
time, need to have been determined to be eligible for services by
public vocational rehabilitation agencies. For that reason, it will
be imperative for vocational rehabilitation to be a part of inter-
agency collaboration in theiFransition of handicapped youth from school
to work. It will be through this type of cooperation that‘'PWI can
be made to be especially useful for handicapped youth.

Recreational Resources .

.

Local and country . recreational programs, facilities at parks

" and recreation centers, privately owned recreational and theme parks,

museums, planetariums, public and private theaters, socially and reli-
giously based athletic,.drama, mu.ical and cultural groups, YMCA,
YWCA, Girl Scouts, Bcy Scouts, Cub Scouts, Brownies, fraternal organi-
zations (e.g., Knights of Columbus, Masons, Elks, Shriners, Lions),
health clubs are among the many resources available in the community
upon which to develop significant recreational outlets for handicapped
students. While barriers (architectual and attitudinal) are present,
there is also a historic willingness to adapt and modify physical
access to these options for many handicapped persons. Once identified,
these avenues can be productively tapped and maintained dby an occa-
sional involvement of recreation specialists from these settings in
Qelping to plan social/recreational options for the disabled person's
ife. '

Foundations ~

Foundations may provide funding for specific kinds of social
and economic ventures. Scholarship programs for designated types
of students (based upon need,f . nic group, type of disability),
resource personnel (for careerf information, design, engineering or
curriculum), or research and de‘e]opment fungs for priority issues.
Some foundations are locally based, while othafs are national as well.
Local foundations may be sponsored by trade or anizations, corporations
and different kinds of religious and social grpups. Some foundation's
programs are multi-year and often times wi®™ have restrictions as
to wwhether schools, organizations or indivicdials may be recipients
of grants from them. Those most lccal should be surveyed for their
use as program and individual resources for program and individual
development.

Grant Resources N .

Grant funds are available from most state departments . education
and bureaus, boards, - and department of special education, vocational
technical education, vocational rehabilitation, mental health, devel-
opmental disability, health, welfare, training and development divi-
sions, and employment services. These funds are available under block
grants (distributed by formula to local or county agencies), available
under segregated funds (distributed for specific purposes and for
use with specific groups and often times dictated by law), or avaiiable
as discretionary funds (1imited funds provided to an agency for admini-
strative purposes and to address issues or populations which the agency
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has specifically ideptified). Further, some of these funds must be
used for direct case-service, must be for priority service programs,
for demonstration and research only, or some for targeted training
programs. Individuals, groups and organizations may be eligible for
application for some grants, but not for others. For every grant
funding source, however, there are priorities and regulations published
which outline who and under what conditions these funds can be
accessed. With few exceptions, these priorities and regulations are
available early in the fiscal year, though the” prjorities change from
year to year. As there are also monies rolled-b&®k from many of the
programs and projects funded with these grants, some funds may be
available toward the end of the fiscal year (fourth quarter) for small
projects or endeavors which may be identified at the discretion (to
a limited degree) of the. granting agency. While these amounts are
never extensiva, they can sometimes augment student and staff training
and development activities, especially those activities which g&ow
promise for increased impact on a long term prodlem (e.g., accessing
Jobs for minorities anddisabled persons).

Many\grant programs are made up of a mixture of federal and state
funds. Basic state grants are provided under education, rehabilitation
and special needs legislation and enable basic state programs in these
areas. However, there are also direct, federally authorized grant
programs which are nationally (and competitively) available. The
Department of Education (and its various offices and bureaus of career
education), the Department of Heaith, the Rehabilitation Services
Administration, the Department of Mental Health, all provide funding
(based on annually determined national priorities, published 1in the
Federal Register{ for demonstration, research and development pro-
jects. Some of these grants may be applicable to the local school
district and/or rehabilitation agencies for establishing unique, repli-
cable practices and technology.

Targeted Job Tax Credit (TJTC)

The TJTC 1is a program that gives employers a direct initiative
to hire members of eertain target groups which includes handicapped
youth. Additionally, it encourages them to keep them during the criti-
cal first two years of employment. This incentive is a tax credit,
an actual reduction of the amount of taxes an employer must pay.

Handicapped youth referred to the Targeted Job Tax Credit program
can be representatives of five of the seven target groups. They are:

l. Recipients of Supplemental Security Income (SSI) pay-

ments; \ .
2. Handicapped individuals referred from vocational reha-
bilitation;

3. Economically disadvantaged youth from 18 through 24 years
of age,
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4. Recipients of-stpte or local general assistance; and

5. Youth 16 through 18 years old participating in an approved
cooperative education program. " .
i

Besides the obvious benefit of a tax savings that employers obtain
from the TJTC, the program supplies them with a pool of qualified
screened job applicants. In addition, the TJTC paperwork requirements
for employers have been kept to a minimum. The burden of proving
to the Internal Rev2nue Service that a person is a member of an
eligible targeted group doesn't rest with the employer. Instead,
that respansibility rests with the participating government agency.

The tax savings, the source o?-qualified applicants, and the
simplicity of the program itself are-all benefits for employers.
The TJTC also benefits the agerncies and organizations providing ser-
vices to handicapped youth. It can assist these organizations in
developing good working relationships with employers who perhaps have
resisted previous efforts to obtain jobs for handicapped youth.

Summary Concerning Resources

School personnel (esﬁbcia]]y teahers), vocational rehabilitation
counselors and supervisors, and parents are often unaware and lacking
in time to explore and develop possible linkages. Other resources, .
though 1limited in-many respects, hold promise of fulfilling many
individual and group single type .service needs. These resources are
not "quick fix" answers. They require identification and documentation
of need as well as a carefully planned presentation. The old axiom,
generally .speaking, 1is that those who make the best grades, devote
the: most time to their homework, or those who:burn the midnight oil
derive more from the daylight hours.

IO r

The. most under-utilized resource at this> point in time appears
to be the void of people in the field willing to be innovative, invest
effort and time, to identify and document needs, then selling their
approach(s) ‘of meeting those necds over an extended time.

Rescurces are many, their realization in shared cost/effective
utilization has been Timited, it appears, nationwide. We do not make
light of the required "time," "effort," "documentation," "PR," etc.,
required to bring this about. One can easily and Jjustifiably say
and feel, "That's not my job." I don't havesthe time and I'm not
being paid for that." The above only applies to the true professional
or professional - strong of heart, determination, and with a firm/full
awareness of what dedicated professionalism entails. In the "main,
you get what you pay for. ,

A successful special education teacher or vocational rehabilita-
tion counselor must be dedicated, innovative, confident of goals and
direction and one who enjoys and undé€Pstands the complexities and
demands of their pcsitions in order to achieve respect as a profes-
sional. Resources are abundant, the dedicated professional finds them,
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déve]ops them and utilizes them.' You seldom hear the mature profes-
sional cursing the darkness. They are too busy striking matches.

MODELS

The variety of ways in which teams'are created is almost unlimi- -
ted. It is beyond the scope of this section to discuss each of the
most common types of group structure. Instead, this section» focuses
on the two most common types of teams which are found in school set-
tings and developed expressly for the purpose of facilitating students'
transition from school to work. It should be noted, however, that
within the two models presented, many variations in terms of individual
group structure also exist. The important point to keep in mind is
that the fundamenfal goal of each of these models is the same, to
enhance the .special needs student‘s transition from school to work.

-

Descending Team

X The primary distinguishing characteristic. of the descending team’
is that it is created at, or near the top, of an administrative
heirarchy. For example, an administrator might require as a matter
of policy that a multidisciplinary team of -"vocational/special needs"
pec<onnel be created for each special needs student at a designated
point in their education. In other cases, the administrator might.
request that such a group be formulated to address the need of a single
student or group of students. This situation is not uncommon in
smaller schools where administrators are in closer direct contact
with student activities and a limited number of resources makes it
impossible to set forth a "policy" as described in the first example.

The descending team, then, is one which is formed from the top
down. The primary advantage of this team over the ascending team
(described next) is that it inherently has the support of top level
members of the administrative hierarchy since they created the team.
In practice, this may mean that the team has access to greater
resources whether in terms of personnel, program funds, or in other
areas. However, this advantage can be more than offset if the members
that form this group are not carefully selected. Such members must
be committed tc be goals and opjectives of the team as well as to
the individua)] student's welfare. ‘They must also have adequ~te perso-
nal-xesources if they are to be effective group members. 7!'s means
that in addition to commitment, they must also have the tine needed
to work with tha group. It is often not as easy to formulate a group
composed of such dedicated and interested people when they are formed
by an external force rather than pulling together voluntarily, as
a result of mutual concerns, as is the case with the ascending group.

T

Ascending Team

The ascending team is essentially formed from the bottom up.
In such cases, the development of this type of team is most often
the result of the individual effort of one or two professionals, deeply
concerned about the needs of an individu ' student.- They pull together
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* the other members of the team baszd primarily on student needs rather
than "administrati . policy.* ‘Ascending teams may have a great deal
of support from the top levels of administration or such support may
be minimal at best. Obvicusly, the first circumstance is most desir-
able. When this occurs, capable, dedicated people make up the group.

~ They are also reasnnably assured, from the outset, that their efforts
will be supported-by key decision-makers who are external to the
group. Under such conditions, it is 1ikely that resources will be
made available to the'group as much as possibl.. .

The primary disadvantage of the ascending group is that when
it lacks the support of key external decision-makers, ‘hecessary resour-
ces are not always readily forthcoming. However, it is generally
not an overwhelming obstacle since this group has the most twmportant -

,advantage, dedjtated and concerned .members who are truly committed
to the group's work. Under these conditions, ascending groups can
often accomplish a great deal with minimal resources.. ‘

A yariety of different teams can .be created by the above methods.
Following are the three primary team types.

Description of Three Tzam Types

. Model Professional, Intéraction:

! Multidisciplinary Each professfbnal .independently makes a diag-
nosis and provides ‘recommendations. . These
figgings are collected by one team member
whe is responsible' for developing- & final
report. _

Interdisciplinary After the child is evaluated independently

by professionals, a team conference is con-
ducted to make intervention decisions. by
group consensus. R '
Transdisciplinary Professionals' continue their in¢olvement
beyond assessment to include direct interven-
tion, evaluation, reassessment, etc. Although
one team member has the responsibility of
carrying out the recommendations, this pro-
fessional is supported by input from other
specialists. '

(Mandel1, 1981).

NETWORKING

Networking in the context of this document, is bringing people and
resources together to support students in transition from school to
work. It requires two elements, people ana resources. - People are
the actors, causers and collaborative doers and’ participanis in the
transition process. Resources are widely identified and may come
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from within the respective professions, from legislative and fiscal
authority, the skills of the professionals and their colleagues, and
from the community in which the student and the disciplines function.
A network becomes effective when resources  and actors interact at
every level in this procéss for developing the student's vocational .

.self.

©

Setting Up The Network

Every resource available in the network is typically staffed
by one or more members of yeur own or a related discipiine. The impor-
tance of the person-to-person factqp~ in this integration is of no
small value if the network is to be initiated and maintained. There
are ‘really two steps for setting up the network: Getting to know
people at each resource; and selling your discipline to that resource.

A common factor in many -successful collaborations or linkages
is the solid relationships which develop between individuals in the
collaborating agencies, "relationships both formal and informal. Fos-
tering these relationships comes about if.there is a commo need,
when there- is understanding of the rul®s and regulations (1egi%'ative

.and administrative) which govern each others practices, and when ‘there

is understanding of the potential and limitations of each discipline.

“Their importance and how they come -about seemg independent of whether

the collaboration is at the administrative or staff lgvel.

In many collaborations, the presenting .agenda is more "How can
we work together to achieve a common goal," than “What's in it for
me." Whether the attitude to cooperate or the common need come first
is really unimportant as the key thing is that the different members
in the collaboration have respect for each others professional exper-
tise and understand the basic nature of their disciplipes. Communica-
tions and ‘joint problem solving activities foster this kind of cooper-
ative knowledge. It is therefore necessary that each member spend
time learning to understand the nature- of the other member's profes-

sional training, job complexity, possibilities and restrictions, and - -

reward systems. While the rough outlines of another's discipline
can be gathered from books and other material, real understanding
comes from talking about what they do and why they may have to do
it in the way they do.

In getting to know about other disciplines, it is important to’
understand the legislation and regulation which govern their prac- -
tice. A ‘cursory knowledge of the parameters of legisiation for "all
professiunals is needed to aid understanding and collaboration. For
example, if a rehabilitation counselor was knowledgeable of the provi-
sions of P.L. 92-142, the counselor would have a better understanding
of both the reward systems, checks and balances: and flexibility of
the special education teacher. In addition, they would understand
the requirements for how Individual Education Programs rélates
to students' totial school program. Then, when teacher and counselor
attempt to introduce a vocational component (e.g., work study), bouth
will understand that this component cannot be independently estab-
lished, but will be based in a variety of other student experiences.

6L 7y



=)

While this may limit the scope gf the plan in someways, many procedural
pitfalls and wasted planning are avoided,,

Understanding others disciplines and rules also helps pojential

.collaborators to know how each is.rewarded, to what groups they are

responsible, the conflicting goals they might have to pursue and a
constituent base that may be subtly different. For instance, the
rehabilitation counselor is rewarded for successful closure. They
have a constituency which includes persons with disabilities, employ-
ers, famil‘es and similpr professionals. They will be encouraged to
collaborate if there i} a potential to:increase the proportion of
successful closure amdng graduating students with handicaps while
not substantially increasing cost or time. Likewise, the special
education teacher has a constituency wrich includes the ent, stu-
dent's family and colleague educators. Teachers arf reWarded by the
community when their students acquire relevant skills or graduate. They
are encouraged to collaborate when there is greater 1likelihood that
more of their students will acquire skills which are prized by the
community or when more of their students obtain high school diplomas.
Understanding only goes so far. Successful collaboration means
that the participating parties have something to offer to each other
as they pursue a common goal. Quite often professionals sell them-
selves short. Carefully examine the skill base of your profession,
its constituency, its legislative mandates and its philosophical foun-
dation. Such an ‘examination should yield many unique skills and
resources with which to help make a collaborative effort work. The

gnosing and planning for the impact of disability on employment.

ey have knowledge of how attitudes and poorly developed academic
and vecational skills have real impact on future training and employ-
ment. They also have -a legal capacity to establish and support plans
for remediating or building upon the experiences of the student post
high school. In a like manner, educators bring to the process greater
knowledge of the limitaticns and possibilities for learning academic
and vocational skills open to different students. They understand
éffective methods for achieving goals, techniques for teacning and
training- in a vast array of.academic and non-academic areas. They
also know the legal capacity to plan and provide an educational pro-~
gram.. These plans integrates skill development in both areas and
anticipates what experiences and habilitatiom may fbllow secondary
schooling. Each member, in effect, has something to contribute.
If these are clearly announced and recognized by all parties, selling
has been accomplished and the collaboration becomes a reality. Main-
taining the collaboration then can take place.

rghabilitationist will bring to the process knowledge and skills for
Ih

Maintaining The Network

Consenting adults, a marriage does not make. Formalization of
the network process eventually comes about because money and other
forms of resources will .be consumed. Interest and energies wane and
characters in the play change, but the need to collaborate in the
interest of students transitioning from school to work continues.
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Clearly stated, shared, obtainable and agreed upon goais on behalf
of students is necessary between agencies which are formally charged
with responsibility to coordinate student transition. Second, each
agency must have a clearly defined role, an understanding as to what
their contribution will be, their ' commitment of services, personnel
and other resourégs and agree to the duration ot this understanding.
Third, each agency should be fully aware of the federal and state -
lTegal 1limits of eligibility and denial of service provisions and
whether there is complimentariness among the different enabling legis-
lations. In effect, then, formalized cooperative agreements are the
first level of support for maintaining the network as they enable
and define different agency commitment and ability to interact.

Given that there is such a formally established commitiient, two
additionai features need to be present if the network is to be contin-
ued. Persons in the several involved agencies must assume responsibil-
ity to keeping the network going (a team). The resources in the commu-
nity must be kept current, continued awareness of need for their
resources must be maintained, periodic contacts and meetings among
the involved parties need to be held to monitor what is going on in
the network, enthusiasm and individual commitment to collaboration
in keeping with a cummon goal must be reinforced. An identified team
is the reasonable vehicle for maintaiiing this operational continuity.

Evaluating the Network's Succéess

Certainly one of the most important steps in facilitating the
team's success in enhancing a student's transition from school to
work involves developing a strategy for evaluating the effectiveness
of the team. This involves determining:

J e To what extent the team achieved its specific goals and
objectives;

e Whether achieving these goals and objectives had the
impact on the student's development;

e Whether additional strategies need to be developed to
meet unachieved goals c¢nu objectives and the extent to
which these new strateaies are feasible; and

{)

e Whett2r original goals und objertives need to be revised

or deleted based on the actuai progress of the team.

In the vast majoritv of cesces, ezvaluation will take place at
two levels. The first type, an on-joirg activity, provides the group
with the necessary feedback required as they progress towards their
goals and objectives. This type of continuous evaluation is often
informal but critically important since it provides a mechanism for
identifying obstacles to success early in the problem-solving process.
The team n then make important modifications in their direction
and activities when needed and in the most timely manner possible.
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The second type of evaluation is more formal and generally takes
place at designated points in the team's activities and culminates
in a final evaluation of the group's efforts in relation to its goals
and objectives and the impact.on the student. It may focus. on more
general evaluative measures as in the case of assessing the effective-
ness of cooperative agreements among members of different agencies.

Id
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CHAPTER V
DYNAMICS OF CHANGE..

The decision to become a change agent should involve serious
consideraticn. The recognition that services to a client/student
is the responsibility of many agencies and a desire therefore to coop-
erate with those agencies is not sufficient to introduce change in
the service delivery system. Regardless of profession, the promotion
of interagency arrangements requires an understanding of bureaucracies,
the barriers to collaboration and the elements that effect change.
The ability to create interagency efforts depends upon recognizing
and understanding the roles of others, becoming knowledgeable of the
techniques that elicit favorable responses and actions and anticipating
problem areds in order to provide creative solutions. Confronted
with this complex task, discouragement and feelings of helplessness
as to where to begin, are understandable: :

-

* TERRITORIALISM: A SURMOUNTABLE BARRIER T

Territorialism is natural. It serves the professional, the cli-
ent, the student, and those with whom we interact. Defining work
territory helps meet a need to ‘function effectively and ef€iciently
within a specific system. It is important because of the investment

we make in establishing it. Territory defines our professional iden-
tity.

Establishing a working territory is necessary for counselors,
teachers, vocational educators, school psychologists and supervisors.
If you know what causes territories to come about and what they are,
you can provide a better basis for functioning with your counterparts
in-.other systems. That knowledge will help to improve the move from
school to work.

There seems to L: five principles which govern the use of terri-
tories in the human service environment:

l. Territories are established to insure availability of
resources to meet a primary need. Professional territor-
fes are established to insure that the professional
role is effectively and efficiently fulfilled.

2. The size of the territory is restricted to the amount
of resources, the complexity of the soc’al <ystem and
the number of inhabitants drawing upon them. The pro-
fessional territory will contain and accommodzte the
rules, constraints, resources and necessary control
to insure minimal interference with professional respon-
sibilities.
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3. Territories expand or contract based upon dominance
and_the availab1ity of needed resources. Professional
territories wili change to the degree that changes in

- the type of clients and goals affect the demands on

one's professional resources. .

4. Territ is threatened when availability of needed

resourceS to meet a primary ro:d is reduced. Profes-
sional territories are threatened when loss of control

over resources and role application is anticipated. N

5. Territor;é is shared when there is a common secondary
nee but the resources to meet the primary need are
not ‘threatened. If there are known and shared goals

and the primary goals of different professionals in

different agencies are not at stake, the prerogatives

of each is secure and cooperation can take place.

Investment in Building Territor® -

Territories are r{ecessar_y and important. They took you consider-
able time and energy to put into place. The primary reasons for esta-
blishing a work territory within a system is to gain control over
how to go about the job. Also, territory influences how effectively
and efficiently goals are pursued which are of value to your clients.

Territory requires investment of'ﬁignificant personal, profes-
sional and financial resources. This is true for every professional
who is effectively functioning in their system. Regardless or their
role, each has made similar, substantial investments in order to
develop their territory. Some of the kinds of costs, ways and types
of investments which are commonly made in establishing a viable working
territory are the following:

o Time, financial and intellectual resources to learn needed

Job-skills, as weil as professional skills.

e Acceptance of limits on economic and professional bene-
fits.

e Promotion and maintenance of professional relationships
and network of resource.

e Accommodation or acceptance of goals, standards and limi-
tations of system for pursuing client or student needs.

® Acceptance or accommodation to the range of resources
- available which can be drawn upon.

* Alignment of philosophy and values to that of the sys-
tem.

_® Restriction in options and opportunities to pursue other
goals in another system or profession.
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e Limits placed on potential to aff'ec\t or impact on dis-
" abled persons. ‘

®* [Development and maintenance of relationships and alle-
giances to colleagues, clients, profession and system.

® Accommodation or acceptance of the forms and, sources
or “rewards, pressures and penalties available for per- -
formance. ‘
.. -~
Territories Provide ldentity

)

Not everything involved in establishing and maintaining a terri-
tory is costly. Particularly important benefits are derived from
having a welt-defined territory. Not the least of these is, that
territory helps in providing identity. An identity provides a basis
to interact with others who do similar work. People relate to eagh
other on the basis of their identities. Efforts to define an effective
territory pays-off when they help develop an image within a social
group. When relating to others in a social group, individuals are
seen as effective, productive, valuable, and complimentary to the
identities of others.

How well the individual's work territory is defined has direct
~ benefits in terms of how they are supervised in their work. Depending
- on the definition of work. territory, supervisors are able to expect
certain levels of effectiveness and efficiency. This predictability
provides the basis for appraisal of job performance. It also provides
the worker a degree of control over the rewards and penalities.

Without exception, having a well established and publicly known
work territory is critical if one is to relate effectively to col-
leagues, and clients. Whether they are clients, students, advocates,
parents or colleagues, this establishes an. identity with which to
relate to competence. In different ways, image 1is defined byethe
structure given to work territory. This image provides colleagues
and clientele their basis for anticipating the potential quality of
teaching, counseling, training or planning. ‘ .

There, are a number of similarities and conditions which make
it easier for others working in the same system -to comprehend the
reasons and structure of person's work territory. They are:

e Similarities in their professional training, work experi-
ences and background;

e (Common philosophy, values, and Heliefs they hold regarding
persons with disabilities; , .

* Common philosophy and values;

* Goal' they pursue with ciientele;
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®* Social, legislative and economic rules governing their
systems;

® Folklore of their profession;

o Sources and forms of rewards, pressures and penalties
in their job.. j

A clear definition of a person's work territory is a basis for
interacting and working cooperatively with professionals in other
systems. On the basis of this portrayal, one becomes a known, predict-
a?]e commodity. From it others gain that all too elusive quality
of trust. ’ -

If we restrict the basis for our cooperative activities, we will
likely fail to realize the effects we desir2 for the well-being and
rehabilitation of the student. There are at least three major reasons
why we should not restrict ourselves to the program/system level:

1. As resources, clients or funding change, éperating‘proce-
dures must be renegotiated;

2. Planning of programs is based upon protection of
resources; and

3. Administrative restrictions to the system can establish
adversarial problems.

Collectively, these help perpetuate an attitude that what one
does in one's own system is somehow more right. Our goals and our
skills are better than those of others. This attitude of distrust
is something which can destroy the purpose of cooperative agreements.

Our purpose is to establish the idea that the common need, upon
which professionals in different systems base truly effective coopera-
tive programming, is a need to assure effecttve movement of the dis-
abled student through schooling, vocational preparation and transition
into least restricted social and vocational environments. That common
goal, need, shared territory, provides the assurance that the programs
available through the school and the vocational rehabilitation services
are planned, implemented and coordinated as early in the student's
life as is reasonable. Further, that the resources compliment and
supplement each other, rather than duplicate or conflict.

Our purpose is to make clear that each system will pursue congru-
ent and dissimilar goals for the student/client; goals which do not
have to be considered as one more valued or important than the other
or that those goals cannot be sought simultaneously.

By recognizing territorialism and keeping clearly in mind the
sy~tems goals, an effective functional relationship can be formed.
By recognizing and focusing our energies on a common territory, the
penalties one might expect by moving outside one's territory can be
minimized. The skills, responsibilities and authority of each in
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the cooperative arrangement commands respect and common goals are
pursued. Student goals will be attained efficiently and long-term,
functional cooperation will be established. ’

POWER AND AUTHORITY

Collaboration and cooperation are of critical importance in
regards to the provision of a full-range of human services to persons
with disabilities. The concepts of "power" and "authority" can have
a significant affect on collaborative endeavors among professionals.
Individuals with assigned authority are often granted control over
programs and professionals. However, astute professionals can often
achieve what they are seeking througin negotiation.

Ability to negotiate is enhanced through personal power in the
form of information, mobility, and resources. Professionals who want
to increase their organization's strength become knowledgeable about
other service providers' turf, strive to move about freely in others'
domains, and constantly attempt to keep resources in balance as well
as understand when resources are an asset or a 1iability. Through
these techniques an organization can more effectively acquire the
servicei's .of other delivery systems, thereby, enhancing their own
strength. :

Determining the "locus of power" in any organization, system
or group is critical to the accomplishment of one's goals. Many pro-
fessionals find themselves wérking in schools or institutions where
they are not in control of the environment. It becomes: their respunsi-
bility t: determine -who within that situation has the power to help
them achicve the objectives.{ Once that identification has been accur-
ately assessad, then one can direct their time and energies in a manner
that will best achieve these goals. This is not to say you ignore
the other actors, you merely concentrate your efforts toward the iden-
tified locus of power. The following 1ist includes specific behaviors
which will assist people in developing their own power or understanding
another person's power.

l. Always have an agenda. "If you don't know where -you're
going, you can't tell when you get there."

2. Always have a plan B. * An alternate plan of action
insures that an individual has the opportunity of accom-
plishing something.

3. Be knowledgeable about the authority and responsibility
of other service providers. Teachers and counselors
know what they are required to do. Remember to test
the assumption that whoever you are working with must
play by the rules. Hold all parties accountable for
fulfilling their roles (Howard, 1981).

4. Keep :zalm and do not lose control of yourself. Negotia-
tion sessions can be exasperating. A person may be
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11.

12,

13.

tempted to get angry and fight back when intemperate
accusations are made or when "the straw that broke the
cam_el's back" is hurled on the table.

Avoid making off-the-record comments. Remember that
comments are never off-the-record. Innocently made
remarks have a way of returning to haunt their author.
Be careful to only state comments that you are willing
to have quoted. -

- Do not be excessively candid. Inexperienced negotiators

with the besp intentions may desire to "lay the cards
on the table” face up." This action may be performed
under the mistaken notion that everybody fully under-
stands each other and that utter frankness is desired.
Complete candor does not always serve the best interests
of productive negotiation. °

Be a patient listener. The most successful negotiators
have the ability to 1listen to what other people are
saying. Allow the people you are negotiating with to
do the talking, especially in the beginning. :

Do not be afraid of a little pressure. Discussions
can gcenerate stress. It is a good practice to allow
whomever you are meeting with to fully express themselves
even if you are feeling a considerable amount of dis-
agreement. -

Control the voice level. Smart negotiators maintain
the pitch of their voice even though they may be tempted
to let it rise under the excitement of emotional stress.

Maintain flexibility. Skilled negotiators have the abil-
ity to shift position if a positive gain can be accom-
plished. Being obstinate or stubborn usually serves
as deterrent not an advantage. ¥

Refrain from using abso!'te "no" responses. Controlled
use of "no" responses are especially critical in the
early stages of negotiation. Negative responses early
in the negotiation process can force a person into a
position which they would prefer not to be in.

Be willing to concede something to your opponent in order
to gain a concession. Negotiation is the art of giving
and receiving.

Attempt to settle easier items first. Reach agreement
first on those items which present the least controversy.
Tackle the tough items last in order to avoid an early
deadlock.

v
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14. Respect individué]s with whom yod are negotiating. Make
the assumptionthat their motives are sincere unless
proven otherwjse. '

N -] o )
15. Demonstrat¢ patience in long, tiresome meetings. Time
is most offen on the side of the patient negotiator.

16. Avoid wdving "red flags." -Unnecessary warnings can irri-
tatq'ﬁrofessionals and increase their level of disagree-
ment. Learn what angers the individuals you are negotiat-
ing with and avoid using them. : )

17.K\A}1ow the other side to win some concessions. Both sides
must be allowed to win some victories, a total victory
one side does not represent meaningful negotiations.

18. Negotiation is an accepted everyday practice. Negotia-
tors who resent the process weaken their position. Accept-
ing and open minds can neggtiate anything.

Collective Efforts Result 1n.Success

An interesting phenomena occurs when a professional is accepted
into the turf of anothey” person who is working with "their client or
student. The child not only becomes the turf, but they become readifly
accessible. Other service providers will not impair progress onte
this common ground is agreed upon. Members of different disciplings
unite forces by joining the team. '

Upon joining, the team members have been co-opted. Co-opted
does not have a negative meaning, although it may sound like coerced.
Coercion 1is the threatening use of power, whereas co-opting is the
practice of including the  dissident faction on your team and motiva-
ting them to be productive. The expected result is that complaining
and disagreement ceases and the team gains a committed member. . This
approach facilitates an "everybody wins" situation and it allows every-
one to be a part of the team. Services can more readily be offered
and team members can share positive benefit outcomes which result
from the collective use of resources and information. When this work-
ing relationship is achieved, clients or students, counselors, teach-
ers, and other support groups can play their role without fear. Fur-
thermore, they can believe in and prosper from each other's power
and victories. :

4

MOBILIZING FOR CHANGE

This chapter has briefly discussed the topics of job territories,
the differences between authority and power, how to recognize and
utilize your own power, and technjques for starting a dialogue with
other professionals concerned with your client/student. The next
step towards creating interagency arrangements\necessitates accepting

. the responsitility of becoming a change agént and recognizing that,
aat times, one may be misunderstood and 7“little appreciated. Those

+
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that accept *he challenge must garner the support or at least the
neutrality of ine agency administrator cuncerning the concept.of inter-
agency coordir-' ion. . *

The following are some guidelines for both teams and individuals
as they approach the complex task of implementing change.

Knowledge can be a powerful instrument for effecting change.
Becoming i{nformed about inter-agency coordination issues will help
in soliciting supgort from your agehcy administrator as well as gather-
ing additional support from your colleagues. To aid in this process,
explore all .federal legislation pertaining to handicapped.individuals
and attempt to understand the intent of the laws and how they effect
inter-agency collaboration and services to handicapped pecple. A
review of s:ate policy and/or legislation pertaining to handicapped
individuals =2nd inter-agency coordination is also a necessary first
step. Understanding each agency's laws, governarce and Jjargon, is
critical, as well as, each agency's area of responsibility for serving
persons with disabilities. Knowledge of the state's funding mechanisms
and the services that each state agency will “und is critical informa-
tion. -

The following information is also critical if one is to approach
the change agent task in a knowledgeable manner:

o Is there a formal stitewide inter-agency agreement?

e Is the agreement merely paper or is it a working docu-
ment?
o
* Has thke statewide agreement led to the development of
Toca? working arrangements?

® Are their regional or other jucal agreements in effect?

e Are there any school districts in your state which are
operating cooperative programs between vocational reha-
bilitatioen, special education and vocational education,
JIPA, private sector employers or other community agencies?

* Have suc.essful programs been identified?

* Can established agreements be adapted to meet your com-
munity needs? '

A final facter is to familiarize yourself with local community
resources; 1industry/education advisory councils, advocacy groups for
disabled people, private service agencies, hospitals, nursing homes,
group homes, independent living centers, sheltered workshops and
employers who hire persons with disabili‘ies.

As you develop an information base, you will probably gather
ali:es and discover those that will be opponents. With the necessary
information, it will become easier to build a team of professionals
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interested in the concept of interagency collaberation and that are
anxious to improve services to their clients/students. '

A word of caution, inter-agency programs do not suddenly occur
when several people agree that cooperation is desirable. Past failures
in coordination have often resulted because of inadequate knowledde
of the conditions that.positively influence the collaborative planning
process. The planning process 1leading to successful collaboration
has been described in several excellent documents that outline the
barriers -and discuss methods for effective coordination. Because-
of the complexity -of the subject and the competent manuals that already
~xist as practical step by step guides, the collaborative planning

process will only be briefly reviewed.

Once the decision has been made to become a change agent, allies
have been gtathered and approval has been received from the agency
head, then study carefully the steps necessary -for a successful colla-
borative planning process. These necessary steps imclude:

« 4

e Have a plan. - .

-~

) /
» Start small.

¢ Proceed-with order and method.

e Approach each step in a timely, persistent manner.
b

e Above all, communicate. .

Sysf%mﬁtic planning and communic.tion are the keys to the.pro-
cess. The organization and structure of the service delivery system
is to complex and entrenched to respond to a small committee's attempt
to facilitate change. However, the behaviors of the people within
the system can change in order to use the system more efficiently
and effectively to serve persons with disabilitieg. The changing
of behaviors often redquires changing the attitudes of the people
involved. Resi.tance to change on thé part of a key individual can
defeat any beginning collchoration. Therefore, collaboration must

~be voluntary, democratic and systématic. The process can benefit

if it is assisted by an impartial facilitator. This person can encour-
age open communication and resolve problems without being perceived
as having an investme.c in the outcoie. As a c¢hange agent, you will
need to be aware of all these « mplexities.and be prepared to commit
a considerable amount of time t. the task. THe rewards should exceed
the disadvantages and the benefits for your client/student will be
immeasurable. :

Guidelines for the Total leam

Organize around the ch*1d, not . -ound the training, title, role,
and function of the staff. This shifts the loyalty of the team members
from the department to the student and to the other members of the
team. In this way, the child is no longer caught in the middle of
interdepartmental politics but placed outside the administration
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squarely in the middle of the direct service delivery system. The
team welcomes parental participation, lawyers' advise, doctors' orders
and input from others. :

Min%mize team membership in order to build effective relation-
ships. A smaller group will .reduce the number . ¢ relationships the
client or other team members have to handle. It allows each member
to know each other's turf better and to establish the golden commodity,
"trust." Professionals, just like students, require trust to be build
on good communication and consistency.

Teams must have responsibility and .authority in order to func-
tion. Establishing responsibility is not so controversial for it
covers the planning and implementation of programs and services.
However, establishing authority extends the team's power to the areas
?ftbudget and personne?! management which is usually reserved for admin-
strators. * ‘ '

Preliminary Preparation: _The effi¢iency and ef‘fgctiveness of
any group can be enhanced when individual members come to meet ings
adequatel; prepared to, tackle the challenges before them: The task
of preliminary preparatign need not be a lengthy one, either. In
some cases, it will require 1ittlc more than a mental review of the
group's previous activities and the objecyives of the next meeting.
In other cases, however, it may be necessary for group members: tec
carefully review their notes, prepare and collect materials for presen-
tation, and engage in other time-consuming activities, particularly
as the croup nears decision-making points.

Finding a Common Language: Communication- has a role of fundamen-
tal importance to any group. Hcwever, within the context of multidis-
ciplinary professional teams, a related area o” concern becomes vitally -
important: the group's ability to find a common language which breaks
through professional jargon. Unfortunately, all too often, profes-
sional jargon is one of the tools which 1is uscd to maintain .these

_distinctions and in some cases "protect one's turf." In other cases,

the jargon barrier simply makes it difficult for the group to work
effectively, although no member.of the group intentionally uses
lang.age barriers to minimize the group's effectiveness. Regardless
of the circumstances, it is essential that individual groun members
make every effort to find a common basis for their comrunication.
It is important that members try to learn the language of other group
members while simultaneously reducing use of their own- jarcon whenever
possible.

Establishing Goals: The development of explicit goals is
important tu problem-solving groups betause it provides a blueprint
for much of the wbrk that will follow. As such, it sets the group
on a course of action which helps contrel tke natural tendency of
any group to lose sight of its original purpose as new issues con-
stantly arise. The development of clear cut goals, which are readily
apparent and understood by all group membe*s, also helps ensure better
productivity within the group, increases accountability, and most

76
54



often, improved motivation and involvement on the part of individual
members which have helped formulate the goals.

The degree of emphasis any single group places on each of these
goal types will vary accarding to the unique needs of individual stu-
dents. Some groups will be more concerned with tmmediate, pressing
issues while other groups will be focusing primarily on long-term
concerns. It is important to recognize, however, that group productiv-
Aty can be enhanced. if a number of immediate goals are established
-which will provide group members with an opportunity for more immediate
achievements while working towards longer range goals. :

An important distinction exists between group goals and individual
group member's goals. This is especially true when individual goals
are based on "hidden agendas." A group goal  is one that is recognized
by all members ‘of the group and is to a large extent a combination
of individual member. goals. The personal goals of the individual
group members can, of course, exist in homogeneity with the group'’s'
overall goa's or, in some cases, they may be in direct conflict with
the -group's goals. In either case, however, other members of the
group -are gware to. these individual goals ‘and are able tp address
them openly. Hidden agendas are common to most groups; however, they
.can -be q.ite counterproductive to the immediate and long-range success
of- the group. To cognteract'this problem, it is essential that open
crmminication be the foundatTon of the group and that the group leader

>be sensitive to the development of what appear to be hidden agendas.

" -Understanding the Commitment

‘Not only is it important for group members to have a firm under-
standing of the goals of the group and the roles of individual members,
it is also ifportant that at the outset they recognize the commitment
which will be required as a result of. their participation. Failure
to 'do this tan have very detrimental effects on the group's overall
progress. For example, an important member might have to resign from
the -group midway through its work as a result of not initially recog-
nizing' the time- that would be involved. More of ten, however, the
symptoms of failing to adequately inform members of the commitment
required are manifested by growing dissatisfaction with the group's
process, impulsive decision-making to simply get the job dor< as
quickly as possihle, or . pervasive dgcline in group morale and member
participation. -

. To help ensure that these problems do not occur, it is impor. .
that the group leader(s) inform each of the participants of the comm’t-
ment that is expected to be needed, based on the issues facing the
group. This ccmmitment should be defined in teims of the personal
commitment that will be required of the individuai, the time invulved,
and the resources that are likely to be expended as a result of parti-
cipation in the group effort. This effort will undoubtediy reduce
the group dropout rate ard encourage more active participation. This,
in turn, will benefit the student and also increase the likelihood
that member: will be willing to participate in similar activities
in the future.
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Action Plans

The focus of action plans is on identifying the specific methods,
personnel, timelines and other concrete activities and factors that
will take place as the group.attempts to facilitate the student's
progress. In this way, action plans are very similar to the develop-
ment of Individual Education Plans or Individual Written Rehabilitation
Plans. ' . .

: In some cases, rather than developing a discrete action plan
which ‘solely+focuses on aiding the student's transition from school

- to work,- this plan will be incorporated within the overall IEP and
"IWRP.. Action plans are -particularly useful.because they detail speci-
* fic activities for which the group as a whole as well as _individual

members- will be held accountable. As a result, well-designed action
plans provide an effectiv. basis for not only directing the group's
prcblem-solving activities, :- oy also are useful for evaluating the
group's—success in these effo: ¢-. ,

Guideline for the Indiyidual

-/The tOt%%ﬂ}Baw uses the power establishica by each of its members
inside and outSide the direct functions of .ne group. Each person
hassunique power to contribute to the effective program that the team -
sets up. Likewise, each person has, within their agency, the power
to make things happen for the client and student.

Getting on Board: Getting to-know one another is a basic first
step in group development. A common factor iR many successful teams

.1s the good relationship, both formal and informal, which exists among

individual members. Frequently, the presenting agenda is more, "How
can we work together to achieve our common "goals?"” rather than, "What
is in it for me?" It is difficult to say which comes first, the colla-
borative attitude or the formal and informal relationships. In some
cases, they may have evolved simultaneously. 1In any case, the differ-
ent members of a team need to respect each other's professional exper-
tise and understar the basic natyre of the other's professional disci-
pline. -One canr stress enough the importance of communication and
joint problem so.ving activities in fostering this kind of -cooperative
knowledge. A counselor and a teacher sitting together ovaf cotfee,
attempting to solve a student's dilemma, can frequently not only solve
the dilemma but bring together the beginnings of a linkage that will
better serve mar, students in the future.

In getting to know about other disciplines, it is alsc important
to understand and know the legislation and .regulations which govern
their pr-actice. At least, a cursory knowledge of the parameters of
such legislation should -be a must for all professionals who will be

.relating in collaborative efforts. Suck knowledge enabies each pariy

to kave a better grasp on what i3 law, what is procedure, and what
is local practice. This further enables would-be collaborators to
better understan. the reward system, check and halances, and flexibil-
ity of each of the other disciplines. (See Tables in Chapter 111
for further explanation.) :
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' Marketing Your Discipline: What do you have to offer to collabor-

ation? Often professionals in disciplines, sell themselves short for
such collaborative efforts. The importance of consciously examining
the skill base of one's profession, ones constituency base, ones legis-
lative mandates, and the philosophical base of one's discipline canpot
be over emphasized. A truthful examination of this will yield a large
number of skills that are unique to one's field but which could be
of benefit to other disciplines. . For instance, the rehabilitation
counselor should be skilled in the vocational implicatiuns of disabili-
ties, understand job modification, vocational planning techniques,
_ vocational adjustment counseling, have a strong tie with area labor
market trends and area employers, 3long with numerous other specific
attributes.” Special education affords specific teaching techniques,
.and understanding of the educational limitations imposed by disabili-
ties, the ability to aesign and implement.an instruciional program
which can teach specific tasks, including prevocational and related
work skills, and numerous other specific skill attributes.

In general, be realistic gbout your skills, time allocations,
and commitments. Know you agency's parameters. After doing so,
one can identify what one has to, offer to a collaboration.- In essence,
one is identifying what one has to give to a potential collaborator
in order to obtain some perceived gains.

Marketing Your Idea: As change agent, one of the most important
things you will have to be is a convincing advocate for your ideas
or programs. {You will need to market your idea.

: »

A program 1is useful only if it does what enough people want
- it to do. What seems to work will continue as long as people believe
it works. Change in the way things are dorne wili only occur when
those respons®’.le for running the show can find reasons for making
changes. R

¢ Know Your Product.

Be sure that you have a firm grasp of the "change" that
r you want to make or the program you want to start. You
should be able to ex,'ain this in very simple terms,
to e followed by progressively more detail if neces-
sary. While you want to concentrate on its stcengths,
be aware of the weaknesses.

Realistically, one must have answers to all of the ques-
tions that will effect marketing the idea. This obviously
includes budgets, the number of students and programmatic
factors like timelines, gvuals, and outcomes.

A

s Research the Market.

Come to grips with the n2eds, goals, pressures and perspec-
tives of those that you expect to cenvince. No manager
or colleague worth his/her salt is without ideas and
expectations of their own about how things s uld be
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doné\ They have very real limits and reasons for doing
things in & certain manner. Market research has to be
done/ before you present your idea/program. You must
be prepared to deal with the following issues:

1. e program/policy/legal 1limits for what you expect
do. >

N
3

at barriers are there to what ysu want to accomplish
that are already in place?

3. What agreements have been made and how might they
be used to accomplish the objectives?

4. What biases do colleagues or supervisors harbor?

5. How does your idea compliment, supplement or conflict’
" with those of others?

6. What compromises might you have to make?
7. What are your practical limits?

L d

Test the Marketplace.

Talk about your ideas or programs with the people you
want to convince. If that is not feasible, talk with
others that might know how they would react. Do this
in an open, exploratory fashion. You are soliciting
their ideas, examining vour own perceptions and confirm-
ving the impressions your market research has indicated.

~Determine .f your idea or program is viahle at this time.
The best ideas, program or changes have an ideal :ime
for implementation. Some i{deas must be shelved, wot
because they are Edsels, but because the times and the
resources are simply not available.

Prepare Your Campaign.
1. Decide how to package your ideas.

&

2, " Identify others that will support the idea or pro-
gram.

3. Determine the steps necessary to make the presentation.
4. Identify the best time and placdffor the presentation.
5. Prepare alternatives which you could accept.

6. Package your idea - prepare handouts, charts or what-

evor might display your idea in the most convincing
]ighto N
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e Market Your Product.

Tris is where your market research and planned campaign .
will pay-off. Given that you know your idea well/enough
to explain to everyone, you are aware of the opposition |
you will encounter, it is time *to present the idea. ‘

.. Not eveiyone will be ready to accept your idea. Present
your idea only in the depth that is required and stick
tn it. Maintain control of the situation and do not
allow the idea to be distorted into something else.
Deal directly with suggestiofis, opinions, limitations
and alternatives. - Avoid stressing your need. Focus
and refocus on how this will improve things for the cli-
ent/students, how it can improve lhe agency's effect,
efficiency or image, stress how this will realistically
impact on administrative and 1line-staff efforts, accur-
ately counter faults that may be identified. The empha-
sis must be on showing how this idea will improve things
for them (the administratoss or whoever it is that you
are trying to convinca) or their clientele (their clients .
or students, pther administrators, the legislators, the
public, board members, auditors). Remember, they are
going to*have to do new things, do old things differently,
convince others, provide money or ather resources, alter
their territories or even change their beliefs 1if they
accept the idea of the program. Clarify the options
and keep thbse that are mutually agreeable. Respect
hidden agendas and, in particular, know your own. Negoti-
ate and compromise. .

Stop your selling when the tjme is right. You can sell
more with five, 60-second commercials in prime time than
one fiveminute commercdal during off hours. "Stop selling
the idea once they have told you that they expect to
take delivery, but not before they have signed the con-
tract. Redesign your sales campaig.~ if they do not buy
your program or stop selling until the market is ready.
Drop the idea if the .evidence and the reactions are too -
» adverse.

® Service Your Product.

Back up the product. A gocod idea likes the company of
other good ideas. VYou will never retire after you have
sold your first idea. Once you have presented, sold
and negotiated the delivery of your idea or program,
deliver, fulfill whatever charges or debits you have
incurred. Follow through on the sale. You may improve
your model (program or idea) and you will then need to
convince peopie, again, that your newest_ changes are
worth considering. Keep your customers informed of how
well your product is working and keep tabs on where the
model needs to be .improved.
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¢ Collaborative Concept.

The concept~ of marketing an idea may be a
to many practitioners, but it -is not beyopd the redch
of the dedicated individual that is inteht on
a conCept a realistic endeavor in their agency
"idea" that was being promoted in the prev Section

was that of collaborative agreements. One must remember '
that many collaborative agreements throughout the coun-

try between special education, vocational education and

vocational rehabilitation resulted from one person, in

one discipline, calling another person, in another disci-

pline, and stating, "Let's get together ant see what

we can do to further benefit this group of students with _
disabilities.” A phone call may be the only step necessary -
to initiate the first phases of a collaborative program.

There are many resources that aid the practitioner in

the development of these agreements.

* Success.

>
The ideas and concepts presented in this section are
realistic and have met with success on many occasions.
If we maintain a positive attitude and are willing to -
expend that extra.energy, then we can also become success-
ful change agenits with a positive result called "collabor-
ative agreements." .

Summary

Listed below are some of the responsibilities and activities
of powerful teams and individuals. The following allows democrati~
participatory management of the resources, information, and mobili.y
affecting the team and its ¢clients: :

l. Meet regulagly and keep track of what goes on. Then
share the meeting with supervision.

2. Assess the needs of team members and the student and
put them into team's plan.

3. Write down the team plans in terms of goals, needs,
objectives and strategies.

4. Coordinate their impﬂementation including their sequence.
5. Keep the family informed.

6. Schedule the work of team, including time off and share
it with your supervisor.

Tie the team's efforts to a budget. Even if you have |
to invent one at fTirst, share it with supervision.

( —
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10.

11.

12.

13.

14.

15.

Solve only the specific pr"oblems faced by the client

or student and involve every single member ird the solu-
tion. Don't decide until everyone agrees-.

Evaluate your own effectiveness and share the evaluation
with your supervisor.

Provide suﬁbort, encouragement and guidance to the team
members.

Provide regular information to the member about how well
they uge doing with the student.

Eval e the member's performance formally and share
it with supervision.

If there is a change in membership, participate in the
selection of new team members.

Generate and discuss new ideas for improving the program
for the student.

Consult with the supervisor in the evalua.ion of new
ideas and proposals for change.

e
e
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GHAPTER VI

ELEMENTS OF CHANGE

INTRODUCTION

-

The concept of interagency collaboration is not new. Efforts
to collaborate in order to improve services to families and youth
have been tried many times by agencies at federal, state and local
levels. More often than not these attempts have been unsuccessful.
It now appears that professionals can capitalize on knowledge gained
from earlier mistakes, failures and successes. As a result, agencies
can respond with new wisdom to the re-empha on interagency coordina-
tion. A number of factors set the current sceng:

e Federal and state legislation affecting services to indi-
viduals with disabilities have been in effect long enough
to make an impact and become integrated into the state
and local service system.

e There 15\ ncreaseu recognition of disorganized, fragmented
and duplicative service delivery systems when they occur.

e (Cuts in both federal and state budgets and a political
' climate of fiscal conservatism stimulates the need for
interagency coordination in order to ensure that services

to youth with disabilities are continued.

It is helpful when cortemplating the start of an interagency effort
to be aware of these factors and to understand past federal/state
effortsland trends as they effect current practices.

Statutory mandates have given substantial impetus to the inter-
agency movement (See Chapter II for explanation of the legislation.)
In keeping with legislative enactments, in November 1978, the Commis-
sioners of Education and Rehabilitation issued a joint memorandum
to the states establishing a task force to develop further guidelines
for collaborative planning and service delivery. As a result of this
memorandum, a National Special Education-Vocational Education-Voca-
tional Rehabilitation Workshop was convened on Cooperative Planning
for the Handicapped. The memorandum and the workshop provided the
stimulus for state agencies to follow the federal guidelines.

The majority of state level efforts toward interagency cocperation
between education and vocational rehabilitation have focused on the
development of formal interagency agreements. These efforts appear
to be a direct outgrowth of the 1978 Joint Memorandum. By 1981, all
but eight states had agreements 1n effect or under deveﬁopment. The
great majority of these agreements were initiated in 1979 or 1980.
Even though statewide and local programs resulted from these formal
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interagency agreements, it is important to'remember that many coopera-
tive programs were in existence prior to this npational effort to
develop interagency agreements.

Categories of Interagency Coordination

Programs demonstrating practices in interagency coordination
generally fall into four different categories: 1) state level coopera-
tive agreements resulting in local agreeménts and the developmant
of Tlocal cooperative programs; 2) vocotional rehabilitation state
agency involvement in local agreements and Iocal programs; 3) local
initiatives; 4) pilot programs which led to state level agreements
and other 1local programs. The following brief explanation Qf the
four categories is provided to give a sense of the types of interagency
efforts which exist around the country.

The states of North Dakota, Maine, Vermont and Michigan developed
state level interagency agreements to formalize relationships between
vocational rehabilitation, vocational education and special education.
The state level agreements were then disseminated through statewide .
interagency training efforts which provided the impetus for development
of local agreements and local cooperative programs.. State level commit-
ment to coordination is usually represented by the assignment of a
person(s) or an interagency committee whose responsibility is to ensure
state support for local cooperative programs. Even with this state
level support, the success of the local programs depends upon. the
commitment of the local agencies' administrators and line “staff to
the concept of interagency cooperation.

As expected, the endurance of local programs increases if located
in areas with a relatively stable financial basis. For example, in
North Dakota the act of cgoperation has become systematized so that
no extra funding is needed to maintain the interagency coordination
activities. Location in a state with a strong state level commitment
to interagency collaborating obviously increases local agencies' chan-
ces of obtaining support to start an interagency effort.

The states of I1linois, Missouri and South Carolina operate some-
what differently. The state vocational rehabilitation agency is pri-
mariiy involved in developing local cooperative proyrams. In Illinois,
for example, all interagency agreements are between the state voca-
tional agency and the local school district or special education dis-
trict. At the state level, special education supports the programs
by allowing the special education districts to use state/federal funds
for the cooperative efforts. However, there -is no formal state level
agreement.

The need to improve services for students with disabilities has
long been identified py concerned prcfessionals. In many loccl are |
the process of coopdinating services between vocational rehabilitat: -
and education agepCies became a ratural response to 4 perceived nead.
Studying these pfo an_provide valuable lessons for local level
professionals desiring to implement cooperative activities. For exam-
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pl(Utica, New Yor;k and Torrance, California operate local coordina-
tion programs which have .achieved national recognition.

The Oklahoma and California interagency efforts provide excellent
examples of states that started small with one pilot program, expan-
ded, and then developed a state level interagency agreement. For
example, in 1961 a work/study program was started in one Oklahoma
high school with the aid of federal monies. The program coneept spread
and formal agreements were developed between the state vocational
rehabilitation agency, the state special education division and the
local school districts. A state level agreement was then developed
to formalize the concept and to delineate specific responsibilities
for the vocational rehabilitation, special education and vocational
education agencies. Because the survival rate is low for many state-
wide cooperative programs, the Oklahoma program provides an interesting

developmental study in longevity. In California, afier a successful

pilot ‘program, 94-142 discretionary monies were used to foster voca-
tional programming in 34 local school districts. A state level inter-
agency agreement was then developed and local cooperative arrangements

'fo/ alized. ’

Common Interagency Elements

The organizational structure and the various activities of inter-
agency programs differ according to size and location. Nevertheless,
there are elements of commonality among many programs which contribute
to effective and lasting collaborative relationships. The following
briefly analyzes these elements in order to assist in decisions regard-
ing planning and development of collaborative relationships.

1. A primary philosophy which seems to provide stimulus
for interagency coordination, as well as shaping service
offerings, is career edcuation for special needs stu-
dents. Career education can aid in their transition
from school to work. This philosophy 'is evidenced in
combinations of vocational and academic programming
with work experience for students with disabilities.
‘It represents a shift in policy for many high schools
which have traditionally held that students with disabil-
ities must reach certain levels oif academic competence
before vocational and/or career considerations be addressed.

2. Cooperative programs which attempt to provide comprehen-
sive services have been forced to develop informal or
vormal agreements in order to resolve conflicts resulting
from the federal and/or state laws. Written statements
delineating roles and responsibilities, the sharing
of resources and facilities, and the expenditure of
dollars appears to be prerequisites for maintaining
interagency programs. Coordination between two or three
different agency professiigzls often occurs and can

be effective. However, .tha evolution of these close
working relationships into a ‘comprehensive systematized
program requires written clarification.
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. 3.. ‘Collaboration”can not be forced! A1l contributing par-

. * ~ties must view. collaberation as necessary in order to,
. achieve successful progrdm operation. . If this does

not occur, .then conflicts and problems. will erupt; demor-

alizing staff and’'seriously limiting ‘program effect:ve-

o ness, Requiring that a!l participating agencies contri-
. . bute an equal share of the resources, funding, facilities
and staff time can help’insti11 a feeliny of joint owrer-
ship and hence responsibility fort the program.

4

N 4. The use of cross-agency 1n'serv1ce training can aid the

-~ S development of interagency coordinatfon. Inservice
. -~ .'staff development training should foster communication.
. : This will lead to an understanding of different agencies-
mandates and policies, along with an awareness of indi-

o vidual' and job responsibilities. “This can prevent fear

from '-larising out o{isolation and ignorance.

' : Inseklbice training on interagency coordination is often
" ~ considered irrelevant once a cooperative -program has
been instituted. Nevertheless, the continuation of
interagency activities usually requires periodic:inser-
vice training sessions. These sessions can be important
for sharing concerns and successes, resolving problems
and discussing issues, and most importantly for revitaliy
L "+ zation. . '

A v
~ 5. As ‘mentioned previously,’ of critical importance to main-
taining a statewide cooperdtive program is the assignment .
- of a person(s) or’an interagency comnittee £o oversee

the local programs and provide support. Programs which
are no longer operatyng on a statewide basis have col-
lapsed for a varietyl of reasons ‘which could have been

" minimized- by a state level interagency coordinator(s)
or committee. The responsibilities of the state level
, coordinator(s) or committee s to. monitor the program
in order to record successes and learn from mistakes,
to provide the impetus for continuation, to sipport
new initiatives, to help resolve financial and program-
matic problems, and in general to represent state level
4 commitment. The absence of/ such an’ entity tos advocate
for the program often allows' for the cooperative efforts
to be eliminated from state budgets or to die from lack
of interest. o

-

q ~ Individual local programs must also retain a person(s)
to be responsible for monitoring and advocating for
the program. For those local programs which do not
rely on state le\el support, the advocacy and monitoring
responsibility is 'generally managed by the program admin-
istrator and/or an interagency committee. Often the
person who acted as change agent for the program imple-
mentation, evolves into a permanent program advocate.
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However, this is not necessary and sometimes it is desir-
able. for this role to be transferred to another person
| or persons. . s . _ A

Present Practices/Trends - )
There is no single mode'l of successful coordination between voca-
tional rehabﬂitation, spec1a1 education and vocational education.
— When considering different coordination practices, it ‘is important
; to realize that it is impossible to completely transplant a mode?

>

and expect it to work for .every situation. The following list of .

program trends highlights various concepts, ideas. and activities which
have influenced the structure:of current cooperative programs as well
as providing direction for new 1n1t1at1ves

1. Many cooperative /e_programs include a work experience
s Lomponent.

At

Provision of work ‘experience for students with disabili-
ties is the focal point of many cooperative programs.
~ In these programs, studeats are placed in actual jobs
in the community o+ in.the school and receive a salary
and/or school credit for their,efforts. In the most
v : well developed programs,. ,work<'exper1ence is part of
a continuum of vocational services. In these programs, .
work experience is directly related to vocational educa-
tion courses and .adds-‘an apprenticeship element not
L available in the vocational schaol program. Work experi-
ence also provides a method of tailoring the vocational
program to the student's special needs. Thus, a work
experience p]acement can be specially developed in 1light
of a student's skills, behaviors, and aptitudes and §
L 3 : similar considerations.

In some programs, work experience provides a substitute

for vocational programming which is not otherwise-avail-

able. Even in these programs, however, student partici-
- pation in work experience has generated needad services
and-stimulated interest in additional vocatidnal program-
ming. A most important aspect of work experience is
that it (provides some concrete sucgesses for students
-who have negative at_t1tudes about &he academic program.

2. Schools are 1ncreasing their contacts with vocational
B rehabilitation. , ¢

~The extent to which vocational rehabﬂita,ti’on becomes

.involved with school age clients can be dependent upon

the level of sopmsticatio}tof the school districts's

. special education ‘4nd vocational education of ferings.
Vocational rehabjlitation can provide technical assis-
tance concerning vocational and Jjob prepargtion and:
can be a valuable resource in curriculum development\.
‘ Q school districts with a strong commitment to career
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and/or vocational gducation. the vecational rehabilita- .~

tion relationship centers on- the provision-of traditional
rehabilitation services for the rehab-eligible client.
The advantage: {s .that vocational rehabilitation becomes

- involved with the client during the school years.. ‘This

ensures sdrvice by vocational ‘rehabilitation after gradu-

ation and helps prevént youth with disabilities from
falling between the cracks of the service delivery «.
- system. Moreover, vocational :.preparation is enhanced

arid cha.\cgs of..obtaining competftive employment are
increased. ' L Lo :

' . L o o
Competency-based. vocational ®ducation Frovides. needed
exi ty for training youth with disa S

. The trend toward a competency-based roationaI e&ucati_on

and- training currfulum provides the needed flexibility
to ‘increase the numbers of students with disabilities

- in vocational-technfeal education. * An open-emtry open-

exit school program also increasps a vocational technical
school's ability 'and willingness to, enroll .s ydents

with disabilities. When the curriculum is designed

to accommodate the learning needs and capabilities of
all students and is associated closely with the ‘competen-
cies needed at various levels in specific occupations,

youth with disabilities can benefit greatly. It is.
important to monitor and en-qurage vocational education

efforts to adapt to a compet...cy-based curriculum.
¢ .

4. TMan_y- cooperative programs use interdisciplinary person-

" These staff members may perform a number of critical

-!191' ' » ! :

Participation by students with disabilities in vocational
education is also aided by the growing use of interdisci-

.Plinary personnel who serve as a lirk between the acade-

mic and vocational components. Many programs have develi

. "oped positions of this type. The staff titles include

Vocational Resources Educators (VRE's), Vocational Stu-
dent Tutors, Student Services Coordjnators, and Work

. Study Coordinators.

é

functions including: \

.» Developing vocational objectives for~EP's

e Providing information to special education instructors
on the vocational classes
<

.o Providing additionai assistance to students with

disabilities during vocational classes

e Help deifS' the vocational curriculum, whare neéessary

) Y
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e Working with s écial education teachers to 1n'su're

L& that wocational and academic programming are 1nte- .
vt L grated , | .

oy . . ) ,
. . Developing work qxperience or’ work/study Jobs for

K . T students | N , '

R \ . . ' . ' ' '
There is. general agreement that the support provided
by these< personnel {is crucial if students with disabili-
ties &ré to benefit from vocational education.

o 5. Supported work programs are being developed to meet
- Xhe nee $0 students with severe disa ties.

Supported work programs ‘provide- a means for" enaang

. persons with more severe disabilities such as the moder-

. ately mentally retarded and those with multiple disabjli-
ties, to enter and retain: compétitive; employment. <The "
' . supported work model utilizes a four-stép process con-

. ' sisting of: 1) a job/client match;&‘) ‘job-stte training
' and ‘ddvocacy; 3)- ongoing assessme and 4) followup/-
& o maintenance. It i{s characterized by initial intensive
LEE daily one to one contact between trainer and_client
and the gradual reduction of assistance as the client

, becomes more competent and 1independent. The. successful

“results of applications of\ the model inditated that

the supported work approach td employment services: is

a needed and effective altérnative- to traditional

approaches. for many persons with severe disabilities
*(H111 and Wehman, 1983: Hehman and Kregel 1984).

Supported employment is a term being applied to an initt-
tive to provide employment opportunities and related

~ services to individuals whose physitcal or mental disabil-
ities are so severe that they would be unable to work
in a competitive environment without some special assis-
tance. -

In many applications, such as those udescribed in the

\ 1984 OSERS program initiative, supported employment
provides an alternative to traditional day detiyity
or sheltered workshop, options. In other applications,.

including some simﬁkr to. the supported' work model,

it can be a means to acquisition and retention of' regular

- competitive employment. It may-or may not be accompanied
A by ohgoing support support services (e.g., attendent.
. services, special transportation, 'etc). ' .o

The supported work service model has substantial poten-
. tial impact on the availability of employment opportuni-
ties for persons with severe disabilities. As attitudes
continue to changé regarding the rights and abilities °
of persons with disabilities to work, it is anticipated
that these service models will.be utilized substantially. -
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T .+ b. Schools are increasing their inyolvement: in .vodationaj>
- .assessment activities. - L o
) " . " Vochtional assessment of students \iithc’Ldisabi,ﬁties
e - . has been an area of confusion and concefn fo many educa-

tional personnel.'),In many places, rehabilitation had

en involved in this 'area to determine appropriate.
services for thejr clients. Now, with schools becoming - . °

more oriented to ‘inclusion of vocational objectives

) ~in the~ IEP, there is a recognition of ‘ the need for - -» 

. “ assessments \ipon which to base these objectives. Schools
N / - . " have often fb

to be lengthy and’ complex. Thus, they -are working; to

develop simple short-term vocational &ssessments for

yse with students. Vocational rehabilitation is worklng'
e-

o aldng with some schools in ‘the development and intérp
\ * tation of these assessments. Vocational rehabilitation,

. then, has access to evaluation results, -has a.better '

_ picture of incoming ‘clients, and does not have to. dupli-
oo . cate asse.ss,meq:ts already undertaken by the schools.

7.. Schools -are identifying ‘SSI as a disincentive to the
participation of students with handicaps. - |

‘ . A larde number of profestionals special e&ucation
' and vocational education (as well.as vocational rehabili-

e tation) have sta that the SSI structure*acts as a
disincentive in their attempts to train and place youth:

with disabilities in employment. Parents and students.

4 + fear the loss of benefits- and may’ refuse vocational
training opportunitigs as a result. Recent and antici-
pated modifications in SSI policies and procedures have
alleviated some of these disincentives. -If this is
an issue, the’ reader is advised to contact the 'local
Social Security office for current 1nf9rmation. )

8. Schools fear that the "Back to Basics” movement may
. . v .. threaten vocational programming for students with disa-
_ . biTities. ] , 4

! A development which needs close monitgring is the "back

' . to basigcs®-movement in ‘education. While there are. many
' positive elements to this movement, it could have a

4 deterimental effect on education programming for students

with disabilities. The concentration on basic education

¢ skills anu the raising of academic standards are impor-

tant and needed steps. However, they can -also cause

conflict about the amount and level of vocational pro-

\ ' gramming. As the standards are raised for receiving
a high schoool diploma, there may be a movement toward

eliminating work experience/work study programs or alter-

R ' native vocational programs. These programs provide
many students, particularly students with disabilities,
‘ : : (
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~c CHAPTER VII

A

.o+ -UNRESULVED ISSUES

OPEN ISSUES

The Prime Study Group that dealt with-the Sch;%l to-Wqrk .Continuum
represented each of the. disciplines of special education, vocakicnal
education and vocational rehabilitation. The diversity of ,this study
group not only allowed a broad view of this specific 1ssue. it also
fdéntified a number of additional issues ‘that did not fit within the'

@ context of this document. While these 1issues were not” addressed,

they were relevant and are 1ncluded for the reader"s considerat\ion.

Additionany. there were several tssues that did- hinge dirvectly
on the school ‘to work continuum but were too broad to be adequately
dealt with i: this examination. Readers are encouraged to review
these issues and use them as a meahs to opeén discussion, review policy,

p .1

improve practices or generally enhance .the transitiotj from school '

.\to work for youth with disabﬂites v '

e

P . . - s

A 4
Issue. N s

. N
Sheltered workshops and rehabﬂitation facﬂities as sources
of p]acement .

l-

Comnent .

For "those disabled youth and adolescgnts that find that their
transition from *school to work put them 1n$ sheltered workshop or
rehabilitation facﬂity, the goal of competitive employment seemingly
becomes more remote. - In many respects, these are ‘the individuals
who fall into the cracks in the school to work transitional process.

Recent studies (Wehman, 1983)*have suggested that the reason for th'iw/

lies not with the inability of the person in- transition but with t
programs and the funding criteria of the sheltered workshops- and reha-
bilitation facilities. There is 11‘}Je financial 4ncentive for the
workshops or facilities to actively pursue -placement for their cli-
ents. Their funding or payment, particularly from vocational rehabil-.
itation, rewards activities-and programs that don't necéssarily lead
to placement. For irstance, vocational evaluation and work, adjustment
training are services that vocational rehabilitation (as well as
others) purchase from workshops and facilities. While these services
may be important in the ,preparation for the world of work, they are
meaningless unless the individual being served actual]y obtains produc-
tive and profitable emp1oyment

' ' > .. * ’ .
oy
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. 's0, subsequently we.should not

*

* Developmental disabilities authorized funds and Medicaid.

L 4 . . .
Comment . . S s

.4 recent trend has been the fuhding of "Day Treatment" prog°ralfls

. ‘through Medicaid reimbursement..These programs are nece$sary for those,
crlfj_ents who are not capable of participation. in sheltered workshop *
0

S r bae? e
AL

other vocational-programs. . These programs, however, have a finan- -

Ld

- cial reimburSement rate.which is much more attractive than the cumu-,

lative subsidies available for sheltered workshop programs. As  a

result, it is possible that the day treatment versus sheltered workshop

" . decision*for certain borderline clients can be substantially influenced

by the funding pattern. . The very.existence of the sheltered workshop

option may be:threatened in some areas. ,-

Supp.lement'al ,Séc'ur?y Income (SSI) ahd Soc 131 Secu'rity.Disabﬂit;y_
e

Insurance have been en by .many clients ass a reason not to move
through the vgcational continuum. [The threat of losg of SSI apd Medic-
aid outweights the potential benefits of competitive employment- for
some clients. The work related expenses and earned income deductions
available for SSI clients are unknown commodities to many / clients
and professionals. Even if ‘they wexe fully utilized, they would not
adequately cvounteract the system /1mposed disinsentive. 7 ’

. Voc‘ati}qna] rehabilitation and the Social Security Administration

need to jointly examine .their goals and.procedures and make those

modificatipns necessary to encourage persons with disabilities to
, prebaré for, acquire, and retain competitive emp oymept.’

It is also recommended that reimbursement and. cost patterns for
sheltered ‘work and day treatment be, equalized in order to facilitate
.Client movement based solely on capability. :

-

.Tssue

Services for employers.

L]

Comment
If we (rehabilitation prfviders) were to follow a markéting model,

we would*find that we are 1n the business of selling both products
and services. Our products have generally been well defined. Thitt
is, they -are "qualified" job ready men and women with disabilities
that are desiring and capable of being. productive-and profitable
employees. Unfortunately, there is less definition for those services
to employers that hire disabled applicants. In fact, there*are some
sectors within vocational rehabilitation that suggest that the Rehabil-
itation Act doesn't define those specific services for employers,
Qa‘allocating resources and persofiel

to them.. On thg other hand, oth¥rs identify that the intent of the
Rehabilitation Act, is to move disabled “persons into employment. and

100
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‘that this requires the "involvement ]T?nv' and the provision'of"

"services to* employers. This disparity may exist not only between
states but even within a state vocational rehabilitation agency.
This internal .conflict is a major detriment to the entire rehabilita~
tion process . . . to include the school to work transition. The
Rehabilitation Service Administration needs to-identify and promulgate
those services to employers that.are legitimatley part of the rehab{li-
tation process. - '

~.

$

Issue

. 4
/‘
Stipends «and wages. . ' B

/ 14

The use df work evaluation is an effective means Aof' assisti

youth with disabilities develop the skills necessary to qphievé‘éompét- h
_itive employment. Private businéss is more willing to take the rjisk

of -hiriag a person with -disabilities even for on-the-job evaluatfon,
if stipends and/or wages are paid from another source. -Currently
the sources for stipends and wages are limited, seriousw effegting
the use of on-the-job evaluation in vocational programming
with disabilities. , ‘

[ .
Issue . / | o -

r————

State Hducation Department certification requiremgpts.

é "

. . . ' °
One purpose of this document is.to foster increased options for
service delivery to adolescents and young adults with disabling condi-

\

o ‘ < ,

Rehabilitation counselors, masters degree training programs accred-
$ted by the Council on Rehabilitation Education, are specifically
prepared to assist persons with disabilities in preparation for and
acquisition of employment. School districts and cooper at4mes somet imes
desire to employ rehabilitation counselors to cvordinate sgrvices
which enable the student to successfully transition from schdol to
work or appropriate postsecondary training. .State education depart-
ment certification requirements prevent the hiring of these®specially
trained professionals: Where they are hired, they have difficulty
securing tenure. This results in a lack of a valuahle service option.

The certification requirements were written at a time when most
secondary age ‘students with disabilities did not prepare fon work
duping their years in the speciale#ducation system. Rehabilitation
ciﬁnsefcrs have been involved in the work .preparation of -adolescents
with disabilities since 1954. ’ -

1

for youth



‘def ffied minimum stdndards of prepavétion. e
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A simple correction of state Education department certification

requirements will enable schools to choose this option of assisting.

students in transition. The change would have no financial burden
to the state. As‘rehabilitation seling has a-national certifying

body, the, C $ion on Rehabilitatjon Counselor Certification (CRCC)

already tests ahd certifies rehgbilitation counselors as meeting
Issue o ' | "'f

" P.L. 94-142 Regylations, - -

Comment _ . | ' .
N [

ive, it has in practice been used as 1imiting. If vocational rehabil-
itation counseling is to!be part of the transition process and voca-
tional rehabiljtation is to assume ultimate responsibility aithe

student leaves schof1, then rehabilitation counseling "needs “to be
» 1isted as a related service in the regulation df P.L. 94-142. ~

i .

Issue I . . ' (

A

. ', ) Py : '
- yTPA and persons with disabitites/transitional students.

Comment: :

- I3

. JPTA in.its current implementation has shifted emphasis from
work experience programs to training. The shift has made it unagtrac-
tive for Service Data Areas to operate work experience programs with
stiperds or wages paid to participants. '

Many youth with disabilities have difficulty in participating
in traditional triining programs. It has been sfown that the ontimal
method of teaching job skil‘s to persons with disabilities is through
actual "hands on" experience’in the real job setting.

The new JTPA implementation essentially iimits participation
by persons with disabilities.by restricting work experience in favor
of training. Regulation changes need to occur to allow idse of outcome
oriented work experience programs to cerve persqns with disabilities.

o

, The reﬁufatﬁons mentipn vocational education not only as a related
services but also, as- § potential part of special education. Although
. 1t 1s recognized that the . .list of related services is not all inclu-

-
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~from school to work.

- . . .

“Rural _concerns.

A. number of factors conterning rdral schpols have been identified :
which create unique problems in planning and. implementing the transi-
tion‘fzg? school 'to work. Some factors which need to be considered:

?nd1st died in the development of .models to improve this transjtion
Jnclude: " ' - . .

1< Rural areas are rapidly grohingg3n~popu1ation'yet tax
-1 bases are not keeping pace. . ' .
1 2. Rural services cost more than similar.services in urbéz
.-, areas because of extensive travel requirements and the
o scarcity of professional resources 2va11@b1e. '

'3. Rural areas often have higher poverty lgvels ‘than
nonrural areas. a : | Lo

4. Rural aréas frequently'experienqé ﬁ-rngher percentage

of handicapped children. A
5. Employment opportgaﬁties are Yimited not only in number
‘.. but in diversity. .

-
»

Information disseminéted by the American Council -on Raral Specf&l

- Education (ACRES) indicates :that rural schools represent 67% of all

schools - in the nation. The unique factors indentified above must
be included as factors in the development of models for the transition

- ~

’ ¢ . >

4
Issue -

L .
o

Creation of a hew gap in education.

-

Comment

The current educational reform movement has the potential of
creating a new gap in the school to work transition. Students who
may be most readily affected by this movement include the lowest 15%
of the nondisabled student population. Maay of the disabled population

'(10%) will also be affected. Aspects of the educational reform move-

ment that may contribute to this new gap are: . ‘

1. New Graduation Requirements: "
English - 4 years
Math - 4 years
S€ience - 4 years
(plus humanities, social science, etc.)

L4
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These rézjirements may affect the"ab‘éve-identifiéd popu-
lation in two ways: .

+
.

a. These new requii'einents maj drastically reduce stu-
-dents' freedom of choice. Due to logistics, they

may not be able to select areas of particular inter-

. est and vecational importance.

. b. Students' overali levels of academic performance

(grade point -averages) may be affected by new course
: requirefnents.' ' '

Competency, Testing | .

Many states have or are currently adopting policies '

which will require students to pass a competency .test
in order to receive a diploma.” .These new requirements
will create a new issue in many states. 'Schools are

petentially going to have to award diplomas and certifi-

. cates bf attendance.. Diplomas will take on a new valu®

and employers may also begin ‘to plage an increased value

~on diplomas.

movement msy create a vast new pool of high school dropouts.

i

DISCUSSION

The combined effect of these aspects of the educational reform

Career Education - The career education movemer. of the 1970's
appears to be ailing. C- an individual bdsis, .some lotal education
agencies are still implementing career education programs.

_ However;
with the implementation of the Education and Improvement Act of* 1981,

the movement appears to have stalled at the state. and federal levels.
The consolidation of career education funds into Chapter 2 of this

Act has made it possible for states to use—their funds in whatever

manner they deem appropriate.

L 4

Most of the students in our education systems could benefit from

having an individualized career education plan. This plan could be

developed in the eighth (8th) grade for grades 9-12 and postsecondary.

Of course, it would have to be implemernted, monitored, and revised
as the student progressed through the educational system and into

other education or rehabilitation service delivery systems.

Vocational Guidance - There appears to jbe a great need or voca-

tional guidance services at the secondary and postsecondary levels.

Vocational guidance practices, particularly for students with disabili-
need to be built upon a solid foundation in vocational educa-
Between grades 8 and 12, students must 'have the opportuntiy
to explore various vocational opportunities. .
ment vocational ‘exploration strategies, vocational counselors have

ties,
tion.

In order to fully imple-

to be aware, educated, and trained in regards to occupational clusters
and job opportunities in the world of work. In some states,

e 104108
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than 10% of the guidance counselors have a background in vocational
education or a vocational endorsement/certificate. '

Competency-based *Vocational Education (CBVE) --With the necessary
resources and fu'l implementation of CBVYE, special needs students-
may eventually be served in a manger which will enable them. to succeed
at their maximum level of performance. Positive benefit outcomes
of CBVE potentially include:

.1. Placing students into programs at their.individual level &
of performance. . .

2. Allowing studénts to progres's through a modularized
(units of instruction) program at their own pace.

3. Allowing ‘students to enter or exit pfograms at any time. ;
The academic and fiscal calendars will no longer control ‘
the lsafning process or environment. -

4. Program evaluation models may be able to move beyond
theé traditional measure of®program success. In addition -
2 counting successful placéments in related occupations, |
~ocational programs will legitimately be able to measure :
gnd report the developmental growth of individual stu-!
ents.

5. Students will be ahle to obtain specialized training
in a single competency area(s).. For example, it will
be possibrle to train a student to give engine tune-ups
or to dismount and mount tires instead of  having .to
learn to rebuild engines and transmissions.

Terminal vs. Transitional Sheltered Employment - There is a need
for terminal sheltered employmen¥ for some vocational rehabilitation
clients as well as for the developmentally disabled who do not ini-
tially qualify for vocational services, since they may not possess
the potential for competitive employment. Criteria could possibly
be established to identify clients who could continue to benefit from
terminal- sheltered employment. Also, regulations could be established
regarding the retention of clients in transitional sheltered employment”
programs.

Vocational Education Reauthorization Act (VERA) - To reverse
the trend toward deregulation of federal laws to allow states to have
more flexibility in the use of federal funds. In the past, vague,
permissive legislative language has not improved access to vocational
programs and services, nor has it improved the services provided by
vocational education to special populations.

)
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APPENDIX A

'CONNECTICUT STATE DEPARTMENT OF EDUCAT’ N
 INTRA-AGENCY AGREEMENT '
Attachient A '

- Table of Services and Activities
- ' .

" Under Federal laws and regulations, the services or activities '1isted

below can be provided .(where sindicated by an .asterisk) either by DESE,
(through local or special school districts), DVAE, DVTS, or by DVR. ~

Where it is indicated that more than one Division can provide or sup-'

port” the same service or activity, the primary responsibility for
serving handicapped persons of school age until graduated or for those
still énrolled through age 21 (whichever comes first) will be with
DESE' (a) or with DVTS if the student is enroiled at a Regional Yoca-
tional Technical School. The primary responsibility for serving other
handicapped persons who have graduated, left voluntarily, or who are

. over 21 years of age and who are determined to be DVR eligible, will
J .

be with DVR. \

' | Co (a)
A. Child/Client Outreach & Find Activities .DESE DVAE DVTS DVR
A .

1. Public awareness * L
2. Professional awareness * *
3. Screéning
4. Individual screening (including
outreach) * . * *

B. Assessment Activities

1. Psychological

2. Social

3. Educational

4. Speech & Language

5. General medical examination, if

: necessary, to determine handi-
capping condition ,

6. Specialist medical examination * * | *

7. Vocational assessment (including !
interest & aptitude) * * *

NOTE: (a) Services provided -through Special Education or the local

or special school district, additionally, DESE provides
items Al or A2 directly. .

-

* ¥ * ¥
* 3 * %
*. 3% * %

*
*
*
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C. Individual Program Planning: . DESE _DVA¥ DVIS DVR
1. Individualized Education Program (IEP) * . * e
®. Individualized Written Rehabil- , -
itation Program (IWRP) S
D. Direst Services: ) . '
1. Occupational skills 1nstructL3n e i
\ (fncluding development.of training 7
’ sites; work study program) ' ' * ¥ *
2. On-The-Job Training - ( - T e /
3. Academic/vocational support instréc. * * * *
4. Academic adjustment counseling . ¥ * *
5. Personal. adjus counseling Tk * % !h
6. Vocational a!ﬂegzgﬁﬂfwggunseling * O x * *
7> Medical services other than diag. e’ * *
8. Mental therapy =~ - (b) A *
9. Prosthetics, aid/devices - - ’
" individually ownad— — . , *
10. Aids/devices, etc. for learning C, - iﬁ P
(4ncluding job t::ng. site accomo.) * * *
11. Interpreter & reader services. for ¢
learning (including training gites -
’ and home-bound study) ' * ok * *
: ¥ 12. Other related services, OT, PTy—~
o speS&h correction, etc. * * *
13. Job development and placement ™ (c) *  (c) *
14. Post-employment services : : *
, 15. Occupational placement tools, ‘
equipment, etc. (individually owned) . * .
- 16. Occupational tools and equipment, !
etc. (school owned) * * -
17. Specyal support staff, aids, tutors,
paraprofessionals (d) (d) *
18. Transportation * * _
19. Subsistenceswhile in training . * 4
/ . E. Architectural Accessibility: .
1. Minor home modifications *
2. Learning site accommodations *

NOTES: (b) Payment for (medical therapy will not be authorized in \.
Conn. )

d i

(c) These sexvices are not required in Conn.

' (d) Although not required under the Fed. Spec. Ed. Law,
certain of these services are provided by local and °
special school districts in Conn.: .
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A

Ari Analysis of State-Cevel Interagency Agreements Regarding State-Local
Linkages among Vocational Education, Special Education, and Vocational,
Reh aﬁiﬁtation. Caurie J. Batchelor. f e f

T or. CoTTege o “Education, University
of#lT1inois at Urbang-Champaign, May 1,71981. A

This study examines the extent to which state interagency agree-
ments make provision for. 1inkages with local agencies. It finds that
the three major area of Hﬂkages are dissemination activities, in-ser-
vice ‘training, and technical assistance. However, while mokf states
included /state-local binkages in their agreements, few actually pro-

- vided technical assistance or in-service .training and most states
. ha%not even distributed ‘the agreement to local agencies. The study
con

ludes that more research is. needed on -the extent to which inter-

agency activities have occurred locally. : _ )

-

< .
Conpendium of Interagency "Agreements: Vocational _Educatjon, Special
Education, and Vocational RehabiTitatfon. L. Allen Phélps. Leadership
|ra1nl§ing, Institute/Vocational and Special Education College of Educa-
tion, University of I11inois at Urbana-Champaign, June, 1981. .

uyf; compendium presents the results of a national study “on the |
stat

and content of interagency a eements between vocational reha-
bjlitation, special educatjon, and vocational education. It indicates
thatL:l:st states haveddeveloped interagency agreements "and that myst
agreements are .of recent vintage, with the majority having been entered
into between 1979 \and 1980. It also, cites a’need for more research
on local impact of{the agreements and on the effectiveness of intera-
gency services.

!

Compendium_of 4Practice Profiles, Comprehensive Services for Handi-
capped Children. Mid-AtTantic Regional Resource Center, New England

Regional Resourge Center. Unpuhlished, 1982.

The interagency section describes and analyzes successful inter-
agency projects which improve services to handicapped youth. Five
issues pertinent toYcollaboration are analyzed 1in regards to each
of the projects. -

A

Cooperative Arrangemeni&' and Interagency Linkages in Vocational Reha-
bilitation. Edward C. Baumheier, Henry W. Welch, Jeremy Mohr.

Regio Rehabilitation Research Ipstitute Center for Social Research
and Ogvelopment, Denver Research Institute, @sity of Denver,
Jure, /71978.

* -

This paper discusses 1nterag’encfy caoperation from a rehabilitation
point of view. It discusses principles for planning cooperative pro-
grams and the barriers which must be addressed. The result will be
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. aq-propef, mix bf services #n the proper sequence to assist Eljentis
e in achieving rehabiTitation goals.. * ' X b
N * ' B

"Cooperative Programming with the Schools: A-Proposal."  Journal
of Rehabilitation. Ra,men\d M. Cavanagh, Jr. January, February, and
March, . . - Ci e N A/"
¢ The art’iclq teviews the legislation and reasons the school systems
. have problems \in training handicapped individuals for "employment.
, . The authar suggest that one way school systems can provide handicapped
"\ - students with-appropriate vocational traioning is to develop cooperative )
. dagreements with vyecational. riehabilitatdon to develop a comprehehsive
y ~ assessment and pr 4gam for the students. T i
S . K Voo
. Creating Interagenc¥ Projects. Jaseph Ringers, Jr. Community Collabo-
. i rators, Charlottesville, irginia. October, 1977.' -, v
This manual provides step by step methods for. develeping ﬂ\t'er- -
L agency cqoperation efforts between schools and Gther community agen- -

“cies. Basjc principles and concepts are explored as well as the dyna-
mics of interpersonal relationships. | ..

[

A )

Vi

r "Interagency Collaboration: Oriving and Restraining Forces.". H.' Wayne
Johnson, . John A. McLaughlin, Margaret Christensen. Exceptional Chil- °
] 'dreno u]. 48’ Nd._,' 5" Febf‘uaf‘y, 982.. . .

]
/

This ‘ar'ticle,’;présents information from the Virginia Pgliytechnic
Institute project/on interagency collaboration. - It £« gener'al‘ly
«on the provision ~'éf "related services" under P.L. 94-142.° -

Interagency Colluboration and Vocational Education for ‘the Handicapped
' - A Staff 6eve1o ent Program. Handicapped Services Management, Depart-
e "~ ment of Educajidn, Special Education. The Massichusetts Department
~ of Education (TOE), The.Massachusetts Department of Manpower Develop-
ment (DMD), The Massachusetts Rehabilitation Commission (MRC), 1982.

The projec't derived from the gené&ray understamfing that the maxi-
mization of vocational education an{i training opportunities for handi-
capped youth is a goal shared by all thyee sponsoring agencies--DOE,
DMD, and. MRC--and that the shared client population would be better
served if staff on. aTl, levels. in each agency could more accurately
understand the varied mandates, definitions,. eligibility criteria,
and service delivery structures governing the other agencies. Hence,

~ training materials were dévelqped-. to incorporate the following topi'cs:
agencies, their components and structures; clients, their characteris-
tics and needs; .laws and governance; program models and agreements;
) - attitudes; and industry-agency relations.
N
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) Intera enc Col'labor-at1on on, Full Services}for Hand’1 ed Children
. and Youth.  James E. Trosson, Ray Feltner, Linda Foley, et al. . .
\ gegional Resource Ceriter Task Fo;ce on Intqragency Collaborat1on,

HEW, OE BEH, August, 1979. =, _ . R . ‘ :
; . o

<& A Primer. -« - . ) . .

TH document 1ntroduce:'s\ a five-volume technicﬂ assiss | *

“tance package on 1nteragency collaborat1on. It also

11sts outcomes ration. in terms of individua-

19 e1d service pT nni ng, organization and delivery of .

< sénvice, program mgn ing and report1ng and program

-8 P18 ning ahd_budgetihg ‘9{ ’ .

N b\, Volume -1 - A Guide, to StatSrLevel Planain and_Develop-
. ‘m_e.'_‘i - . S
' N ' (’\ ) ¢
) P J‘Ms volume sets ou‘t process outline w1th ten strate- ' co
s ) «  gies for interagency plamiing at the state level. ’I) . - /
y /‘\ . " .

"

then providés detailed 1isting of -the t&sks necessa
ta accomplish.each strategy. -t includes,as an appen-
~~ . -dix, A Primer of Interagency Agreements by Robert H.
.. L JDudette. This "paper c'lassﬁ'%es nteragency agreements
.o ) under the ‘following categories--program standard®,:
RAETIL A ] resource allocat1on,‘ and’ process and activity.

- . . Co ‘Volum Il - A Guide %o Local Collaboration

5 .
* ¢ This volume pr'esents the strategies discusse: in Volqme
a I in a modified form to assist local prov1ders in colla-
; . borating With each other. ™

d.” Volume, IlI - A Guide to Federal Policies .and Agreements
Regarding HeaTth, Education, and SocTaT Service Programs:-

" This volume presents an anlaysis of eight federal pro-

. -grams which provide services for handicapped children--
r 94-142, Maternal and Child ‘Health, Crippled Children,
SSI, EPSDT Developmeht Disabﬂities, Héad Start( and
Social Serv1ces.

V7 e. Volume IV - A Guide to Federal Policies and Agreemenmts
. Regardin Vocatﬁmaﬂ_y-ﬁrienteﬂ tEducation and Reha ta-
tion Programs

This volume analyzes five federa] programs which are
.4 potential sources of vocational iservices.for disabled K,
b e - youth--94-142, Vocational Education, Vocational Rehabili-
. ~ : tation, Developrﬂental Disabilities, and .CETA. ‘' It pro-
vides jlegislative overviews and service descriptions.
- Processes for identification, assessment, plan develop-
ment, placement, plan implementation, and plan review
are outlined. Provisions for material support and perso-

nal support are also noted. 4
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f. VYolume V - Annotaﬁgd Bibliography and Glossary of Acro-
nyms and Terms R

vooN *r ‘ . v
. This volume presents a 1978 bibliograchy of literature
on interagency collaboration and a basic glossary ‘of
terms used in human s2rvice programs. o
. . \ ~ . :

-

Interagen-: Cooperation and Agreements. Policy Paper’Services:"Docu-
ment i. J.P. éreenan, (ed), Leadership Training Institute/Vocational
and Special Education College of Education, University. of INlinois
at Urbana-Champaign, May, 1980« \ . ..

The Interagency Eooperagionwand Agreements Polic}hPaper Series |

identifies and addresses several of the issues thqt relate to develop- -

ing effective cooperation and agreements among agencies. The topigs
and issues -that are~addressed include: State‘Planning gr Interagency
.Cooperation; Training Educational Personnel to Implement Effective
Interagency Cooperation. and Agreements for Serving Handicapped Lear-
ners; Preparing Vocational and Special ‘Education Personnel for Working
with Students who have Special Needs; Effective Linkages for Inter=

agency Cooperation. . .

i S '
Interaﬁengx Re]{}ionshtgg. Nancy - C. Cook. Mid-Atlantic Center for
féﬂ;un ty Education,, School of Education, University of Virginia,

97.- . . -0

/ ‘ Ol . ' L
This study examinés‘the historical basis and current status of
interagency relationships related to community education. It provides
general guidelines Tor entering into any collaborative effort and
it provides a detailed listing of barriers to interagency partnerships.

i
- \ ‘ , :
' +
"Interagency Services: A New Era for an 01d Idea." M. C. Martinson.
Exceptional Children, Vol. 48, No. 5, February, 1982. .

, This article presents a theoretical discussion of interagency
coordination. It oulines several models of interorganizational rela-
tjons gnd it provides a recommended model for interagency planning.
It also discusses basic problems*' in collaboration and research and
deve]opment'needs.

The Interdependent Community: Cbllaborqglye Planning for Handicapped
Youth--Leaders Handbooks Paul Ferrini, Bradford Matthews, June Foster, .
Jean Workman. TERC, Cambridge, Massachusetts, May, 1980.

This handbook presents a "voluntary, democratic process" by which
organizdtions can work together to improve career-related opportunities =™
for handicapped youth. It includes éxercises for joint planning and
development of strategies. It also discusses resources various types
of agencies can contribute to collaboration and the possible benefits
they might realize.

”
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.S ec1a1 ldeas for Educa*iqg Handicapged Children aid Youth. "Inter-'
agency Collaboration: OSharing a Commitment,” #111 1. Mid-Atlantic
" ‘Regional Resource Center. Published by. Upper Midwest Regional
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“Solving Problems through Cooperation.”, Jan M. Baxter. Exceptional
Children, Vol. 48, No. 5, February, 1982. :

L4

This article presents a general d#scussion of interagency planning
and cooperat1on. It Jists somg general methc\s for coordination and
it highlights the Michigan .cooperative effort® betweeh Special Educa-
tion, Vocational Education, and Vocational Rehabdlitation.

1) ‘

. . y . . ,
"Special ucation--Vocationa] Rehabilitation, Let's’ Get the Act Toge-

- ther." Joseph Fenton, Robert A. Keller, dJdr. American Rehabilitation,

May - June, 1981. .« ~ U

ticle dis;eusses°th " benefits of interagency collaboration

~ and stra g1es for’ assuring . uccessful- implementation of interagency

agree‘ments. . \

.

Y

Reséurce Center. . ' -

This bulletin discusses ideas and offers resources *on how to
overcome "difficulties in start’ng interagency co]]abo'}tion.

" Substudy on Handicabped. Dick Carlson, Nina Ba, aDroma.\Atg;us,t‘Q,-

. This paper presents a set of questions for studying collaborative
efforts and agreements related to vocational services for handicapped
persons. It suggests’ several approaches for determining the effective-
ness of agreements including an examination of whether local activity

"has 1ncreased. , ) .

‘

Vocational education models for Linking Agencies Serving the Handi-
capped, "Handbook on Developing Effective Linking Strategles.”

The. purpose of the handbook 1is to assis‘ state and ‘1ocal level
Qersonnel to develdp effective linking strategies whican will help
meet the vocational education needs of handicapped students. How
to develop, implement and evaluate interageney=WrRages were the major
issues diScussed.
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