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FOREWORD

Nope! This is not a curriculum for students with mental
disabilities. What is it? The first volume of Best Practices in Mental
Disabilities oconsists of chapters, written by Iowa educators, which deal
with variables successful teachers and support service personnel must deal
with long before considering the content that they will cover with the
students they will work with during the school year.

Why not a universal curriculum for students with mental disabilities?
Many professional educators and textbook publishers have already attempted
that massive task. Same with success, while others have not fared as
well. Those who have not had success may have misjudged educators in
thinking that we were all at the same point along the philosophical
continuum of what, how, when, and where is the best setting, curriculum,
timing, and strategy for teaching students with mental disabilities. To
make this assumption of agreement where educators are ooncerned is
congruent with the thought that the tooth fairy exists and small elves
come out at night to make the finest shoes available to man or waman.

Most curricular efforts have resulted in providing educators a better
understanding of "what to teach" students with disabilities. Although the
"what to teach" is important, the "how," "when," and "where" to teach are
equally as vital. Many times these latter two aspects are not included in
curriculun development. Curriculun developed dealing with ¢ primary
emphasis on "what to teach" students tends to become unusable and
unfocused after a period of time due to changes in student characteristics
or teacher preferences.

Volume One of Best Practices in Mental Disabilities is divided into
three sections. Eaci chapter is written in a similar fomat. An
"Overview™ states the intended purpose of the chapter. The "Basic
Considerations" section briefly reviews the literature applicable for the
topic. The "Best Practices" section is written with the intent of
introducing multiple ideas and methods for the reader to consider, rather
than a single approach the authors found to be "best." A brief "Sunmary"
section follows stating the highlights of the chapter. "Reference" and
"Annotated Bibliography" sections are also included for those who wish to
learn more about the topic discussed,

The first section, Philosophical Considerations, contains four topics
fram a theoretical perspective. Chapter One discusses the characteristics
of students with mental disabilities and the programs in which they are
served. Chapter Two discusses the need to infuse career education into
the curriculum of special education students regardless of their current
age or functioning level. Chapter Three examines the position of
including the commnity as part of the classroan. Though long considered
appropriate for students with moderate mental disabilities, the authors
suggest that there is an appropriate use of these outside envirorments for
students with mild mental disabilities. Chapter Four discusses the




somewhat oontroversial issue of least restrictive enviromment. This
highly charged emotional issue could be a book in itself. The scope of
this chapter is to have the reader become familiar with the strategies
needed to ensure a planned approach to successful least restrictive
altermatives for students with mental disabilities.

The second major section, Instructional Strategies, consists of seven
application-oriented chapters to assist educators oonsidering how to
prevent difficulties fram arising in the future. Chapter Five presents
ideas on how to oconvey information effectively and creatively to students
in the classroom. Chapter Six discusses the important aspects in setting
up the classroan/natural envirorment where instruction will take place.
Chapter Seven gives guidance to those who must struggle with how to
schedule their time as well as their students in the most productive and
efficient manner. Knowing that a student is learning is gratifying, yet
docuomenting that growth is another issve. Chapter Eight will assist in
offering ideas and techniques to remedy this oft considered time-consuming
aspect of instruction. Chapters Nine and Ten deal with pramoting positive
student growth through -teaching appropriate behaviors while minimizing
those behaviors that might interfere with instruction.

The final section, entitled Support Personnel, is directed not just at
teachers. It is true that it may appear to be directed toward that group,
yet ideas are presented which apply to other educators as well. Chapter
Twelve explains the role and function of the support service staff
available to teachers and parents in Iowa. Chapter Thirteen briefly looks
at the topic of involving parents in the educational process. Like the
Integration chapter, volumes have been written about this very topic, yet
there are still those educators who feel unsure as to the best manner in
developing relationships with the parents of the students that they work
with on a daily basis. The last chapter reviews the use of
paraprofessionals ir the classroom. The role of this individual can be
invaluable if the points discussed in the chapter are considered.

Two appendices have also been included. Appendix A illustrates an
example of a plan for intermediate agencies or local districts on the
concept of least restrictive envirorment. Appendix B presents the Iowa
certification reguirements for support personnel.

There are many individuals, who without their tireless effort,
commitment, and feedback this volume of the Best Practices in Mental
Disabilities would not have taken place. Special thanks go to the many
authors who rparticipated in this project, the AEA Supervisors of
Instructional Consultants for their support, to Dr. Ed Polloway fo+t his
content editing to make this volume the "best" that it can be, and to Dr.
Susan Lagos for serving as the copy editor. I would also like to thank
Teresa Sullivan, Jeri Burdick Crane, and Nancy Brees for their assistance
in preparation of these chapters so that the volume can finally become a

reality.

Greg
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OVERVIEW

The State of Iowa provides special education services for a wide
range of students. Individuals who demonstrate significant deficits in
adaptive behavior and sub-average intellectual functioning greater than
one standard deviation below the mean are entitled to services as students
with mental disabilities (MD). In comparison, the American Association on
Mental Deficiency (AAMD) Gefinition requires sub-average intellectual
functioning to be greater than twc standard deviations below the mean.

This chapter will discuss common educational characteristics of
students with mild mental disabilities and relate them to the delivery of
instructional services through the Special Class with Integration (SCIN)
and Self-Contained Special Class with Little Integration (SCC) models and
the uique characteristics of each. The examination of child and school
envirorment variables which impact upon programming choices demonstrates
the complexity of choosing the most appropriate classroam model.

BASIC CONSIDERATIONS

Through a review of the literature, it is apparent that changes in
the definition and the assigment of educational characteristics of the
mentally disabled have occurred. From the early definitions ~f AAMD
(Hebar, 1959) to the present (Grossman, 1983), each revision has reflected
trends in the research practice and current thinking of professionals. A
significant recent trend has been the reluctance of professionals to use
intelligence test scores as the sole indicator of mental disabilities.

Mentzl disabilities is defined in the Yowa Rules of Special Education
as follows:

"'Mental disability is the inclusive term denoting significant
deficits in adaptive behavior and sub-average general intellectual
functioninge For educational purposes, adaptive behavior refers to
the individual's effectiveness in meeting the demands of one's
envirorment and sub-average intellectual functioning as evidenced by
performance greater than one standard deviation below the mean on a
reliable) test of intelligence valid for use with the pupil"™ (Chapter
12, p. 5.

Although the Iowa definition includes the population classified as
"mentally retarded," it also allows students with a broader range of
intellectual ability to be potentially entitled to special education
services under the mental disabilities categorical label. The Resource
Teaching Program (RTP) model and the SCIN model are more appropriate for
these students for wham the staffing teams are recammending the least
restrictive programming.




Student Characteristics

It is important to be flexible in considering the educational
characteristics associated with programming implications for students with
mental disabilities so general information can be gleaned while
stereotypes are avoided. The following discussion of educational
characteristics will include traits often exhibited by students with
mental disabilities and other classifications of students with mild
handicaps.

Students with mental disabilities are as different fram one another
as are any children in any special education category or in general
education. Thus, in describing abilities and limitations commonly found
in students with mental disabilities, it is important to think in temms of
using these descriptions as a means toward better understanding ways to
erhance their strengths and weaknesses. Same generalizations can be
cautiously made about this population. Therefore, this discussion should
not be construed as limiting programming considerations for all students
with mental disabilities across the continuum of program models.

Students with mild mental disabilities often master many academic
skills. Many entitled students who require special education services can
also benefit fram selected general education-classes which may be modified
.0 meet their needs. These students can be appropriately programmed for
in the RTP or the SCIN model.

A seocond group of students with mental disabilities most often
acquire basic academic skills when provided with special education
programming. Classroom instruction in basic skills coupled with
opportunities for application in the cammunity is considered appropriate
for students in this range. Programming for these students is generally
recammended in the SCIN model or the SCC model.

Students in the lowest ability group of mental disabilities can often
learn basic number recognition and survival words and may progress further
into additional functional academic skills. A strond emphasis on skill
applications to life in the cammunity is very valuable for these students.
Self-help and social skills are also a necessary part of programming for
such students who are usually served in the SCC model.

Students with mental disabilities are often not ready for basic
formal academic instruction when they start kindergarten. Their rate of
progress can be one-half to three-quarters that of their peers.
Traditionally, many borderline, slow learner, and children with mild
mental disabilities have not been identified until the middle elementary
school years when academic requirements become more sophisticated. This
phenanenon often occurs in schools with a high concentration of low
socio~econamic students.

Attention deficits may be manifested by short attention span, an
inability to screen out distracting stimuli (focus), and difficulty
discriminating important stimuli (selective attention). Zeaman and House
(cited in Polloway, Payne, Patton, & Payne, 1985) concluded that students




with mental disabilities can learn once they master the ability to attend
to relevant stimuli.

In the area of language development, the majority of mentally
disabled students experience delayed acguisition of language fomms,
functions, and vocabulary. According to Hallahan and Kauffman, and
Ingalls (cited in Polloway et al., 1985, p.41), the language
characteristics of students with mental disabilities and their
nonhandicapped peers:are compared a< follows: "a) their lanquage generally
is structurally similar; b) speech . acts are significantly more common;
c) language representations tend to be mare concrete; d) advance rules of
grammar often are troublesume; e) the rate of acquisition is slower; £)
deficits are often found even relative to peers of the same mental age; g)
similar variables influence language acguisition (i.e., reinforcement,
imitation, and expansion); and h) the prevalence and severity of language
problems are directly related to the severity of retardation.”

Generalization, or transfer, is the ability to apply learned ooncepts
to new, but similar situations. It appears that tl;t_e_rggre severe the
transferring old irformation to new situations. Although transfer is a
particular problem for handicapped learners, teaching strategies can
present facts, concepts, and content in a sequential fashion to facilitate
the process of transfer. Drew, Logan, and Hardwan (1984) suggest the
following for developing generalization skills for students with mental
disabilities: a) age seems to be a factor, the younger the child the more
able he/she is to transfer; b) the more similar two situations, the easier
a generalization can be dcawn between the two; ¢) a task must have meaning
to the child for a generalization to occur; d) the more general
instructions are, the easier the generalization will be made.

The ability to store information and retrieve it on command is
perhaps one of the most difficult tasks students with mental disabilities
are faced with on a daily basis. They are required to remember symbols,
facts, routines, sequences of directions, and depend upon a systematic
storage of the appropriate information when reguired. Ellis (1970)
believes that short term memory is directly related to intelligence and
thus would be a major deficit area for students with mental disabilities.
Belmont (1966) in his review of the literature on long-term memory, finds
comparable skills exhibited by mentally disabled and nonhandicapped
students. Rehearsal of material appears to be the most effective means of
storing information on a short-term basis and enhancing the storage
processes for long-tem recall.

The social ckills of students with meintal disabilities more closely
parallel their mental age; however, their ne2ds are more related to their
chronological age. Negative traits attributed to these handicapped
students are a result of others' expectations that are too high for them
to meet. In the mainstream, expectation levels will be geared toward
nonhandicapped students. As with academics, the greater the expectation
for the disabled learner in sccial situations, the greater the deficit.



as a result of the inability to meet these expectations, students
with mental disabilities frequently exhibit levels of frustration higher
than their nonhandicapped peers. Teaching students at their comfort level
without challenging them will iot result in growth and progress in
learnirg. The "patience and love" philosophy of the 1960s had merit to an
extent, but did little to prepare students with mental disabilities to
function in subsequent envirorments as adults.

Adaptive behavior, a global characteristic of prime importance in
placement and programming decisions, can b2 defined as "an individual's
effectiveness in meeting the demands of one's envirorment" (Iowa Rules of
Special Education, 12.3, p.5), and thus it is an all-inclusive element of
development. Although the techniques/strategies utilized in the
assessment of adaptive behavior skills are varied, and at times the
results of these assessments "questionable" when used for the purpose of
diagnosis, adaptive behavior deficits manifested during a student's
development can be observed. In fact, direct observation of performance
is a frequently used method of assessing adaptive behavior deficits.
Adaptive behavior is considered relative to chronological age and
in-school and out-of-school envirorments.

At this point, it is important to note that what may appear as poor
adaptive behavior in the school setting may be considered adaptive or even
appropriate in the home setting. For instance, the use of socially
unacceptable language may appear in the school setting as inappropriate,
but in the student's home setting or in his circle of peers, it may be
very acceptable. Thus, on one handg what appears as poor adaptive behavior
may in another context reflect a high degree of the student's ability to
determine what behaviors are appropriate in different settings. This fact
underscores the importance of considering adaptive behavior as being

situation specific.

The following is a list of adaptive behavior deficits associated with
the school setting by Drew, et al., (1984). Whether these behaviors are
truly adaptive deficits or merely ooping skills a child has developed for
dealing with his envirorment is questionable. For the student in the
school envirorment, these behaviors would provide a focus for remedial
efforts: a) lack of school coping behaviors, such as following
directions, maintaining school supplies, monitoring a schedule; b) poor
social skills when interacting with peers and teachers, responding
incorrectly in social situations; c) poor language skills in answering and
asking questions, listening, monitoring voice control; d) poor emotional
development in areas such as taking responsibility for own actions,
chronic tardiness, social withdrawal; e) poor self-care skills in personal
hygiene, dress; £) limited success in applied cognitive skills such as
age-appropriate problem solving; and g) delayed academic development in
pre-academic and academic skills.

Program Model Characteristics

An essential aspect for consideration when determining appropriate
educational experiences for students with mental disabilities is program
model characteristics. These characteristics tend to be student specific




and school/structure specific. In compliance with least restrictive
enviromment provisions, a staffing team must examine all variables to
insure selection of the appropriate special education services fram the
continuum of program models ranging fram resource, special class with
integration, self-contained special class with little integration to
self-contained special class. Placement in the appropriate model must be
determined by the needs of the individual student iden:ified in the
evaluation entitlement, and IEP process.

Building level staffing teams are responsible for the recommendations
concerning disability, program model, and specific special education
services provided to each student with mental disabilities. Data
collected in the evaluation process are quantifiable and dictate whether a
student is entitled to special education services. However, the decisions
concerning model choice and integration aspects are much less quantifiable
and ore subjective in nature.

Students are placed in RTP to assist them in benefiting from
continued enrollment in the general education curriculum. The RTP
typically has no curriculum specific to itself, but provides instruction
in specific skill areas to support the already existing curriculum. Both
the SZIN and SCC models offer curricula different fram general education
to meet the needs of students staffed into these programs. The following
discussion defines the SCIN and SCC models and relates them to the needs
of the individual students.

Excerpts fram the following Special Class with Integration and
Self-Contained Special Class with Little Integration sections have been
selected and expanded from an unpublished draft concept paper previously
developed by a team of special education oconsultants in AEA 9.
Modifications and adaptations have been made fram input of MD Best
Practices authors, as well as the many special education teachers they
work with across the state.

Special Class with Integration

The Iowa Rules of Special Education define special class with
integration as:

"12.5(3)

a. An educational program for pupils requiring special education
who have similar educational needs and who can benefit fram
participation in the general education curriculum in one or more
academic subjects with pupils who are not handicapped. The maximum
class size for this model is twelve (12) at the elementary and
fiftee . (15) at the secondary level with the exception of the hearing
impairad which is ten (10) at both levels. This program shall
include provigions for ongoing consultation and demonstration with
the pupil's teachers.

b. Programs of this type may be operated on a multicategorical
basis with the approval of the director. For approval to be granted,
the following conditions shall be considered: Support services

St
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provided to the program including appropriately authorized consultant
services; the need for and availability of paraprotfessionals to
assist the teacher; served pupils have comparable educational needs;
the chronological range deoes not exceed four years; and, program
curriculun consists of appropriate content for handicapping
conditions served." (Reference Iowa Code section 281.9(1)"b")

As defined and described, the special class with integration model is
for those students with mental disabilities who can benefit fram ongoing
program participation in general education academic subjects and for whom
the 1:12 or 1:15 class size maximum is appropriate. Academic subjects are
defined as ary content area in the general education curriculum including,
but not limited to, reading, language arts, music, physical education,
home economics, social studies, art, science, vocational skills, and
mathematics.

Program Description

The special class with integraticn is a class with a special
education teacher to which students are assigned for a major portion of
the instructional school day. Students recommended for the special class
with integration have low academic skills, inadequate social skills,
and/or behavioral deficits. The students may show immature or
inappropriate behavior in school, difficulty relating to peers and adults,
and difficulty following established procedures. These same deficiencies
can usually be noted in the student's out-of-school behavior in the home,
neighborhood, and community. The SCIN student may have poor work habits,
may be dependent on the teacher for a great deal of support, and may have
difficulty working independently for any length of time. Self-concept may
also be low. The student's attention span may be short and the student
may exhibit a higher level of activity.

This model is unique in that students may be carried on both the
gereral and special education class lists in order to encourage students
to feel that they are a class member of both the general and special
education classes. The amount of time spent in the general classroam
depends on the student's ability to profit from general class instruction.
Efforts shoula be made to insure that students feel they are members of
the general education student body even' though they attend special classes
for a portion of the day.

The SCIN model is appropriate for those students who reguire a more
extensive instructional program than that which can be provided in an RTP.
These students need more educational interventions than can be provided
through the RTP along with modifications in the general education
classroom. They cannot benefit from continued placement in general
education, but require an alternative curriculum specifically designed to
meet their educational needs. Within this model, the major responsibility
for providing for the student's unigue educational needs lies with special
education. Depending on the age and skill level of the students, the SCIN
model may be expected to provide the primary instruction in: readiness
skills; basic skills such as reading, math, oral and written expression;
practical application of basic skills; social studies; science; social




skills; career education; and instruction designed to meet the behavioral
needs of the students. Music, art, and physical education with
appropriate modifications being made to provide for the individual needs
of the particular student are normally provided through the general
programs or by general program staff; however, integration opportunities
should not be limited to these three curricular areas.

There are major differences in emphasis placed on programming
camponents at different age levels. At the elementary level, the primary
emphasis should be place on the acquisition of readiness and/or basic
skills, cammunication skills, social studies and science, and social
skills. At the junior high level, the emphasis begins to focus on the
practical application of basic skills, study skills, social skills, and
the exploration of careers. At the high school level, the major emphasis
is on the application of acguired basic skills to daily living, acquired
general knowledge, social skills, and the preparation phase of career
education. Proper work habits and study skills should be emphasized in
all curricular areas and at all age levels to insure that the students
become independent learners.

At any level, the student's range of abilities, the age ranges, and
the skill levels will affect the number of programing camponents the
teacher can provide. These variables should be carefully considered in
the planning, implementing, and evaluating of the program. If a program
is not carefully planned and the schedule refined, the effectiveness of
the SCIN program may be limited. Careful planning of the schedule is
necessary to insure that the teacher has time each day to devote
individual attention and instruction to each student, time to comunicate
with general education teachers, and a scheduled planning period.

Curricular Approaches

There are two major curricular approaches emphasized in the SCIN
model: the modified and the alternztive curriculum. The curricular
approach selected depends upon student variables such as the individual
student's academic needs, learning style, and developmental needs.
Program variables such as the level of the program (elementary, junior
high, senior high) and the total educational needs and characteristics of
the group of students enrolled may also influence the type of curricular
approach used.

The modified curriculum more closely parallels the general education
curriculum and includes unique modifications designed to assist students
in meeting the majority of the goals set for all general education
students. Planning for and clearly outlining the modifications used for
each student will help to insure that individual student needs will be
met. Examples of appropriate modifications may include slowing of pace of
Presented materials and/or skills, varying presentation and evaluation
modes, and reinforcing specific skills through the use of supplemental
materials. A modified curriculum may be used with those students who
function higher academically, those who are getting ready to be
integrated, and those whose skills have increased as a result of an
alternative curriculum.
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An alternative curriculum approach is distinctly different frcam that
used in the general education program in that for specific academic areas,
alternative materials will be used rather than those materials designed to
support or parallel the general education curriculum. At the secondary
level, the alternative curriculum may depart from a strictly academic
emphasis and may incorporate the teachinig of information and skills
necessary to function as an independent adult. This alternative approach
must be based on the learning and behavioral needs cf the students, should
be clearly outlined in writing, and should build upon accepted
instructional soope and sequences, especially in the basic skill areas of
reading, math, and lanquage. An alternative approach should be provided

for those students who have not had success in the general education
curriculum, and for those students whose deficits and needs remain

significant enough that peer-age integration and a modified approach will
be unable to fully meet their needs. The areas that may be included in
this approach are basic skills, functional academics, behavior management,
career education, and social skills.

A modified curricular approach tends to be a less restrictive option,
whereas an alternmative curriculum tends to be a greater departure fram the
general education curriculum. These approaches are not exclusive of each
other and both may be found in the same classroom. They may, in fact, be
used at the same time with individual students who need an alternative
approach in one area and a modified approach in tne other.

The student should be integrated into appropriate general education
instruction or activities selected by the staffing team. Generally, this
means the student can-be considered for integration into the student's
current grade level, However, additional factors must be considered when
recommending grade levels for integration of students. The chronological
age, physical size, purpose of integration, and location of the class
being considered for integration are some of the factors which should
influence the staffing team in recammending appropriate grade levels for
student integration. For example, a child in physical stature might be
appropriately integrated at a grade level below his grade designation if
his academic skills and social skills are reasonably compatible with the
students at that lower grade level. On the other hand, a student with
similar social and academic skills who is physically large and has been
retained once may not be appropriate for integration into the same class
as the formerly mentioned child.

The staffing team must look at several other important
characteristics of the student prior to recommending integration. The
student should have adequate skill levels to be successful in the activity
or specific subject as well as the minimal social competencies necessary
to foster peer acceptance and positive interaction. The student should be
abie to function within the range of those students in the class who are
successfully campleting the instructional activity; however, grading and
evaluation procedures may need to be modified. The desire on the part of
the student to participate in the general education class needs to be
considered since successful integration is dependent, in part, on the
student's willingness to be in the integrated class. With some students
it may be necessary to encourage and Gevelop the desire to be independent
fram the special education Pprogram.




The staffing teew may also look at several aspects of the class where ;
integration is being considered. The teaching strategies and materials |
presently being used in that class should be comparable to those used in
the special education setting. Best practice would match the general ‘
euucation tzacher's teaching style with the learning style of the |
student. Tie teacher's expactations for satisfactory completion of course
requirements should be discussed and determined o be within the
capabilities of the sp=cial education student. Tae interest and
commitment of the gerieral aducation teacher to program for special
education students in the general education setting must be considered.
Modifications and interventicns recommended to the general education
teacher must be realistic given the teacher's class sice and training.

The special education and ¢eneral education teachers must confer regularly
and make adjustments as indicated by the progress and adjustment of the
mental disabilities student in the general education classroom.

In addition to the basic skill areas selected by the staffing team,
most students at the elementary level will participate in other general
education programs such as physical education, field trips, assemblies,
recess and lunch, music, and art, if they exhibit social behaviors that
are within an appropriate range of acceptance. Students with behavioral
difficulties may be more successful if they are integrated into those
classes that are more structured.

At the junior and senior high levels, integrated classes need to be
selected on an individuzl basis, keeping in mind the requirements of the
general education class; the academic, social, and behavioral functioning
of the student; and the graduation requirements of the district. Most
students at these levels should have the opportunity tc participate in
physical education, mini-classes, study hall, assemblies, lunch, field
trips, and extracurricular activities.

When the special education student is integrated into general
education classes, it is with the expectation that the student will be
able to complete the requirements of that class with, at the most, some
minor modifications. If the special education teacher or aide is
responsible for student's completion of work in the integrated class, the
student is not considered integrated. It is sometimes appropriate to
recarmend a student f£or inclusion in a general education class for the
purpose of social interaction. 1In this case, academic skill development
is not stressed and the individual education plan (IEP) is written to
include emphasis on the social aspect of including the student in the
particular general education class. This emphasis should be clearly
defined through written goals and objectives vhich have measurable
criteria.

The Iowa Rules of Special Education define self-contained special
class with little integration as:

"12.5(2)

An educational program for pupils with similar educational needs
who require special education, but who can benefit from limited
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participation in the general education curriculum with nonhandicapped
pupils. The maximum class size for this model is eight (8) at the
preschool and the elementary levels and ten (10) at the secondary
level. Preschool programs of this type may be operated on a
multi-categorical basis." (Reference Iowa Code secticn 281.9(1)"e™)

The self-contained sipecial class with little integration is for those
students who have limited participation in the general education
curriculum with nonhandicapped pupils and for wham the 1:8 or 1:10 class
size maximum is appropriate for their needs. Fifteen (15) is the maximum
number allowed in secondary programs if the work experience instructor is
pProviding vocationally-related activities to the students. If the teacher
is providing the vocationally-related activities, then the maximum number
of students allowed is ten \10).

Program and Student Description

Students with mental disabilities are staffed into this model because
of substantially low intellectual functioning and substantial adaptive
behavior deficits. The general edvcation curriculum and the SCIN
curriculum approaches do not meet the functional skills and applications
needs of these students. These students receive virtually their entire
instructional program from the special education teacher.

To the fullest extent possible, the SCC students need opportunities
to associate with their nonhandicapped chronologically aged peers. A
component of the SCC program is pianned student participation in the
general education enviroment. This participation may be in such
activities as, but not limited to, physical education, recess, lunch,
assemblies, clubs, athletic functions, music experiences, and art
experiences. The special education teacher should make appropriate
modifications and provide the support necessary to make integration a
rewarding experience to the student. Specific behaviors should be
identified and performance criteria established to determine the
effectiveness of integration. Information regarding student and general
education teacher characteristics to be considered prior to recammending
integration are the same for SCC as previously described in the SCIN
model.

A seoond aspect of integration is the participation of the SCC
students in the cammunity. Community based experiences are planned to
develop age—-appropriate knowledge of the community and to provide
practical application of skills being developed in the SCC program.
Activities such as grocery shopping, clothes shopping, cashing a check at
a bank, various leisure pursuits, and vocational experiences are examples
of comnmunity education for the SCC student. The integration of these
students into the school and cammunity activities will provide
opportunities to model and practice age-appropriate behaviors, to develop
social relationships, and to better prepare students for life in the
community during school years and as adults.

Many students being served in this model will be able to became
self-supporting and live in a familiar community with little difficulty.
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They ray function independently for a majority of the time, although they
may need some assistance when confronted with new situations. Guidance,
assistance, and community support will be needed when there are extended
periods of unusual social, emotional, and econamic stress. Others may be
disabled to the extent that sheltered employment and supervised living
arrangements may be necessary for all or part of their adult life.

Curricular Approaches

The SCC model utilizes a comprehensive alternative curriculum in a
highly structured class. A variety of teaching techniques are needed to
meet the varied learning styles of the students. In following the
sequence of skills, the teacher needs to be aware of individual student
competencies and previous instructional programs for the student in order
to prevent a student from being cycled through a series of skills already
acquired. The characteristics and needs of the class as a whole need to
be detemined, as well as the individual needs of the students.

In developing curriculum for SCC, academics must be broadly defined
and include the teaching of basic skills such as math, reading, spelling,
and language through alternative means and in alternative settings.
Instructional time needs to be spent teaching academics in the community
with hands-on type of experiences and practical and functional application
of the academics. Skills necessary for home and family, school, and
community functioning are what must be learned by SCC students. These
functional skills are in the academic, leisure, social, and vocational
areas and must be appropriate for current chronological age functioning
and preparatory to adult living needs.

The ultimate goal in educating SCC students is to teach them to
become as productive and as functional adults as possible. It is
necessary to include both the academic as well as the social aspects of
curriculum. Since socialization skills of SCC students may evidence delay
when compared to their chronological age, it is necessary to teach these
age~-appropriate skills society expects them to possess.

Through the process of combiniig the academic and social curricula,
the SCC student is able to transfer classroom knowledge into functional
application. The process begins at the elementary level. It should be
assumed that everything must be taught so that learning can be structured
and little is left to incidental learning. Age—-appropriate skills and
behaviors are a top priority. Beyond being age-appropriate, curriculum
must be language oriented. Many SCC students lack the comnmunication
skills and vocabulary needed to survive in the school setting or in the
community. The curriculum must be concrete and sequential.
Generalizations fram classroam to "real world" evolve in sequentialed
(each step more closely approximates the "real world"). By combining age
appropriateness, a heavily focused language orientation, and concrete
sequentialed steps, the elementary curriculum will teach SCC students to
function in their school setting and their immediate environment.

At the junior high level, curriculum builds on what has been taught
at the elementary level. Social and academic skills already mastered are
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re~emphasized and then expanded. Curriculum focuses beyond the immediate
enviromment and into the cawmunity; teaching awareness of cammunity
services, orientation into possible career alternatives, and consumer
training,

At the high schcol level, previcusly taught skills are re-emphasized
and curriculum begins to focus on the job setting, teaching varied work
experiences, scheduling work and other activities, budgeting, and using
leisure time. The SCC program prepares students to maximize their
abilities to function productively in society.

Staffing Team Considerations

The following considerations and characteristics must be examined by
the building staffing team to determine whether a student is more
appropriate for a special class with integration or a self-oontained
special clas. with little integration as determined by the needs
identified during the evaluation, entitlement, and IEP p* ~ess.

The staffing team should focus attention upon both .udent specific
development in social, emotional, and academics areas as well as the
school envirorment areas of curriculum, structure, and attitudes.

The following academic and related considerations should be assessed:

Entry Level Skills

What academic skills does the student possess? Are these sufficient
for the student to successfully participate in a general education class?

Modification of General Education Requirements

To what degree can general education classes be modified to
facilitate academic success for students with mental disabilities? Will
the general education teacher acknowledge the student's educational
handicap and implement individual teaching strategies?

Class Range of Academic Functioning

Do the student's academic skills seem to be more ocompatible with
students in the SCIN or SCC model?

How well can the student take notes, study for tests, participate in
class activities, and complete homework assigrments? Does he/she
adequately process information presented in large group settings?

General Education Courses Available for Integration

BAre there lower track "core" ocourses in which the student may be
successful? Is there a diverse selection of vocational courses in which
the student may be intearated?




Achievement Test Scores

What are the results of diagnostic test scores and basic skills
scores? How do these compare with students presently in the two MD
models?

Curriculum Requirements

Are there components of the models which seem to provide for the
student's academic, social, and vocational needs?

grior Interventions

What general education and special education interventions have been
previously implemented? How successful were these interventions?

Grading by Ceneral Education Teachers

Are students integrated into general ecducation classes graded like
all other students? Can adjusted or altermative grading procedures by
impl emented?

Post-Graduate Needs

Will the SCIN or SCC model better prepare the student for
post-graduation experiences.

Goals to be Achieved Through Integration

Will the student increase acaderic abilities beyond participation in
the SCC? Are social interactions a primary concern?

The following adaptive behavior/personal considerations should be
assessed:

Peer Relationships

How well does the student interact with handicapped and
nonhandicapped students his/her own age? How do other students perceive
him/ber?

Adult Relationships

Does the student understand the roles of significant adults and
authority figures? 1Is he/she able to appropriately interact with these
individuals?

Acceptance of Integration

Does the student possess a significant desire to be integrated? Does

the student possess uneasiness or fear of integration?
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Medical Limitations

Do medically related limitations affect educational experiences of
the student? Does he/she have seizures, asthma, or severe motor
problems? Are there medical problems which may present a health or safety
concern in curricular areas such as driver education, physical education,
or industrial arts?

Personal Traits

Does the student display an adequate level of initiative? Is he/she
a responsible person? Does he/she have adequate self-help and personal
care skills?

The following considerations of the school enviromment should be
assessed:

Least Restrictive Enviromment

Is the student being allowed to participate in classes or activities
with nonhandicapped peers? Is integration beneficial to the student or
can he/she acquire skills better in a self-contained classroam?

Classro~ jtructure

Does the student need the small group and individual instruction
provided by a self-contained classroam to develop social, academic, and
behavioral skills? Can this same structure and delivery system be
effected in the SCIN model?

General Education Teaching Strategies

Can the general education instructors implement teaching strategies
to enhance the skill development of SCIN students? Are these instructors
aware of the needs of students with mental disabilities and willing to
implement various instructional modes?

Age Range of Integrated Classes

Are there age-appropriate general education classes or activities in
which the SCIN student may participate?

Building Schedule Flexibility

Can the SCIN student's schedule be manipulated to allow integration
into necessary general education experiences? Does the SCC teacher have
freedom to manipulate his/her schedule to provide maximum educational
experiences?

Prior Success of General Educational Teachers and Integrated Students

Are there certain teachers who have been receptive to and successful
with students who were integrated? Can these teachers provide the
essential instruction for the individual student with a mental disability?
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Integration Priorities

If the student is in the SCIN model, what are his/her priorities for
integration? Are the priorities academic, social or vocational?

Parental/Student Acceptance

How receptive are the parents and the student to the recommended
model? Will the parents and student cooperate to ensure changes of
success?

|
Number of Students in the Model {
Space availability may help determine which model the student ‘
enters. Can the instructor provide better and the student perfomm better
if the selected model has fewer students?

Transportation

Will the selection of a certain model require transportation? 1Is
this transportation available and within the Rules of Special Education?

General Education Acceptance

Are general education teachers and the principal supportive of
integrating students into activities with nonhandicapped veers? 1Is there
consistent communication between general educators and special educators?
Are general education students receptive and cordial to students with
mental disabilities?

Are the materials used in the SCIN or SCC model more appropriate to
the student's needs. Which model allcows for maximum implementation of
materials through curricular design?

SUMMARY

This chapter has presented student and program characteristics to be
assessed in determining the appropriate SCIN or SCC modei choice for an
individual student. Table 1 on page 17 lists these as academic, adaptive
behavior/personal, and school structure characteristics. Note how the
characteristics often overlap categories.

A comprehensive examination of educational characteristics presented
by the individual student and school enviromment is necessary to determine
the appropriate service delivery model and for subsequent instructional
decisions Z.r students being recammended to participate in mental
disabilities classes.

The delineation of educational characteristics of the individual
students and program models is necessary in all special education




placement decisions but vital to the differentiation between SCC and SCIN.

The staffing team has little quantifiable information to determine
the program model and must uvtilize data of a more subjective nature. This
chapter has discussed specific difference and characteristics in purposes
and currici_ar approaches of the SCIN and SCC models. A thorough
comparison of the program model characteristics and the individual's
unique educational needs will facilitate the choice of the appropriate
program model.




Table 1

Characteristics

adaptive
behgvior
school
structure

Achievement Test Soores

Orgam.zatJ.onal Skills

Prior interventions

General Education Modifications in Academics
Vocational Programnmg

Remedial Sections Available

Study Skills

Curriculum_Requirements

Grading Procedures

Entry Ievel Skills

Academic Functionino; Work Completion; Etc.
Post—-graduate Needs

Goals of Intergration

Student's Personmality

Peer Relationship

Responsibility Ievel of Student

Adult Relationships

Ability to Handle Disruptions

Success in More or Less Restrictive Model
Student's Initiative

Independent Mobility

Maturity

Administrative Attitudes

Brilding Schedules Flexibility

Number of Students

Priority Subjects for Integration

Age Range of Students

Teaching Strategies

Materials Used in Class

Classroam Structure

Prior Success of Teacher with Integrated Kids
Gereral Building Accevtance of Handicapped Kids
Parental Acceptance of Mcdel Recommended
Transportation

Communication Between General Ed. and Specia. Ed.
Class Size

Least Restrictive Enviromment
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ANNOTATED S8IBLIOGRAPHY

Drew, C.J., Logan, D.R. & Hardman, M.L. (1984). Mental retardation: A
life cycle approach (3rd Ed.). St. Louis, MO: Times Mirror/Mosby
College Publishing.

This book discusses the development of retarded individuals through
the course of a lifetime. Development is discussed relative to
chronological age as well as indication classroom strategies and
modifications necessary for retarded individuals.

Kirk, S.A. (1973). Educating exceptional children (2nd Ed.). Boston,
MA: Houghton-Mifflin Company.
This text offers an introduction to all major exceptionalities. The
exceptionalities include the learning disabled, those with speech and
language impairments, the auditorily handicapped, the visually
impaired, the neurologically and orthopedically impaired, and the
behavior disordered. Each chapter discussed definitions, common
characteristics, prevalences, causes, and curricular modifications.

Polloway, E.A., Patton, J.R., & Payne, R.A. (1985). Strategies for
teaching retarded and special needs learners, (3rd Ed.). Columbus,
(H: (harles E. Merrill Publishing Company.
This book gives an overview of the retarded learner in the
educational setting. It introduces basic principles of teaching the
retarded learner, gives suggestions for organizing the classroom
situation, and describes curricular areas and the necessary
modifications needed to teach the mentally retarded.

Schifani, J.W. & Odle, S.M. (1980). Implementing learning in the least
restrictive enviromment: Handicapped children in the mainstream.
Baltimore, MD: University Park Press.

This volume offers an introduction to the exceptional child from an
educational perspective. Part I describes characteristics as they
impair learning. Part II discusses meeting individual needs within
the special education setting as well as in the mainstream. Part III
describes available services outside the classroom.

Snith, R.M. & Nelsworth, J.T. (1975). The exceptional child: A
functional approach. New York, NY: McGraw Hill Book Company.
This book attempts to introduce the new concepts in special education
with current and past practices. Stressed are the similarities
across exceptionalities, although Section 5 is devoted to a
description of traditional classifications. It offers a look at the
whole child through medical models, psychosocial factors, educational
concerns, as well as a discussion on the exceptional child within the
family.
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OVERVIEW

Career education curricula teaches necessary life and vocational
competencies to students with mental disabilities who can not
incidentally learn these skills. This type of instruction is infused into
daily oontent area material rather than being taught as separate
instructional units. Career edvcation curricula is a mind set toward

making instruction throughout all grade levels relevant in a variety of
real life situations. It includes teaching daily living and social skills

along with vocational preparation. This philosophy toward making
instruction practical is the cornerstone of successful special education
programs throughout Iowa.

Career education beoomes the foundation upon which all other school
learning is built and special class teachers become the architects for
providing a functional hands-on approach to learning.

BaSIC CONSIDERATIONS

Various definitions of career education have been describe. in recent
publications. Although there is not total agreement, most of these
definitions emphasize career education as instruction related to all the
roles required of successful mentally disabled adults, rather than just
vocational preparation experiences. Further, this instruction for various
adult roles can be taught throughout the special education curriculum,
rather than within a separate curriculum strand.

Brolin and Kokaska (1979) define career education as the process of
systematically ocoordinating all family, school, and community components
together to facilitate each individual's potential econamic, social, and
personal fulfillment. They include activities which teach students skills
preparing them for success in later life. Instruction in civics, hobbies,
parenting, death, coping with various adult roles, hamemaking, and family
are examples of what Brolin and Kokaska mean by life skills preparation.
They believe that career education does not de~emphasize the fundamentals,
but rather, it brings meaning to the curriculum by making individuals more
aware of themsel-es, their potential, and their educational needs. Brolin
and Kokaska (1979) conclude that career education is not intended to
replace traditional education, but rather to bolster it. Effective career
education instruction is directed toward roles, settings, and events that
will comprise students with mental disabilities later lives.

Infusion of career education within programs for students with mental
disabilities is necessary for at least three reasons. First, the
generally inadequate adaptive behaviors of students with mental
disabilities contribute to their inability to function as productive
members of society. Second, current employment statistics of high school
graduates show that they are frequently either unemployed or




underemployed. Third, career education may be a partial answer for
contemporary critics who claim American education is irrelevant for
today's youth.

Since students with mental disabilities do not learn life skills
incidentally, direct instruction and repetition are required for mastery.
Career education's emphasis on life skill preparation addresses this
problem. In addition, career education's guided sequence of vocational
training improves students' chances for success in the world of work.

Clark (1979) suggests that career education is a viable avenue for
correcting the following criticisms of American education:

1. High student drop-out rates.

2. Graduates poorly equipped for the demands of society.

3. School curriculum designed for college-bound students only.

4. Insufficient learning opportunities outside of school.

Criticisms of past educational programs fram former students, parents,
the business community, and the general public substantiate the need for
change in our instructional system. Today's educators need to consider
career education as a creative answer for a positive reform movement in
American education.

BEST PRACTICES
Models for Career Education

Recent literature describes several authors' models for designing
career education programs. This section will summarize two different ways
of considering career education design.

Clark (1979) focused on work careers within his model, but he gives
equal importance to the development of important non-vocational life
skills, Clark's curricula is designed around four basic themes: 1)
attitudes, values, and habits; 2) human relationships; 3) occupational
information; and 4) acquisition of job and daily living skills. ‘These
four curricular camponents extend fram preschool through adulthood and
continuing education programs with variations in the nature of specific
objectives.

A second curricular model, known as the Life-Centered Career Education
(LCCE) Model, was developed by Brolin and Kokaska (1979). The authors
identified 22 major competencies that students need in order to function
independently in school, family, and cammunity roles. These competencies
can be categorized into three major domains: daily living,
personal/social, and occupational skills. Brolin's concept of career
education clearly includes more than just instruction in occupational
education. His curriculum emphasizes the teaching of topics such as

26




family relations, raising children, and ways to enjoy leisure/recreational
time. The LCCE model affords school personnel a campetency based system
for providing career education and life skills instriuction throughout a
student's schooling.

Fram this review of these models reported within professional
literature, it is apparent that the concept of career education has been
expanded to include more than just preparation for work. Contemporary
career education models challenge teachers to prepare students for work
while at the same time preparing them for life. Classroam emphasis is
placed both on training ways to cope in various life roles, as well as on
activities which pramote vocational skills development. Tharefore, career
education curricula of the future includes objectives on vocational, daily
living, and social/personal develcpment.

Phases of Career Education

Career education curricula include four distinct instructional phases
with a transitional sequence connecting each phase. During the preschool
and primary grades, students are involved in the awareness phase.
Intermediate-aged students enter an acocommodation phase. Junior hich
school students participate in an exploratory phase, and a work experience
and job/life preparation phase 1 takes place during the high school
years. (Iowa Department of Education, 1986). Each phase is discussed
below.

Cayveer Awareness Phase (Preschool - Adulthood)

During the Career Awareness Phase, students begin to learn how people
interact within various life roles. RKolstoe (1976) lists attitudes,
information, and self-understanding as the main elements of an effective
career awareness program. The development of positive attitudes is the
foundation upon which career education is built. Young students learn
that people work and play for a variety of reasons including economic,
psychological, and societal. Students begin to understand that work is
one life role, and that it is a major source of personal identification
and satisfaction. Information about self, family, neighborhood,and
community helps students learn about the many ways people interact within
a oooperative society. During this phase, students begin to fommulate
their relationship to the world around them and become aware of possible
future roles. This awareness phase enhances students' later career and
life skills development.

As an example, primary grade teachers may infuse career awareness
concepts into their curriculim by the way they assign classroom helpers.
The class could list the kinds of helpers that would contribute to the
smooth operation of their classroam and the necessary qualities required
of each helper. Students might draw and display postecs showing these
individual job requirements around the classroom. Stidents could apply
for any position by writing their name on the appropriate poster. The
teacher’ would select students fram these lists to perfomm the classroom
tasks for a specified time period. Students should have an opportunity to
experience a variety of helper positions during a school year. Next,

27 36



teachers might have students name various community helpers and why we
need them. Finally, students could guess as to why these helpers like
their jobs and what qualities are necessary in order for these workers to
be good cummunity helpers. These type of activities teach career
awareness ooncepts within a real life context for young students.

Career Accommodation Phase (Grades 4 -~ Adulthood)

During the accamodation phase, students continue to develop career
awareness while beginning tc “use this awareness with their own personal
growth. They learn the importance of getting along with others and the
various duties which accompany responsible community membership. Basic
instruction in time, money, and measurement concepts are applied within
real life contexts during this phase. In addition, knowledge about
specific occupations and related work habits, attitudes and values merge
with their evolving personal interests. Students are given more
experiences with classroom decision-making, while learning to accept the
consequences of these decisions.

As an example, an intermediate or middle school teacher might make a
unit on map reading more meaningful by allowing students to plan a class
trip. Students would work in groups of three forming a classroom travel
agency. They would be responsible for planning all phases of a classroom
trip to a nearby location. These plans might include: calculations of
fuel oosts and travel distances, oconstruction of maps showing travel
routes, determinations of time schedules, and development of travel
pranotions to advertise the trip proposal. Each group would present their
trip ideas to the entire class and a majority vote would determine the
final trip destination. Using the favored group's travel agenda, the
class would embark on the class trip as a culminating activity. This
activity would teach students practical life skills while providing them
general knowledge of the demands of the travel industry and for planning
family excursions.

Career Exploration Phase (Grades 6 — Adulthood)

During the exploration phase, students extend their development and
assessment of personal characteristics, attitudes, and interests through
hands-on experiences within the classroom. Students begin to recognize
the various contributions of individuals in society, and analyze the
diverse roles necessary for responsible cammunity membership. Junior high
school students begin to consider their particular interests, attitudes,
and needs and how they can be directed toward a meaningful and successful
adult role. Carefully planned and sequenced exploration activities
prepare students for the more individualized work experience and job/life
preparation phase to follow.

As an example, a middle/junior high school teacher might infuse career
education concepts into his/her curriculum by transforming the classrocm
into a restaurant. Students would be responsible for all aspects of the
planning and operation of the restaurant. Pre-opening activities might
include: determining the restaurant's menu, purchasing the necessary food
items, setting fair prices for each meal, printing
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daily menus, arranging a comfortable seating plan, advertising the
restaurant's opening, and assigning restaurant jobs to classmates through
interviews. On the day the restaurant opens, the students run the
vperation entirely on their own. As in a restaurant, they would seat
custaners, take ordars, serve the food, clean tables, calculate meal
bills, and give change. This type of activity lends itself to endless
possibilities for relevant life skills instruction while preparing
;;udents for the upcaming demands of the work experience and job/life
a&.

Work Experience and Job/Life Preparation (Grades 10 - Adulthood)

During high school, students begin to actualize their personal
aspirations and life goals through a work experience program. Life
preparation for most students with mental disabilities will require a
heavy experiential component. Extensive use of available commumity
resources is employed during this phase. Students learn specific
personal/social and vocational skills by working closely with community
resource people through a variety of available local options. These
options may include traditional work experience within the special
education curriculum, on the job training programs within the general
education curriculum, and/or training within local community colleges.
During the course of this phase, students spend an increasing percentage
of their time outside of school applying skills which were previously
learned in class. At the conclusion of the work experience and job/life
preparation phase, students are better prepared to independently face
their adult roles in the world of work.

As students work for various employers, they will become increasingly
aware of the ways money is earned, spent, and borrowed. With this
awareness comes an increased need to learn about personal finances. A
high school teacher may add further relevance to a unit on personal
finances by transforming their classrooam into a lending institution like a
bank or credit union. A comittee of five students would establish loan
standards, limits, interest rates, and collection schedules. This
comittee «ould design loan application formms, ocondact loan interviews,
review past credit records, and determine all loan agreements. Other
members of the class would be the primary wage earners for hypothetical
families. Each family would have pre-determined monthly income and
expense limits. Each head of the family would be responsible for
balancing the family budget in :he face of common monthly dilemmas like an
autamobile accident, a leaky roof, Christmas presents for the family,
unexpected doctor bills, etc. From time to time, it may be necessary for
each fzmily to consider using the classroam credit union to meet their
daily needs. Students would shift positions periodically so that everyone
would have the opportunity ;0 be the loan officer as well as the
struggling breadwinner. Through this type of learning activity, students
will experience the realities of living on their own while learning about
credit.,

Examples of Career Education Activities/Skills

This section lists several examples of classroom activities or skills
appropriate for use in each of the previously mentioned career education
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phases. This listing is intended to stimulate ideas about curriculum
possibilities rather than to serve as a comprehensive listing of ideas.

Career Awareness Phase
Preschool

1. Self care skills: toileting, washing hands, combing hair

2. Cooperative play and work skills

3. Use of good manners

4. Responsibility for possessions, picking up classroom, etc.

5. Personal information: name, address, phone number

6. Role play family members and community helpers

7. Introduction to time oconcepts: days, seasons, months, etc.

8. Verbal Interactions: greeting familiar people, asking questions,
answering questions

9. Following verbal directions

10. Visit cammunity sites

Primary

1. Decision-making skills

2. Role play various feelings, attitudes, occupations

3. Following school and classroom rules

4. Sharing information, ideas, or objects of interest

5. Listening skills

6. Working as a group member to solve a problem

7. Community experiences: hospital; grocery store, post office, famm,
restaurant, library, fire station, etc.

8. Differences in consumer/producer roles

9. Defining simple career vocabulary

10. showing respect for self and others

11. Grooming skills: clean hair, skin, and teeth

12. Personal information: name, address, phone, birthdate, city, school,
teacher, parent's names

13. ‘fime oconcepts

14. Emergency information: knowing who and how to call for help

15. Awareness of ocosts/rewards associated with work

Accommodation Phase

Intermediate

1. Discuss "good worker" characteristics

2. Independent worlking skills and task completion

3. Follow school and classroom rules

4. Showing a sense of pride and responsibility in one's work

5. Following oral or written directions

6. Verbal interactions: beginning a conversation, speaking clearly,
getting to the point, looking at the person you are speaking to,
listening to the other person, asking a question, answering a
question

7. Role play examples of self-control, getting along with others, sharing
and frustration




8. Define career vocabulary terms

9. Coamunity speakers/workers

10. Discuss various worker roles and responsibilities

11. Tirme cuncepts: telling time, calendar information, schedules
12. Money recognition and value, coin combinations, making change
13. Appropriate selection of free time activities

14. shows respect for materizgls, equipment, property of others
15. Good groaming skills: clean hair. body, teeth, clothes

Exploration Phase

Middle School/Junior High

1. Roie play problem solving situations, accepting criticism or praise,
and other interpersonal relationships

2. Following oral or written directions

3. Continue to develop appropriate cammunication skills

4. Define occupational vocabulary

5. Buployer/employee expectations ard responsibilities

6. Interview community workers

7. Job aptituces: 1looking realistically at acguired skills

8. Determine realistic wages for various occupations

9. Fill out simple job application forms

10. Task completion within a required amount of time

11. Personal hygiene and cleanliness: daily showers, brush teeth,
deodorant, clean clothes

12. Good nutrition: four food groups, food preparation

13. Inte:reting tables signs, maps, schedules, directories

14. Counting money making change writing checks, adding grocery and
restaurant bills

15. Community mobility: using the bus, giving direc:ions fram one place
to another

16. Job shadowing: di..ct observation of workers' roles and
responsibilities

Work Experience and Job/Life Preparation Phase

1. Personal finance: saving and checking acoourits, uses of bank money
cards, family budgeting, loans and credit, payrolls and deductions

2. Job behavicrs: work attendance, honesty on tiie job, getting along
with co-workers, understanding amwployer expectations, developing
positive job attitudes, jch safety standards

3. Job search skills: interview technigues, £illing out application
forms, reading classified ads, using a variety of job leads

4. Purchasing habits: camparative buying techniques, oconsumer p. .ection
policies, catalog shopping procedures, paying for public services

5. Hume maintenance: advantages and disadvantages of renting or buying a
home/apartment, contracts and leases, relations with landlords,
typical home appliance mainteiance schedules, home safety practices

6. Family life: adult interrelationships, dating, engagement, marriage,
separation/divorce, family planning, parenting strategies, coping with
sickness or death
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7. Community responsibilities: voting, campaign techniques, political
party membership, registration for the draft, jury duty, being a
responsible neighbor

8. Transportation: types and uses of available public transportation,
reading transportation schedules, securing a learner's pemit and
driver's license, auto buying and insurance costs, reading city and
road maps, plannin— a trip

9. Personal care: indiviwal hygiene and groaming, prover nutrition,
medical resources, basic first aid procedures

Secondary Work Experience Programs

The high school career education curriculum places an ever-increasing
emphasis on teaching daily living, vocational preparation, social, an
academic skills in real life settings. High school special class teachers
are continually challenged to evaluate what and how they teach in order to
justify its relevance to the adult needs of their students. Students
should be taugat the social, personal, and vocational skills most needed
by them for future independent living. Whenever possible, this
instruction should be consistent with the demands of the specific
cammunity in which they will be living.

The high school program allows students to participate and apply
previously learned skills within a real world laboratory - a
community-based job site. A comprehensive work experience program is an
excellent way to prepare special class students for the demands of our
comp) <X work and community envirorments. Typically, high school work
experience programs contain three basic stages: vocational assessment, job
exploration, and work experience and job/life preparation.

Vocational Assessment

In the first stage, vocational assessment data is analyzed to
determine the abilities and interests of the individual students. When
vocational assessments have been previously administered by middle or
junior high school instructors, the special class teacher should use these
results in planning instructional goals and in establishing appropriate
job exploration experiences. Typically, the collection and analysis of
these assessments are a shared responsibility of special class teachers,
work experience coordinators, and cammunity resource people. A variety of
formats may be used to summarize these vocational assessments. The
thoughtful analysis of this type of vocational data sets the foundation
for successful implementation of job exploration.

Job Exploration

The purpose of job exploration is to allow students to learn abrut a
variety of cammunity-based jobs within a controlled enviromment. Students
typically spend fram eight to ten hours per week at a commumity job site.
A student will work at a particular site under the direct supervision of a
site employer or his designee known as a resource person. The resource
person serves as the student's vocational teacher while the student is in
the community. The resource person instructs the student about




performance of specific work tasks as well as the general requirements and
specific expectations of a particular job. A student will normally remain
at one job site for nine to twelve weeks before being changed to another
site location. During the course of a given school year, students may
explore as many as four different jcbs. Students are not paid during
exploration because the emphasis of their program is on gaining first-hand
knowledge at a variety of jobs, rather than becoming a competitive worker
in a specific work environment. Where work experience coordinators are
employed, the development, supervision, and rotation of work sites is the
responsibility of the work experience coordinator. Duties are also
assumed by special class teachers when work experience coordinators are
not available. The duration of an exploration may vary from student to
student. Some students will continue exploring various jobs for several
years while others may be ready for work experience and job/life
preparation after only a few exploratory experiences.

Many special class students reguire additional guidance before and
after their explorations. This support allows students more time to
develop readiness for later job exploration training. Often school-based
job sites are used. The school kitchen, office, building maintenance, and
other teachers are excellent sources for structured work sites at school.
In these situations, the special class teacher rather thar a work
experience coordimator, if available, has primary responsibility for the
development and supervision of these in-school work sites. Special class
teachers can monitor a student's progress and often quickly make
adjustments which promote student success and learning. Satisfactory
grovth at these in-school sites signal that the student is now ready to
meet the demands of further exploration, work experience, or job/life
preparation.

Work Experience and Job/Life Preparation

Within work experience, students spend increasingly greater amounts of
time at a variety of vocational options. Community employment, general
vocational education courses, cammunity college vocational programs, or
vocational programs offered through local state service agencies are some
of these options., The studemnt is now learning to become a competitive
employee in a specific work environment. The resource person assumes
greater responsibility for training the student to perform all the duties
normally expected by any employee at that job. Students usually remain in
job preparaticn for up to one school year on a part-time basis. Students
may be paid or not paid, and a specific training agreement must be written
with all employers. Work experience coordinators would typically handle
all the details of these training agreements for the special class
teacher. At the conclusion of this preparation stage, students should be
able to satisfy the basic reguirements and job expectations of most
employers. A comprehensive work experience program provides students with
meaningful vocational assessments, planned job exploration, and specific
job/1life preparation.

Evaluaticn of Work Experience Programs

The successful work experience program uses regular assessments of
each job site as a means of developing appropriate related classroom




instruction which meets the individual student's employment and daily
living needs. Evaluations include periodic rating by employers of the
students' vocational and social skills as observed while they are on the
job as well as grading of weekly classroom assigmments related to the

job. This type of evaluation can assist employers by describing the
critical behaviors they should be observing of our students while they are
at work. These evaluations also provide students with valuable feedback
about their job performance. This feedback can be readily translated into
specific improvement objectives and related classroom instruction.

In addition to the evaluation completed by employers, students
complete weekly vocational assicrments from their special class teachers
while they are on the job. The special class teacher designs these
assignments to improve a student's academic skills through application of
a skill in a practical setting at work cr to strengthen vocational skills
previously studied in class. Students are responsible for these
assigmments and often must consult with their resource person in order to
complete them.

Grading procedures for the work experience program usually combine the
employer's rating of a student with the teacher's assessment of the
students' weekly assignments. The continuous evaluation by employers,
work experience coordinators, and teachers is important for the effective
management and improvement of exploration.

Transition From School to Work

In Will (1984) "transition", as defined by the Office of Special
Education and Rehabilitation Services (OSERS) "...is an outcome—oriented
process encompassing a broad array of services and experiences that lead
to employment. Transition is a period that includes high school, the
point of graduation, additional post-secondary education or adult
services, and the initial years in employment" (p. 1).

Will further noted “hat, "the transition from school to working life
calls for a range of choices about career options, living arrangements,
social life, and economic goals that often have lifelong conseguences.

For individuals with disabilities, this transition is often made even more
difficult by limitations that can be imposed by others' perceptions of
disability and by the complex array of services that are intended to
assist adult adjustment" (p.7).

The model for transition generated by OSERS includes three strategies
designed to ensure a broad arrav of services for all students leaving
special education programs. The first strategy leading from school to
employment includes those generic services available to disabled and
nondisabled persons in the community. As Will noted, "individuals making
the transition in this way rely on their own resources or those generally
available to all citizens locating and taking advantage of work
opportunities without using special disability services" (p. 3). Special
education students requiring no support or follow-up af-er graduation may
be included in this category. Services provided through the community
college, vocational technical school, or job service are also included in
this strategy.
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Time limited services characterize the second delivery strategy. This
patlway consists of temporary or time limited services such as the type
which vocational rehabilitation or vocational technical training programs
can provide. Utilization of this strategy is generally restricted to
individuals capable of making it on their own after services are
ccupleted, Will stated that "vocational rehabilitation offers perhaps the
best known of the time limited services. Individuals with employment
related disabilities qualify for services if there is a reasonable
expectation of employment at the close of services. Once accepted, the
program allows for a flexible use of funds to provide whatever support is
needed by the individual to enter or re-enter the work force” (p.4).

Transition with ongoing services is the third strategy identified in
the OSER'S model. A service delivery model that facilitates competitive
employment, such as supported employment, would be included in this
category. This strategy is designed to serve students with more severe
disabilities who have typically not received sufficient employment
training at a post-secondary level.

Halpern (1985) described a non-vocational dimension which shares equal
significance with vocational emphasis of the OSER's model. Halpern
included two additional components, residential/envirorment and .
social/interpersonal networks, within the transition model. Employment,
residential/enviroment, and social/interpersonal networks form the means
through which successful cammunity adjustment can best be reached.

The Individual Transition Planning Procedure

To effectively plan for the transition or movement of a student with
disabilities from school to the appropriate adult services requires
interagency coordination beginning at the secondary school level.

An individual transition plan (ITP) should be designed to facilitate
the coordination of secondary and post secondary programming for students
with disabilities. The planning procedure would begin with the
development of a student-specific plan drafted three to four years prior
to graduation and updated at regularly scheduled intervals. Interagency
participation in the develomment of goals and identification of services
would facilitate job placement and ensure community integration following
graduation.

Vocational, residential, social, recreational, transportation and
related needs should be addressed within the individual transition plan.
Optimally, the planning team should include the student, parents or
guardian, residential service providers, special education staff,
vocational rehabilitation counselor, and a representative from service
funding agencies such as social services.

In summary, the transition process is a complex procedure for ensuring
the availability of quality service options to persons with disabilities.
It requires effective programming within secondary education,
participation and cooperation fram parents, educators, and adult service
providers. Each of these criteria must be in place to assure the
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establishment and maintenance of a quality life within the community for
perscens with disabilities.

SUMMARY

This chapter describes the critical issues concerning the development
and implementation of career education programmin~ within classrooms for
students with mental disabilities. A comprehensive definition for career
education and various reasons for including it within the special
education curriculum are discussed early within this chapter. Next, two
curriculum models for delivering career education programs are reviewed.
Contemporary thought supports the infusion of daily living and
social/personal development objectives with vocational training and
guidance into the special education curriculum.

A sequential career education program is outlined using four
instructional phases: career awareness (preschool~adulthood), career
acoommodation (grade 4 ~ adulthood), career exploration (grade 6 -
adul thood) , work. experience and job/life preparation (grade 10 -
adulthood). Several teacher recommended classroom activities are listed
according to their career education phase as examples of appropriate
topics for instruction with special education students. High school work
experience programming is described through three stages: assessment, job
exploration, and work experience and job/life preparation. Evaluation
issues of work experience programs are briefly discussed. This chapter
ooncludes by describing the type of transitional planning necessary to
camplete a successful career education program.
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OVERVIEW

As instructors and professionals working with students who have mental
disabilities, we have the common goal of helping these students reach
their fullest potential. Throughout the educational carezrs of such
students, we have an ethical obligation as educators to teach skills that
will enable these students to be self-directed, productive, and capable of
contributing to society. In an age that favors independence and the right
to be "different", we refocus slightly with these students, wanting them
both to be independent and to be able to "blend in" with society, so that
their differences are not so evident.

The ways to accomplish these objectives are varied. The purpose of
this chapter is to discuss the use of cammunity resources as a teaching
strategy that supplements or replaces classroom-based instruction. For
the teacher who routinely utilizes this teaching technique, the
considerations and procedures discussed here will be somewhat fzmiliar.
For those teachers contemplating the use of camunity-based inctruction, a
basic understanéing of the groundwork that needs to be done prior to
implementing activities will be provided along with a discussion of the
potential benefits and positive attributes of these teaching techniques.

Perhaps the most important point to stress is that utilization of
community-based instruction wild enhance student learning. The assumption
that students who have mental disabilities can generalize skills on their
own without training to do so is simply not valid. Instruction will be
more relevant and critical when the student is employing the skills being
taught in the envirorment where they are needed. To see a film about the
procedure of mailing a package might be entertaining and even interesting,
but to go to the Post Office with a package and experience what it is like
to mail the package has a much greater impact on the student. The
learning taking place is active, not passive; the task at hand is a series
of physical activities that the student progresses through, not an
isolated image cast onto a screen; and the activity is taking place in the
real world where it will be needed and not in a classroom where that skill
is not expected to be used. The activity itself becomes a combination of
isolated skills that are asked to be executed all at once. Therefore,
each individual skill is infused with meaning.

BASIC CONSIDERATIONS
In exploring the concept "utilizing community resources" three basic
considerations surface. These oconsiderations have often become roadblocks
to the active integration of community resources into curricular
activities for students with mental disabilities.

The first consideration relates to the definition of the term itself.
School s most frequently involve camunity resources through a field trip
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activity. Vhenever a group of students is scheduled outside of the school
building for a school-related activity, that activity usually is termed a
field trip. Field trips have historically been used for purposes such as:
for elementary school children to visit cammunity agencies such as the
fire station, police station, or grocery store; for elementary and
intermediate students to view cultural events such as a dance tour group;
or for an occasional special activity on the secondary level, usually
related to a sporting event. The field trip experience is viewed by many
as a day in which an entire class will leave school work behind and have
some fun. To the degree that this interpretation of field trips is valid
and to the degree that field trips are considered a special event or
activity in which specific competencies do not need to be identified for
each student, it then becomes difficult to defend the consistent use of
camunity resources for instructional purposes. If the community is not
viewed as a learning center, then there is no need to schedule, on a
frequent, longitudinal,and consistent basis, activities which will
effectively utilize community resources. However, a central premise of
{his chapter is that field trips as traditionally constituted do not
represent appropriate modes for community resource usage.

A seoond basic consideration is that of organizing and scheduling
student participation in community activities and community participation
in the school. Resource room or SCIN teachers, who frequently integrate
students with mental disabilities into regular programs, have a
challenging responsibility in order to: identify a block of time in which
students can be freed from assigned classes to leave the school building;
assist students in completing assignments after or in advance of the
community activity; recruit teachers to be resvonsible for students
assigned to the special classroom but not involved with the community
activity; and contact community personnel, return phone calls, and
comunicate with school administration. Organizing and scheduling
community resources for instructional purposes is not a simple process but
requires the cooperation and involvew.nt of many.

A third basic consideration may b a major obstacle for many school
districts. This onnsideratiocn invoives school budgets. Local districts
may find it difficult, if not impossible, for a teacher to spend more than
an allocated amount of finds each year. If expenses are not projected and
approved for community activities prior %o the beginning of the school
year, requests which require any substantial cost for such activities, are
frequently denied by school administration. Such costs might be for
transport: cio/mileage reimbursement, speakers' fees, ~ lculators, watches
with alarmms, meals at restuawrants, grocery items, cleui.ng supplies;
employer incentives, tickets for cuitural or sporting events, or
reinforcexs for behavior modification programs. If the cost of a
community~-baseé activity is prohibitive; the activity itself may be
canceled without searching for alternatives.

The three oconsiderations, (a) definition of the term, (b) organizing
and scheduling, and (c) finances, are not the only factors involved with
the successful integration and utilization of cammunity resources within
functional curricwlum models. Each school district has and will have
unique concerns to address, yet all of the above are cammon to programs
serving students with mental disabilities.




in Defense of Utilizing Community Resources

Many rationales can be invited to defend the utilization of cammunity
resources in the education of students with mental disabilities. Key
reasons for such usage include the following:

1.

2.

Instructional activities which are community-based are highly
canpatible with major teaching precepts associated with
instruction for students with mental disabilities. Students
learn more efficiently by doing rather than seeing. This type of
instructional approach is concrete, "hands-on", repetitive, and
functional. Simply exposing students to community environments
does not insure skill acquisition. Rather, the learning
envirorment is active. As Ford and Hirenda (1984) stated,
communi ty-based instruction is individualized to meet specific
student needs and matural envirormental and social cues are used
to acgquire and maintain skills.

Performance objectives can be easily identified through
observation of the activity. For example, the task of grocery
shopping, when analyzed, can be identified as a cluster of
separate educational competencies. These competencies can be
taught in the cammunity and measured through direct observation
of the student performing the activity. These performance
objectives can easily became components of the long-range goals
identified in an IEP. If the long-range goal is for example
related to improvement in math skills, functional math skills can
be taught in the envirormment where they are used, such as a
grocery store. Performance criterion becomes the student's
ability to use money skills to make a purchase independently
progress is easily measured through data gathered fram observing
the student make the purchase; and, instruction is documented
through data showing successful student performance in the
objective of using money to make a purchase.

Canwicnity-based instruction is functional because the activities
and enviromments are those which students encounter and
participate in as camunity members. Skills taught in commtnity
enviromments should be relevant and meaningful to the student
using the skill. Academic skills such as identifying the value
of coins can offer immediate feedback to the student purchasing
items in a store. Skills such as money values are functional
because they apply directly to eryday life occurrences.

Instructional activities, situations, and materials which are
concrete, rather than abstract, are more successfully used to
teach skills to students with handicaps. It is recognized that
students with special needs tend to be glcbal learners, needing
as many ooncrete examples fram real life as possible to learn.
What can be more concrete than actual experiences within the
envirorments chosen for living, working, and playing?
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Perhaps a modification of the existing approach to mainstreaming
needs to be considered. Mainstreaming efforts in the past have
been based on the concept that physical placement of children
with disabilities in regular classrooms will: (a) result in
increased and more positive social interactions between children
with handicaps and their nonhandicapped peers, (b) lead to
increased social acceptance and decreased social rejection, and
(c) result in children with handicaps modeling the socially
appropriate behaviors of their nonhandicapped peers (Gresham,
1984). However, it is important to note that a student can
physically be placed without being integrated either
instructionally or socially. As Gresham (1984) has indicated,
for the most part children with disabilities do not became befter
accepted and less rejected, interact more positively, nor derive
beneficial modeling effects simply as a result of physical
placement in regular classrooms. In addition, the least
restrictive enviromment for many students with disabilities might
not be a regular education classroam, but rather an integrated
community setting which is the living enviromment in which
students with mental disabilities will be expected to a%:erform
eopropriately. Therefore, the camunity is the natur
enviromment in which to integrate. Stainback, Stainback,
Courtnage, and Jaben (1985) proposed that if the academic and/or
social needs of some students are not being met in the school
enviromment, we should work to modify the envirornment to meet
their needs. Perhaps the first modification needed is to
consider an altermative view of integrating. That view is to
integrate students into life through utilizing community
resources for instruction rather than by integrating only into
regular education classroams.

Over the years special educators have identified an instructional
need common to many students with mental disabilities. This need
is to improve personal/interpersonal social skills, and this need
is often accelerated by a student's continued failure in
traditional academic tasks. Gresham (1984) found that students
who are typically confronted with tasks on which they likely will
fail may choose to withdraw (give up) or act out (become behavior
problems) . However, success and repeated success, as internalized
by the student, heightens self-esteem and reduces inappropriate
behaviors. If performance accamplishments provide a strong basis
for building a student's self-esteem, then teachers should
actively schedule opportunities for successful student
performance in enviromments which are relevant to the student.
Cammuni~ation-based instruction provides a natural learning
enviromment for students to apply difficult academic skills to
relevant life tasks, thereby allowing the students to experience
academic success. This academic success, internalized by the
student, improves self-esteem, a more positive image of nis or
her self worih and capabilities. At the same time, community
settings provide opportunities not only fcr modeling and
rehearsing of appropriate behaviors but for instant feedback
and/or reinforcement fram natural envirormental cues such as
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7.

interactions with community workers and consumers. If a
student's IEP goal is "to improve social skills", what better way
than in an integrated community enviromment where appropriate
social skills can be taught by the teacher and demonstrated by
the student while interacting with community members.

Because students learn through repetition and a variety of
teaching techniques, community-based instruction provides a
unigue learning enviromment. It is motivating yet repetitive for
targeted academic skills which have been introduced or reinforced
in the classroom. It is crucial to camunicate, especially with
parents, that academic skills can be, and are, taught outside of
the ciassroom as well as inside the school building. When
child's 1EP, it is necessary that the teacher demonstrate how an
activity, which is not taking place in the traditional sense such
as at a desk using a workbook, can be teaching academic skills.
Reading objectives can be taught in a post office or retail
store. Mathematics, written langquage, and social skills can be
taught simultaneously at a grocery store. Personal and
interpersonal social skills targeted in an IEP can be taught at a
job exploration site (see Appendix). The number of possibilities
is substantial and this potential to expand the learning
enviromment for students should be thoroughly explored with
parents.

Students are motivated to learn because they see through
first-hand experiences why the s™ill is important to have. Skill
growth in all academic areas, o 1 grade levels, ca: be
measured in students who have been motivated to learn through
their participation in community-based activities. This can be
illustrated by sharing a few observations made by an Icwa
secondary special education teacher at the conclusion of the
first semester of a cammunity-based career exploration program,
She shared that, through first-hand experiences, the students:

a. Learned the importance of punctuality.

b. Iearned that initiative and ambition are necessary to get
and keep a job.

c. Learned that they must ask questions wh<le on a job site in
order to receive full benefit fram the experience.

d. ILearned that it costs money to drive long distances to work
and to go to a restaurant.

e. Were beginning to be aware of the importance of interview
technigues and why speech and cammunication skills are so
important to learn while in high school.

f. Became aware of why a writing and/or spelling deficit can be
a handicap.
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g. Learned that complaining about schcol and personal problems
is not acceptable during work hours.

9. A final point to be made concerning the utilization of
camunity-based is that follow-up studies of graduates from
speciai education programs for students with mild mental
disabilities have shown a very low percentage employed, and those
that are employed are primarily underemployed. Wehman, Kregal,
and Barcus (1985) stated that unemployment rates of 50% to 75%
are becoming common throughout the country and are clearly.
unacceptable. Madeline Will, Assistant Secretary for Special
Education and Rehabilitative Services, identified competitive
employment of young adults with mental disabilities as a major
federal priority. In addition, a study by Hanley-Maxwell, Rusch,
(hadsey-Rusch, and Renzaglia (1986) examined reported factcrs
contributing to job terminations of pcxsons with disabilities.
They found more individuals lost their jobs due to social reascis
than for nonsocial reasons. More than 80% of the 51 terminations
studied indicated problems in tli# -ea. For these reasons,
onsistent ard intensive communi -ased instruction, which
includes social and carewi/vocational skill training, is
necessary in order for s:udents with mental disabilities to
graduzte with entry level skills enabling them to participate
independently and productively at the side of nonhandicapped
graduates.

BEST PRACTICES

Public Relations

Public relations play a major role in any school program which
utilizes cammunity resources. The positive image a school program has
depends on its articulation of a skili-oriented functional program, the
support of the school administration and staff, the active participation
and support of the parents, and the understanding and support of conmunity
members.

The philosophy, goals, and structure of community-based iastruction
must be well-organized, soundly-based, and in writing. It is not
necessary to write a curriculum but rather a proposal which includes
specific objectives, a rationale, anticipated outcomes, and measurement
procedures. By developing precisc program descriptions and rationmale,
educators increase the probability that their requests fur adn. \istrative
support will be considered serivusly. Hamre-Nietupski, Nietupski, Bates,
and Maurer (1982) stated that when educators can demonstrate that
community training is essential to the provision of an appropriate
education, and that it involves a structured data-based instructioial
focus, administrators may be more likely to increase the priority for
funding such instructional activities.

The student's IEP is the critical cumpenent for providing
cammunity-based instruction. Student needs which will be addressed in

46 5 Iy



community-based activities should be identified by the staffing team and
stated on the student's IEP. The rationale for all tasks should be
understood by parents, administrators, students, and instructors. Parents
and others need to understand that the reason for the trip to the grocery
store is not just to see the apples arrive on the morning truck.

Nonschool instruction should not be construed as a field trip. Brown,
Nisbet, Ford, Sweet, Shiraga, York, and Loomis (1983) nc’ed that it should
be accompanied by the same kinds and degrees of individually meaningful
instructional objectives, clearly delineated teaching and measurement
strategies, and functional instructional materials vital to all quality
instruction. The educational goal of an activity at a grocery store might
be for the child to build skills in identifying letters of the alphabet or
call words on aisle markers, counting coins to pay for grocery items,
locating grocery items from a written list using reading skills, or using
math skills to do comparison shopping.

It is reasonable to conclude that the more knowledgeable the public in
general is about the program the more cooperative it will be. In
addition, the more frequently students and staff are in the public eye,
the more understanding and accepting the public will be of community-based
school activities. It is not necessary that a business owner give
permission for students to participate in a learning activity within his
or her store, but it is helpful for staff to explain the goals of the
activity, what the students will be doing, and what is expected of them
while in his or her place of bisiness. For example, if students are given
a shopping list and expected to locate items independently, store
employees might need to be told not to volunteer assistance unless the
student requests it. It is also important for store personnel to know who
the individual is with the clip board, taking notes on student behavior
while hiding behind shelves so as not to be seen by students.

Support of cammunity-based education can be solicited through meetings
with service organizations such as the Kiwanis, Lions, or Jaycees, and
through the Chamber of Commerce. Volunteering time to speak at their
breakfast or dinner meetings will bring the school program to the
attention of a number of business persons in the community. Through these
meetings, not only will business persons become aware of elementary and
intermediate camunity-based activities, but also contacts will be
established for secondary programming in career exploration and work
experience.

A part of public relations is that of advertising student activities.
First, students at all grade levels can use their organizational and
writing skills to request services from community members, to communicate
upcoming activities, or to write thank you letters after an activity is
completed. Second, a program that is longitudinal and involves community
resources should be advertised through a public relations brochure. This
brochure can be used as an introduction to business personnel, as a
camunication with parents, or as a source of information to interest
others. Third, well written articles printed in the local newspaper give
credit to cammunity businesses and members who have been participating in
the education of the student. These articles are a means of saying "thank
you" as well as good advertising for both the school and the business.
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For example, businesses which have been working throughout the school year
in a job shadowing pragram can be highlighted in a glowing article
including pictures of business members and students working together.
Business persons participating in Experience Based Career Education (EBCE)
can be honored at an end-of-the-year luncheon and given certificates of
recognition for their participation in the program.

When utilizing community resources for curricular instruction it is
important that activities be scheduled frequently and consistently. The
frequency of cammunity-based instruction will depend on the identified
needs of the students. Ideally, at least one activity should be planned
weekly. A unit approach may require daily participation for a designated
period of time. By planning community-based activities on a consistent
basis, the attitude of "this is just another field trip" will not exist.
Students will develop a more serious attitude and associate the activity
" with the teaching-learning dichotomy just as they would activities
implemented within the classroam. To promote this attitude,
cammunity-based instruction should, in addition to being frequent and
consistent, be provided on all grade levels.

Scheduling students to leave the school building for a block of time
involves not only the student's class schedule but the schedule of
teachers and support staff. It is less complicated to plan for
community-based activities if the student is receiving instruction in a
self-contained or SCIN instructional program than it is to plan fer
community-based instruction for students receiving support from a resource
room program. The difficulties in scheduling include locating 2
sufficient block of time for the student or group of students to leave the
building, complete a specific activity, and return to the building.

In response to the inherent scheduling concerns, there are a number of
possible solutions. For elementary students, just as art, music, and
physical education are scheduled, so should community-based instruction.
A fixed schedule of special activities promotes structure and
dependability for the student, and again reinforces the idea that this is
learning time and not playing time. This is much easier for a SCC
teacher, but can be managed by the SCIN or resource teacher if the
schedule is well planned and stable. A reliable schedile will eliminate
any surprises as students and other teaching staff will realize that, for
example, each Tuesday and Thursday from 1:45 to 2:45 instruction will take
place outside of the school building.

For secondary students, advance scheduling procedures can be
effectively utilized. If scheduling takes place in early Spring, students
could be given a block of time, usually two class periods in length, for
community-based education. For the sake of record management, this block
of time can be identified as two seruiate course titles, but can be
managed within one common, broad ¢ducational goal. For example, a two
hour block of time can be credited with a reading requirement and an
elective by including the specific goals of the reading required course
within community-based activities and by providing an elective which might
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be entitled "Career Awareness" or "Community Relationships". If students
cannot be scheduled for a two hour block of time with one teacher, then
that block of time might be found by scheduling community-based activities
around lunch hours, recesses, study halls, or the last period of the day.

If a student needs to be released fram another assigned class, the
special education teacher might offer to team teach by including regular
education students with special education students scheduled for
camunity-based instruction. By team teaching with regular education
teachers, special education teachers can free up time to cet out in the
cammunity in exchange for taking extra students at another time. Team
teaching also allows regular education students to receive the benefits of
cammunity-based instruction just as special education students receive.

When a student is asked to be excused from a regular education course
for a particular class period or time, it is suggested that the student
complete in advance the work that will be missed and that the special
education teacher volunteer to ensure that the student completes the
assignment. This will reinforce the importance of the regular class and
the necessity to be responsible for campleting required assigrments, as
well as promoting good public relations with other school staff.

Staff Support

To accomplish community-based instruction, it will take time to do
such things as planning the activity, making contacts with camunity
resource people, and teaching, supervising, or evaluating student
performance. Through a cooperative effort fram school staff members,
community activities can be planned and implemented with minimal time
constraints. For example, a team made up of administrators, guidance
counselors, parents, consultants, support staff, or other teachers can
share the responsibilities of planning by offering to make phone calls,
make site visits, alter student schedules, transport students, substitute
teach, and identify instructional objectives. Team members may also
include support staff such as language clinicians, occupational
therapists, or physical therapists. Integrated therapy services in
community-based activities not only teach the skill in the student's
natural environment, but also provide additional support staff for
managing and supervising students. Since there never seems to be enough
time during the school day to get everything done, especially when the
activity involves getting out of the school building, it is beneficial to
become an organized team when planning the use of cammunity resources.

In addition to participation fram school staff, parents and senior
citizens are often a rich resource of advice, service, and support. Our
senior citizen population, with its years of service to the community and
expertise in various occupations, can be a valuable resource to use in
community-based activities. Senior citizens may offer to be tutors, group
supervisors, lecturers, demonstrators, role models, counselors, or may
offer to provide a service which they have a particular skill in. Parents
are an additional potential resource of knowledge, opinions, support, and
assistance. Involving parents with transportation, supervision, and
coordination activities encourages active participation of family members
and opens lines of communication between homz and school.
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Another source of support to the special education teacher can be
found through student peers. General education students from English
classes, for example, might be able to receive credit to do clerical work,
such as typing, organizing, planning, znd f£iling for the special education
department involved with community-based education. In addition, peer
tutors, with teacher supervision, can be given credit to work with
students on a one~to-ore basis while the special education teacher takes
other students out of the building for camunity experiences.

For the teacher serving multicategorical programs in smalier schools,
it may be a reality that the teacher will have to shoulder the
responsibility of implementing activities. Working from the IEP and
designating a limited amount of time for cammunity-based activities may be
a necessity. However, with planning and careful scheduling, activities
can be pursued. In smaller school districts, a limited number of students
will have learning needs which should be met in community-based
activities. In addition, students requiring cammunity-based instruction
freguently are assigned a greater amount of time daily in special
programing; therefore, it is probable that the number of regular class
assignments missed will be minimal. A most critical consideration
pertains to administrative support and parent involvement in creating the
IEP as the basis for implementing community-based instruction.

Cost

Financial oconsiderations involved with planning cummunity-based
activities might include the avst of transportation, instructional
supplies, or speaker's fees. In transporting students to and from
activities, the least expensive modes are for students to walk to the
instructional enviroment, or to elicit volunteers from parent groups or
from camunity organizations to transport students. Students might be
transported by school car or by the school bus system which could drop off
or pick up students while maintaining the established school bus route.
Other staff might pick up students while making other school-related
oontacts in the cammunity. Students who drive might be able to car pool
together and share the cost of gas. This needs to be approved by the
school administration and parents cf students involwved.

The cost of instructional supplies is dependent upon the activity the
student is scheduled to perform. For example, if a student is to locate
items on a grocery list, purchase the items, and make the meal then the
activity will become costly. However, if a student locates the items from
a staff member's shopping list and uses the staff person's money to make
the purchase, the expense is not the school's. The cost of purchases can
be offset by allowing students to shop for parents, teachers, or persons
oonfined to their homes, with monies provided by these individuals. If
nonconsumable instructional supplies are needed, such as a cash register
or a calculator, service organizations and local businesses often welccme
requests for donations. Hamre-Nietupski et al. (1982) agreed that
material costs can be offset a great deal simply by realigning purchase
priorities. Within the same materials budget for each classroom, more
functional items fram office supply catalogs may result in considerable
savings. Kitchen, laundry, and recreational items do not necessarily need
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to be purchased. In some communities, parents of stidents and staff
members have made their hames available for instruction. An advantage of
community-based instruction is that materials are naturally available and
free of chz.ge (e.g., different clccks in stores, stop signs on street
oorners, in/out signs on doors, different color and size cans in grocery
stores, as well as the free facilities and materials of public parks and
libraries).

Inviting community members to be guest lecturers usually does not
involve a speaker's fee. However, if it should, this fee could be
considered instructional and come out of the weighted dollars generated by
the students. Through identification of program philosophy, objectives,
anticipated outcomes and measurement procedures, as suggested earlier, it
is likely that administration will give support to necessary expenses
involved with community-based instruction. If the purpose of tae
cammunity-based activity is to meet goals identified in student IEPs,
there should be little if any objection by administration to purchases
needed to meet educational goals.

Data
Recordkeeping and acoountability go hand in hand. Because the
activities planned for outside of the classroam often are measured through
observation rather than paper-pencil tests, data need to be kept to
identify student growth and student needs. The activity should be task or
competency analyzed. Student performance measured through these tasks or
competencies should be recorded consistently. The recordkeeping system
fcr shopping at Target, for example, might include a list of activities
programmed for including items to be located and purchased. Data gathered
could identify the number of items located, the degree of assistance the
student needed, the amount of money calculated to make the purchase(s),
the amount of time spent shopping, and the student's performance relating
with consumers and store personnel.. Data gathered weekly could be charted
and analyzed to show om-going studc . growth and instructional needs. &n
accurate and workable recordkeeping system provides a method of
acoountability to the parents, the administration, and the student.

SUMMARY

The purpose of this chapter is to support the utilization of community
resources in teaching strategies. This cammon sense approach to
instruction is by no means easy or simplistic. The teacher who
successfully utilizes cammunity-based instruction must invest time and
energy in preparation and organization that workbooks and ditto sheets &
not require. Additicnally, the teacher who routinely uses out-of-class
instruction will have to invest time in justifying this teaching approach
to colleaques, parents, and students. A c¢mmonly voiced reaction to
proposals to adopt community-based instruction is that, while such a
proposal is an excellent idea on paper, the realities of implementation
are that comprehensive preparation and planning are required.
Hamre-Nietupski et al. (1982) aptly noted that problems do arise, but
rather than allowing administrative, financial, logistic, and other




factors to prevent development of a community-based educational model,
carefully analyzing and seeking solutions to such potential problems is
worth the effort.

Teaching in a community-based setting can create an extremely rich
learning enviromment for students with mild mental disabilities. It is a
practical approach tc instruction that takes the student into his or her
living environment and provides an opportunity for the student to practice
the skills that will be needed in order to perform at an independent
level. To state it very basically, it is a way to teach students skills
they need to know in the envirorments where they need to know them.
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APPENDIX A

Seoondary Level Activities

CORRICULUM AREA: Vocational/Social

IEP OBJECTIVES: MONTTORING TECHNIQUES:

1. To independently arrive at There woulG be different alternatives
work site on time for 20 to choose from:
consecutive training days. 1. Meet the student at the designated
site and chart time.

2. Have the student call school upon
arrival at site and chart time.

3. Have the student clock in at the
work site and check the time card
once a week.

4. Communicate with co-workers.

2. To remain on-task for a 1. Teacher could directly monitor and
desigrated time. chart.

2. Have the student use an alam watch
and work until the alamm goes off.

3. Supervise co-worker advocates as
they record the need to give
prampts and reminders; and report
this informaticn to the teacher.

3. To request more work when 1. Teacher could directly monitor.

one task is completed. 2. Student can chart hinvherself using
a card to mark the number of times
requests were made and the emplcyer
can initial these notations.

3. Teacher can communicate with the

business supervisor on a scheduled
basis (weekly or daily as needed).

(QONSIDERATIONS: Monitoring Techniques
Staff Involvement
Program Management
Data Collection
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APPENDIX B

IEP (BJECTIVES: Intermediate and Seccndary lLevels

Social

——————

Studies:

Use a parent's home and knowledge for a special cooking
project such as making holicay baked goods.

Visit the local library for story hour. Read to the
children ané interact appropriately with young children.

Use reading skills to read shop manuals in an auto mechanics
office.

Invite a local writer and naturalist to the school as a
special guest lecturer. Advertise in the local wvaper
through well-written articles and photographs.

Plan and implement a baby shower or other social event.

Read about the impact of drugs on the body, invite a
recovering alcoholic to share the emotional and physical
results of addiction and write an article summarizing the
impact.

When reading about ecology and pollution, visit local fields
and streams, observe, research, and write about causes and
cures.

Recruit community "experts" to teach kite making and kite
flying.

Conduct model car building sessions.

VisAit a supermarket or department store to view the process
of receiving, pricing, and shelving merchandise.

Visit the local law enforcement building to be introduced to

the procedures involved after an arrest is made.

Organize Big Brother/Big Sister programs, teaming kids with
alcohol or drug related behavior problems with students with
special necds.

Invite businessmen into the classroam to discuss acceptable
and unacceptable job-related social skills.

Develop interpersonal skills through relating to custamers
as a checkout clerk in a grucery store.
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APPENDIX C

Intermediate Level Activities

QURRICULUM _AREA: IReading IMathematics _ _ IWritten LanquagelSocial Skills
I I I I

IEP OBJECTIVES: [To read and ITo count out  IFrom a recipe  |Ask clerks for
|follow a grocery |correct change lprint a grocery lassistance.

Ilist to purchaselto make llist of 5 or |
Inacessary items.|purchases less Imore items |
I Ithan $1.00. Iwithout |

| | lassistance. |

NOTE: 1. One community resource, such as a yrocery store, could be used to teach
specific skills.

2. The activity oould begin with in-school instruction and continue into
the grocery store.

3. Activities at the grocery store are goal oriented and purposefui.
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ANNOTATED BIBLIOGRAPHY

Cuamunity Awareness Program Evaluation Report 1971-1972. Wisconsin:

Milwaukee Public Schools.

In order to increase community awareness on the part of 270 inner city
educable mentally retarded (EMR) pupils (primary through high school),
pilot funds were provided by the Elementary Education and Secondary
Education Act Title VI to explore the city on monthly field trips
related to school work. Evaluation was by means of a communi
awareness test also given to a similar inner city EMR group and a
middle class outer city EMR group. Primary and elementary pupils in
the program scored significantly higher than their inner city peers
and as high as outer city pupils. Inner city junior and senior high
students did not increase their cammunity awareness according to test
scores. Ninety-four percent of the 18 teachers in the program
reported that the field trips contributed to the student's education.

Experience Based Career Education for Mildly Mentally Disabled: Resource

Person's Guide. Fort Dodge, Iowa: Iowa Central Community College.

The first setting provides explanations of experience based learning,
persons, camunity explorations, student projects, and task analysis.
The second section contains a brief checklist to be used for planning
time with students. A third section discusses student expectations of
resource persons, suggestions for what to say, and hints for being an
effective resource person. The next section discusses a resource
person's role in evaluating a community experience. The concluding
part contains questions and answers relating to resource persons.

Schmidt, P. & Schmidt, A. Illustrated Reading Activities for the Educable

dentally Retarded. Penncylvania: Mafex Associates.

Presented and illustrated arfe approximately 128 activities for
teachers to use for stimulating reading abilities of educable mentally
retarded students fram primary through senior high school levels.
Teachers are advised to plan units of work around activity topics that
pertain to community life and to individualize activities for
children's specific problems. Given for each activity are an
illustration, level designation, list of materials needed,
construction procedures, and directions for application.

Mentally Retarded Child in the Classroam. The Psychological

Foundations of Education Series. New York: McMillan Company.
Background information is provided to enable teachers and others
involved in the education of mentally retarded children to recognize
and to meet effectively the children's needs. Eight topics are
considered: (a) nature and causes, (2) identification, (3) services
(personnel) , (4) program planning,(5) preschool program, (6)
elementary school program, (7) secondary school program, and (8)
parents and community responsibility.
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A Pilot Study of the Effectiveness of Establishing and Utilizing Communi ty

Tearning-Stations for Educable Mentally Retarded Youth. California:
Santa Cruz City Schools.
The objectives of a program to provide first hand learning experiences
for high school educable mentally retarded students by establishing
community learning stations are discussed. The learning stations,
which were part of a broader core curriculum stressing work
experiences, family living, and community living, are described and

the results of the exploratory program are presented in the form of &
curriculur and teaching guide.

Connis, R., Scwers, J., & Thompson, L. (Eds.) (198l). Training the

Mentally Handicapped for Employment. New York: Human Services Press.
This training manual provides a detailed description of effective
methods to train mentally handicapped individuals for competitive
employment. The book contains concrete information on specific
training techniques, treatment interventions In the work setting job
placement strategies and follow-up techniques. In addition,
adninistrative and evaluative skills, funding dynamics and datz
collection systems are carefully examined.
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Chapter Four

Integration

David Hutchison
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OVERVIEW

Issues surrounding the integration and mainstreaming of students with
mild mental disabilities ocontirue to provoke 2 variety of discussions
among educators. Superficiaily, disagreement exists as to the meanlngs of
the terms-integration and mainstreaming. This is understandable since the
tems are used interchangeably by authors to describe the concept of least
restrictive envirorment. P.IL. $4-142 mandates that each state adopt a
thq; that makes a rree, appropriate public education available to all

andicapped children in the least restrictive envirorment. Mrinstreaming
and integration are concepts considered to be subsets of the least
restrictive envirorment and thusly covered by the various laws and
regulations. Under the General Principles Section, Iowa Code 670-12.2
(257, 280, and 281), the following statements appear regarding the
preference for the least restrictive enviromment.

Children requiring special education shall attend general
education classes, participate in extracurricular activities and
receive services in a general education setting to the maximum
extent possible. They shall be educated in fzcilities serving
nonhandicapped pupils of a corresponding age range, receive
instructional time equivalent to pupils who are not handicapped,
and, shall be furnished such supplemental equipment, facilities,
instructional materials, remediation, prereferral activities,
specially designed incervention or other special education as may
be necessary to enable them to perfomm satisfactorily in the
appropriate, least restrictive enviromment of tha school.

Special education classes, facilities, and services shall be
provided outside the general education setting only to the extent
that such other locations are necessary for the proper
performance of medical or special education which reguires
personnel, equipment, or facilities which cannot be accammodated
within the general education setting.

bifferences of opinion exist and will continue to exist regarding the
true intent of the least restrictive enviromment concept and the
accanpanying mainstreaming and integration issues. The concept of
integration is applied to the moderately and severely/profoundly
handicapped student populations strongly emphasizing education in
self-contained classes in the same schools as age-appropriate
nonhandicapped peers, as well as planned interactions. The concept of
mainstreaming is applied to the mildlv handicapped student populations
emphasizing the degree to which these students receive academic
instruction in the regular education classroam with nonhandicapped
age-appropriate peers. Mildly handicapped students generally receive
special education services through the resource room and special class
with integration models. Moderately and severely/profoundly handi capped
students generally receive special education services through the
self-contained classroom model. Since a continuum of severity levels
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exists within each special program classification, there may be situations
whereby the issues of mainstreaming and integration overlap, i.e., the
greater severity of the mildly handicapped population needs and the lesser
severity of the moderately handicapped population needs. 'This observation
is not meant to add confusion to the issues of mainstreaming and
integration, but rather to sugest that a clear cut distinction between
the two cannot always be made.

Regardless of personal definitions, two important considerations are
necessary when designing an appropriate education for any handicapped
student: 1) the provision of specially designed instructional content and
related services; and 2) that these services are provided, to the maximum
extent possible, it settings shared with nonhandicapped students. For the
purpose of this chapter, the term integration will be used to denote any
meaningful, planned experience which occurs betw.:en and among handicapped
students and their nonhandicapped pcers in plarned academic and/or social
interaction situations.

While it is most appropriate to include in a chapter on integration
pertaining to "best practices" for students with mild mental disabilities,
it is impossible to separate considerations by disability classification.
The purpose of this chapter is to present a theoretical framework from
which decisions can be made to affect quality integration experiences
between and among handicapped and nonhandicapped students, including, to
some deqree, the learning disabled and behaviorally disordered as well.

The quality of integration experiences afforded to handicapped
students tends to get "lost in the shuffle" when external influences seem
to suggest that immediacy of