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PART I. DESCRIPTION OF THE SPECIAL TEENS AND PARENTS STUDY
f L

“

1.0 STUDY DESIGN ) )

1.1 Introduction

r i .
The Special Teens and Parents (STP) Study was designed to be a

.. -
four?year longitudinal study of the impact of P.L. 94-142 on learnihg
disabléd (LD) adolescents and their parents. The stud&, conducted_by

Abt Associates Inc. for the Office of Special Education, sought to determine
the immediate and long-term consequences of certain prov1sions of the law as ~ _
they affected (1) learning disabled students in secondary schools and (2)
those responsible for developing and implementing policies, programs and

procedures to benefit these. students.

'

. The study consisted of 16 contrastive longitudinal’ case studies of
selected learning disabled adolescents. Each case study provided information
on the student's educational experiences from multiple perspectives. Each .
case study was intended to qontinue four years and to include the transition
from high schtool to work or post-secondary training. -

This report presents findings from the first year of student study °
‘and analysis. The findings are based on the case narratives prepared for
each of the target students. The focus of the study was on determining the
impact of four provisions of the law: comprehensive individual educational
evaluation, individualized education program, placement in the least restric-
tive environment; and parental involvement and procedural safequards.

The remainder of this chapter contains a discussion of , the study's
conceptual framework and study’ design, field site and case study student
selections, insgtrument development and data collection procedures, and data
analysis. The, target students are described in the second‘chapter. The.

impact of the provisions of the law are discussed.in Part II,

1.2 Conceptual Framework

. . -

The STP Study 1nvestigated both the’ direct and indirect consequences
of P.L. 94- 142 by examining closely the experiences of the adolescent and his

or-her family. The study cqQncentrated on the impact of the provisions of

.

P.L. 94-142 in two broad areas: personal and educational. The personal area *

included personal feelings, social skills ang behavior, school attitudes, y/

.
3 ’

4 *




and behavior and career choice.

The educational area included educational

v

history, referral and evaluation, current placement and services, aéademic
£

L5

performance and progress, and parental involyement in the education process.
{
Although P.L. 94-142 is having a #irect impact on parent and

‘étpdgnt awareness by focusing attention on the rights and respect due handi-

-

7 . 4
capped individuals, its major impact is indirect, operating through the

.

! translations pf the. provisions of the law into administrative and instruc-

tional pradtices that are implemented with a particularqétudent and his or .

* - ..
- “ /
- - {

her family. ) .

For each of the four broad provisions of the law that are the

|
focus of our study, ‘we address certain lssues: ' . N . l
A . . -]
' e What are the Spec1f1c requirements of the law related oo
. . to the provision? - 7 ) b;
-, e How are these requirements 'implemented in secondary ’ )
. .. school programs and practices for learning disabled
students? i .
. e What is the impact of thesd school programs and practices ,
‘on learning disabled students and their Tamilies? . . F
! . ¢ What insights can be oFfered to guide those concerned

. with developing secondary school programs and practices - y
. for kearning disabled students?

: ¢ . 4

1.3 Field Site #hd Case Study Student: Selection - X
‘4 ) KB - ~

The field site for the STP study, Martha Custis County, is’ aﬁ; 02
ro-

large, suburgan, county-based school district located within a major m

)

politan area.4 The county f's typically middle class, young, and predominantly
white. The median family income for the countf\has $28,500 in J1977; the

s

median house value was $68, 200. The populatlon of the county is very moblle.
with about 20 percent of the households moving during any given year, although

- |
- almost half of those moves are within the county. The mobility rate of . &
- |

families w1th high school students is somewhat lower.

- *

The population of Marth% Custis County is well educated! .

79 percent of the population 25 zyears. and older are high school graduates; . i
e |
30 percent are college graduates. The county enjoys a healthy industrial B

cllpate and employment sijuation. About three-fourths of thé employed popula-
tion hold white collar jobs. Exhibit 1 describes Martha Custis Caunty 1n,1

-~

contrast with the rest of the state and the United States.

ERIC ' g

s ’ -
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Exhibit 1

A

) Comparisons of Selected Demographic Characteristics, 1970 = \* N
. Martha Custis County, State, United States, and Regions
. > I
oL - Martha Custis , United, North- - North T
s | County > State | States . east Central  South Weg
. ‘ . 7/ ".l
Education: * ., .. \
Meddan School vears ©12.9 11,7 12.1 121 12,1 - 11,3 12.5
P8 ‘High School Graduates © 78.8 47.8 52. 4 53.0 53,7 45.1 62.3
% College Graduates 30.3 12,3 0.7 11.2 9.6° 8 13.2
Employment:’ . ) . ,
% in Civilian Labor Forgce 56.6 ° 54:7 56.7. 57.7 158.2 54,8 56 &
White Collar ) - 75.2 y 49.0 48.2 51.3 45.8 45.4 52[7
Blue Collar ' 17.2 36.2 35.9 35.6 37.2 .37.7 31.1°
Agriculture ! 0.2 2.7 3.1 1.0 4.4 347 3.1
Service, V7.4 12,1 12,8 12.2 - 12.7 13.1 13.2
Income: - ' ‘ . N . ‘ ;
Median 'Income ) 15,707 - 9,049 9,586 10,537 '10,134 8,075 10,263
% Below Poverty 3.5 12.3 10.7 7.6 8.3 \ 16.3 8.9
% Barning: . ‘ ’ .
Less than $2,000 2.2 6.6 5.9 4.1 4.7 8.9 4.8
Less than $5,000 ,6.2 22,0 20.3° 15.6 17.3 27.9 17.9
Over $25,000 14.6 ) 4 -4.6 5.8, € 4.4 3.4 5.3
Per Capitat Income ’ :
1973 67488 4,886 5,041 5,435 5,263 4,447 5,225
1969 4,542 © 3,410 3,733 + 4,162 3,839 ' 3,126 3,999
Housging: ? ‘ ’ . ‘
% Owner Occupied L. 62.0 62.0 62.9 57.6 68.0 _ 64,7 59.0
Median Value . * ~ 35,400 17,100 17,000 19,400 16,700 13,500 20,500
Median Number of Rboms 6:3 5.2 5.0 5.1 5.1.° 4.9 4.7
% over 1,01 pPersons/Room 3.6 8.0 8.2 6.5 7.3 "10.3 8.4
Median Rent . 164 92 89 92 .89 7T 106

Source:,

U.S. Buredu of the Census, 1970 Census of Popglation, General Social andeFconomic
Characteristics, State, RC(71)-C&8. Characteristics of’ the Population, #nited Stateg

v Summary, Volume I, Part 1, Section 2, PC(1)-01. 1970 Census of Housing, General Housing
’ Characteristics, State, MC(1)-A48. General Housing Charécteristics, United States
Summary, -HC(1)~A1, Survey of Current Business, August 1974. .

Note:, Reéions of the United States are defined following standard Bureau of the Census defini-

"{tions. For a detailed listing of states comprising each region, see Part 1, 1970 Census
1s¥rs' Guide,. page 77, . R . . .
® \ - }..A. . , .
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"Thé Martha Custis County Publfc School District has an enrollment _

of 129,652 studentsﬁ The pistrict's secondary program\is organized into - .
junioa'high or intermediate schools for grades 7 and 8, and high schools for
grades 9‘throu§h 12. The distrlct offers a departmentalized self-contalned
program for learning dlsabled/students that is housed in several district

high schools. 1In additicn, each high school in the district offers LD

resource classas. There is no special Qccational development program for LD

students; they are expected to partchpate in regular vocational education. -
The d1str1ct has had at least three‘years of experience with self-contained
learning disabilities programs at the high school Jevel. *

. Once approval for the STP Study was granted by district admlnls-
trative and research staff, two hlgh schools, O'Brian ,and wWest Forest, were
selected"as sites. These two ‘high schools.offered both self-ccptained and
resource class programs for LD students. Sixteen students in ninth and

tenth grades were selected from both the self-contained and resourqe

prOgrams in each high school as follows: . . ) . *
¥ 'J ‘ ’
N T, . Resource Self-Contained
i P ' ‘9
& O'Brian High School 3 -

1

West Forest High School * 4 ' 4 )

.

The selection .of students involved severaT—steps. First, nomina-

tions of students were solicited from the teach1ng staff in both high schookls.
\

Teachers were encouraged to con51der the follow1ng points 1n their nomlna-
- k4

tions: ’ 3 . .
] . ¢
. Potential for parent/student, cooperation; - - v

, "0 Length of time in,the schopl ‘rict; ’ -~

,® Possibility of being reclassified or dismissed ‘ .
/A . from special education (teachers.were told we -
- were interested in following some students who .
had a high prsgablllty of moving to a less res- .
trictive environment); . ; . ¢

» _® Sex (there are relatively €ew female LD students -
’ -~ and- we wanted at least two females in our study):

° Sdfioeconomic level (both high schools serve /// .
low and hlgh SES nelghborhoods), ., 7
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* o Once potentlal students were 1dent1fied, school staff contacted the

‘them, obtained “th

1.4

© e Whet!her 'the high school wag- the home-based %gh o
scthl for the studerits;

to study some studen\s in vocatlonal S
rograms); ) i . .

K ‘differed in t'e degree tbo which their learning dlS'
. : abllities‘were confounded with behaVior or motiva- "
" _tion problems)? “and ‘ .
e Nature of the, . learning dlsabllity (students dlffered“
» . in their level of functloning ang 1n the *degree tb
. which their learnin handicap-was con51dered to be.a
,4’ .specific learning disabllity). i . .

b .

families' of nom1nated students to discuss the study with them and te obtain

s

the1r consent for Abt Associates staff to contact them. As 1nterested

e,

famllles_were“ioc

)

' Abt staff met with parents, dlscussed the s?dy with

>

Kl I'd
written consent,” and collected baseline data parents'

inyolvement in high schobl decisions regardlng their child and their view of

the child's school program. Also, at this lee, plans were made to interview

the student. . . ’

Instrumenta %n Development

The clinical/ethnographic cagse study affords an opportunity to
examine multiple types of data over an extended time period for selected
students. . We were aware of the problem of designing-instrumentation for

a longitudinal study and the difficulty of maintaining comparability from

" year to year so that within-case (over time) and acrbss-case generaliza-

tions could be nade. gbwever, the line of questioning fepeated across
multiple sources, provided-a rich body of information from which to aeveIOp
case narfatives. ile there is no easy solution 'to some of the, methodo-
logical-probleﬂﬁggncountered in a small-sample, 10ng1tud1na1 case study,
several considerations were taken into account in designing 1nstrumenta-

tion\,. . - st ’ ) ' ~
» ) . - N i -
e The use of skilled case analysts, familiar with the
learning disabled population and the provisions of
P.L. 94+142; . '

- -

® The use of multiple types of data collection; *

/e N ’ .

13
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’ e *The choice of certain éstablished "interview and
’ obgservation techniques known to be sensitive to :
‘ . : Changes over times and vfj“

o' The choice of multiple measures and (where appro-
. priate) multiple respondents to validate the measure-
<t ment of .each characteristic or outcome measure. ‘ .

¢ ' [NRY g N . 'S -

- 4 ; -

. The original instyument, battery contained° unstructured interView -

. i «'reporting forms for interViewing parents, students and teachers; observa-
ot tion forms for, use when observing the student in class, and forms to record
data abstracted from.records. Subgéquently, unstructured intetview forms
were developed for. lnd%erGWlng the directors of the ID self-contained
programs, guidance counselors and other administrators.

The instrument development was accomplished through several
steps. First, we identified the itdms o% information needed to describe
the programs and practices that had developed in response to the P.L. 94-142

provisions of cobncern to, the study. At the same time we identified the . ,
- particular persoﬁal and educgtional information we needed for each student
‘f . and family. Second, we igpﬁzzfied potential sources for obtaining both '
student and program ipformation. Third, having identified the item content
s of the instruments afd potential sources, we designed specific interview,

observation or record abstraction guidelines to obtain the needed informa-

tion from each potential sour{e. The guidelines served the dual purpose

4 of structuring the data collettion process -- whether interview, observa=
tion or record abstract forms -- and providing a recording system for the
data collected. Fourth, for the unstructured interView guidelines, each
information item was translated into suggested phrases or lead-in questions

- and probes were developed to be used by the interviewer to elicit the neces-
sary.information from the respondent.

“

- The initial unstructured interview and observation ,quides served

as a useful start}ng point for collecting‘bas;line data in a consistent
d and uniform manner. Subsequent interview protocols Q;re developed, using
y @ moré ethnographic approach. First; the new information needed on each
+ - student from that particular interviéw session was determined and ; common
set of interview questions prepared. Second, each student's past case

‘narrative wag reviewed and follow-up issues of particular “concérn noted

for that student. Thus, the subsequent interview and obseryation gquides

- .
»
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were tailored to the individual student's situation, with in-depth informa-

tion collected on specific }ssuee or student experiences of particular
interest to the study, and general information on:pe}sonal and educat}onal ‘
characteristics collecteé on all etudehts.' - ’ v ¢ '
Although the data collection instruments were unstructured in
format, strategies to insure uniform data collection across all cases were
developed. Standardization was encouraged by having each case analyet}
review all‘the case narratives, suggesting particular lines of inquiry to
be  explored with each e;udent and agreelqg on the common questlohs, expan=
sions and probes to be- pursued in the interview 51tuatlon. Joint ifter-
viewing occurred in the early stages of the study to assure that both case
analysts explored the same issues in the same manner.
During the process of developlng the llnes of inquiry, both the —
intents and the actnal phrasings were reviewed for clarity, sensitivity and ri:j:z;

accuracy of measurement. A critique for each instrument was provided by a
4

representative of the rquoyﬁent gﬁoup»to wh1ch the instrument was targeted.

Each external reviewer was asked to give verbal feedback to project staff

on the itemdintents and to suggest phrasings different f;om those generated ..

by the project staff. . - »
&
?he entire package was reviewed by the project's technical ' .

e
reviewers and the feedback from these teviewers was used 70 develop a flnal

'

version of the ent1re package. ) .

I3

1.5 bata Collection . : . ‘

An ethrographic case study methodology requires- that data collec-

. tion be conducted by case analysts who are‘thdroughly fafiliar with the

issues of concern to the study and who are skilled interviewers and observers.
: h : <
Because the study was longitudinal, the case analysts had to remain constant

o As
over the years of investigation. Using consistent and skille¥ case ,analysts

~

not only assures quality data col¥ection and’ analysis, but also assures
- 14

school personnel, the students and their parents that tﬁeir contact persons

will remain constant and are knowledgeable about .and sensitive to the under-

4

lying concerns of LD students. ‘

N . Although one of the original STP case analysts left the study, -

her departure occurred before most of the students and ‘families assigned to

-




. .
her had been.interviewii. Onﬁx\three students experienced a change

hd -

-

in case analysts, and this change occurred 1mmediately after the initial

interview session. _All subsequent interviews with these students were con-

ducted by«thélsame case analyst.

Case analysts were assigned to students according to the sys?em

N .
[

presented below: - .

, * O'BRIAN HIGH SCHOOL WEST FOREST HIGH SCHOOL
. . Resource Self-Contained  Resource Self-Containedd
®
¥ Parents/Students .. " Agard Brannon . Brannon Agard
School Staff/Re&pras . Brannon  Agard ¢ Agard Brannon
. o . ‘ .

* . :

, This assignment system assured that the t8o case analysts became
familigr with both types of programs, -both schools, and %bth sets of parents,
students and school staff; "Also, this division of labor ensured that both

Al ,

-

' case analysts had ‘a”maximum familiarity with all the study students and with
Pt

the‘operation of special education programs in “the two'schools. It minimized

certain biases, and provided each study respondent with a greater sense of

. confidentiality about the content of the interviews or observations, since

-~
- - N

_neither case analyst was in the position of having "all the information" or
listening to "both sides of the story" about the students' progressu
v The data collection efforts are summarized in Exhibit 2.

) - Information on the students was derived from three interviews that
occurred in thi)fall w1nter, and early summer. InterViews with teachers
occurred in th Pwinter and iate spring. Observations Qf the students in class
occurred during ?hg late winter and throughout the spring. Every student was
observed in at 1east two classes and most students were observed in both
regular and special education: settings. The students' regular and special -
education teachers and guidarice counselors were intgrviewed. Interviews )
were also conducted with the senior resource teacher and the LD self-contained
program dlrector at each high sthool. 1Interviews with the administrative
superv1sor for all LD programs provided district policy and program -informa-

tion. - -

Aruitoxt provided by Eic:

-y




1.6 - ' Data Analysis' * ’ Q

" observations, and existing records. The case narratlves were updated quarter- © g

4 " = ), -

.The analy$is of case étudy data has to be quafitative in nature.
There may be quantifiable data collected on- each target student (e.gs, grades,
test scores, class rank), but the small’ number of students: 1h the study does ' N

not permlt any form of statlsticaI manipulatlon of those data. _

The fitst and most critical step in the analySLS of case studles

4
. i

was the development of the case narrative. Case narratives were prepared for’
»

2ll the students in the study usipg the information deri¥ ég fr interviews[ L

-

ly based on the raw data collected._ The second step involved a synthesis and
interpretation of thé case harratlves to derive a composite picture of learning

L . . W .
disabled adolescents, and an issue-oriented discussion®of the impact of the
- ~ <

. ) -

selected P.L. 94-142 provisions. . .
In an ethnographic study, data collection and data analysis procedd

[y .

in tandem. The case narratives serve as an intellectual Sprlngboard, with a
partlcular‘gtudent s experience suggestlng a new lmpact.conSLderatlon to be
lnvestlgated in further interviews, expanded on 1n»1ater case ' narratives, and

ultlmately included in later impact ‘discussion reports.

-
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Exhibit 2 -~
. , . Year I Data Collection Calendar * . .
3 ! 4 .
y I 7 Early | Late ]
Fall I Winter | Spring | Spring | - sumer N
1979 ; 1980 | 1980 | . 1980 ], 1980
, - [ . T, | . .
. i f [, | . |,
Student | Student |~ Class | ' ClaSs | . Student
. Interviews | . terv1ews |- Obgervations | Observatidns~ | Interviews )
' I * I I B " I ’ »
Parent, - |’ E;arent I Teacher | Teacher |  Parent
Interviews | Intgr\rlews | Interviews | Interviews | Interviews
| . | | ‘ |
i R
Adminisgrator | “Teacher | . Guidance | Administrator | Record
Interviews | Interv1ews | Counselor | Interviews N Review
. : ! , |  Interviews | . | :
2 ' | | | '
| :go_rc_i | \ | ) |
! yiew I a | I Cr
- | . | | | ; .
' . '
‘%
- . '
) ﬁ . ~
~ ' ? ’
e -
M , v ) ~ ’ U
. .
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2.0 DESCRIPTION OF STUDENTS / ' .
. y .
The STP students were selected from both resource and self-
\\\contained .programs in two high schools, O'Brian and West Forest. A brief f .

-

degcription of each of the sgtudents ig provided in Exhibjf 3; Exhibit 4 1

I

outlines the educational placement of each student. In the paragraphs belbw,

we summarize thé personal and educatiormal background of the STP students.

2.1 - Personal Background

2.1.1 Personal Description
v s

'

>The STP students comprised 3 girls and 11 boys. All the students
were 16-17 years old during the school year with the exceptlon of Anne

Tupper, who was 18. Wally Quinn and Jock Fine were ninth graders; the

'other students were all in tenth grade. Anne Tupper was the only student who .«

+ typidal grgup ofh\\‘ﬁ/school students. wWith the possible exception of Wally

)

.responsibllity. . -

had serlously con51dered dropping out.of school, although that has recently
become an attractive option to Julian Lombardl, who wants to join the military
and sally Benson, who wants to get married.

+ Although there was wide wariety in the physical characteristics

of’the STP students, ip general appearance and flemeanor they resembled a
’ . .

Quinn, who was in the ninth grade*and 8till pHysically immature, none of

these students would be identified as learning disabled from his ‘or her

o’ . 3
phy31cal attrlbutes. e &

=

! - = Veat v
2.1.2° Pamily Backgrqund S .

- The great majority of the. STP stullents ‘came from intact families.

However, one student lived with foster parents: er student's mother had .
recently died; and two students had divorced parents, Eddie Lawrence's
parents Weﬁs quite elderly, Julian Lombardi's wege of foreign birth with
limited abilities to speak and understand English. One student, Stuart
Warren, “had 2 child of his own, £4r whom he had assumed. primary'finapcial

\

§5ne of “the families were poor or on welfare; a few were wealthy.

Many of the parents held professional positions, and quite a number ran small

businesss of their oqwn.
‘ N
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DESCRIPTION OF STUDENTS
/ .y N : I

- ) The STP students.were selected from both resourte anmd self- /
. e i

' ‘contained programs in two higb‘schools, O'Brian and West Forest: A brie€

[y

descript;on of eachiof the students is prov1aed 1n Exhibit 3; Exhibit 4
outllnes the' educatijnal placement of each qtudent. .In the paragraphs, below,

W€ summarize the personal and educational background of the STP students.

oy

-

,2.1‘ 4 Personal Background |,

-

2.%.1A Personal .Degcription

‘7

1
The STP students comprxsea 3 girls and 11 Jboys. All the Ltudents

were 16-17 years old durlng the school year with the excepticdn of Anne .
Tupper, who was 18. Wally Qui?n an? Jock Fine were ninth graders; tpe P
other students were all in tenth grade Anne Tupper was the only student who
had seriously considered dropplng out of school although that has recently
become an attractive option to Julian Lombardl, who wants to join the military
and Sally Benson, who wants to get’ married. I / .
Although there was wide variety in the physical characterls%ics
of the STP~students, in general appearance and demeanor they resembled a',
‘typical group of high school students. with the possible exception of Wally
Quinn, who was in the ninth grade and stjll physically immature, none of ¢
these studgnts would be identified as learning, disabled frgm his or her:

physical attributes. ‘

2.1.2 Family Background

P ;

Al < ~ - rl

The great majority of the S¥P students came from intact families.
However, one student lived with foster parents; one student s mother had

recently died; and two students had divorced parents. Eddie La@rence s

parents were quite elderly; Julian’ Lombardi's were of foreigﬁﬁbirth with

limited abilities to speak and understand English. One student, Stpart

Warren, had a child of hig _own, £or whom he hhd assumed primary financial
responsihility. . . ¢ .

None of the familles were podr or on welfare; a few were wealthy.
Many of the parents held professional positions, and quite a number ran small

businesss of their own.




‘not give him the specialized help he needed to support his regqular academic =3

= ¢ , v \' . e & o0
: Exhibit 3 . LY ' / ,
‘- Brief Description of STP Students .

SELF-CONTAINED STUDENTS* ‘ ] o T,,:t' . ' ‘ .

Q' Brian High School‘ ) T ¢

+ .

Sally Benson is a lovely, blond girl*wﬁo lives with her four
brothers and sisters in a foster home. While she was living with her hatufal’
mother, her family moved frequently, which. disrupted her schooling. The past
two years-represent a period of educational continuity and stability. sally
has achieved academic success in her self-contained classes, where she feels
protected and not pressuted. She has made. friends with other LD students

and is seriously involved with a fellow+LD student whom she plans to marry.,
Sally was very angry when .the school distrlct reassign her to g self-
contained program in a school close to her foster parénts' home. Shé

‘" threatened .to quit rather than change schools; an interim, informal, unsanc-

tioned, solution has beean for her boyfriend to drive her to O'Brian each day.

Sally has not passed her minimum competency tests and has such difficulty

with basic-°skills such as making money change that it is difficult fgr her .
to find a part-time job. K . ' /

Eddie Lawrence is the youngest son of a very large family« His . _
parents-are quite elderly and he is the only child at home. Eddie was . )
transferred into public schools from a parochial school setting which could - T

program. For the la#st several years, Eddie has been mainstreamed for about
half his courses. He has done well academically, has passed his competency
exams,, and has had several opportunitles to move into the resource progra
Eddie has refused to consider resource placement because he has a great
aversion to change. He will, however, be enrolled in a wocational program
for the coming year and be on the [job~site for part of every day. . "

Julian Lombardi is the middle son of an’ immigrant family who

runs its own business. Julian and his Biblings work very_hard at home and '
at the business. His parents do not speak English very well, which inhibits *
their ability to communicate with the school about Julian's. learning problems.
Julian has become very discouraged by school during the past year and has
attempted to join the military. Unfortunately, his reading ability is sy
low that he has not been able to pass the screening exams., .

. Anne Tupper, at 18, is the oldest student in the study. She
lives at home with her parents. Anne's mother had a difficult time convin-
cing school persoﬁ%el that Anne was not "just lazy" and shquld be evalpated
to determine what her -learning problems were. Since Anne has been in the . .
self-contained program she has received mostly A's id her classes despite her
chronic absenteeism. She functions well in the less threatening, non-
pressured special class environment.

1 4

¥ ’ i

Stuart Warren has recently become the father of a baby girl wpom
he is helping care for and supporting financially. During the simmer Stuart
worked two jobs:.he will continue to work after ,school and on weekends- during
the school year. Stuartg! s ability level is low, and he has to work hard on i
to succeed in his self-contained-classes. Stuart has always resented ~
not being able to attend his home-based school, which is very .near his home
and a sdai?l center for his friends; he was therefore pleased when he was

reassigned/to the new self-contained program in his home-based school.

* Student\nifes are fictitious.}/// : .- . ~
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' skllls and serious difficulty with reading.

L

Exhibit 3 (Continued) ™

]
4

SEQP-CONTAINED_STUDEJTS*

» . . - e .

West Forest High School

Wally Quinn is a thin, shy, timid, insecure and somewhat hunched ’
ninth-grgde boylwho seems to suffer more than his share of abuse from other
students. He has virtually no friends, and despite hav1ng been promised he
woula never have ‘to change schools or programs again, he was transferred to
a‘new self-contained program in the high school two blocks from his home.
Wally.is able to do the academic work in his self—COntalned classes/but
requires condiderable individual help

o

- Vicky Mallack is a very attractive, charming teenager whoge lanhguage
and commynication skills have recently matuyed to the point where she has
been able to make friends with girls bl reqular program. She works
d111gent1y in her classes. Although occasionally she seems dependent om her
teachers and parents for help, ﬁhe is generally able to use these. reso es
effectively to help her cope. RNext year, Vicky will be in a Chlld development
vocational program at her home-based high school. . '

Bill Smith, is an extremely,shy and frequently hostile young man. ¢
This past year he attended a carpent?§ program in the mornings at a vocational
center and' returned to West Forest for physical, education and English.
Neither the Vocationpal Center’nor West Forest ‘is his home-based school.
Next year Bill will be involved ip a nonpaying work/study experience at a
constryction job site run by the schogl. Although he is capable of extremely
good carpentry work when motivated, Bill's attitude has deterjorated this
past year, and he hag not accomplished as much as he could. ge has failed
PE, a course, he must pass to graduate, and there will be no opportunity to
take PE or earn a PE credit at the Job site. He has extreﬂé}y poor verbal

Tim Michael,is a small, slow developing young man who does reason-—
. ably well in his self-qontained and vocational classes, has several friends,
-and has generally been able to find part-time jobs. Next year, Tim will be
in a new career exploration class offered by thé LD self-contained: program.
In the fall, the students will explore several career opportunities, seledt-
ing one as a work/study site for the following semester.

'
b -

2\

* Student names®are fictitious.



. ‘ . . «Exhibit 3 (Continued)

'RESOURCE STUDENTS* :
) . O'Brian High Schéol

N -

.

- \
- N : . » .

'+ Marshall "Deeter" Shtman is an attractive, articulate and sociable
wrestler who has been i# 'special 'programs since elementary gechool. Deeter
works hard and diligently at his school work and has managad to achieve
much in his regularuglasseé. He expectg to attend vollege. Although

Deeter was recommended for dismissal from special education after  his last
triennial, his resource ‘teacher and his parents agree that he should remain
. in the program at least for his .junior year, which is critical in terms of
college preparatjon. Deeter agrees with this decision. Deeter is the only
STP student taking classes designed primarily for co lege-bound students. ,
The classes are difficult and demanding; however, he has done‘quite well |

using the regource class support very effectively. , ) ’.

Ben Long is a stu%gnt who was so tired of being labeled LD that
he insisted on being witldrawn”from the special education program. Ben is.
very interested in mechanics, small engines, cars, trucks, and construction.
He is in the second year of a vocational program in auto body repair and is
survivimg in his regqular classes with support from his parents.

1
L3

Jock Fine is a ninth grade student who receives his math'instruc—
tion through the resource program. He and his mother have a homework program
that includes ®our to six hours of study and preparation each night. Although
school staff 'view this as very restrictive of Jock's free time and recreation,
Jock doesn't seem to mind too much, although he is looking forward to his )
family's moving to a rural town in another state where the. school demands

won't be as tongh.

2 -

*Student names are fictitious.
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* " Exhibit 3 (Continued) . . N ‘

.
» L] x N ’
.

RESOURCE STUDENTS * : ‘ \

® - T . .
West Forest High School ' - )
Dick Bison is.the middle son of wealthy parents. "He has a 1&%% i ’

history of receiving special help and,was in self-contained clagges prior to ,

his current resource placement. Dick is an athlete and is committed to

attending college on an Aathletic scholarship. His most recent academic year .
indicted an increased awareness on his part that he must make more of an

effort to study and ask for extra help so that he could improve his’ grades

sufficiently to be eligible for,college. :

-

David Graves is a student from a financially well-off family. He
has been a special education.student since early elementary school. This
past year, David fgiled several courses; next year, he will repeat the
10th grade in a local private school which has a special education program. N
David is the STP student with the most clearl articulated commitment to a
specific career--that of emergency medical téchnician. Although he talks
about his career plans and has read all the material in the career center
on the subject, he has doné little academically to prepare himself’ for

thiS- goal! - 3

.

- - .

Peter Lazer has been accepﬁed into the resource program after

years of personal frustration because he did not perform as well academically
as his siblings despite a high verbal IQ. Peter's academic potential is
possibly the greategt of all the STP students. This past year Peter was only
moderately succesdful; he had real trouble in terms of both behavior "and
grades in several .classes. Next year, however, Peter has dropped the resoutce
class and will be following a very heavy academic schedule. He has decided )
sthat he must take certain subjects to qualify for college, even though there
exists little past evidence that ‘he can 'maintain and pass such a heavy load.
He will, ﬁowever, be maintained as a monitored student.

LN

Ted Thompson is the only son‘of a very recently widowed professional’
who lives in the affluent community around West Forest. Ted had an unsuccess~
ful academic year; he passed all courses but got Ds in several. His father
has removed him from the resource class for next year, partly because he was
convinced by the math teacher that thé resource teacher did not know enough
math to help d with his courses. Ted has signed up for a heavy academic
schedule/next 'year, seemingly at his father's urging.-

>

= * Y e

*Student names are fictitious. e R
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. . ' Exhibit 4 ) N ‘ ;
{ - . . 7 () .
Description of STP Students'”Special Education Placement ’
5 T . ‘ Home-Based Placement _ Placement Regular - \ 2
Student School School Grade ° when Selected buring Study Classes Spec'ial Classges
N . . . ' * ’ »
- 2
Pick Bison West Forest Yes L Resource Resaurce , English Basic S§kills Review
o . . World Culture R . N .
s v * . . : Algebra { T
- . . - . Biology , . ..
Px .
1'5 . . . ] ,. 3 "
: Jock Piné O'Brian Yes ) 9 . Resource , » Resourte English - . Basic Skills Review
. . ) . . ’ World Geography ' (Math)
" . Earth Science ¢
. - . , Orchestra
- Vi - PE
- N . - ’ . . N »
ld .
P pavid Graves West Porest .. Yes . {0 ¢ Resource Resource English - Basic Skills Reyiew
. ! N . Earth, Science :
s - ‘Algebra
4 | o R . .
) . . ) . . . Accounting -~
. . .. PE
a ° - -
Peter Lazer West Porest - Yes .. 10 Resource _~Rasource English . Bagic 8kill view
- . ) - Biology
) ’ Industrial Arts/
. * ¥ Rlectronics .
v - <
- »
N “ . . . \ B ,
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Exhibit 4 (Continued)

Student

Y

School

N

Placement

Grade when Selected

Placement
During Study

Regular
Classes

Special Classes

]
Fen Long

O'Brian

‘Q

10 Resource

Vocational

B

English ©

Auto Body

PE/Driver's
Ed

-

PDeater Schuman

"

O'Brian

Yes

10 Resource

Resource

English
ology .
‘Geometry

Current
Affairs é
PE/Driver's Ed

Bagic Skills Review |

»

fed Thompson

West Porest

Yes

10 Resource

Resource

English
Biology
Algebra.
Government

PE . -

.

Basic Skills Review

)
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hibit 4 (Continued) . -
1 s -~
’ i A
Home~Based Placement Placement Regular s
Student School School Grade When Selected buring Study claaaes\ Special Classes
, . .
-~ N -
Sally Benson . O'Brian No B ., ‘10 Self-Contained Self-Contained PE English
, Congumer Math
- Biology .
¢ - - ' N World History
iEddie Lawrence O'Brjian No 10 Self-Contaiged Self-Contajined Algebra * * Bnglish’
' Mechanical .Earth Science
B . Drawing ** Consumer Math
. R PE
- -«
/
Julian Lombardi O'Brian Yes 10 Self-Contained Self-Concainecf Mechanical Englisgh
. Drawing Biolegy
e ‘ Art ,Consumer Math
; ' »  pg .
! -+ . .
,‘vlcky Mallack West. Forest Yes + 10 Self-Contained Self-Céntained Biology . Enq'ngh
f . ‘ : Typing Consumer - Math
i . . . PE * Psychology/
L ~ . "’ T Sociology
° ¥
\ N\
& (W
° - * 1] * ? . A
€ . . 4 ' ‘
. .
¥ ’ K} *
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Exhibit 4 (Contlnuad)‘ n Eq
{ ) Home~Baged Placement Placement Regular
Studént School School Grade When Selected During Study Classges Special Classes
% . 8 .
ITim Michael West Porest Yes 107 SLlf-Containa'd‘ Self-Contained Blology ' EBnglish
. |\ General ~ Congumer Math
3 . Maiftenance Psychology/
~* ot ' ~PE/Driver's Ed Bociology
Wally Quinn West Porest Yo 9 Self-Contained Self-Contained Chorus b English
‘ pE General Math
o o + World Geography
N - . Bagic 8kills
" - . [ . . Review
. W » > . . -
%111 Saith West Porest “No 10 Self-Contained Self-Contained Carpentry ' Bugllsh' .
: ’ . . q Vocational ' PE . .
. S .
pnne Tupper O'Brian No 10 Self-Contained Self-Contained Home xc) . Engligh
- PE Consumer Math
. \ ¥ . Biology .
R . * World History
;-
. ~ - N o ; '
tuart Warren- O'Brian Ro 10 Self-Contained ’__S‘e_} -~Contained Industrial Engligh
. . . - Arts Consumer Math
g : PE/Driver's Ed. Biology
World Higtory
< L3
\ . ) {
. ! N N
: . \
., B . - ) N
' “Lr ) ) d = )
- ) .
e .
\ . .
b - . ’ . .
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2.1.3 Personal Feelings

. The students' personal attitudes toward themselves covered a wide
range of feelings. There were students with very poor self-concepts, and
others who appeared relatively secure and self-confident. A few seemed .
depressed, anxious and ill-at-ease with themselves; some were basically .
. ‘{
happy and satisfied with things. Some were not/;ez\ﬁhture enough to cope

.
with their’problems and limitations; some were very mature and had an admir-
able ability to marshall their resources and use home and schoel assistance
to their gdvantage.

‘In general, the students in resource classes were somewhat more
self-c?nfident, assertive independent than those in self-contained
classes.’ ﬁowever, one the most 51gn1f1cant changes in the self-contained

class students was theixr increasé in self-confidence. ' With the exception gf

Bill Smith, who was extremely insecure I self-deprecating to begin with,

all of the students in ?elf-containeﬁ classes evidenced growth in self-esteem

and independence during the past year.

~

2.1.4 Social Skills' and Betmavior \

All but'one of the students in the resource classés‘had good social

contacts and frlends and enjoyed dating. The students in self-contained

.classes, on the other hand, had a somewhat harder time locatlng and establish-

ing friends. One student, Wally Quinn, appeared to have no'aiose friends at

all. 1Two of the three girls depended exclu81vely on one close friend or

boyfriend for socigi contact. Vicky Mallack and Eddie Lawrence had only one
oratwo friends in the fall but'developed several new friendships during the
school yeafz It may be that their social skills are growing with their
increased self-confidence.

The problem the self-eontained students have in making friends may
be the result of several factors: ° :

. 'the*ﬁack of 'verbal.skills among students in the sgelf-

contained classes;
) the.generally lower 1eyel of maturitg of these students;

® the smaller pool of potential friends -- a result of the .
small number of students in seif-contained classes and .
thgir less frequent contact with students in regular -
classes. .

5
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For example, in the fall, Vicky Mallack's conversation was punctuated by

long, noticeable pauses during which she worked out what she was'going to
say. During the year, Vicky' s ‘communication skills improved tremendously,
and her self-confidence 1ncreased. Yet, there were no other tenth grade
girls and only one‘eleventh grade girl in the LD self-contained ?rogram-at
West Forest. Vicky had only three classes that weXe not self-contained

Glasses ~~ one of which was a predominantly male class for atcademically

'unsuccessful students ~- and lunch period in whlch to make social contacts,

with students in the regular education program.

The students in both resource and self~contained classes secured

.

their friends from a number of different sources:

e from their neighborhood (important for Tim Michael and
Stuart Warren);

e through théir siblings (important for Vicky Mallack and
Bill Smith)é )

;§ through sports activities (important for Julian Lombardi,
Deeter Schuman and Stuart Warren);

e from SpeCLal education classes (important for Sally Benson,
Eddie Lawrence and Anne Tupper); ‘ N .
/

e from regqular classes (impontant/for Vicky Mallack and
Eddie Lawrence).

2.1.5 School Attitudes and Behavior

The students were more or less evenly divided in their general

attitude toward school. some enjoyed school; others disliked it or saw it
as something that had to be gotten through. whether or not the students
liked school seemed to be related not to” the type of Speeial education ’
program tﬂ%y were in, but rather to how much their social life revolved
around school and how they saw school affEcting their future.
/ One issue on which there was no disagreement was the difficulty of

school: all the LD students found school hard. Some students found schogl

%
unplébsant and frustrating for this reason.' Other students liked school --

despite its difficulty =-- because of the social opportunities or interesting
vocational programming it offered.

With respect to their special educatioen classifiqation and placement,
practically all the students disliked being LD students. Most, however, had
learned to accept the label and appreciated the extra help they received. It

is interesting to observe, though, that as soen as the LD students felt their

» t .
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Lélplacement was no longer benefitting them, or that they could get along
witﬁout it, they wanted out. This was what happened with Ben Long, who
balanced his LD label against the benefits of his resource class and decideld
the class was no longer worth the label. Wally Quinn, on €he other hand,
knows he could not survive academically without the help he. receives in his

self-contained class, so he accepts the program -- and the label.
f

2.1.6 ,Career Choice

The considaiation that students have givln to their future occupa-
tions is in part determined by the high school they attend. Vocational
preparation is stressed 'in the West Forest self-contained program, and. most
of the students in that program have at least thought about what they want to
do or have explored different career possibilities. Some have very defﬁnite
career plans: Wally Quinn wants to work in construction or be an au@%

1

mechanic (both unrealistic, unfortunately); Vicky Mallack wants to be an

aide in a nursery or day care center. Vocational preparation is not stressed
as much in the 0O'Brian self-contained program. Although some of the students
at O'Brian have career interests fe.g., Eddie Lawrence wants to work in ~
construction), as a rule they have not had &s much vocational directiorf and

have not been given as much encouragement ‘in this area.. There is more
¢ A

emphasis on academic preparation at O'Brfan.

. Vocational considerations are not a concern for resource students;
they all assume they will either go to college or be able to obtain a reason-

able job. Of the resource students, only Ben Long is actively involved in

vocational training. : . -

2.2 . Educational Background }

2.2.1 Education History/Referral and Evaluation
Ner” .

Most of the students in the study, both those in selfjﬁontained
classes and those in resource classes, were identified as having learning
problems in their elementary school years. Some received special education
during these—years; others received remedial services, tutoring, or other
forms of help; a few repeated grades. Half of the students who were in

—

self-contained classes last year started out in resource classes in eiegen-

»

. . .
tary school and later moved to a more restrictive program; only a few
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~ ) : ) . : . \
.of the students now in resource classes started.out in self-contained pro-
grams. Thus, there has been some shift Jdin terms of students' placements,

but this has not been suhstantiaL agd has been érigarily in the directiormr of
less restrictive to more restrjctivg. . T ‘

goth the students\in selficontained and resource classes are

described in various psychologdcal reports as having a wide variety of
specific learning disabilities. But th incipal reason why they were
:initially placed in special education programs and why they remain there is
their academic deficiencies. ‘For students in gelf-contained classes, there
is, on the average, a two-year differential between their grade equivalency
scores and what their IQ's predict their level of achievement should be. For

the students in resource classes, this gap is generally only about one year.

2.2.2& Current Placement and Services

All of the students in resource classes attended their home-based
school. But because there is not an LD self-contained program available 1n
every high school, some of the LD students in self-contained programs had to
attend a school that was not their home-based school.

As a rule, the students didn t like having to go to a school other

than\the one in their own neighborhood. However, once a student got established

in, a school, made. friends, and became familiar with the program and teachers,
he or she was generally not very hdppy about shifting to another school --
even if this was his or her home-based school. Thus, when.a new LD self-
contained program opened in their home-based school,,Wally Quinn, gally
Benson and Anne Tupper were quite Angry and upset about the prospect of
having to change schools. Stuart Warren, on the other hand was pleased to
be moving back to his home-based school and his neighborhood friends.

All the students in resource classes were mainstreamed: for all
clasgses except their resource class, which is called Basic Skills Review.
All the students in self-contained“programs were mainstreamed for physical
education, driver's education if they were eligible to take it, and usually
some type of vocational program; otherwise, their degree of mainstreaming
varied. Most were in self-contained classes for the majority of their

-

C /
academic’ courses. *

L
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2.2.3 Academic Performance and Progress
. !

This past year, all the self-contained pregfam students passed
all of their self-contained classes, And except for Tim Michael (who,got
an F in driver's educatjon) and Bill Smith (who-got an F in physical educa-
tion), they passed all their regular classes, too. However, the self-gon-
tained program students had extreme difficulty . s1 the state minimum
competency exams, and some of their teachers weYre cogEerned that some of them
might never pass. Teachers also reported that, the self-contalned students
seemed to have reached a plateau in their development of- paelc skills. 1In
general, they needed a lot of individyal help and had to work very hard to do
well academically.- Although many of the self-contalned ‘students worked
reasonably hard, a growing number seemed to have lost the1r energy and
enthu81asm for hard work. Some cut class often or arrived late; mahy who did
attend class were inattenti%e.

All of the students in the resource program have now passed their .

minimum éomgstency exams. Their grades in both their regyiar and résdurce
N L . * {

- clagses were generally what they earned, and this year the grades grere not very

good. An overall decline in motivation and performance was reported in a few

of.these students this year, and there were some mild behavior problems. Iy‘

s

appears that some of the students in the resource program, too, are beginning
’ >

to tire of working hard. 3 .

2.2.4 parental Involvement - .
. Vs '

All of the parents in the study were very supportive of their

sons' and daughters' education. They generally attended the annual IEP
conferences, and most of them attended an average of 2-3 additional meetings
at the school each year. Some of the parents had arranged meetings with
teachers to discuss particular probleps or concerns. Parents of the STP~
students typically also maintained contact with the school through telephone

calls and written notes. Among the STP families, there have been no disputes

that required format settlement between -parents and the school, and in fact

there have been few'major disagreements at all. Whén these have ocddurred,
they have been resolved by discussion and clarification, compromise, or the
school's acceséion to parental wishes, even those that the éthool felt were
nct in the student's best interests.__ 7

g
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Thegmajor expenses incurred by the parents in the study were

indirect -~ e.g., attendlng meetings or arrang ng jobs for their chlldren. A
few parents had paid at on int or another for private schools, Eherapy,
testing, or tukoring. When they &ould afford it,, parents incurred these

. A
expenses willingly. Parents consideréd these expenses as optional, in much
i L4 . .
the same way music, lessons or sports prograins are viewed.

.

3 4

P e




’ ’ - ~
) * — ‘
N - ) . v

~ ' .
PART II. IMPACT OF P.L. 94-142 PROVISIONS ON LEARNING -  ° -
\ DISABLED ADOLESCENTS .
' +
- ’ ) Vs . X
3.0 IMPACT QF EVALUATION PROVISIONS, * . : ~

. The STP study focuses on provisions of P.L. 94-142 related to"
fkdr areas; educational evaluation; individualized' education prégramg least
restrictive enviromment, and parental invo ement/procedural safeguards. In
the following sections, we discuss the P.E. 94-142 regulations related to
evaluation, the. implementation of these regulations with the STP étudents,
‘the impact of the implémentation efforts,. and implicationé of the study ¥

findings for policymakers, program administrators, teachers, parents and

students. - ) A

3.1 évaluation Provisions of P.L. 94-142

- L

-

Under the requlations promhlgated to implement P«L. 94-142, each‘
local education agency has the responsibility to identify, locate, and

evaluate all children who are handicapped and in need of special education, .

and relateq‘serviées. The evaluation is' to determine whetherra student
is handicapped\end the nature and extent of speciql education and related
services the. student needs. ‘ ) -
Althoﬁéh no spefific Eypes of tests are mandated by the regula-
tiéns, the tests must be designed to assess specific areas of educationaﬁ
need, rather than produce a single, general intéiligence quotient, and no
single procedure can be used as the sole criterion for determining eligibi-
lity or placement in an appropriate educational program. A student must be
assessed in all areas related to a suspected disability, including, where
appropriate, health, vision, hearing, social and emotional status,lgeneéal
intelligenge, academic pé;fofmahce, communication abilities, and motor abi-
lities. All test and evaluation mater{als used for evaluation ‘and placement
must be gelected and adm§nistered in a manner ypét is not raciFlly or cultdi-
ally discriminatory. All testsg must be admihiéteredfin the,stﬁdgnt's native
language. Tests must be validated for thegépecific purpose for which they
are used. The evaluation must be'éonducted by a multidisciplinaty team which A
includes at leaét one teacher or-other expert with specialized knowledge of '
the suspected area of disability. Tests must be administered by personnel

trayned in their "use. ’ R

v
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. * After an initial placement in a special education program, each

stuqengégﬁgt be reevaluateé at least once every three years, althoug? more .
frequeﬁé evaluations may bg requested by.the student's parents or teachers.
A The regulations Eequire_fhat the results of the evaluation b%bﬁsed
to determine whether a student is handicappgd and fhe natu;e and extent of
. the special education and related services the s den; needs. ‘;he regulatibns .

’

also requiie tha&; 11 and individualized edud ional evaluation be carried
ou:-beﬁpre a stude22§§:>nitial placement in a special education program. ‘
Thus, .the ezaluation results are intended to provide the/ptincipal factual
basis for determining the student's designated handicap, eligibility for
special education, and initial plagement. In reviewing the stu@ent's place-

ment and in making subsequent placement decisiens, the placement team must

consider information drawn from a varj ces, iﬁéludiﬁg aptitude and

achievement tests, teacher recommendations, physical conditions, social or

cultural background and adaptive behavior. Some of this information could.be,ﬂ
derived from the student's educational evaluation: thus the evaluation
results may glso cqntribute to later placements decisio?s asjwelli,

. ' Placement decisions must be based on the student's IEP. The IEP -- ‘
partiéﬁlarly those 7Atems related to current levels of performance, annual
goals and short-term o?jectives, and specific special education and related
services to bg provided -~ should reflect the results of the evaluation.

For the student who has been evaluated for the first time and whose initial
IEP is being developed and initial placemenf determined,‘the appropriate .
interpretation aﬁg'use of the eygluation results is assured by requiring that
a member of the evaluation team, or a person knowledgeable about'ppe valua-
gion procedures and(results, partié&pate iﬁ the meeting,to develop égz

initial IEP. . .. o

. 3.2 Implementation of the Evaluation Provisions
)

L J -
3.2.1 Identification

- -

= ' -
The P.L. 94=142 regulations require school districtg\eo/éstablish

»

procedures to locate and evaluate all studenta who are handicapped and in
[0 d ! s

need of special services. _  ° ) Ve

The identification process ih Custis County ig initiated when a
parent or teacher makes a referral for an evaluation to deterhine|whether

‘the student may be eligible for special services. After elementary school,

- . — 14 .
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pargnts are more f!iely to make referrals as they’becomeﬂfﬂsreasingly con—,

'+ cerned about their adolescent child's lack of: academic success or lack of
interest in school. The referral is submitted to the guidance counselor, who
then meets informall& with the school psychologist to rev1e%$the sg%gent s _

records and disc¢uss the student's academic situation. At th1s point other

¢
nonspecial education interventions such as lower level academic class may

°
- A 3

be recommended 1nstead of a special education evaluation. Or' the referral
may be turned over to d screeningﬁcommittze cofprising the director: of - :
% guidance, the school psychologist, the schopl visiting teacher, the guidance
counselor assigneg to the student, and the senior'resource teacher. who serves
as chair.- This comm:.ttee reviews the referral and the student s records and"
detegmlnes whether the stuﬂ;nt is a possible candidaus f§r an’ evaluation.
Other options which may be cons1dered 1nclude remedial reading, psychological
counseling, or placement 1n classes for the academically unsuccessful.
: 'If a decision is made to eyaluate the student, the guidance coun-
‘selor'sends parents a request for oermissionAto congduct the evaluation. Once
permission is received, the school.has 30 da;s to&;lete the testing, which
. is done bv schdol staff. The" resource teaoher aq%inisters the educational
tests,fthe pé’qhologist conducts the psychological eviluation, and the
,visitlng teacher completes the social history. Parents are asked’ to submit
the results of a physical examination of the student. Parents usually pay
. for the phys1cal examination, although the school w111 do so if parents“

. cannot. ’ ) . - ‘ ‘ £b

] 3.2.2 Evaluation Procedures L B .

s Each of the STP student's initial or preplacement evaluation
included psychological tests, a social case hlstory, educatlonal tests, a
physical examination, and classroom teachet reports. Students whose initial

'evaluations occurred afﬁbr the 1mplementat1on of P.L. 94-142 also had a - ,

classroom observation. After information from all these sources-had been’

gathered, it was rev1ewed by a multidisciplinary team who made 2 recommendgt~

tion concerning the student 8 ‘placement and need for special education %

% services. Howevér, the evaluation procedures for the triennial review 4o not
. i1 . .

seéem to .adhere strictly to those outlined above.

‘e psychological and educational tests\were administered ang Classrgom teacher '
PR observations collécted; frequently however, social case histories and health
) records were not - ated. - . -
* 7 35 T
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e Psychological Tests

” \ .

Custis County does not require specific ps}phplogiqal or

educational tests. It does require that two types of tests be giveh --

intelligence tests and achievement tests. In addition, the tests must come,

from an approved, list bf tests for the county. The psychologist determines

on an individual/basis how many and what specific tﬁbes'of tests should be

each student. . \//\ . .

. . Thé/psycho ogical examination typically includes tests designed

‘administered

to measure intelligenge levels.and specific v1sual-m3§er responses, and At
testg to determine sthdent attitudes. Most STP students were given the
© Wechsler Intelligence Test revised for children (WI§C-R), although some -,
studente were given the Slosson I.Q. Tést. Students whose first tests were
gfven in" elementary school were more likely to have, Slosson I.Q. scores; in
more recent years, the WISG-R has béen used predomimantly. The test most
“frequently used to determine_the nature of specific disabilities is the
Bender Motor Visual Gestalt. Although the test is designed to measure »
overali intelleetual ability, it is used by -‘the psychologists in Custis £
. County to reveal visual perception charagteristics as well as’ general ' \:
characteristics of the studehts: cognitive processes. Teachers occasionally
administer a battery of tests called the Malconesius Specific Language ’
Disability-Tests, which perpit the identification of visual or auditory
processing difficulties:‘ The Malconesius is a non-normed test, which makes L.
it less appropriate for purposes of comparlson with other students and which
P is therdfore being phased out of use in the county.
Screening tests given for specific learning problem areas ihclude

the Wepman Auditory Discriminatién Test; the Templin-Darly Test of Misarti-

/
/ﬂa*’*/and cognitive ab111ty\.1nc1ud1ng the Thematic Apperception Test, ‘the Rotter
. .

ncomplete Sentences Blank, the Draw-A-Person Test, the Kinetic Family
+

Drawing, and the House~Tree-Person Test. Almost all the STP students

.

@

r T
, Qé received the House-Tree-Person Test, the WISC-R, and the Bender Gestalt.

LA

“The number of psychological tests given and the extent of a

»
students' full evaluldtion record varies considerably. Gone student may

T g
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have eight tests given to him or her while another may have only an
IQ test, achievementﬂpests and teacher reports. Some students' records
contain reports of evaluations conducted by private schools and by private
physicians, psychologists, psychiatrists apd/or by. independent assessment

clinics; other students' records contain only the results from the Custis
o~ Y

County schoel evaluation. -

® Educational Tests

The principal educational evaluation measure used in Custis County
is the Wide Range Achievement Test (WRAT), which is used to determine grade
equivalency in reading, spelling and arithmetic. These tests, which are
aormed on a national sample, are a critical element in determining whether
there is a severe enough discrepancy between educational achievement and
intellectual ability tp'warrant designating a student as having a‘learning
disability. Other educational tests are occasionally.administered, including‘
the Key-Math Test, thé Metropolitan Achievement Tests, and the Woodcocw
Reading Mastery Tests. Additional tests to determine achievement as well as
give clues to, functional problems are the Durrall Oral Reading Test, the
Gray Oral Reading Test, the IOWA Word List and the Ayers Handwriting Scale.

- ~—

® Social,Case History
*\\ ) ,s_iﬁé

Fach family whose child\is being evaluated is visited by a soeial

worker, whd.bompiles a social case ‘history. The case histories have‘similar
components -- the prenatal history of the student, the number and, ages of
siblings, and a description of the parents' .occupations, education and major.
areas of conc€§n\about the child, The parents' concerns about the student's
learning difficulties are carefully noted, particularly their recollection of”
the evolution.of the child's problem in school and any remedial activities
which the parerts may have arranged ptivately for their child.

® Physical Examination

[y

The evaluation process also includes a physical examination to »
identify special physical conditions which may affect aggtudent_sfability to
succeed in school. For some students, particularly those with convulsive
'disorders like Anne Tupper and Jock Fine, the amount and type of med1cation
prescribed are detailed. Anne Tupper' siphysician also recommended that she

»
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i be excused‘from participating in physical education activities because of .
’ her propensity for 'seizures when over-exerted. v
- e Teacher Comments ‘- »
— ) 7

v

——— Finally, teacher comments are imcluded in,the evaluation. For
tho;e STP students referred’ during elementary school, the teacher was
usually the initial referring agent, ‘and his or her referral commented on
the student's classroom behavior. Inability to do assignsd tasks, immaturity,'
attention-seekxng, inabilitx to concentrate, and overall academic under-
achievement were the reas ns usgally cited in the referral. For the initial
‘ igh school level, all of

evaluations and triennial t the intermediate and

'a.particular student s teachers were asked to proviYe information on the
student s strengths and weaknesses.} Teacher commentd were specific to the -
student's performance in a.particular class and usually 1nc1uded a descrip—
tion of the behavior and attitude of the student in addition to an academic
evaluation. With the exception of Anne Tupper, none of the STP teacher :

&reports includEd oBservations.frbm a school/guidance counselor or other
Bupportive staff. o by ) . O

= Thé t st résuits and summary report forms are submitted to an -
area review %?afd that reviéws the results and determines #hether-the student

3 0 i? eligible for lacement in a learning disabilities program. If this is a

preplacement%e;éluatfbn, pa nts will be notified of the results of the

t evaluation a?& invited\fo IEP meeting to develop the student's IEP and v

. consider ths‘schOOl's placement recommendation. If the evaluation -is a s . ‘

’ ’ |

_ continued el ibility and/or whether a change in placement is recommended

”triennial reevaluation, p?rents are notified whether the results confirm -

based on th eval ion results. Frequently the learning-disabilities = -

‘resource teagher or self-contained program "director and the school psycho-
logist wilk discuss the reSults~of the evaluation and ahy- recommended place- \
“ . , \\

. ment changes ’h.th parents.
; Although most of the STP parents ‘can describe their son s or

' gaughter 8 .learning problem, they are 'not familiar with spgcific tést results.

The few parents who are aware of specifi¢ tedt results "have had private

) ”chologica’i or neurological tests conducted on their childnan and may have
had more extehsive #nd thorough debriefings..’On the other hand, parents who

seek out testing, to:their’child may be more attuned to the results. .
1 . L
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3.3 Impact of the Evaluation Provisions‘ .

. Y

.
.

“  3.3.1 Identification

* The P.L. 9;-1425regulatfons require that school districts establish
procedures to identify’student's who.may be handicapped. Students with
learnrng disabilities are usually 1dent1fied in elementary school by their
classroom teachers. « Thls was true for all the STP students except Anneﬂ
Tupper and Peter Lazer, both of whom were identified and re?erred by the1r
parents after they encountered dlfflcultles in hlgh.school. Except for Anne
and Peter, all the STP self-contained students were receiving sPeclal services

’

. . ® h “ . : 4
vices in -either resource or self-contaiped settings prior to seventh grade.

S » H

Generally, the STP " students were identified because of academic
faildres and poor academic behavior Je.g., inattention, failure to complete
work). For the STP students “identified in elementary school, parenﬁel’
concern was not the principal factor, although it,was important in keeping
the evaluation process moving.l Nor was disruptive behaviog a factor in the
referral ‘of the STP students. The critical factor seemed to be that teachers
recognized an element of "brightness" in these students that wae inconsistent
with theifr poor academic performance. Those students who did not reveal this
"brightness” (even though they may, in fact, hav had relatively high intelli-
gence scores) were not likely to be referred for an evaluation. It is pog-~
sible that students from professional families are more likely to have re-
ceived the’verbal stimulation and wide experientiéi background that produces
this "brightness.'w "’ , < ,
- Orfly rarely are learning disabled students identified for the firsg
time at the high school level, and then usually becehse of serious parental
concern and continued pressure for school attention. N )
In both of the high schools involved in the STP study there are
academically unsuccessful students (students whose reading and/or mathematics
skill levels are serious%y below their grade level) whom reguler teachers
thought could benefit from the support offered by the resource class or the .-
alternative academic program offered in ;elf-cOntained’classes. Regular
teachers often commented that t ere were two or three %tudents doing much

worse than the LD students and who really needed help, and that the LD

students often performed bette® than their non-LD counterparts. Teachers

'
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expressed frustrati;; that the students they referred for testing wegre not
acpeptéd into the LD program.. Unfortunately, the regular program alterna-
tives for sgzdents in ‘academic diff%culty are l}mited. Remedial reading -
prbgrams have severel&’limiteq enrollments, and low level sections or

classes for atademically unsuccessful students are offeréd only in a few
suﬁjects. ’ ' v . -

Although it is not dlsg’;ed\that there are sizeable numbers of
academically unsuccessful students for whom there are relatively few regular
program opt1§i§ available, the responsibility of’spec1a1 education vis-a-vis
these studentd is unclear. ‘Under the somewhat fluid and flexible definition
of le;rning disabilitié; provided’in the regulatiqps, it seems reasonable to.
predict that, if evaluated, é 15-year-old student ,with average intelligence
who is reading, writing, spelling or doing mathematics at the third to fifth
grade level would probably be eligible for a learning disabilities program
-- @ven if the or she did not have a specific identifiable learming dis-
ability in the classical or theoretical sense. )

Faced w1th,large numbers of students, potentially eligible for
learning dlsabilitles programs and the increased costs and potential
stigmatization that might be associated w1th such a result, school districts
like Custis County have taken a conservatlve approach. 1In Custis County, a
high schégz student in academic difficulty w?o is referred for special
edugaEIBn is very carefully screened prior to¢ an 9va1uatioh. This is dpne to
determdne whether the student is likely to have a genuine learning disability
that requires special education services, or whether he or she has learning
difficulties that may require some adjustme;t in hi¥ or.her regular academi
program but do not gequire or being placed in a special education program.
Not only is there a careful screening process, but the screening
committee adheres firmly to a strict definition_of learning disabilities,
quuiring a severe discfépancy/%eéween ac;ual and poténtial achievement not
attributable to any behavioral or motivational factors. The end result of
this aéproach is éha% fewer students are referred, becaué; teachers begin to
feel it is not worth the effort; fewer students are evaluated, because the
séreening committee scre out moét referrals as being for leagning ‘
diffigulties, not potents

learning disabilities; and fewer students are

’placed in special education programs. .
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L An alternative approach might be to expand the learning dis-

abilities programs Jby: encouraging referrals and identifying "at-risk" o

~8tudents through reviewing report card grades, standardized test scoree/and
sults on minim competency tests; allowing a more liberal 1nterpretation

of the  definition of the term "severe dlscrepancy,' and allowing the.séreen-

ing process to permit more students whose eligibility for a learning dig-*

.

abilitiesw;?ogram is questionable o be recommended for an evaluation. This

{
approach 1d result in more stude its belnq 1dent1f1ed and referred, more

students rece1v1ng evaluations and obably more students being determined
eligible to receive bpecial education services. Such §ﬁ<approach would, of
course, place increased demands on limited schosl programs and financial

! N '

resources.

o

. é Vv
“3.3.2 Placement of STP Students . T\:T’//

. The evaluation results contribute to dec1510ns regarding the
ellglblllty and placement of students with learning dlsabllltles in three
general wayS' determining whether the student has a 1earning ﬁ;sablllty and,
if so, the nature and extent of that digability; determinlng the academic
strengths and weakness of the student; and determlnlng'hn appropriate 1n1t1el

placement. .

® Determining the Digability

»

‘To be conoldered a learninyg disabled student inﬁgustis County,
a student’ must exhibit a deficiency in one or more of the basic cognitive
skil}s (e.qg., detoding or encoding) and.must’ show a severe discrepancy
between potential and functional ability in one or more of the following

. 1] . g : 1]
areas: oral expression; 118tening comprehension; writgen expression; basic

redding skill; readihg comprehension; mathematics calculagton, or mathematics

reasoning. Severity' has been' defined by cCustis County as being 10 standard

score points below expected functional level, given measured ability (based

a

on an intelligence test) and chronological age.
e Determ;ning Strengths and Weaknessgsag -

¢

The tests used in Custis County.enable school* staff to judgke the

areas of functional weakness of a student and the gap between expected and

actual grade level performance. . . .




, A student's strengths and weaknesses are typically the focus of
both the psychological assessment and the teacher comments sections of an
evaluation. The psychologlcal assessment discusses cognitive strengths and

wéaknesses -- Eddie sLawrence, for instance, is described as being strong

in his ability to abstract verbal information .and to relate parts to a whole.

. His weaknesses are related to visual organization when faced with a task

~s}
requiring imitative reproduction., Eddie's teachers observed that he .
= ¢

possesses good verbal reasoning abilities and conceptual abilities. Weak-

. nesses not noted by Eddje's teachers include problems with spelling and

written language as well as reading.

*

: Frequently, teacher comments focus on noncognitive areas such as
attitude, motivation, and behavior. A student liKe Deeter Schuman is des-
crihed as having a good attitude, because he works very hard to overcome his

learning problems and has succeeded to a great degree, whereas a student like

David Graves jeceives many negative teacher comments about his poor motivation .
. v . t
and\agproach to school. This analysig of stnengths and weaknesses is an .

' \ important contribution to the placement decision. ,

-
- e Determining Initial Placement
-~ ’ ' \
r_“! The results of the evaluation are reflected in the initial place~ -~
ment decision, but the placement decision must be based on the student's IEP

The results of the evaluation are also-considered in developing the student's
IEP: \ ’

ether the evaluation team recommends placement in a resourte or
self-contalned setting is determined p arily by the degree of discrepancy

-

+between expected and actual functional’/levels. For the 'STP students,

resource plakement wasg associated with a discrepancy of two grade levels or

v

less, self-contained placement with a discrepancy of three grade levels or

’

more. The other factors influencing the placement recommendation are:

and potential duration of the need for special serv1ces. Exhibit 5 presents
the grade~level discrepancy and IQ ratings of the STP students at the time

+

|
i
the student's attitude and motivational state; parent and student preferences, i
of their initial placement. . )
i The'discrepancy rule creates problems for students, parents and '
feachers who must decide whether a student whose functioning le‘Fl
apprcaches his or her potential or expected level should'continue in the

yd program or be dismissed from special education.

]

.
s .



EXhibit 5 ’ .

v— . : /

Intelligence Test Scores and Achievement Deficiency

o - ~ at Time of Initial Placement * \\" -
$ -e:- 2 = - _ > ‘ z c [
- ‘w - - v - * .
Intelligence Test Score at Acb;gvément Grade Level .
- , Initial Placement ~_ Discrepancy at Initial Placemefit
Student Verbal Performance Full Scale Reading  Spelling, . Arithmetic
v S . N
. |RESOURCE STUDENTS ( ~ 2
. . (‘\ U «
Dick Bison Average 80-89 * ~2.1 2.5 2.4
Jock Pine 104 72’ ad 4.0 above 3.0 above 2.0
David Graves * o * (Superior) 0.6 1.2 1.8
Peter Lazer 108 94-114 105~-117 1.2 2.5 1.8
Ben Long * 1§§§ 92 0.0 2.1 2.1 i
Deeter Schuman - * " * 110 0.0 1.5 0.3 <
Ted Thompson * - * 109 0.5 1.7 0.3
; .
\ A 7
\ .
SELF-CONTAINED STUDENTS _ ~
Sally Benson 65 101 80 6.8 6.0 4.6
Eddie Lawrence 107 7 118 113 :2.0 * *
. P - ‘\ -
. Pulian Lombardi 70-79 90~109 80-94 2.0 4.0 2.6
Vicky Mallack 80-94 72-90  ,  77-79 *x *x T \\\*‘\\
rim Michael ™ 73 93 81 Y44 4.4 3.6
ally Quinn 85 71 81 2.0 0.5 3.1
i1l Smith 72 108 87. *x *x Tonx
[Anne Tupper 77 ‘ 86 80 3.1 3.2 1.8
Stuart Warren 73 95 83 332 3.2 1.8
Vd

»

s

1

NOTE:

i
.

" *Indicates initial ﬁ}acement data not available from student records

**Vicky‘ﬁpllack was 3.8 years below grade level in reading, 5.1 years

fn spelling,

3.7 years in arithmetic at the end of 9th grade.

Bill Smith waB 5.7 years behind in reading, 6.3 years in s
* ang 5.3 years in arithmetic at the end of ESB gféde.
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Three STP students are currently performing at- levels close to
their potential. In each instance, however, their,teachers and parents feel
l that the support of the learning dlsabllities program is cruciaf to the

students' continued success. Deeter Schuman, a resource student who 1s in

,°“‘~some-oollege-track courses, has very recently experlenced a triennial review

PR A i 7ex: Provided by ERIC

. which showed no ev1dence of a dls;repancy.. His resource teacher anq.Fhe
school psychologist reviewing his’files made a strong stand before the review
committee that Deeter's progress‘uould be reversed'if he were forced out of
the program at this time. So far?Deetir has remained in the resource program.

Vicky Mallack's progress was reviewed last year, and she was
‘recommended for dismissal from the program after completion of tenth grade.

-

However, her parents and the learning disabilities staff in her school are
- A

.

continue Vicky'in the program unuillgraduation.

convinced that dismissal would be disastrous for Vicky. f;bey are seeking to

L‘ Finally, Stuart Warren, a student with seri intellectual
deficiencies, is described by his teachers as playeaued at a second grade
reading level with 1little hope of ever 1mprov1ng. .Stuart's low potential
kept him out of special education for years, because the discrepancy between 'N%
his performance and his measurable potential was not severe enough to justify
eligibility in a learning disabllitles program. At the same time, his'1Q
scores were too high to justify eligibility ifA a program for the mentally
retarded. ,He remained 1n regular classes, where he was totally unable to do
the classwork, and eaoh year he was passed on to a higher grade. Finally,
by fifth grade, Stuart's verbal ability improved sufficiently to increase his
IQ score, resulting. in a discrepancy between his academic performance (which
?a not improved ag fast as his Ig) and academic potential that justified

eligibility in a learning disabilitibs program.

3.3.3 Instructional planning

-

The P.L. 94-142 regulations do not require that the results of the
" evaluation process be used for 1nstructional planning. Yet, it seems reason-
able that'a process as comprehen31ve, time-consuming and expensive as a
comprehensive educational evaluation should yield some information useful for
instructional planning. , - ..
. The LD teachers of the STP students have access to the evaluatjon
information, and all had some knowledge of .the student's learning disabilities

2
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N profiie. Yet, when planning an instructioenal program, teachers allowed the
basic characteristics of the self-contained and resource programs to‘predomi-’
nate over individual student learning characteristics. Self-cortained classes
offer smali group settings and a less demanding curriculum in the expectation
that léss peer pressure “and more academic siccess wyill improyve| self-image and '
increase learning. Only 11m1ted 1nstructlonal “distinction is de‘ketween
students with aud1tory processing problems as compared w1th thoa;\;I‘ al
perception problems, although for those students who request it tests may be
administered orally. The self-contained program is geared to students of 2
overall low functional ability. This is not inappropridte in view of the
fact that few students.in the self~contained aiasses have oh}y one problem,
Eddie haérence is the only STP studentqwho is considered to have a classic .
. learning disability -- he is & dyslexic student. The other STP students have
more than one identifiable learning deficiency, in hore than one area. It
may be practically impdssible to derive instructional groupin® categories ‘ i
based on specific learning disabilit}gs into which all students would neatly
fit. . . | ]
' ' Based on the evaluation résults of the LD students, which almost - r~t”
univeraally indicated severe deficiencies in basic reading skills, the West
Forest self-contained program has instituted an experimental basic skills
reading program i‘ithe core curriculum in all its English classes. The |,
.readlng program differs from the approach taken in the other self-contained
classes by attemptmg to correct a common learning deficiency, rather than
adapting r lar curriculum content to the students' level of functioning.
or resource students, the information from the evaluation'is [ ﬁi
more useful as a support for interaction with regular teachers than it is {
for purposes of insfructional planning. When a {earning disabilities teacher /-
approaches a regular’education teacher to discuss why a student ré having .
attention pre¢blems -- or fails written_tests, or takes two or threer times
longer than other students to finish assignments -- his or her position
- is legitimated by the battery of tests and expert opinions which ha;e
identified areas of specific dysfunction. For example, the physical educa- K
tion teacher gave Stuart Warren a passing grade in driver's education only ¥
after conferring with the LD self-contaiped program teachers about Stuart's
nslowness”. When the LD teachers were able to give congcrete facts about

Stuart's rgaﬁing level, the driver's education tehcher was willing to adjust .

Stuart's grade. *
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3.3.4 Informétion Integration

- -
Custis County provides an qpportunity for parents (but not -

students) to learn ,about the results of the comprehensive special\education
evaluation and subsequent triennial reevaluations. However, the LD students,
like their non-LD counterparts, are'almost continuously being evaluated in
one form or another; and there is no 3yetemati; gethod to integtate these
evaluations. Quarterly report card grades, end-of-year and (in some. cases)
even quarterly special education teacher reports, standardized school-wide
achievement teésts, and minimum competency tests results are available for
each of the STP students students. Some students have (or will have) voca-
tional assessments and college aptitude tests scores (SaTs, ACTs), not to
mention the extensive evaluatidn results obtained from private assessment.

It is not clear' what procedures, if any, exist to help students - v ’
and their parents assimilate the information gained through these tests, when
. making decisions regarding the student's future. Thi's lack of coordination .
atd information-sharing may affect all students. It has potentially serious 7
“effects on students who have learning problems, because the decisions they \
must make about the future are already made more difficult due ko the linuted
options caused by their learning problems. Any information which provides '\
additional insight for parents and students thus bécbmes more important

for handicapped students. N ’ .

[

3.4 Implications of the Evaluation Provisions
\ —

'Iq_this section, we discusg the implications of Bur findings

. related to the impact of the evaluation provisions: on learning disabled
secondary students for pqlicymakers, program administrators, teachers,
pdrents and students. ‘ ;

. -

> "

3.4.1 Implications for Policy Makers

L4

® Child Pind Activitieg 7 .

Given the definition of learning disabilities in the federal

L3

regulations, there are probably considerable numbers of secondary,school

students who, if identifitd and evaluated, would be eligible for special |,

education. Although the thrust of P.L. 94-142 is to 1ocate and serve all
students who meet the criteria for eligibility, the fiscal co tr 8" under
which local educaé&én agengies operate create a situation which discourages
A . .




generous interpretation of .the law. The policy implications of this fiscal
reality in terms of restricting-the number of students identified, evaluated
- ‘and served, need to be recognized. If fiscaivrestraints are dictating a less
than full effort to identify and place all LD secondary school students’,
school districts will red guidance and direction to counterbalaﬁEe these

-

constraints and purs a vigorous\child find policy at the secondary level.

e Instructional Planning

Evaluation activities occur primarily to aid in the identification

’

]
and-placement activities mandated by the law, not boJitovide a basis for

~-

.

instructional planning. HoWever, much useful informa¥ion is gained about 7
each student in the initial and subsequent evalnatioﬁ‘process. Our findings L
raise the question of whether ;ore effort needs to be exerted in exploring

ways that classroom teachers can have ready access to evaldation information

y and use this information to increase the effgg;iyenéss of their instruc-

tional activities.

3.4.2 Implications for»Program Administrators

. 4 -
B e Child Find™Activities .

Local school administrgtors are primarily responsible fot creatiﬂg‘
& an;gtyospﬁere whichveither encourages or discourages the identification of
students for evaluation of learning disabildties. .More inservice training
can be provided to regular education teachers so that they can become effec-~
tive in identifying students in need of service.- More public awareness . .

activities can be dezel\?ed to inform both parents and students of the
”

availability of learning disability programs. Routine Bseview of students'

grades, standardized test results and minimum competency test scores can

. -

also be, used to locate at-risk students potentially eligible for special

.- » /

o Administrative Needs Assegsment ,
k4
. ¢

Student evaluations should provide useful needs assessment infor- .

education programs.

~mation for (1) determining numters apd types of personnel and specific

/ - stafs gkills needed to'su?port secondary special educatien programs’and (?)
establishing priorities among programs. The fact that many stuaeets have
serious reading difficulties might indicate a need to name a remedial reading
specialist on the LD stafﬁ. Or if large numbers of students are iaentified

- . .
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as having auditory processing problems, school administrators might respond °

by looking' for materi%és or programs which offer innovative ways to deal with

'
. -

this problem. 2 ) .

<

@ Test Procedures he . . -

. . , ~
* : « The & ting procedures admit to wide variation in the number and
types of tests?:iéen. Some standardization ‘'of these procedures - such as,
establishing guidelines for determinindf the number and type of tests given,
eliminating all unvalidated'tests, and encouraging all formal evaldgtions to
be equally‘comprehensive -- might help for facilitate the%accuracy of the .
eligibility and placement decisions. s o
Program administrators should review the tests administered during’
the evaluation process to determine whether the degree of variability among -
/stud nts protocols is.tolerable. If there is extreme ‘variation, it might be
advisable to eibablish recommendations as to the types of tests to be'used so
that comparable information is availdble on each student. This commonality ‘
(::/ ) in test instruments would increase the usefulness of evaluation results as
' sources of information for. staffing and 1nstructional planning decisions.
To assure the alidity of the evaluation, schools should not use
- . non-normed)and unvaiidate tests as part of a screening or evaluation effort. -
.. N Input‘from dance counse}ors should be sought, especially for the reevalua-
Dt on proces:ZLso that their 1ns1ghts into a student's attitudes toward school,

i pergonal goals, and past performance can be - incorporated into the decision as

’

to whether the student sghould continue in the program. . - .

- G ; Finally, it is important for both the student and the school system o,

: "that the triennial evaluation and otfer formal evaluations be comparable with

o thetinitial .evaluation so that fair assessment of the student's progress’ can
be made. T, ' , .

g . 3 4.3 Implications for Teachers

# , A
® Instructional Use -

s . .
_~;~*fﬁ/ﬁ—{ Teachers of learning.disabled students should become familiar ‘
evaluation results to facilitate their own assessment of student needs,

* to incorporate the findings into their instructional planning, and to

' provide support for discussions with regular education teachers. The first

- (\\\ step involved in making constructive use of evaluation results in instruc-

" tion is accessing the records, reading them, and assimilating the evaluation
v | '
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information with,other inférmation on the student.

Then tegéhet‘s should

0/ 3 " . : . Yoas :
explore methods by which evaluation findings can be ihcorporated into the

»

goals set- for each student and

At the very least, 1
teachers with -a grea
needs.

tional activxtie'

tool when ééa

?o the instructional'content of a class.
h

Q -
at the evaluation information will provide
u
ter overall undexstanding of the student's ability and

t is likely

The information may even - contrlbute to an 1mprovement in the instruc-

Frnally, evaluatlon results may be used as an explanatory

e

ith reqular teachers who' need convlnclng that theré is a

better explanatlon ‘of a student's problenig 1n class than lazlness or poor

mot1v1atlon. Learnlng dlsabllrtles teachers should make Sure they are . .
prepared to°expla1n specific learning problems to teachers of reqular ~ ‘
* classe§. ‘ .
. . -~ ) o e
! 3.%,4 Implications for Parents . ’ L
B ) ® Referral \ " ' ) ‘ - ' i
) sParents should reﬁuest?anievaluation of their child if they d
e suspect he or she has a learnf%g problem. Parents who have concerns about o "
v g their high school chlld's progress should discuags this concern with teachers
\ . and pﬁggram admlnlstratorsl they should document carefull& their own concern .
. . for thelr chlld s performance as well as xhat is said to them about their’ « ,
] child’'s eligibility’for special. hssistanc"e. ,‘ .
*% Our andlngs indicate that pareg;s\rere ndbt primary inifiators of . )
evaluatlon, but the role of the parents could be expanded if they were ) .
n

more informed about the avallab; ity of special education programs.

- %

.
a

Parents need to be assertlve with- school personnel ‘when requestln

that chiigren who have chronic aéﬁdemac d1ff1cult1es be evaluated for the

<
AN

If the school determxnes an evaluatlon to *be

learning didabilities program.

unrtecessary, parents may obtain an 1ndependent

results to the school for consideration’ or the

R

te.. " .

"‘o Involvement o T ) . .
- . ot - f‘ .

learning,,problems aB aiesult of the evaluation flndlngs.

-

Parents caf léarn a lot about the reasons- for their child's

uation and present the

P

‘This lnfqrmation

can contriéyte to parent support and understang}ng of the1r chlld's problems

{ﬁgf - and of the school's effgrts to provlde needed help. In our study'there,////ff"\»

’

. . 5
B . i . ot - ) - .‘
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are notable examples of parents who are well-informed about their child'
problem cooperating with the school. ¢Wally Quinn's ‘mother, for instance,
works closely with e learning di'sabilities teachers in strﬁEturing ser-

vices for Wally; she is very aware of “the learning problems he has and

4

N . what is being done to‘help{him.
o On the other hand there are same STP parents who are not
familiar with specific, evaluation regults, and who know only that their -
*< children are haVing learning problems. These parents, although generally
- supportive, have les5 influence over the educational program designed for the
childs For example, Anne Tupper's parents, who sought an évaluation, are
very-glad to know that Anne has a "learning problem." é51‘hey are content with
this explanation, however 1 ve ggought very little additional ipformation
about Anne's program. Consequentlv, they know little about what goes on at

> ///‘) -
’ gchool.

- o d'o Communication With Student - -
" : «

~ 4

Parents should recogﬁize that their children may be fearful and:/;
L 4 confused about- the-+findings from the evaluation process. Many of thé sTP
0 students were identified as anxious and fearful by the psychologists adminis- >
tering the tests. Parents can play a very important rdle in helping students
understand the meaning of the learning disability label ,and the importance of
the help offered by spec1al education programs. Therefore, parents should
share with students their own knowledge of learning disabilities, engourage
students to explore feelings\of anxiety and the fear oq peing diffe]tnt, and
be as supportive as possible of the‘studEnts' efforts to overcome or compen=-

v ,sate for their learning disabilities. * . b

<

"7'3.4.5. In!licatt{ahs for Students - ' .
[4

‘ - ® Explanation

i ' . Students shaguld be given'an ekplanation of the term "learning .
disability.". Understanding what a learning disability {s will contri;ute ]
to a greater a&areness of why the student has not been previously successful
in school.‘fThis understanding can also help to minimize the fear of being
different.- Understanding what the-program seeks to accomplish may'also help .

T xha student accept asélstance fram the program more readily, greatly maximizing

the benefits to be gained from participation.

[ §
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To get this understanding, students sHouldf%eqﬁest exp}anations'

¢

¢
from parents, t®achers, and program administrators about the purpose of

the overall evaluation process and the pugpbose of specific tests. Students
should obtain explanations of their learning problems and should ﬂndersténd
how their learning problems might affist their future. Students. should’
understand the goals of the learning disabilities programsand Pow the

program‘will help them cope with the;; learning problems.’




QIMPACT OF "INDIVIDUALIZED EDUCATION PROGRAM PROVISIONS
N * ©* * ~ -

. 3n this section, we discuss our findings related t the impagt of
]
the Individualized Education Program (IEP) provlsions of P g. 94 =142, Our

Y

:

discussion is focused on two primary aspects of the IBP: { the IEP’confer{

encé and the IEP document. .F‘i.each aspect, we consider the purpose, value

and uses ‘of the IES;tonference or document, the participants involved and -

their role and responsibilities, and the substantive content included or
. , 3 4

. .

considered. : .

.

4.1 IEP Provisions of P.L, 94-142

-

-

+ Provisions for the development and content of an ipdividualized -

education program for each handicapped student, are contained'in §§121a.340-
3?349 of the P.L. 94-142 Regulations, and have been 1nterpreted in a policy

»clarification paper issued recently by the Office of €pecial Education. The

regulations govern both the way in which an IEP is to be developed and the

* -
specific areas to be addressed in each student's written IEP document.

M . £

4.1.1 Development‘of the IEP

‘ The IEP is to be developed at a meeting which must occur a

&

annually and which must involve, at a minimum, the student's teacher; ,
or both of ,the. student's parents; a representative of the schgbl qualified to
provide or superv1se the prOVLsion of spec1al educatiolb and the student,
when appropriate. Although the teacher attendigg th%/IEP uweting does not

‘ have to be one of ‘the student s spec1al education teachers, at least ongi
school staff member present at the meeting should be qualified in the stu-
dent's disability area. Furthermore, if the student receives vocational
education ‘services, efforts should be made. to'insure that providers of
vocational education servijces participate in,_ the development of the IEP.

12N

Parents are expected to play an active role in the IEP meetings,

S

N

partic1pating'1n the discuss1ons about theiyx éhild s spec1al education needs
and deciding, along with ;Zhool staff, yhat services w1ll be provided.
Therefore, efforts must be made to insure that one or both parents are
present or are otherwise afforded an 6pportun1ty to partaaipate.-9arenté
should be informed of the meeting in time tq insure they can attend, and the
neeting should be scheduled for a mutuallly agreeable time and plack: If

neither parent can attend the meeting, other methods such as telephone calls

—

¢

may be used to insurg their participation.

\
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. Handicapped :::dents should attend‘their IEP meetings whenever
their parents decide it is appropriate. Secondary school students, espe-
cially, should be. encouraged by the school and the1r parents to participate
. /Weir IEP meetings. .

’ The written IEP document is to be developed at the IEP meeting.
fherefore, it is‘not appropriate for school staff to present a completed
document to parents for their ratification. It is appropriate, however,

for school staff to come prepared with information about the student's

present level ofNeducational performance and recommendations regarding annual -

goals, short-term objectives and the nature of special education and related

.services to be provided. An important purpose of the IEP méeting ii‘to

. —proyide parents with an opportanity to be actively invglved in’ the major
decisions dffecting their child's education, but/full parental involvement

- may"not occur if parents perce1ve the IEP meet1ng as a meet1ng at which they

Pt

are only required to agree to a completed process. . )
4.1.2 The IEP Dbcument

The IEP document is in&ended/té describe” the speciél education

and related services ;6mponent of a student's educational program. However,

modificationiito the regular program required to compensate for the child's’

-

handicap should also be included.

The IEP document must .include:
e a description. of the student's present levels of educa-

1 tional performance; )
. \ . . .

. _ e the annual goals and short-term instructional objectives
- established for, the student; : ~

-

. .e the specific special education and related services to
0 . be provided; .

e a notation of the extent to which the student will be
able to participate in regular educational programs;

e projected dates for initiation of services and the
an@icipated duratien of services; ’

® appropriate ‘objective criteria, evaluation procedures *
and schedules for determining whether short-term instruc-
. tional 6bjectives are being achieved.

It must also include a description of the physical education program

provided and any vocational services the student receives including

A




special modifications required by the handicapped student in either the
physical education or vocational education classes.

The IEP document is intended’ to serve several purposes. First,
the IEF document provides a method of accountability and protection for
handicapped students and their parents. 1In addition, the provisions
requiring participation ofﬁparents and, when appropriate, the student
assures that their priorities and educational concerns are reflected in the
final gocumént. Second, the IEP document and, to some extent,'the IEP
meeting provide a mechanism for an annual review of the student's progress
in the special education program and the continued appropriateness of the
Placement and the services provided. Third, the IEP document serves as a
means of communicating with the student's regular teachers about any modi%i-

cations needed in the student'seregular program and about the supportive

N e PRI . - - - - . " N
“

serviceg available to them.
The annual goals contained in the IEP are statements describing
what the handicapped student can reasénably be expected to accomplish in .
one calendar year in the special education program, and should be related to
the present level of the student's educ tional performance. The ghort-term
objectives are measurable intermediate steps between the student's present
level of performance and the annual goals. They describe what a student is
expected to accomplish in a particular area within a specified time period
and thus provide a yardstick against which to measure a student s actual *
progress toward these accomplishments. Although the IEP.should set the

general direction for the student‘'s gpecial education program and may serve

" as the basis” for developing a detailed instructional plan, 1tvshoulﬁ not be

regarded as an instructional plan per se. . ) -

The goals and objectives shouldsbe focused on of fgetting or reducing
the learning problems that result from the student's learning disability that
are interfering with ,his or her1eiucational progress. Based on the statements

in the OSE JEP-Policy Paper; it. reasonable to conclude that the goals and

objectives should refer to the unique needs of the individual student. Thus,
if an LD stud;nt'with gevere deficiencies in reading comprehension is in a
self-contained Engfish class and is receiving an individualized program de-
signed to develop skills in his ov' her particular reading\deficiency area, the

IEP should document the goals and objectives £6r that student in that area.

.
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If the same student, because Of'hlS or her readlng deficiency, is placed in a
self-contained science or world history class with other LD students who

- participate as a grq&p iA an instructional program derived from the reqular
program curriculum, with only minimal individual adaptations for the indivi-~
dual student, then the IEP need only state that the student is partici-
pating in the self-contained class and reference the applicable parts Of the

. curriculum guide that apply to that class. It is not necessary to specify

the general goals and objectives(for the science or world history class as a

that program that are necessary to meet the

~

whole; only the modhficationsZi

'unique needs of the specific LD’ student.

4.2 Imglementation of the IEP Provisions

4.2.1 The IEP Meeting ) ’

.

Tentative’IEPs for the STP students were all prepared during the
late’ %;fﬁ and during IEP conferences held 1n January and February. " parents
were notifled abopt the IEp conference by phone. Usually the IEP conference

'’ was held during school hours, and generally the parents of STP students
attenéed'the IEP conference. Typically, the student's mother attended,.
although in four or five cases the student's father attended as well., 1In
many cases; the parents attending had”to take time off from work. Transporta-
tion proved a problem for one family, and time away from the job for another.
In these two ingtances, conference telephone calls replaced the IEP conference.

For the self-contained stdaents, the participants at the IEP _
meeting were “the parent(s), an LD self-contained teacher, and the director
of the LD self-contained program -- acting as a repre entative of the school’
For the resource students, the participants were tfle parent(s), the resource
teacher, and either the senior resource teacher or'a guidance counselor
Occasionally, the guidance‘counselor.woqld "sign off" on the IEP but not
attend the meeting. None of the STP students attended their IEP conferences
The resource students were informed about their IEPs prior to the conference
and had an opportunit§ to.discuss the goals which their resource teachers
wape recommmending for them and to offer new ones; the self-contained students
were not involved in the IEP process, although they had considerable voice in

a

certain decisions related to course selection and the degree'to which they -

o would be mainstreamed. ‘ . . ,:;)
" - 3 .
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‘ ﬁt the IEP conference, the parents weré asked to review and expand
on a somewh

v

completed document. Many parents commented that although the

' IEP document per se was just some unnecessary paperwork that wasn't helpful _ -
to them, the time provided to diseusé their-child's progress and future needs
and activities wae»very valuable, and the teacher's comments and responses
were helpful., ' The parents of the STP.students expressed a desire to bg .
involved in their child's education primarily in two ways: first, they
wanted 'to make contributiong to the "big" decisions -- college, or no college,
vocational program or academi'c program, change in schools, basic skllls «
development or subJect matter content; and second, they wanted to help

their child succeed by assisting with homework, setting up incentive systems,

.
[y
1

and taking appropriate disciplinary action.

i The discussions at the IEP conference (and other school meetings)

usudlly revolve around these two broad areas. The IEP, however, deals wlth

neither of thase areas. The IEP does not provxde an occasion or a framework

to discuss long-term progress, potential or directions. Nor does it deal o
specifically enough with Fhe student’s‘ program to perﬁit a parent to determine

: where the hofie and family can offer assistance. .

L] -

’ Thus, with regard to the IEP conference, we ha;e a,situation in
which parents come to the meeting haping to dlscuss (1) the long-range future
direction for thelr son or daughter and the lmpllcatlons of this direction
for general high school program planning, and (2) the impact they as parents
might have on an-to—day school behavior, work or study habits and completion.
of homework: assignments. Before these matters are discussed, they must con-

sider the content of the IEP document, the content of which is generally not

related to either of these.concerns.

‘ 4.2.2 The IEP Document .

-

The IEP form used by the learning disabilities programs in the high
schools attended by the STP students included the content items specified in

the Regulations. The IEP document included a statément of +he student's

-

current level of-functioning. For the self-contained student,' the current

level of fugctioning was'described for each subject matter area taught in the

self-contained program. For resource students, the level of funcéioning was

1

described in whatever areas the 'student neéded‘support. The level of function-

ing was described in terms of ‘educational skills (e.g:, has ability to sound

.
.
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i
words phonetically, but needs’strengthening in syllabication) rather than in
terms of language or learning abilities.

. Annual goals and objectives were séecified along with evaluation

criteria and the date when the goals and objectives would be reviewed or
completed., For the self-contained student, the goals and objectives were
. organiaed around the subject areas taught in the self-contained classes. For
example, there was one goal and t¥$ or three short—term objectives stated for
English, another goal and short-term objective stated for wor}d history. The
¢ goals stated represented a sample of the content area for each course. In
some cases, the goals and objectives for a given subject were the same for
several students, since all the students id a given_class were taught as a
. ‘group. Often, however, the IEPs of several students in the'same class—had — - -
different goals and objectives, each representing a different aspect of the
+ =~ sgubject to be taught. THis wesulted in the appearance of students in _the
same class being taught different content when,'in fact, all students receive
the same content with different parts of that content being recorded on
individual IEPs. Sometimes, tne content was expressed differently in the
goals and objectives to reflect the different levels of student functioning.
Thus, one student may have s a goal to write a detailed 1ab>report based on
an experiment, while anothgr would have a goal t¢ collect and record data

from an experiment.

»

The gpals and objértives and associated dates for review/completion

—
-

- for resource students 'we of two typeé- process goals and content goals.
B A process goal is one wgggh cuts 'across subject areas and is related to a
particular learning or study skill =-- e.g., the student will be able to
proofread his or her own written work and correct it. A content goal is’
subject specific —- as the studen i11 be able to recognize adjectives and
use them correctly. Content goai are generally remedial and, usually, in
the areas of reading, spelling, grammar, vocabulary, or mathematics.

The IEP had 'a section to indicate additional special education

services the student .would receive and the dates when those services would
be delivered. Physical education services were indicated separately, but
vocational education-.services were not. A few of the LD students in the sTp

study received adaptive PE and that was noted; some received speech therapy

wh " ——

b4

ERIC L 63 o

Rl A i Tox: provided by ERIC . M
~ . . .



Q

ERIC

Aruitoxt provided by Eic:

-

, - -/
. ' " v - .

and that wgqynoted. Transportation, which was provided for tho;e studengs
who did not attend their home-based school, was not indicated.

‘ The student's placement was described as a program for learning
disabled; the type of service'deiivEry as’self-contaiﬁed or resource; the
type of instruction as small grodb or individual. ‘Particibation in regular
education was indicated by a percentage. For the eelf-contéined studernts,

the students' mainstreamed classes were listed.

4.2.3 Development of the IEP -

&

The development of the self-contained student's IEP document began

~

with each self-contained teacher indicating the level of performance, a
representatlve goal, short-term objectives, date of completion, and method and
criteria for evaluation for each student currently instructed. The goals ‘and
obJectlves for a given subject area tended to be standardlzed, because class
instruction was group, not individually, or1ented. Once the LD Sglf-contalned
subject areas teachers had provided their 1n§pt, the director of the LD
self-contained program compiled the information from teachers and other

sources and prepared a tentative IEP document. The regular teaéhers were not

- z

- »

volved in the'preparation of the IEP document.

The resource teachers prepared the entire IEP for each resource
student. The resource teacher often talked with the student before _preparing
the IEP to determine what goals the student wished to set for himself or
herself. Often, these student goals were expressed in terms of passing or as
grades -- e.g., student will pass all subjects with at Jleast a "C". Resource
students could also express priorities about their skill needs, -- e.g., to
improve their spelling.. Regular teachers were only involved in the prepara-
tion of the resource students' IEPs indirectly, if.at all. By the time the
resource teachers began working on the IEPs, they knew which subject areas
and classes were causing their students the most trouble and where regular
teachers had requested or were amenable to the resource teachers’ support. -
Goals and objectives were developed with this knowledge in mind. “

The timing of the IEP preparation and conference is based partly

on conveniense. - Work on preparing an IEP beginé once studente are settled in
their'plasses} schedules hAVe been adjusted, and rqutines established. The

£ L]
self-contained teachers have developed the course content; the resource .
‘ ]

teachers have determined what their students' major skill deficiercies are.
. 3
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" Course planning for the following year is beginning and problems w{th regular
' class teachers or courses have surfaced. & ‘
The timing of the IEP preparation and confeggnce mean that the
IEP develooed the previous year is notfuseful as a;zuide to instruction that
| occurs‘in the fall, since that IEP is nine months old. The student may have
E changed during the summer, his cr her LD teacher may be different, gnd he or

-t . ~
K she-is registered in new courses.

4.2.4 Relationship to the Regular Program

L. , '
The IEP documeht and the process through which it is developed is

restr1cted to the spec1al educatlon program. The level of performance and

|

|

|

|

|

i

{ goals and objectives are described only for those educational areas in which

| SpeClal educatlon serv1ces are te be prov1ded. .

| ¢ The IEP document does not serve to coord1nate the 1nstructlon.

E offered by the several LD selfgiintalned academlc subject classes. Although

| the efforts of these teachers are coordinated ;nformally by sharing common
work space and by the administrative efforts of the LD self- conta1ned
program. director, there is no attempt to coordinate the goals and objectives

-~ + from several squect areas on the IEP. This is true even if a student's most

obvious educational néed cuts'across'subject areas == for example, inaPility

! _"to follow directions and persist on a task nntil completion. The informal

and administrative links between teachers may result in-a unified effort on

the part of all teachers to work on a particular problem, but the IEP document

is not the mechanism for controlling or directiné that coordination.

ro. 4.3 Impact'of the IEP Provisions

4.3.,1 Utility of the IEP Document:

. The IEP document is intended to provide written evidence that a

A L

handicapped student.is\reéeiving educational services based on his or her
\\“\‘ unique needs. The IEPs of the STP students do provide a written historical
. lgecord of the serrices provided and goals and objectives attempted. However,
the IBPs would be more useful as.a means of ascertaining progress in meeting
particular learning skill goals’and objectives if: (1) they contained a
noh tion indicating whether or when the student attained a particular objec-—
tive; and (2) the goals and‘objectiveg from one year to the next were related

in phe systematic way. ‘For the resource students who have the same resource
\ : .
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teacher for more than one year, there is some continuity, especially if
a particular learning problem is identified and thatgprobleﬁ is the focus of ¢ _
the resource class instruction (e.g., spell;Pg, basic math skills). For the
selfjcontained.students, each academic class is a separate distinct unit;

.while the curriculum may be imp}iditiy Qevelopiqg a'Lnified body of knowledge
and skills over time, that structure and sequefpce .(if'it exists) is not
evidept from the succeséiyp yearly IEPs. Thus, althouéh the IEP document '

. serves as an hxftorical recorq, it"is not as useful ag it migh£ be.

o

* Despite the expectation ‘presented in the OSE Policy ei’gper\,ﬁ:’nat

the goa}s‘an?_objecsives serve as the basi§ for developing a detafled ifistrucs
tional plan for the student, teachers report the IEP does not direct their
instructioﬁgi]planning. In fact, éhe cogyerse”is true. The self-containe&
teachers ff;;t develop a course outline for their.classtiusually based on the
Custis County curriculum for the regdlar courses in that subject agea. The

t -

they develop goals and objectives for the class, and add these doals and 1

objectives to the ents' IEPs. \ ’ ' 6 o
At the be;inning of éps/year,‘resource teachers review eaqblstu-% —
dent's evaluaﬁf;n records and laéé\xzar's IEP and pr?vious year's work, talk
with the student, give diagnostic tests, and confer wiéh his or her regular
teachers. From this information, the {?source teacher decides whether the
student prfharily needs process or specific content help. Process help is
varfEBIé\qE? intermittent,‘the Aéed arising when the student has assignments, .
reports or jfrojects due in.his or her regular classes. Content help is con-~
tinuous 4 predigtable, se the reéource teacher can prepare a sequence of
activit{;s and assignments designed to build a particular cdontent area skill.
Afte; tg resource teacher has wqued with the student a few weeks; goals,
objectizzs and an instructieﬁgiﬁ;ppfoach are developed that are later pre-
sente?ﬁas the student's new IEP. ’ '
~—-" . For both self-contained and resource students, the IEP developed
{Le previous year is gtill on file, but its relevahce to current year's work
is‘limited. The current year's IEP documents the cqntent of the present
year's instruction -- not in the sense of a plan guiéing the instruction, but
rather 13 a report of what is, in fact, occurring., \ .
" The IEP does not indicate instructibnal prioritles among goals
and object&ves. For the resource student, it may indicate the area in which
. Most time apd attention hgs been or will be focused. For the selﬁ-qontaineéi\
~— . s ~ . \
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; tudent, the IEP 1nd1cates a sample of what will be covered in each course.
Thi's may be the major currlcuium activity, the next activity to be pursued,
or the activity that is likely to be the most interesting.  Parents do have
prloritles, but these are not always represented on the IEP document. Eddie
Lawrence's mother is very concerned about his readlng ablllty. “Yet, the 1EP
does not reflect a priority for developing basic readind skills. DeQeioéing
reading ability is the goal indicated for Edgie's English class, but there
is no way to make his English class a priority. ’

“Achool staff, like thé parents of the STP students, viewed the. YEP
document with skepticism. School staffi resented the time.and effort involved
1n preparing the IEP document. From the special education teachers' perspec-
t1ve, the IEP document served no instructional purpose other than wkitten,
ﬁormal documentation that a student *had atlearning disability and was there-
«~ fore entitled to certain special modifications in the regular instructional
program. The exact modificetion had to be_detetmined on a situation-by-
situation basis. However, the fact that a resource teacher could point to
where the IEP it said the student's level of performance in reading was
.several years below grade level entitled t}ie LD student to have his or her
tests administered orally by an LD teachef and to other special treatment.
The written documen‘ade acceptable the studentmaim for specisal .
assistance. - ’ .

Similarly, the IEP sanctions the use of particulsr modifica-
tions(in the way state minimum competency tests are administered. State
competency test regulations allow those studemts whose IEPs indicate need
for oral communication te have their minimum competency tests administered
orally.’Thus, the IEPs of these students serve as documented evidence of

their need for modification of the state standaai}testing situation.

4.3.2 Utility of the IEP Conference

' Despite the rather limited way the IEP document is_used, serving

y primarily as written evidence that certain services are needed and are being

£

£ ' .

. provided, the IEP conference is viewed positively by teachers and parents --—
*

not ‘because of the importance of the discussion®of the contents of the IEP

doéument, but rather because of the opportunity to discuss other matters

related to the student's educational program. The principal of the IEP

conference is in bringing parents and special education staff together.
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School staff try to encourage-attendance, because they are convinced-that

the more parents understand and support the program and beliéve their Chlld

is getting appropriate 1nd1v1duallzed spec1al a551stance the more progress

" the student makes. 1In general, tHe STP parents atte&!%d theix child's IEP
< meeting because they were interested in hearing how tql}r child was doing
and what the plans were er the following year, and because they believed ™
(incorrectly) that' if they didn't "sign-off" their child would not be

S

able to continue in the program. i i

; ) The IEPs for the STP students follow a calendar rather than
academic year cycle,, so that conferences to develop the IEP for re= .
mainder of the current year and the first part of the follow}ng year are
developed during the late fall, winter and early spring. Coming when it
does, the IE§ conference provides an excellent opportunity to discuss the
basic planning decisions that must be made. At the IEP cohference, pare;rs
and school staff discuss career possibilities and college opportunities; /
what the requirements are for graduation, possible courses £he student might
take, last year's and last quarter's grades, why some were low and what can
be done to pull them up, the schedule of assignments and other'requirements . R N
in the student's classes, and how parents and teachers might help the student S
meet these requirements. Thus, the IEP conference serves as a time to
reflect upon the set of educatlon decisions that form the basis of the

secondary student's educatlonal program, expandlng beyond the narrow

requirements of the’, IEP document.
11

*-4.3.3 Factors Affecting the Utilization &f the.IEP Conference
and the IEP Document

, Thus far, we have described and commented upon the IEP meeting
and the 'IEP document implemented according to the prov1$1ons of the law.
We indicated that the legal content requirements of the IEP are not the

only areas of concern to parents, and that the IEP document and"meeting

perform only some of th functions they could perform. Part of the reason'
why neither the IEP dociEént nor -the conference are as useful as they might
be is that they focus on only one portion of the student's adacemic life =--
the special education services and program -~ and are pot related to other,

broader academic factors and concerns. In this section, we describe the

nature'of educational program planning at the secondary level, including

/ :

-~
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c%zrse selec%ion and'the way fh which a student's performance is evaluated,
a

suggest how the IEP document and IEP conference might be expanded or

modified to address the ‘student‘s needs 1n this broader planning area.

. v
> .
. f «
.

. e éThe Educational Planning Process ¥
\* S o ’

[

. a set of hierarchical decisions:’

-

Decisions related ‘to career and post~high school
« ‘education; N

Decisions related to the relative importance of

~

Educational planning £or secondary students canp, be viewed as
p

-

-

an academic, fopndation and vocational preparation;

Decisions related to the selection "of courses,

teaéheqi and classes; Y

Dec151ons xelated to
goals and objectives
.. to be applied to all

~- . Decisiong related to

the}curriculum instructional
established for each class ]
students;

@

evaluation procedures and

- o¥literia. to indicate -the attainment of the

k1 . .
‘. instructiondl goals and objectives of each class; * .

‘

-

Decisions related td adapting the - goals, objec-

IC - ' C
, e

- tives, and grading policies‘to the LD student. =~ e

-
—

- At the top of the hierarchy are two somewhat independent qits-
tions about the student 'S long range direction that the S

ool,

his or her-parents should address:’

»

v What are the

st you?
,‘Do you wagt -to cont1nue your edycation af i:%
school in any formal way?

P 1

)
. ¢

redr possibilities that in

The LD student, just like his or her non-LD counterpart, must

.

s
address the same questions; but in the case of the LD student, these ‘ques—~ -

A

’ N, - N . 8 N . .
wtions take dn’Special significance. Students with learning disabilities

need to be advised that their particular learning problem ﬁay make certain
— .
 For example, is a

&
particulan career more difficult for them.
career as aiLy

pist realistic for an LD student like a Vicky Mallack, who
cannot do arithmetic well enough to .set: margins to type tables? 1If Vicky
wants ‘to be a typist, could she learn to compensate for her weakness by

uéing a QE}EﬁIatoz? . o - ’ Do

L3 -~ »

student and .

- ‘¢

.
-

- . P

L}
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By asking a co-worker to’help ‘set margins? By,learnlng to set margins

v

visually? ,By requestlng that she not, be given jobs requirlng complex tabular .
'presentations? Or. by practlcing the Computatlons needed to determine margin \‘Nf
'positions uitil the P{chdure was mastered? If compensatory strategies are e i

not practlcal, are there\related jobs 1n the business world which Vicky can

perform, such as<bei ng rEceptlonlst, flle clerk or office machine operator?
ﬁoyal, dJ.lJ.gent, personable, and .dependable. , Do these
attrlbutes co@hterbalanee/her learnlng disability? -

Three _of the STP students == Ben Long, Bill Smith and.Eddié Lawrence

-

- have def1n1te career paths established; three others -- Julian Lombardi, -

o

Jock Fine and Stuart Warren == will ’have employment opportunltles avallable

An family b&blnesses, althou:: they may not pursue them. * Ben Long and Blll
catiomdl prografs that will further their T,

Smith are actlvely pursuind

. . &
chosen careers. Deeter Sch an, Dick Bisor!, Peter, Lazer and Ted Thompson T .

plan to go fo college, but at pr7§ent they have nd definite plans for a ﬂ"

e

careegﬁter college. None of the gJ.rls have §Olld career or college plans,
o

althoue Vicky,thjnks she might Alke wor g in 'nurs Ty school or day’ care

center. Tim Michael and Wally Quinn have neitlfer, career/coliege—plans nor ,

the opportunity to work 1n’a famlly th of these. .boys are in"a

n1nth grade, so career plans may be Q C

Ty

prémature at t?is point;'Tim will be in a~voeational orientation program'next Cu

g MY ¢ . R
year. . , - - .

self-contained program -‘Wally is only i
: i ’

Ay N Besides career planning, the second 1sSue related td educatlbnal
< R LTy

planning is choosing whéther or hot to cont1nue one's “formal educdtion. PR
,Although career planning and post- h1gh.school education are two. dlstlnbt . £

issues, they are interrelated, since some cdreers reéyire contlnued formal
A“( {4

\education. Some students, however, treat these issues as mutually exclu-~
, . S
sive. . : . . PR - \

Whether or not o go to college takes on special‘s1gnif1cance for
a student with = learn1ng disabillty. Are the stuﬂent s learning dlsablllties
80 severe that contlnued educatfbn will only cause more frustratlon, pain anﬁ (//755\‘\%
failure? Will theucollege or techrrical ‘program offer any p!ogramm%tlc support?’ . L
T Will the student ask for assistance and"be able to use ¥t? ' How much support " .
will the student neea? Witl the support available be sufficlent? Is college

necessary to pursue a career in a particular fleid? Are there other jobs in
. ' o . . - ’

. ’ ~ .
.. - s s
, o -
. £ d - N .
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the same field that do notvrequire college? Would it notvbe{as'satisfyipg
. to be an ambulance driver. as‘a paramedic, and thus avoid two years of
u intensive post*high scho&l training? : ‘ . - ‘;
%, High schqol educational planning not only 1nvolves the quéstion )
of Whether or not to go to college, ‘it also involves the question of which
College one should choose. LD students may need to attend’ colleges that

do, not require a foreign language as an admis81ons or graduation requirement.

) They also need to know what spec1al support services the college offers, -
(e.g., learning labs) and whether special -compensations (e.g., oral »
Yyather than, written examinagions) are permitted. - \ .
llege appears to b€ a realistic option only for those students . .

in resource classes. Generally.speaking, none of the self-contained students ,.

S

~ :
expected to attend collegqi nor were tHey advised to do so. There may be .
?

exceptions to that, however 7: a guidance counselor mentioned he,was having
trouble deciding how td counsel an LD self-contained student who is a very
good athlete and who is expected to be offered an athletic scholafship. His
b teachers agree that he will have a very difficult time academically in
< college, but want him to have the athletic opportunity. LD self-containZd
. 'students from professional families present another interesting problem.
Although the stpdents may “say they do not want to,-go to college, their
p ts mni%not dismiss that"possibility entirely. These parants may decide
7 that a canefally selected community college woJld be a good social ekperience'
A .. “ »Somewhat akin to the issue of,career choice anﬁ-continuing .education
is #he issue of academic versus vocational training. For some students, a %
completely academic program would doom them ~- if not to failure, then to ‘
total disgust and dislike of schgol. -Eor others, their geals are not yet
focused enough to make vocational education a reasonable alternative. “Some ) N

-~ -~

’ students feel there is a stigma attached to vocationat’programs, or they do
" noét %ant to leave their friends at their home-based high schdol, ‘an attitude
Ben apng believes is very childiSh. In addition, work/study, programs conflict.
! with sports andiother extra~curricular, after-school activities.
& Self—contained students axe~more likely to be advised to enter:
vocatiénal pmpgrams than are resource students.’\’tﬁ.\%s.,(:ounty offers'a week-

Id .
long career assessment program at another high’ school. Vicky Mallack ‘and

) " Tim Michael participated in this. program 6J.ﬁst yéar, and both of these students ﬁ
- , -

- 1




¢ have been actively encouraged to enter aWocational program. Tim' s mother
Has been concerned that he might miss too much "basic work" if he enrolled
in a vocationa} program, ‘but this is def1n1tely the program Tim is interested

a

An. ~ X
There is a noticeable difference in’ the phtlosophy of the self-
contained program directors at West Forest and 0O'Brian on the issue'ot
vocational versus academit preparation. The program director at West Forest
would ldke each LD self-contained student to graduate .with a marketab’; job
" skill and experience. She encour&ges career planning and preparation sfarting
in the ninth grade. The progfgm dlrector at o' Brlan is more concerned with
~giving students a solld academic foundation. Degpite the fact that Eddie
Lawrence h!h\a career in construction wall in hand, he %%s encouraged by his
pafents to get as‘much academics as p0351ble before he entered a skilled. l
trade, and the school supported that decision. Sally Benson had a job
' after school in a nursing home that could have been incorporated into a ‘ .,
work/study program permitting her to earn course credit for her employment.,
Given the fact that _ mahy of the LD students appear rather discontented with
their academic courses, a vocational program seems llke a very attractive
alternative, especially 1f the student is interested and has some capability

in that career area.

. Addressing the issues of career choice, continuing education,

N academic empha81s and vocational edycation provirdes long—range ections to
’ © \( -

- the secondary student_s edycational program. A somewhat more spe¢ific level

- in the planning process involves. the selection

f courses. Sele¢ting courses

rocess @ involv

for the following year is a complex dec131o

several factors: L} .
. Qf\What subjects ig tﬁ/reegdent required to ‘take for < )
b . \)/ graduation? L

. What subjects are requested by the colnges
the student might attend and/or the career the
student might pursue?

ry

What subjects. is the student integested in?

* What subjects will give ‘the student difficulty
] because of the student's particular learning
e ' - disability? ' R . . -
¢ . & '

A
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Y - ,Theee factors must all be considered in planning the paiticu}ar

ot -7

courses to be pursued the following year., Custis‘bounty students must take
¢~ 18 credit hours each year (six courses), 15 of which are prescribed and
'3.of which are e}ective. Students Who are in vocational programs can waive
L. eithe? a science or a social studies‘;equirement:each year. The LD self-
* contained programs ;ffer special classes, in English, consumex math anq social
o stﬁéies (e.g., world geography, psychology/sociology) and, at O'Brian, }
science. At both 0'Brian and West Forest, students are mainstreamed for .
health/PE/driver's education and for any prevocational or vocational courses;
at West Foreft{-self-EOqtainee étudents are mainstreamed for science gourses.
Course selection for the- self-contained students involves identi=~
— . °
fying regular prevocational or vocational programs in which ,the students .have

'sqme interest amd in which they can succeed without serious trauma. Self-

contained students select their mainstreamed courses carefully, trying to

avoid courses that will require a high level of reading or math ability

S
that are taught by teachers with reputatiofs for being "tough." They a
; A

try to'avoid cl&éseszin which their lack of skill will be apparent. Wit
the self-cg;tained program the selection of courses is relatively automat)
since the cburse offerings within a required subject area are limited.’

h‘, 1 . ‘ N . .
. Resource stuflents havﬁ'more complicated problems selecting their

Y -

.
. courses. They must meet graduation requirements and college or employer
¢ ) pre}erences, but do nq£ have the option of taking theée courses as part of
‘a self-contéined proéram. Fufthermore, badic skill review (the resource
class) ,uses up one of their elective courses. The resource students also \g\ N
look for courses that are not "tough". *Exactly what makes a course "tough“
is hard to describe, and how oge learns which courses are “tough" is hard
to .determine. Yet, such courses do exist, and €he LD.students, resource
.teachers and guldance counselors know whick ones they are. . WL
Ideally, once an LD sthdent is required or elects to take a .
course it should be possible to identify a‘particular level or section
that would be geared to his or her functioning level, and/or a teacher
willing to work with and make modificatlons for the LD student's particular
problems. There are $everal baqxiers to achieving this, hoYever. Ffrst,
information about the teaching style of a particular teacher may not be

known to,the student, the guidance counselor or the ipecial teacher's.

"y
-

a
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Although most teachers have reputations that circulate among both the students

v s

and faculty, and the meanings of euphemlstlc course descriptions (e.qg.,
consumer~chemistry) are well known, there are always a few new teachers and
“courses for which inforuation is not available. Furthermore, even where the
information is known, very often it cannot be used. Student :class schedules
are prepared by computer, and it is impossible to specify‘a ;articular

* " teacher or a particular section of a class in the, computer input system. For
exanple,,lt is not possible for an LD student to request an Englishfsection
or teacher that will emphasize creativs vriting; a student has to take .
whatever Englidh teacher is assigned. If there aré two sections of th;
chemistry class for college-bound students, taught by different teachers, th€ ©

v student cannot elect one teacher rather than the other. 0f course, if the
school decided to make one section of the c&emlstry class for higher ability
students and the other for lower ability students, then the school would be

responsible for assigning the students. Ability grouping has disadvantages

for the LD student, however, because often the lower section is composed of

) disinterested, unmotivated students who slow the’ pace of instruction and
disrupt the class. ) . .
Often, there is no.choice of teecher or level -- if one registers -
‘“for that course, he ;r she will have that teacher and level of instruction.
This can sometimes y owyée student’'s advantage if he or she knows that a

particularly effective eacheﬁrls the only: person available to teach a

subject su¢h as accountlng. Then, a student who elects to take accounting,’
he will have that teacher. Regardless of whether the reason is lack of
. information,-inability~to program the computer or no real chogce, not being
able to specify a particular teacher or section makes it difficult to plan an
v individually tailored class schedule for the LD student. ‘
Even within the self-contalned program, the scheduling process
makes it dlfflcult to asélgn LD students to particular sectlons of a self-

contained’ English or. math class based on their current level of functloning. .

A Grouping the LD self-contained students into different sections of the
' self-contained'English classes by reading.level bec%;es a."hand-scheduling“
‘ operation. Since hand-scheduling takes staff time, thts oft¢h means that LD .
self-contéiné students are not scheduled into a routine until several weeks ‘*
after the sg¢fiool year starts. ‘ . ., ﬁ .
» ° - Q ' . L3
* ’l.
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Although it may not be possibls\initially to match an LD;student
with an appropriate teacher or level of a course, it is possible, although
difficult, to get him or her removed from a particularly bad situation.
- Usually, this involves some negotiations. To change Dick Bison's English
class, for example, the resource teacher had‘to determine first whether the
y teacher whom the student requested had space in her class and was willing to
have Dick join it. Then the teacher had to donvince the guidarfce counselor
‘ that Dick was not changing teachers because‘he wanted to avoid the "harder"
work in the ‘other class- but becausedhe wanted a greater emphasis on creative
writing. Although it is not easp for an LD student to change teachers or
sections, it is easier for them than their non-LD counterparts. As one
guidance counseloxr put it: "If one of the resource teachers asks for a
change for one of her students, I make it, but other students have to appeal
s all the way to the principal." C :

The next level of specificity in the program planning hierarchy

! is defining the particular curriculum goals and objectives for the courses
the student is taking. In the regular classest:the goals and objectives are
set by the Custis County curriculum guides and departmental regulations.
Regular teachers are willing to individmalize the goals, objectives and
criteria for achievement only under certain conditions. Many of the regular
teadhers believe that the LD students in their classes don't need any special”
heii? This is pdrticularly true if the class is a lower ‘level section, such
as consumer chemistry, or one that the academically talented student normally
would not take, such as the current af#€airs class. Many of the regular
teifhers remarked that the LD students were doing much better than some of
their non-LD peers. Furthermore, most of the regular teachers believe that
SJ if the LD student is "working hard" or "really trying", he or she can learn
the material and pass the course -- possibly doing qoite well.

Regular teachers believe that if an LD student has a problem, it ik .
due to a lack of effort and not lack of ability. Working hard and.really
trying translates into completing ass1gnments, attending class regularly,
paying attention, contributing to class discussions, asking for extra help
and, occasionally, doing work after school. With only rare exceptions,
regular teachers begin withqphe working hypothesis that everyone in.the class
is capable of doing the assigned work and achieving the goals and objectives
set for the course. An LD student who is in academic difficulty because he‘

»

¢
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‘or she is frequegfly absent from class, fails td complete his or her homework

or class projects, or has not asked for ﬁelpvis given short shrift. Those LD
stddents who are diligent and hard-workihé and 'still have difficulty are
usually given the benefit of the doubt. They are gi;en adﬁusted grades,
permitted to do medified assignments, provided additional help and allowed

extra time. The basic issue seems to be: pid the student achieve as much as

., he or she could, given his or her learning disabili;y? The assumption is

that studepts who have not made an effort have not athieved their potential;
and a regular teacher is not 1ikely to‘adjust his or her standards fdor that
.Student. There are, of course, a few teachers 11ke/&1m Michael's driver's
educatlon teacher who hold to the rule that standards must be standards even
for students who are making every effort. It is ‘unfortunate that these
teachers sometimes are the only ones with whom an LD StQSiEP eanqtake some
regular courses. . .

The instructional goals and objectives for self-contained classes
are established with referédnce to the curriculumtguldes for the corresponding

regular courses. As one self-contained science teacher stated: "We try to

- follow the County curriculum guides for the subject, but of course we have

to present the material in a way in which these students can understand.”
There is relatively 1itt§e 1nd1viduallzatlon of the instructional goalf/and
objectives for different students in the class unless the class is uS{ng some
1nd1v1dua11y programmed material. what individualization exists is accom-
plished by grouping the studqnts into the self-contained classes by achieve-
méﬁt level, although this happens only. in English and math.

The instructional goals and ‘objectives of the. resource classes are
totally individual zed. Some students such as Jock Fine and Dick BRison work
on specific deficiencies. Other students such as Deeter Schuman and Peter
Lazer use the reseurce class as a means of support to compensate for the
problems they haye in regular classes because of their learning disabilities.

Closely related to the'establishment of course goals and ogjectives

is establishing the student performance criteria for successful completion of
, ;

the goals and objeqtives set.-for each course. At the high school level, the
~

typical indication of a student's success in attalning‘the goals and objec-

tives of a particular course by his or her grades. Grades are determined by

gsome weighted combination of ctass behavior and participation, completion

71
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6f.daiiy assignménts, quizzes and tests. Teaqhefs, both régular and special,
are';ery open. and clear about how'they grade; and all of the STP students
knew exactly wﬁdt would be required to obtain a particular grade level. -In
the regular class, the evaluation procedures are applied with only minor '’
modification to the learning disabled’student, and only if the LD student
éemonstrates that it is his or*her learning disability rather than his or her
lack of motivation, pefzistence and éffort‘that is causing aifficulty. For
the self-contained class, the eval;ation procedures are established for a
group or class of LD students, not for each individual LD student. Only in

the resource class are the pérformance criteria completgly individualized.

e Personnel and Procedures Available for LD Student Program Planning

The pfevious sections have defined several aspects of program planning
decisions. For secondary students, the m;jor responsibility for planning at
1ead®D the regular portion of the student's educational program rests with the
guidance counselor, but the .student's teachers also have an important role in
the planning pr::i:i;//fﬁé~guidance counselor: discusses career, collegé,
and/org%iher pos ¥Gh schdbl education opportunities with studéhtgj assists
in the selectioﬁ of courses for -the following year; negotiatgs course, class

and teacher changes; and mediates disputes about grades (usuallv without suc-

cess). Regular and special teachers advise students about careers colleges,

and apﬁ}opriate courses. In conjunction with séhool and department directives;
teachers establish goals, objectives and grading standards and apply those
standards to inpdividual students. Students are encouraged to take or discour-
aged from taklﬁq certain courses by their teachers, and teachérq are open ahout
describing their élasses and other classes in their aepartments, so that stu- -
dents can maKe an informed choice.

The relationship between the planning responsibilities of the

guidance counselorlgnd those’ of the special education staff differed in the

v

two high échodls in the STP study. At O'Brian, the LD self-contained students

are counseled, their schedules made‘and changed, and their difficulties with
regular teachers adjusted by the director of the LD self~contained prodram.
fhe guidance counselors have little to do with the educational planning

for these students, gltho;gh technically éhey ret;in that responsibility.

For the resource students at both high schools and for the self-contained

-

I

72 1 -

.
= *




A .

student€ at West Forest, the guidance counselorg§ are responsible for all
course selections and changes. The special education teachers under this-
system are informal advisors. . . .

3

Special education teachers may offer suggestions in the area of ’
career planning and continuing education, based on their knowledge of thef‘ )
student's disability. They may be good sources of 1nformatlon about special’

‘college programs of which guldance counselors‘ﬁay not.be aware. For example, .
one resource teacher recen}ly visited a nearby private college that emphasizes
a strong support program for LD studentii Now this teacher 1s able to prov1de

. 15?*rmation -on the, benefits of that type of progréh for the LD studént. 1Ih

the area of course selection, the LD teachere talk with the students indivi-

. dually and may even talk with the.students' parents about specific course

selection problems. Tht LD teacher provides advi¢le on approprlate courses

for an LD student. For example, Tim Michael wgs dlscouraged by the LD,

teacher from taking consumer chemistry because he had poor math skills.

Deeter Schuman s mother questioned his resource teacher during the IEP C

*confererice about whether it was advisable for him to take a foreign language, <

and the resource teacher advised against it. At West Forest, the LD sgelf- . >

contained teachers hosted an even1ng meeting at whlch they explained the’

courses available and then talked with each parent individually about his or

her child's 'schedule. The one STP parent, who. attended foqu this very

helpful. . )

The “impact of ‘the LD teacher's recommendation depends, in large

part, on his ot her persuasiveness and reputation. The senior resource

teacher at O'Brian has been there for several years pnd knows most of the _~

teachers and courses$ and her recommendations are ugually sought out and

follonedu On the other hand, resource teachérs’ at’West Porest have not been

teaching in that school long, and their influence is notably weaker. But* né

matter how inflpential an LD teacher may be, his or her input is only advi-

sory. LD teachers tell incredible "war stories" of LD students being placed

in advanced classes in which they were "doomed to fail" because a guidance '

éounselor gave inappropriate counselling during the course selection process.

Although the guidance counselor is the person authorized to make teacher or

course changes, the special education teachers are important mediators in

this process. The LD teachers will advocate for a student,yho,wlshes to make -

. a teacher change or .other changes in schedule.

. 'b\ . 3}
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In addition to advis students on course selection and aﬁgis:_—;:jh\ ’ N
ting in making course ¢hanges, the LD teachers are play an extremely important ]
role at the level in the plarning process where tﬁg regqular program curriculum
goals and objectives are applied to the LD student. The resource teachers
often‘sérye as é communicatianhlink and ,advocate with the regular teachers
for. the LD students they instruct. lThe resource teachers pePfoa two functions.
First, they find out first-hand exactly what the regular teacher expects from
students and then tries to be certain that the LD student understands and
complies with those expectations. The resource teachers constantly check

with their students about their‘ﬁbrk in other classes, asking questions such

as:

Isn't the outline on your research paper due tomorrow?
Is it dgne?

Do you need help thinking out your approach or
organizing your ideas? . .
\\\w‘ + Should I help you proofread it? '

Should we check your brammar and punctuation? -

Have you included all your references? -

Second, resource teachers convey to regular teachers information on
the student's disability: "Jock has trouble undegétandiné written directions.
Try to explain the instructions‘orally for him." 1In certain circumstances,
the resource teachers are able to adm;gister oral‘versions of the-regular-
class tests and to coﬁvince_a teacher to pass rather than fail a stggﬁﬂg who
did as well as could be expected given the student's learning disability.

- The coordinaticx’ and support role played by the resource teacher .

h

is difficult. It takes time to arrange opportunities to meet with regular

v

teachers whose free periods are at different times. Interaction is often

/

crisis generated, occur;ing when a student feels he or she doesn't understand

‘

something and there is a test .on it tﬁe next day. It requires judgment, ‘since: .
in some instances the student's problem in a regular cla‘s is not his or her .
learning disability per se but h motivational or attention problem that may

or may not be attribﬁtable to the learning disability. When an LD studént is
having problems in his or her regular courses, the regular teacher almost ,

always asks, "Don't you think the student could do better if-he or she , -

tried?" Because not all LD students have\ the total devo€ion to the task that

-
B

-
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some regﬁlar\teachers expect, it is sometimes difficult to explain: (1) that
the student's poor class behavior and work habits are ‘related to his or her :
learning disability; or (2) that altdohgh the student might have exerted
extra efforé, it is nét really fair to always expect an LD student to do
e&tens%ve extra work just to keep pace. Motivation and effort capn compensate
for a learning disability. 'But how fair is it to expect %T LD student to

exhibit) exemplary efforts in these areas? ‘ .

o The Role of the IEP Document and Conference

Having discussed the educational planning process and the personnel
and procedures avallable for program planning, we turn now to the question of
what role in that process the IEP document and conference should’ play. In.
Exhibit 6, we present schematically the elements of the planning process and

v

indicate where the IEP document and conference fit into that process.

As indicated in Exhibit 6, only a small portion of the decisions
involved in the planning process are part of the IEP document, although
almost all are topics of discussion at the IEP conference. Among the plannlng
decisions presented, the IEP document is required to include ‘only the annual
goals and short-term objectives that are specific to the individual student
and the specific modlfications required in the student’ .8 regular program to
acogymodate his or her uniquelneeds. Althdugh Custis County IEPs inglude a
description of general curriculum goals ‘and objectives being used with all
students in the self-contained class, this is not requirean\Nor is the IEP
document required to address other areas of importance to the planning
process. Particularly, the IEP document does not address long-range direc-
tions -- there is no indication ‘on the IEP document that any discussion
was held, or tentative decision reaghed, or direction established related to
career choice or college plans. These questions' arise at the IEP meeting and
must be addressed in making course selections, yet the IEP document is not
required to iﬁclude the information. - '

The "IEP document does not c{ntain, any reference the student 8" /f\\
mainA;reamed courses except perhaps to 1ikt " them and indicate the perdént-
age of time to be spent in the regular program. Here again, course selection ) .
and change make up an important topic for Qiscussion at the IEP meeting, yet
the' IEP does not document this discussion. Of course, un}ess the guidance

counselor ‘is present at the IEP coriference, the course selection discussion

v
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; . . oL Exhibit 6

: = = = ‘ ‘ N ) r
) The Relationship of the IEP to the Planning Process . ~
A ) >
. ~ |, Decision in the ' IEP IEP .
Planning Process Document . Conference
¥ -
5 . .
' {Career choice and/or . .Not Required Discussed .
#post-high school education .
. *18chool education . .

\Ki Academic foundation vis<a-vis Not required . Dilscussed ,
* ' |vocational preparation o

¢

Selection of courses, <lasses Not required Discussed
-~ and teachers ’
: ngablishment of curriculum Not required but Discussed
" |and instructional’ goals curriculum goals and - ‘
objectives for self- '
. contained classes are :
on STP students' IEPs
Evaluation procedure.to Not required but evalua- Discussed.
determine attainment of tion procedures for .
instructional goals and’ self-contained students ) « ~
objectives” are on the STP students'
-4 A
IEPs ’ . .
‘b
J Adaptation of goals, Required Discussed and
objectives and grading e : s - developed at ¥
policies to meet needs - ' v ' the conference
of the individudl LD ‘ _
student i* ’
Specific learning deficiency Required ‘ Discussed and
skill developméent goals and developed at -
. objectives and evaluation : . the conference

- criteria to meet LD student's "
BB |unique needs.
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is only advisory, since the responsibility for course selection decisi
. rests‘with‘the guidance counselor. J
Although the student's current problemé with gpecific régular\
teachers ;;d classes may be discussed at the IEP conference, any#requests for
teacher changes or special intervention may require another meeting with the
teacher and/or gquidance cbunselqr. ' The IEP me€ting is‘not a session at'which
- decisionwparg made or action takes place regarding the sthdent's reqular
program, usually“‘zcause theiappf;;;zzza\péziggﬁel are not sent and the
special education staff present are limited to an advisory, mediator
role in these decisions.
) §%e IEP content bears no relationship.to t?e student's success in
the class as measured by his or her grades. Fertainiy in ﬂgiregular classes,
if not in the special education classes, it is grades -- not IEP goa}s and.
objectives cqppleted =- that determine whether a student has passed his or
her courses and has earned the required credit units for graduwation. The
 students, their parents and their teachers are very.concerned about grades,
@nd much discussion at the IEP meeting centers around "how well the-student
is doing,” which is always amswered in térms of grades. . ' )
. The parents of the STP students &re very concerned about their son :)
or daughter's day-to-day progress and are wi&ling to help in whatever way

they can. This, too, is usuaily a topic of discussion at tﬁq IEP meeting but

not recorded in the !EP document. -

-

.4 , Implications of the IEP Provisions \§~*T

-

4
? .
(4.4.1 Implications for Policy Makers

e .Comprehensive Plé%ning Process

o WE?recoqnize that the IEP document i's intehded to set forth in
writing what-the student's unique sbeci;l'learnfﬁy needs are and what ' -
particular special education services or program modifications are required

« to meet those needs. It gtates specific goals and objectives to be achieved :
by the provision of special educa;ion and related services, and provides‘a (:

- means for recording the extent of ‘the student's progress toward meeting,these

‘

goals and objectives. The IEP document is not a record of the student's

.

?
- total educational.program; nor is it intended even to be a complete descriptien

. - .
of all aspects of the student's‘special education progghm.'
'.-\a. ~/
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The f1ndings of the STP study, however, 1nd1cate .that there is a

. need at the secondary level for a more long-term, 1ntegrated, comprehens1ve
- . ‘
‘ plannlng process. ThEs p1ann1ng process would®include establishing long-range

.
F d1rections for each student, selectlng appropriate courses and classes;

adapt;ng, if necessary, the curr1cu1um c32;ent, instructional approach and Y

3
¥ gradrng pelicy of particular classes to meet the unjque needs of the learnsng,
. N1

- disébled studént; and developing specific annual goals and short-term objec= .

tives to ‘meet the student s unlque special heeds. One approach to meet1ng

.

r an 1ntegrated, comprehenslve plann1ng process would be to expand

.

the need

»

the content\of the ent; another would be to efcourage the use of, the ‘ -

§ % IEP conferenge

. - -

b .
. . -

R vy ﬁ\ oo v % *,
’ In“addltlon?to the'use of the IEP conference as a mechanism for'

develop{ng an integrated, co prehenslve e&npatlonal plan for "secondary _,7

.« students, pur f1nd1ngs relateﬁ to otﬁenqgspects of the IEP conference

hive policy 1mp11catlons. . SR . . ' .

5 . - 1
' 7.

y . Our f1nd1ngs suggest that some learning dlsabled students ‘do not . .

wish to be prese:f when thequteafhers and parents review thelr work’

V\ They want to kno what their teachers say, . but nét to be there when it- L,

o, . ’{

is said. SS much more satlsﬁactory a;rangemengrfor these - students is for
e

the speéual educatlon teacher or program dlrectq? tqldlscuss;the IEP with the

a!s concernsg, apd then
is permits both the student ‘

student first, 1ncorporating all his or her commégnts

e ‘to rev;ew the IEP w1th the parents sep?rately,

) and\\le parents B feel ftee to express their concerns and for the teacher '

.- . tqibe opeW and frank in dlscu551ng the\student .8 school progress and problems

w1th both the student and parents. This does’ not mean that studénts should .

not be gncouragpd to attend “their IEP meetings; rather, it suggests) that

:

opportunlty for" 1nd1v1dual Conversatlons sho 114 be‘offered Jnstead of, or

v

s addltlon to, the more formal pérent/student/gFacher/school representatlve e
Y

7 [EP meeting. | I o : ) .

@ y Y R

‘ i
L. * ‘*fﬁ}*i The IEPRs f tha STP stadents 1llustrate certa;n%areas where pollcy )
N clar1fication~max be desirable. We found” one 1mportant gse 'of the IEP, -

)

I3

paxticularly for malnstreamed LD students, to be to buttress the communlcatlo

with regulat class teachers. For this purpose to be ach1eved it is Jdmportant

Al »
;.‘ . .. , . . N s : » .ﬂ L » .
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for .the IEP docume t to state clearly and specifically the adaptations to

. - enable the studen to be instructed 1n a regular class. This should relate
to the student 8 level of functioning and should inplude a description of the
’ . support available to regular teabhers from his or her special education
" teachers and other Spec1al education program staffi The IEP regqulations do
not‘state this as a required content item, and local education agenc1es may
: need encouraqement to reviseytheir IEP forms so this item is included.
) . The goals and objectives 1ncluded on the IEPs for the STP students
“tended to be gengral curriculum content goals and objectives rather than ,
goals and objectiyes~related to specific academic~skill development or :
i deficiency remediation. The relationship between the IEP goals and objectives
for a self-contained student, and the general curriculdm goals and objectives
. for the self-contained classes in which/fh—fstédent is placed, needs to be
clarified so that self contained clasilteachers understand that the ‘IEP need
N\
’ Both teachers and parents feel that while knowing the %:: gals

for a student is important, the spec1f1catlon of short-term objectives is_of

£

.

not state general curriculum goals.'

I&ttle benefit unless the IEP indicates of whether and when the particular

N objective was achieved. The IEP document should be requirednto contain this

information.» B - . ’

. Because the IEP document is intended to feflect the extent of '
progtress the student 1s maklng toward achiev1ng his or her educational geals,
greater emphasis should be placed on developing IEPs so as to fac1litate
meaningful comparisons from year-to-year. Statemenﬁs of levels of perfor-

nnnnnnnnnnnnn mancg-and~the speCification of goals and objectives should be linked tag each
” other so that a._cumulative record of progress and accomplishment is created.
vy

- \
H

4.4.2 Implications ’for Program Administrators

a e IEP Conference ’ ’ . "

. 3
.

~

‘The' €TP students did not, as a rule,ﬁwish to attend thﬁ IEP . :
conference held with their’parents. Therefore, thé LD teachers OXy program
directors responsxble for preparing IEP recdmmendations for presentation
to parents at_ the IEP meetk\g sh uld discuss the IEP with the student and’

' elicit input prior to the meeting. Students should still ‘be encouraged to -
attend the IEP \r‘neeting, but other options for their partic1pa\?‘bn should ‘ v

also be availabie.

R ] -

.
f
.
el

T . ‘ .
: v ]
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< . . For many parents, the IEP conference has evolved into a general
B - - ; ~
program planning meeting, the topics discussed venturing far and wide from
the “special education goals, objectives and sérvices -- to career or college

.plans, course selection, cha es in current teachers or courses, particular

courses where the student ¥s vulnerable and what can be done to reduce the

likelihood of a D or failing grade, actions or activities needed or posslble
. : . <

. . ?
* at home, and parent education on potential and impending problems such as

\ -, dating, drinking, dr1v1ng, drugs, “and dlsruptlon. The.nature of the discus-

- sion at the IEP meeting should be encouraged to expand to cover "all areas of
. teacher,. parent and student concern, and not‘be limited to the content of the
. IEP document. ¢ ' 7

For many of the areas discussed at the IEP conference, the presence ”

e

and partrclpatlon of the student s gugdance counselor should be encouraged.‘
. Becypise many "of the educatlonal plans, declslons and problems of an LD

student are related to the areas of knowledge, expertlse or responsibility of

" aw - = e aman
. . aom mes — s e T

both-the special education teacher and the guldance counselor, a close
- . working relationship between the student's guidance counseldxr and his or her .

special education teachers should be developed. o This relationship might be
formally established by having guidance dounselor participation and sign-off
- in the development of the student's IEP and by having special education

R . R .
program partjcipation and sign-off én the LD student's schedule of courses

’
i

" and dny course changes. . - i .
) . ] 1, - ; ’5
o' IEP Document !
- T B ’
- A Y

Although not reQuired by P.L.' 94-142, the IEP document currently

4

L -

“"”“’”““berng’developed for LD Secondary students could with very llttle additional

' content be expanded to more useful, comprehenslve record of the student's
N educatlonal prq%ram. A comprehensive document would 1nclude the fo w1ng
A . - , . v
- ltems; k - : : -
' . f. : . e
~- First, a statement of long-term directions. This statement,

2

which would be revised each yeayp, would con31der current expectatmonyﬂ; .
/

regardlng career Or, college plans, and 1nd1cate a general focus;gf academic,

%ocational or social development. ,As part of establishing long-term direc-

tives the IEP could include a statement of the student s total h1gh school '

-

program plan, including courses and credits requlred for graduation or

courses needed fortgarjicular job entry or post-high school training. Thus,

3

Aruitoxt provided by Eric
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i ‘the total program'plan gﬁﬁ}d show what courses the student must take, should
' take, and h%pes to take. Progress toward completing the total program-plan
would bé reviewed each year. _Guidance counselors may already do this form‘cf
total "program planning with students; if 'so, the pian should. be .revi'ewed with
the student and parent in tonjunction with the student's IEP to show how'his

.\ or her special education program fits into the total education plan. «

M *

-~ Second, a statement of the modifications required in the subitan~

¢ <
tive curriculum, instructional strategies and perhaps grading practices to

ac¢ommodate the learning disabled student in his or her regular claskes A .
- } ) v
including physical and vocational. éducation. .

-- Third, a statement of the specific individual goals and obj i-}
C e
ves that are-to be the primary focus @f the special education program.* "For . . g
the self-contained students, these goals and obJectlves would probably Tut g\,

adkoSs academic subJect.%meas and serve to 11nk all the self-contalned

A teachers together in common effort related to two or three prlorlty b
, .y
areas ‘for the student.. , - e . » . .

. \ N .

. == Fourth, a‘statement of the supportive services available t

.

aSSlSt she LD student in his or. her reguler classes. These’ may be such .

A
services ‘as interpreting the reqular class wri -én materjals S0 that the LD

student can understand and asélmllate the content. "L T

A3
~= Fifth, a statement of’parent d student actions to be taken .

in sppport of the IEP goals and objectives. Thls includes act1v1t;es . to-

o

the parents and the\student expect to undertake to facilitate the school s,

efforts to help the student ach1eve the speclfied goals and objectivess If

a cmem 233 MIIIINIE BB A FIPI fanr 2 > 3T 22 rudmerr e ‘-;—,,,,, 23333 ‘, R TR R IR > . - .
.

the IEP i{ rev1ewed and _signed. by ‘the student, his or her own serious I \

Fi .
to certain behavior should. be relnforced by recordlng it in a .

s

commi tmen

LN
4

formal document. 4

; I ~
oy , . L)
-~ Sixth, a #tatement ‘of. the student's -current level of performance

that ‘permits examination Jf the continhity of _progress, A major limitatign R
\] 4 .
of the It?‘document s not 1ts¥content but the lack of 'any requirement )

that there be continuity of that content. A student, parent, or teacher4
¥ P

should be able to place the IEPs ‘of "successive years together and get a - s |

] - [

sepse of the progress the student has made both 1in terms of improvement in,

the level of'perfqrmance and in terms of the extent and variety of goals and

[l

- 7 abjectives mastered. The IEPs of previous*years do not seem to build such a

.
- r L. T
. /”), . .
§ PO . .
. . . v v . ' -
.

ot <L -
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' cumulative record, therefore, sbme mechanism for showing - continuity,should
»

]

be prov;ded. ’ . ’ . ‘ s
- ) A N & ) A . 3
° 4.4.3 Implications for 'Teachers s ~ ’
. (o
. & . .
' e Preparation of the IEP -
o - ) e . . '.

Although in earlier sections of this report we recommended adding

‘. material to the IEP, theré are some things that might make the preparation

of the IEP easier. First, teachers should read the student's previous IEP .,

N =

and use some of the same terms and yardsticks to determine the student s
current level of performance. Thls would provide continuity to the IEP

/

and enable the parents and students to follow the student s progress.

S » Second, teachers should make a—clear statement abOut what adapta-
tions the student may need to’ succeed in the regular class and what - spec1al :
g education i€ available to support the regular vocational ram. In
this connection, it is important to document any conversations the resource -
. or_sel'f-contaihed teacher may\ha“ze already h’a/Sﬂith'the student's regular

.
. e /
~

¢ - ird, teacher ould think about.the total plan for the - j .
student's pr from the most’ general -to the most/Speciflc. At the most -

! general level should ‘be a considerati&h of the student' s total h1gh school

‘or vocational teachers abit modifiéations needed and support offered. '

- ° experience and the general direction’'he or she wishes to pursue.
Pourth, teachers should develop recommendations for specific
individual student ‘goals and objectives. For resourde students,- there
) ., should be at least (perhaps at most) two year-lang goals: 1) the student . %
- will acquire the organizational and study skills \needed to succeed in his or ¢
R e S Y NPT, .
R her regular classes;'. and 2) the studenf will increase his or her level of o
P . & [N .
. 8kill iw some 5pecified skill or- content area. B .
» N . b . ‘<' v
v . For the first goal, shdrt-term obJectives can be statéh in terms .
of the skills the student neede to develop in prder to succeed, for example:
Vi e B
e Organize his or -hgr time and develop techniques to plan y 5
",) . . . ahead and -schedule -work so homework assignments are o - T
t o completed on time; ' ' o
) e Maintain a dEmplete and orderly notebodk; ' (354' Y <4
v . ' i ) ; N . ‘
s 0 ' Be able to read assignments and fnderstand what is
= |, o Teayiredr . e w . e
‘Be able to'read assigned material and take notes; -
L] > '!é . - )
» i 4 R v :
. ' i ~ N . “6«.‘ % N 4
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® Be able to proofread written work and make correctidns;

® Know how to use a dictionary or calculator to verify

-

a . o spelling or calculations. . . P

#

1 4

‘some form of support for the student's regular class program. For many

The second ‘goal defines and prov1des -short-term objectives for
the student, to work on if there is no regqular class work that needs attention
or support --— e.g., lists of s?ellzng words, grgmmar, reading comprehenS1on, .
writingg e;ercises, mathe@atics'problems. . ‘ s ) R
The resource teachers of the S?P students generally.spent about

one~half to three-quarters of thelr resource class instruction time providing
v . .

students, this was the only instruction provided; for a few, the entire

resource class was spent working on a baSLC-Sklll area ~- mathematics or .

spelling. Rarely did a resource teacher attempt to work on more ﬁhan one

" content ‘skill area, and almost always regular ‘program support took priority =
over the.content skill area. . .o S = e, S
v The goals and objectives for the self-contained students should

be based on their particular learning needs and will typically cut across
subjeé! areas. They may be behav?%ral gkills (e g., attend class, increase
attention, reduce distractability and disruption), or they may be academic
skills (eyg., 1mprove read1ng¢7wr1t1ng, spelling). The goals and objectivéé
should: unify the sélf-contained teachers in their efforts to address a .

particular'fundamental learning problem. Wwhen the teachers, parents and

students are all-aware- that this is the target goal for the year, concen- .

trated effort in evenﬂ class will be directed €5ward developing that. skill. ,

Thereois no. need to describe the general curriculhm goals anﬁ

'

. objectives in the' various subject‘area“sElthOhtained classes hich -} <-

.
*

applicable to .all students jin these classes -- unless spec1f1c modifica-

tions are being made in that curriculum'for a particular student. A

reference to the general curriculum ‘outline is sufficient documentation. . -
For example: "Sam Jones will receive insgtruction 1n biology, woz}d history

)

and consumer math inm self-contained classes; qhe instruction in these

classes is based og the curriculum guide devéloped for these subjects by ~
Cufﬁis County." . - A . |
= - :c =
. ' :
‘e .
~
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N . e IEP Conference C e . . P
: SE T

The IEP conference is perceived very positively by parents, but

it would be, even more'val%able if there were continuity 'from year to year.
Teachers should begin the IEP meeting by reviewing last year s IEP, showing
the changes in"level of performance, improvement and increased skllls. The

review-of previous goals and objectives should be from the perspective of

)
r

" both skillg development and knowledge expansion.

N If the IEP conference is to serve as a mechanlsm for the discusslon /

’

of the student's total education program, then the next activity would be o

review the stydent's long-range directions. Fon example, does the student

still expect to attend college? , Wox on construction? Any further thoughts

]
on which college?/'Other jobs? Is it time to rethlnk some/pf these “expecta-— .

7

tlons? The next step would be .to consider the student s total high schoql

»

program and how.the special education program is 1ntegrated with and supports

——— - -

that program. The tgacher should then d;scgss the, student s current work,
the goals’ and objectlves of the subject areas be1ng taught or the skill areas
being worked on, and the student's graaes. Parents and students should

yﬁﬁncouraqed to offer suggestlons on what can be done to lmprove the
. £

N »

student's current grades. -

Next, teachers ghould discuss any current or. potenrtial problem -

J/’/areas and approaches the teacher, student and parents might take to: prevent, V

»

or alleviate these problems. Written reports fxom other teachers are helpful

here, espec1ally if the student is: havzng difficulty 1n a partlcular class. .

a ! After reviewing the past, and dlscusslng the present, it is
approprlate to introduce the future by consldermng thé_goa;smapd objectlves

to be pursued during the comlng .year. Th1s isJalso good opportunity to

7
. dijscuss the studen!'s.proposed course schedule for the éollowlng year and

“

the modlficatlons and.supportlve‘aﬁzangements that wi1ll be requi¥ed to

accommodate‘the student in those classes. , ’J Y . ? . B‘. )
4.4.4 Implications for éarents , . . ) ‘ ., ,
A . ¢ X ’ ,
‘e Use of the IEP Confereré and Document . ’ ) '
‘ Parents.should‘use the IE;?document and conférence as a means

* of learning more about their chiid, the progress he or s!! is making, and the
'-skills-and‘;nowledge he or she is adquiring.. Rarents shduld help develop the

-
A 7 . R .
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of the IEP document. The content of tﬁe IEP should pot limit parent

questions but should offer ‘a means for going beyond the IEP. to other aspects.

of the student's total education program. ' .
Q

* ‘

First, parents should make every effort to attend the conference. .

' If Jthey cannot, they should talk w1th school staff over the phone. Segpnd,

P rents should prepare for the.IEP conference. Threy should revfgz thelr
chlld's prev1ous year's IEP, his or her recent report cards and other records,
in addltlon, they should make & list of questions related to'current problems
the child is having. They should confer w1th their child beforehand to

dlscuss the general areas of career choice, college plans, and what classes

[N
or courses he or she expects to take the following year.

Parents should be 1nvolved in'the development of the IEP but ~
not feel limited by 1ts content. Questlons about appropriate colleges, -

grades, and homework are all relevant. The IEP conference is a form of

3
.

parent educatlon. Parents shpuld be sure they understand how the new IEP

bullds on the old. one -~ how to determlne their ch11d S pregress from .
successive "IEPS, and what the relationship is between this and last year s
goals and objectives. They‘should learn all they can about their child's

a

class activitieg, what he or she learns, how he or she behaves, and what

grades he or she will probably receive. Tt
- Since the IEP document is not designed to communicate all the’ “.
1n00rmatlon parents should know, nor does it cover all the areas parents .

may wish to discuss, parents should not rely on the IEP document itself.
However, they should be sure the -IEP reflects thelr particular concerns

4or their child, even if these concerns do not seem to f1t neatly 1nto the

L T S e Te Ty B e F VS

\IEP “Eprmat. " Tl . ‘ . 0

L : ‘.

4.4.5 'Inplications for Students

e Involvement ’ . . "-g
g . \ ’ -

Learn1ng dlsabled students should be actively involved 1n the
. preparation of their IEPs, although- not necessarlly by attendlng the IEP
conference. The LB students should be encouraged to set their own goals and
objectives,'to select their own céurses, and to determine -- within limits -~
how thelr spec1al education ifnstructignal time w111 be spent. They should .
knqgw what ptogress they have made frcmﬁone year to the next, and what goals

and objectives\ their teachers have recommended as priorities for them. ~The 4
4 " .

o
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. o . tﬁ?’ , - .
) LD gtudents should understand that their IEP indicates what modifications
I may need to be made in their regular classes to accommodate their learning
gisability, and what to do if these modifications are not made.
§ Learning disabled secondary students should contribute to the
" content of tKe IEP document, agree to it, and even sign it. The students

. should be asked to think about whether they wish to remain in the LD program

and, {f so, what sort of help they expect to receive. ‘All of thq STP students

om

+

knew why they were in, the LD program and had some understanding of its
‘ benefi;:s:° Whether the benefits are worth the stigma many students clearly
seem feel is a question that should he posed to each LD student every year;
In our study, the STP students were responsible for choosinq
their coursés«for the following year. Their parents had to "pign of £" on
their choices, and the guidarge counselor had to review and aonrove their
, program, but the initial preferences and f£inal Selection were student'!deterr
- . mineéc ~1In thes—p;ocess, the students receiggd adv1ce and assistance from - !
% °the1r friends, teachers, parents and gUidance counselors, they generally made
:‘good decisions. 'fgws, we think LD studént% should’ be encguraged to ma¥e, R
course selection decisions subject to reView ‘by their parents, guidance
counselor and, preferably, their resource teacher ‘or self-contained Drogram
director. Furthermore, the IEP conference is an excellent time-.for LD
rstudents to discuss their codrse selection for the* following year with their

» . ) » .
special education teachers. . .

M < -

The STP resource students “were generally responsible for how
they used their time in the resource class. Some students viewed thg class

as a guiaed study period, and others as a time when thev studied a particular \

subject or skill. Still,. the particular focus activity was initiated by the s
¢

student. ?e thgught this to bé appropriate; the LD students generally &new

which academic courses were causing them trouble and requested’ and psed the n

.* resourfe tewcher's assistance productively. Since the LD resource student

makgs the dec1510ns akout how the resource time Will be spent, these decisions

odld be reflected in the IEP. Similarly, the self-contained students

e
ez wad C

should participate in discussions about the‘general skill development taréea.'
areas included iwtheir IEPs.

.
- . . B s

.
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In sum, an LD student should be aware of the progress made

since his or her last IEP, and he or she should participate in certain

.

decisiong -- partigularly whether to remain in the LD pro&ram, what general
future direc¢tions shodld be pursued, what*coﬁfses should be taken, how to use‘ )
the resource class time, and what particular learning or academic skill will

be the focys of their special dducation program. They should know whatﬁ

information, if any, the LD teachers have convejed about their learning

‘ problems to their regular teachers. IN -
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5.0 IMPACT OF LEAST RESTRICTIVE ENVIRONMENT ‘(LRE) PROVISIOﬁS

' i The STP st!%y dellberately selected students in two different

/‘ -
placement situations in order to fac111tate assessment of: the 1mp1ementat10n

and 1mpact 0f the least restrictlve env1ronment (LRE) In this section’, we

describe the least restrlctlve env1ronment Drov1s1ons and how thev are imple-
=
r mented in the two high schools involved in .the study. We also discuss the .

vdrious types of classes that form the tdtal educatienal program of the LD

student and the impact these classes have on different types of LD students.
. ,Finally, we offer ‘'some comments'and suagestions related to the placement of
" ‘, students in the lea%t restrlctive'enviromment. . 2
- . = ‘ . .

5.1 The LeaSt Restrictive Environment Provision of P.L. 94-142

« v

P.L. 94-142 requires that: 1{1) to the maxihmum extent apnropriate
4 handicapped students are to be educated with students who are not handicapped;
. and (2) placement in special classes should oécur'onlv when the nature and ’

-« severity of the student's handicap is such that education’ in reqular classes

-

%
thh the use. of suoplenentary aids and services cannot be achlevedrsatiziictorilv.

I -

— « - School districts are reduired to provide a coptinuum of alt% ive

.

.o placemahts, including instruction in reqular classes and special classes, and
to prov1de supplementary serv1ces such as a resource class 1n conjunction .
with regular cClass placement. A handlcapned student's special education place-
ment must be ad close to the student's home as possible and, unless the

L4 e .

student/s rEg requlres othetwise, in the school the studen ould normally have

attended had he .or she not been handlpanZed. oy

=]

.
)

c..In tth sectlon,Vthe following three 1mnortant LRE

A A2 i M s SnmS R mmAm A o

N
.' n‘."‘ \.'\ .

\\k Z;dlscussed- Placements shouid bez L.

(e "

'S
® As close to,the student s home ‘as po sible i.e.,
the placement is in *he Student's ho 4based schoo

® Selected from a contxnuum ‘of aLternatlve placements
. . + that| include's both 1nstruct10n-;n feaular Classes supple-

" , mented by services in a resource class and 1nstruct10n in
' . gpecial clas i.e., whether the Dlagement is designdteqd.
“ e ag a ‘self-contaihed ar resourdt program:* é’
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e 'To the maximum extent appropriate yith students who are
. — . not handicapped i.e., what combinat\jon of special educa-
"f,- tion, regular educatfon and vocatiorgl education
+ .- classes comprise the student's placement, and deter:

mine the degree of mainstreaming the student experiences.

.
.
- . »
» + hd '

¥5.2 Implementation of the Least Restrictive Environment Provisions

I
(o)

&

5.2:..1 As Close to the Student's Home as Possible
&« B . ‘e

° . - .

¢ Custis County offers LD resource classes at every high s/hool, so

LD students placed in resource classes attend ‘their home-basedquhbols.\ Self-

scontalned classes are avallable only in cdertain de51qnated high schools, there-
1 .

fore, many students in self~cqntained programs do not attend their home-hased

high schgt . Slnce the number of students being placed+sin LD self-contained

o v

programs.is.ldcréa51ng, the school dlstrlct has recently started a new LD self-
- H . [

contained program in a high school that previously had sent its' students to

*

"eaither West Forest or O’Brlan. This meant that several ‘STF students were #&~

B .

a551gned back to, thelr home-based school.

N .
- 5.2.2 Selection from a Continuum of Alternatiye Placements

’ . ¥

For learning. disabled secondary students\;i na 'in those parts of the

. . x ) )
county where the STP students liwe;.Custis County o F¥rs two basic special edu-~
“ N o .

~

cation placement alternatives: a self-contalned platement and’ reqular academlc
classes supple nted by resoutce less placement. W1th;n these two placementS‘

or prograns, there is flexiblllty in- terms of the number and nature of the requ-.

~ - -

lar or vocational clisses gelgctéd, PO o ' " 1
-For practlcalapurposes"placement in the resource program means

students spend qne class period a day 'in the resource class taking a subject

called basic skills review; the remainder of thelr'Behedule conslsts of reqular

academic, non-academic and/or vocat10na1 slasses., Placement in the self-

contained program means students take—mOst of their academic subjects in &

\ .
separate, self-contained specxal c¢ldsses, but take all their non-academlc and
* - . . .
vocational subjects in regular classes. . Each self—contalned class period

~

represents a unique academic sub)%ct, thus, a self- -containea student will have
(separate, self-contained class periods of English, Math, blologv, and history.-

Each of« thede classes‘is taught by a learning dlsabillties teacher ‘and contains

on%y LD self-contained students.

.

. -
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- Although co-existing in the ‘same building, the resource and . ‘

Py

self-contained programs are administratively separate.and°use separate instruc-

tional staff Changing an LD %égdeht s placement from the selF-contained to

5

the resource program involves.a formal proesess, and chanqes in teachers, thus,

- Q. T
constraininq the development of a complete continuum between the two placements
and resulting in the following discontinuities: 0

¥ ’

~= A resource student cannot take a self-contained class -
. V. even if there is no aporopriate recular class in tRat - "_ s
. . subject availab e. The student mav take that- subject : v

. . N > * v @
Q\’ -~ A self-cdntained student may take a course called basic -
skills review, but with a sélf-contained teacher,.not the "
.- resource teacher. . T

. T
,

-~ A self—contained student may take up to‘three regular s .

E classes; but taking more.than that fo long period of ) ’
' time may force a formal placement chanzeazi‘ﬁhsh:esource
program and result - in changes in teachers and i 'reased ’ )
maingtreaming. . | . ‘

- -
.

5.2.3 To the Maximum Extent gppropriate with Students. .- . ° : <i,
. Who Are Not Handicapped

a

- L An LD student s total educational plﬁment is defined by his or he&

. -t schedule of classes. The classes tha% are the building blocks from ‘which an
. LD student's placement is %ormed fall irnto 16 broad categories outlined in
Exhibit 7 and discussed in detail in Appendix I. The categorization in .
Exhibit 7 is not intended to be a definitive listing; it is based on observa-
t@ons in only'two high schools in one school distr#ct. Yet7 what it points ~
out very clearly is- the~tremendous variation in-the typeg-of-claggey avari; T
. able to learninq disabled students- in secondary schools.‘kThere may also '
be yariatign within types. ror example, Type 10 -- vocational clésses extend-
ing beyond one peridd offered in a vocational center, differ tremendousl&“in
the level of academic skills required. For example, carpentry involves somewhat
less academic skill than air conditioning/refriqeration. Within. any given fype

’
of class, there are factors .that depend on the teacher, the teaching approach

used, and the degree of conceptualization relative to practical application
stressed. Deeter Schuman, a college-bound’ LD resource stydent, expressed this
> .

by saying: "I wil) do all right next year in the Algebra II/Trig class if I ) .

~

Q " \

’ \
.
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) ' . E . Exhibit 7 = L ¥ R
Types of High School Classes - i -
’ " 1 ‘ i; v . N
Reqular ‘Education Academic Classes: . hd
. ' 1. Academic classes for honors students; advan:ES pPlacement classes; clagses,
for academically gifted and talented. No STP students were. in classes ofx .,
this type. . . .
2. Regular academic Classes for college-bpund ‘students (other th honors .

tlasses, advanced placement classes, classeswdeslgnated and/or. restrlqted
,to very high achieving or gifted ‘studelfts. ). Deeter S biology. and geometry
CO * ‘classes are examples. .. . o - -

.,
v - ..

3. Regular academic classes for mixed or general students. Deeter's eurrent
'affalrs class, Engllsh ‘dnd h1story classes, and Peter s and Dav1d's algebra

' classes are examples. ) . ) ) 0
. : f?&. eRegular agademic clasges” for less advanced students, partlcularly in-math .
;?;" - whlchamgy be,’ slower-paced, and less advanced than’ either. Type 17or 2
:’ X clasﬁﬁsrxiﬁddle Sy Dick's, anﬂ _Ted's algebra classeés are examples. .-
) %51, Regulat academic classes for academically unsudcessfub*students.. The .
v & . " biology lab class taken by“Vlckg ?lck and dt¥ers is an .ekample.® L
- & .
- - Regular Education Nonacademlc ClasSes~ e : s 7
, ' 6." Physical educatloh, health,and drlvex edncation (a1l’ part of the health
. and physical education departmént) T L W .
. . 0 y . v .- . -+ - .
T 7. Music, dramatics and other classes'thaﬁ,a&ppont—extraqurricular activities.
v Vocational Education Classés: IS . . "
- 8. Special 1nterest, 51ngle su 'ect classes such as accounting, electronlcs,
N ani computer science. ____\\\‘__//- . .
9. Pnevoca%ional and vocational gingle perlod classes offered as'.part of a
vocational program available in\each high schooL suth as home economics,*
. ~ mechanical drawing, industrial ar®s, and typind. . :
10 Vocational classes extending beyond one perldd of fered in a vocational ®
g e emgenter  ~such- as-carpentry; -auto-mechdnics, and ehild, development classes-" N
11. Job site vocational classes. ., B} -t
' \c .
12. Work/study arrangements. : ; .
L , 4 N
N _pecial Education Clagses: . - . . ’

13. self-contained classes in varqpus subject areas such as English, consumer .
n math, &nd U.S, history. ) N

s
- .
.t

J4L’Se1f-contained individual sthidy or basic skill review classes (resource
type classes for self-contained students). < DR -

o 15. Resource classes (called bas1c skill review).

R »
. | \ -
- 1 .

16. Monltoring arrangemdnts.

an

\) ".: . . - .
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get a teacher who explains things carefully; that's why I hope I get Mrs.

Jamison because I've had her for math before and“she's good at explaining."*
* -

¢ By combining the various types of regular, vocational and special

)

education classes, it is possible to create several dlfferent types and degrees y
of mainstreaming. Using the/ﬁroportlon of time in the regular class is the
measure, the most mainstreamed student is the student who has been dismissed

»

or withdrawn from special educat1Cn. Dlsmlssal occurs when the school, parent,

»

and student agree that the student\no longer needs or requires special educa-'

tion services. . Generally, dismissal occurs after a period in-which the

£tudent has heen in regular classes on a monitored basis, but outright dis-

:missal'may also occu:. It is possible for the school to recommend a student's'

dismissal based on the results. ‘of the student' s trzennlal evaluation showing

: that he or she no longer meets the d1screpancy cr1ter1a. However, if either

the student or parent dégagrees W1th the recommendaylon, and if the student‘

teachers also d1sagree, the student may rema;n in the program. peeter Schuman

is in.,this posltlon. His resource teacher, parents and/Deeter himself
>}/ think he should remain in the resource cfass for. another year because, as his
resource teacher remarked, "a* student‘s junlor year is most 1mportant if a .
student plans to go to'college." Yet, Deeter's triennial indlcated that he had
"tested out" of the program. So far he is beinyg pernitted -to take.the resource
class. - -

' A student or parent may request that he or spe be withdrawn from

the LD program even though the school believes the student ¥ Stlll eligible
for and needs special services. Placing a student on monitored status is a ’
good compromise in these situations, but if a student and/or his or her parents-
are insistent, the student will be wlthdrawn.‘.Ben Long, 'one STP student who
withdrew, did so;despite his teacher's and parents' recommendations. He simply
~could no longer tolerate the image of himself as an, LD student‘and all the

connotations he believed that .image represented. Being monitored-meant he had .-

‘: to retain the LD label, and he felt:that it was not an acceptabib coﬁbromise.
v ’ . . E j>
. : ' . - < )

*Note the problem this student faces; neither he nor *is guidance counsalor

' can ariange for him to have a specific teacher.

., 3
' B
. . [y - .
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-
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e For students who are not dlsmlssed or do not withdraw from the

spec1a1 educatlon program, the most malnstream*sltuatlon is bez.ng on

monitored status. At the secondary 1eve1, this means the student has an IEP

and a resource teacher a551gned to monitor his or her work. The resource
~

teadher contacts the student's regular teachers perlodlcally to determine how
the student is doing and whether he or’she needs extra_help. Althoug? the
student has no scheduled class time in a resource class, he or she may drrange
to obtain the assistance of the resource teacher after school or during

luhch. The monitored student may also arrange for a regular teacher to

"write a pass" that allows tﬁe student to go to the resource class for
assistance for particular problems -~ e.g., to get assistance in organizing

and sequencing thoughts for an upcoming research paper assignment. After

a successful year on a monitored basis, the student is usually dismissed

from the special educétion program.

$ One important aspect of beiﬁéfa monitored (rather than dismissed
or withdraWn) student is that if an LD student's academic program reaﬁires
additional support, the student can be returned to a resource class with, a
miﬁimum of formality. The student merely arranges to drop an academic

-

course, usually the one causing the most prob}em, and elects a resource clags - 7
instead. Dick Bison-was in that position last fall; he selected a more
rigorous academic progfam than .-hes could nanq1e and after the first quarter

» dropped his German clas§, changed\English classes, and began going to the

.

resource class. . )
) There are serlous pract1ca1 problems with being a monitored student.

There is no set time period for obtaining resource teacher support. The
mShitored student and resource teacher must arrange that together, and often
these arrangehe?ts are difficult to negotiate. Students aq? teachers are
reluctant to give up before- or after~school time, and regular teachers are not
always cooperative about giving pasées. The resource téacher may feel bur-
dened with having to maintain contact with the monitored student's teachers,
"especially when the resource teacher is able to interact with the monitored
student too infrequently to provide effective assistance.

In terms of time spent in regular classes, the resource students

are all equally mainstreamed. They all have one da11y period out of 51x in

A ruiext provided by R
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the resource or basic skills review class, There is a vast qéelitative differ~

~ ence, hoyever( petween a student like" Deeter Schuman\whose reqular academic -
classes are all‘a&ademic elasses for college-bound or general students (Types
2°and 3), and students.like Di;k Bison yhésg reqular academic classes ‘consist ,

of classes for general students, slower~paced classes, and classes for the

academically unsuccessful students' (Types 3, 4 and 5). Stude ‘s who combine

the resource class with a vocational program also have a a itatively Aifferent
program from that of those who combine the resource class with regular academic
. - ) ]

courses.

The self-contained students vary in the number of non- spec1a1

education classes in which they are. enrolled. It is vossible for an LD
self-contained student to have only one or two periods in special education .

classes. Bill Smith, for ex;mple, had threb periods of carnehtﬁy and physical

edtcation with students who were not Handicapped; his only cla with other

LD students was English. Eddie Lawrence had an algebra class (Type 4), o

physical education, and mechanical drawing with nonhandlcapped students,

and English, earth science and world history as LD self-contained classes.

s Vicky Mallack had physical educationf.tvpinq and biol®™gy (Typewz) with nen-~
handicapped students. 'since homeroom and lunch petiod are spent with non-
handic;pped students, these students, altHQUqh self-contained, ‘are main-

v streaTed more than half the school day in terms of time. \
«< . ‘ . There are self-cehtained students who are not mainstreamed at all. . f
. Sally Benson had only one class, physical education, with nonhandicapned

students, and in that class Sally has osycholoalcallv segregated herself hy

frequently cuttlnq class and refusing to "dress out." . ; Y :
- ) . A

<
a ‘

’ 5.3 Impact-of the Least Restrictive Environment Provisions

- N .
[ [}

In the prev1ous sections we dlscussed three aspects of the least

*2

* ’ restrlctlve environment that are spec1f1ed by the law. A fourth aspect of
the student's placement that sheuld be considered 'when describing the 1mpact
of the least restrlctive environment provisions 1s the educatlonal environ- " .
ment that is present in th? various types of classes the LD students attend.

.~ . .
- g
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In descrlblng the classes attended by LD students, we have focused on the

follow1ng‘d1mens10ns. . T ) o

+

. e — ) 7/
e Administrative contact, -~ how much &ontact occurs
. between that class and the teacher of the regular (?r

- spec1al class) teachers; .

»

¥
e Physical location ---how isolated the class is from the
the rest of the schdol and the student's home neigh- e
borhood; . . . =
e Participant composltlon-—- how many students are in :
the class, what 'is the ratlo o% LD students to non-LD .
students; ° , . . T

.

e Social climate ~-- how much structuré, order and dis-
. cipline exists, how mu physical\novement and communi-
{ cation occurs; . . .

—

[} ’

e Tnstructional conditions ~-- how great is ‘the work
, : orientation of the class, the level of attention’. - -t
required of the students in the class, -the deqree of o o
v " clasg participation, the academlc or cognitive’ demands '
made on the stddents. ) . t '

.

kY ]

We observed STP. students in many of the 16 types of classeirmut-
11ned in Exhibit 7 and talked with" the teachers of these classes. In,
Appendrx I, vwe describexthe classes we obhserved based on the environmentat
dimensions presented abdye. RN <, - ‘ w) - AR
. ’ Some of the 16)types of classes we dld not study thorou Iy. We
had no STP student in arl academic class for h0nors students (Type 1) or in
Jobsite or work/study arrangements. Some s1tuat10ns in ‘which' we 'had students
we did not investigate ~~ e.q., phy31cal education (Type Gﬁ, chorus® (Type 7),
account1ng and ele onics (Tvpe 8}, self-contalned 1nd1v1dual study or basi

N

skill review (Typf 14))\ and monitoring arrangements (Type 16). ° .

'
&
-

- . 5.3.1 As Close to the Student's Home as Possible

2 . .
’

One theme we purSued with the STP stqgents in self-qontalned pPrograms
" " was how they felt about attending (or not attendlng) their hone-based school .
A few students liked attendan‘a school other tﬁén thetr home-based school;
l because no one knew or could tell the$-were goiXg: to a spec%al program,- and

they could get away from fr}ends who had been a*bad influence. But most stu-~

dants did not like it Jhecause they were away from their,neighborhood friengs.

o : ce, e g~ n ‘:' . .
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Other students felt that if a stggent/had to go to a school other than his or

her home-hased school their friends.would think this was because the "student

~

. . " - . .,
was’"stupid" or "bad." However, once the self-contained students gqot estab-

[ : .
lished and comfortable inf the LP program in another school, many students re-

sented being "jerked around” when they were reassigned ' back to their home-Lased‘/{
) \

. hd -

school. , . . -

When a new self-contained prlegram opened in.another hiqh,school,
several of the STP students wefe eassigﬁed tq that proéramu Stuart Warren
was overjoyed to be goin% back to his home-based schoql; wally Quinq and Anne
Tupper were upéét but accepted it: Sally Benson absolutely refused to change
and has obtained rides to O'Brian High School ﬁsom her boyfriend. wally
accepted the change only because the newlgigh school was two blocks from home.
But he was devjgstated by having to adjust to a ney~§ituati6n and would have
chosen to stay at his o0ld high schoel i€ he had peen of fered a-choice. Both
the students and parents intalved in the ‘reassianment ébmmented on how
little haﬁ been done to prepare thg students‘ﬁor the changé and ease their way,
into the program at the new high school. \

Custis County is exnerimenting with a school-bised continuum of

services model that assures a,full rance of LD placement alternativés is

-

available in each ‘'high school. This program would eliminate the need for
+ N S

students who require the intensive instruction of the self-'ontainéd programssto'
' Ay

leave their home-based school. However, for those LD students who wish to go

to a different.school and f£for whom there is gdod reason for removal from a,

negative environment, placement in the LD self-contained program in a neigh-
\

"boring high school should be administratively feasible.

~ -

5.3.2 Selectéd from a Continuum of Alternative Placements e

¢ As part of determining the impact of the P.L. 94-142 requirements,'
we have attempted %o describe the edudational environmenifand experiences

presented by the two principal alternative placements for LD secondary

’

students -- self-contdined and resource &lasses -~ and the ease of movement from

one placemgpt to another. .

\ .
The self-contained classgs in‘which the STP-students were placed

£811low .the reqular secondary academic R;ogram model of one clasd f ach sub-

ject area. Thus, there were LD self-contained classes in English, math, social
v 3

. ‘ >
. w5’ ] x
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studjes and/ in onhzof the high schools, science. The curriculum in these

classes is hoth remeédial and compensatory. The curriculum goals and objectives

are derived from the curriculum of the regular program but with d;fferent learn-

1ng materials, 1nstruct10n sequenc1nq and pac1nq, and teaching- strateqres.

Classes are emall and 1nformal. There is reldtively little individual instruc-

. .

H . c .
' tlon but much attention.to the inAividual student. Maintaining order,-structure

and control is important and often difficulty’ . -,
’ )

LI Y Almost all the STP parents expressed satisfaction with their

child's self- contarmed placements. The students and narents alike “value the,

small classes, individual attention, slower pace and less demanding materaals .

associated wzth ﬁelf-contalned clasfﬁs. There, are several STP students who

3
say they would drop out of schHool were it not for' the self-contained program.

_

Requld&r academic classes, even/with resource class support, are.not considered
Al

. viable a_lbernatives. . - %

7 . The STP students in the- self-contained program all recoqnized they

»

had serious learniny prohgems. Some accepted this fact with grdce; some were
s

< {
i self-deprecating. All the-self-contained students recognized that their pro- ™*

’

gram carried with it a stigma; but mostyere able to. take it in their stride,.
_discount cr1t1c1zeéf as unlnFormed ("what do they know about it?"), or disregard
the sthma as 1nsi@n1f1cant ("so what, if heing 1n the program helps me")f
Althouqh the STP self- oontalned students. percelved a stigma associated with

¢ . their- oroqram, they did not perceive a stigma directed toward theq personally,

e
and all accepted the program -- despite the sthma - as their salvatron from

) : . : -

~\ . the failure, pressure, frusStration and exposure experlenced in “the reqular
. )

“ clasks. A

g -f i ' A Placement in the self-contained profram has impllcations for the
LD self -contained student's frzendsﬁ!p oatterns. For some students, perhaps
’ more at O'Brian where all the LD self- contarned clagses, are located in the -
——"1r‘same hall, a cluse social network has developed amqng some students. Whlle

(8]

3
thls has its dlsadvantages when attempting to malnta%h class discipline, it

" also prov1des some students .without friends with a new soc1al outlet. , On the
.  other hand LD students in,self -contained pro%rams have f‘mlted opportunitres

to meet students outside the LD .program. Since there arh pqoportlonally fewer

gxrls 1n'the self- conta1ned learning dlsabrlﬁtles program, LD students' socral

contacts withfglrls are particularly constrained.
; . 9 ‘:; Es . , \ N .
cry . .3 e . \
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. -~ For the STP students with severe learhing disabilitées, the self-

contained class provides an instructional‘envuronment in which the students

‘_aré not totally overwhelmed, seriously pressured, completely frustrated, uttexrly

-

unsuccessfil, and genuinely unhappy. Instead, these students are able.to 4o
most of the basic work, gain self-assurance and self esteem, and take prlde in
their accomplishments. .Even the KD students whose 1earn1ng disabilities are

1ess severe appreciate the self-contalned class environment where they are com-
L ' .

fortable, know what- to expect, ang are able to master the material wlthout great

. strqule. f “‘\\\-
. ¥ ' - .
*The LD self-contained students whé are reaspnably attentive,

participate in class and do the assigned work, are able.to acauire new know-
ledge, learn new ideas and concepts, and impfove their verbal fluencv. Even
the students who are less involved make some proaress, receive passing grades,
and earn c%edits towdrd araduation. And passing arades, even if based on a

different standard, arxe apnreciated By the LD students as a symbol that thev

~

- ¢

are not'losers or failures, and have worth as persons.
Although all the LD self-contained students acauired new knowledae

‘from the instruction in their self-contained.classes/ they did not seem to

improve their reading or other basic skills. This ay be in part hecause there
is no systematic remedial or developmental instruction in basic skills. One

high ;school has initiated an experimental reading program that may eventually

pProve to be effective in improving student reading and writing.
- N $

x . . .

For many LD self~-contained studenfs, perhaos more for those who. are -

not highly motivated, the self-contalned classes are the only reason thev re-

main in school. They have made friends in the LD program, they feel Drotedted,

the academic pressure is télerabde, and consequentlv thev eniny school. '.Given

that each year in school increases their knowledge, nerhans improves“their {
skills and allows them time to prepare and plan for a, post—hlqh school future,

the holdlna power of the self- -Contained class 1s of henefit. i W
. The educatlonal ®nvironment an $ekner1ences availahle.in' resource ’
v Y -
* y

clasges are described .in Appendix I. Resource teachers aeneraldy have two:

~u ¢
O, objectives with regard to the instruction -of the LD students  first to serve
{
as a-support to th% reqular academlc progran, and seébnd to develop the hasac
f 3 .
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skills that apoear to be the student's major learning weakness. A third

important aspect of the resource program is the role the resource teacher plays
as mediator or advocate for the LD student vis-a-vis his or her regular teachers. ¢
" The LD resource students and their parents view the resource class

instru¢tion as moderately effective in developing their skills and providing

assistance with their regular classwork. But resource students, more than the

self-contained students, resent hav1ng to be associated with special education

.

and the ltarnlng disabilities 1abe1. The students in self;contalned programs

acknowledge that tHey have serious learning difficulties and that they need s
! ‘ .
intensive academic help, even though this means separate classes and perhaps

some stigma. The resource stuﬂents‘view themselves' as kasically academically

arning disabilities label for -

[

com?etent and are less willing to accept th
assistance that has no guarantees.
The resource students in our stugy hdve no social problems ass lated

with their learning disability, their LD label, or their resource .class place-

ment. ,They are articulate and at ease in conversation, and they are soclallv
mature. Almost their entire school day is spent in regular classes, and they
think of themselves’as regular students. ) .

The effectiveness of the resource class instruction depends .in large

part on the LD student's own initiative. "The student is the person who must

determine what regulag classes are causing him or her the most difficulty and

what partlcull!’reséurce-class assistance he or she would f£find most useful.

.

: i )
Those students who thought theiy resource class very helpful ‘took adyantage
of the assistance of the resource teacher, using the resource class as an

opportunity to develop basic skillks in an area in"which they wére weak or_as
. : s ] . . * i
an opportunity to get some’ asgistance with dlfglcult or confusing regular,

-

" class asslgnments. .- -

Those LD students who %ame to their resource classes with nothing

.

to study or work on, no idea of the asgistance they needed or t:‘}areas causing
them problems, and an unwillingness to work on teacher~initiate

skill develop-

ment activities, consedq§ent
. 3

benefit from the resource

made little progress and felt they derived little

s. 7Po the extent, that the student or parent

viewed the resource class a®a form of tutoring for studengs doing poorly in

regular classes, the students, parent and resource teacher were apt to he
. ) -

/ o o




- % ’
dlsapp01nted and frustrated. This is because the resource teachers are not able,

nor should they be expected to prov1de*1nsttuctlon in the Substantlve content

t

of their LD students' reqular cofrses. “ ]
Movement/between the resource and self-contalned placements occurs
. relatively infrequently because the teachets 1n the two proqrams are different
and because there is a rather large conceptual qulf between the two nroqrams. \
Self-contalned students do not want to rellanlSh the stability fnd protection
available in their self—contalned classes any more than necessary, and defi-
. * nitely not in academlc subjects. Resource_students refuse to share the self-“»
contained students' reputations which whether deserving or not, are not posi-'
tively perceived. Although it is extremely difflcult admlnlgtratlvely for a
resource student to reduce his or her malnstreamed classes by attending the v
rce class two perlods each day, 1t is re1at1ve1y easy for a se¥f~contained
student to increase or decrease h1s or her mainstreamed classes. 'In fact, self-
contalned students who‘are in vocational programs may have only onée or two
special education classes a day. %
‘ ~ Becalise the resource and self-contained programs have evolved as
separate adm1n1strat1ve systems, the’ change from the resource to,.self- contalned

t

cateqory or the, reverse may involve a different set of teachers and a. different
aqmlnlstratlve contact person. ot ,

In sum, there are both self-contalned and resource placements avail-
able to the LD studénts. They_appear to neet Aistinctly different leatning
needs and levels of disability,,to offer different instructional content and

. approaches, and to bhe relatiwely separate adm1n1strat1ve1y, with the result

that student movement from one placement to another is 1nfrequent.

5.3.3 To the Maximum Extent Appropriate with‘Stahents B

Who Are Not Handicapped .
. , R
. As we studied the STP students, one ever-present question was what ,
happens'to these students, socially .-~ psychologically and academically -~ when !

.they are placed in regular classes. It 1s clear that the answer to that qués-

; P

"tion depends 1n'1arge part on the student, and particularly on ‘his or her
» ability level and.motivatlon: By ability level we mean -the degree of sever1tv
of the student's learning disabllity, and by motLvatlon we mean a constella-~

tion of behav1or such as paying attentlon ‘in class, completlnq or attempting }r

' ) 105 -
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to complete homework assignments and askinq for help when necessary. The .

\  teachers of the STP students tended to describe this, motlvatlon concept as

JN
"trying hard," "being consc1ent10us,' "wantlng to succeed, and "having a

- -

. \
good attitude,? and th%re was general agrdement about which students were
or were not "motivated.” The two~by-three matrix of ability x motivation in-

-~

Exhibit 8 categorizes the STP students.a ) . . .
Very few. of the low ablllty STP students were placed in reqular :
academic 'classes and those who were, were placed in ¢ ses for academically
unsuccessful students (ViEfy and Tim). Tpese two students are bhoth hard-
working and motivated, and in t@e.slower-paced classes these students did
well; even better than some o% their non-1D couhterparts whohheré less
motivated. ‘It would seem that these "halfway" courses'offer a reasonahle
‘ alternative to self-contained classes, at Aeast for the motivated student. )
Thare is an important caution, hoyever --.many of the slower-paced regular
' academic classes for the "academically unsuccessful” are designed for and .
include large numbers of social and achemic misfits and discipline problems.
Vicky and Tim are not discipline problems, and it would be a great dissegvice .
! <to place them }n a class with ‘students whose reason for nonachievement was
d?scipiinary rathe; than learning disabiliéy-related. .
. Xf‘ All o{ the low ability STP Students were in regular vocational
- classes, either at e%e high school or at the vocational center, and in requ-, :

\\ lar PE classes; Wally was in chorus. Two of the low ability STP students

A

\ attended voéetional classes which were Adifficult. for them and in which thef

\ donsequentlg;lost interedt. Anne, for example, found home economics to be
\ drfficult. She cut many classes, spent the t™e in class sitting in another .
area of the lasée classroom chatting with a friend, and learned virtually .

nothing. Julian believed he was a good artist. He drew pictures well and

-

his family had praised his artistic talent, but he had difficultv.in the art

course because he couldn't copy well; this was a difficult fallure for him

)

“to copk with. He gave up trying to do well in art and felt devaéted”by his
~N
failure 1n the school situatlon to do something he thought he had the ability

. to do.-

©

. The low ability LD students who are willing to make a sincere,

consc1ent10us, and continued effort do succeed in their vocatlonal classesS g
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o - . Exhibit 8 . .
’ . . STP Students in Ability and Motivatioh Categories
A . N
- ’ , (
3 . P ¥ Motivation
Ability |
. I | .
‘ | High | Low »
' ‘ “: . I .
, High | Deeter (R) | 7 Petexr (R) -
S “ t David (R) ‘
v I
- - I I
Moderate:. | Ben (R) I Ted (R)
- \ | Jock (R) | - \
\ . . Dick (R) I
| Eddie (SC) |
| | .
* . ’ N -~ I ! § .
. ' Low T - Vicky (sC) | Bill (sQ) -
& | Stuart (sc) | Sally (SC)
| - Time (sC) | Julian (SC)
v l| Wally (SC) I Anne (SC)
. - I
z AS
L LAY s - P
. . ,
k.—./
(v '
N .
. . . .
- v -~ ]
) A ' .
” . - .
. /
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‘ although this success may.be accompanled by some agonizing\periods. Certainly
a student like Vicky, who betomes physically sick with the pressure she perceives
to exist in a reqular class, ig a vivid example of thls. sccess in reqular‘

. vocatlonal classes, whether deflned as pa581ng the Course or as learning some
new skill or competency, comeS with a rather high pr1ce. exposure to other
students and to a teacher wHo may not understand or be sensitive to your ‘prob-
lems, and pressure to work hard to meet even the minimum demands of the class.
Then there are the risks of fallure, wh1ch are higher and more devaetatlnq than -
in' the more protected self-contained class. Success when it comes pay be more*
valuable, but fallure may be more cost y in terms of- self- ~esteem,

Although the work is hard a gKe r1sk'of failure high, there qan

T be no question that one’ 1mportant Jbenefit of the malnstreamed nonacademic

class\s is social contact. For’ V1cky and Bill especially, and even for Tlm,

Eddie and Stuart, their regular vocatlonal and PE classes were a prlmary

-

source of fr1ends. . . -

4,

“Perhaps, it ‘is useful to speculate on the oualltles of the non-

academic classes that seem to create a more positive env1roapent For the low
‘ ablllty LD student’. .One factor is the degree of 1nd1v1duallzat10n and self- ) .
paclng. Individual industrial arts projects and assigfments make 1t possible ¢
for students like stuart and Tim to wéﬁk dlllqently at their own speed to
f1n1sh a particular pro]ect. Vlcky s typlpg.class had several fixed class
* assignments and timed .tests each day which Vicky~f8335 difficult to keep
abreast of. The flegibility of “the vocational classes may work against the - ,
non-motivated students, however, s1nce w1th no one Droddlng them to keep a
rimeline, they may get way beh1nd ~-'e.g., witness Julian who wasted so much

time in mechanical drawing. ’ . .

- } . Another factor may be the 1nior:?lity of the class and the willing-

ness of the teacher .to work individuall ith those who appear to need help. -

The L student who requests assistance in these classes is relat1vely incon-
. ' spicuous, since studentstre less notheable asklng for asslstance “in an -
1nformal, somewhat ogen class than they would be if the teacher had to make a - ‘
. spec1f1c move to%recognize their need\ ' . ‘
' ) v ‘A thirad factor related to the success of the low ability students )

in thelr regugar nonacademlc classes is the relatively greate§§we1ght given

ERI
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" %o concYete broducts rather than written papers, ass1gnments and tests. LD

b

» y students frequently could produce;adequate products, if not adequatg written

e [

work. : .o L c : 1 .
," . The STP students with moderaté ab111ty a&e able to do well in their

nonacademic classes; they are able to understand and complete the ass1qnments - ‘-
\’ ' even the written asslgnments.' They do-not feel. under pressure, hor do they K

* n -
: feel'their learning problems are exposed. Their bas1c skllls are sound en6tpgh
. P4 /
: for them to- manage the academ1c content of the nonacademic classes. / .

~ .

. These Students enjoy ‘their nonacademlc cfasses; they are comfort-

able 1nrclass, like the subject matter, feel ~- perhaps for the f1rst time --

T L)

o that the#/have talent and are capable of masterlnq a schopl course. Even 1f i '

-they are not mot1vated to w0rk hard in their’ academ1c classes, their interest
it

in the honacademic class actiyi ies and increased self-esteem motivafe them to

¢

v work hard and succeed in their onacademic. classes. ' ) .
. ~The'succgss*éf the moderate abhility students in their regu!!r academic -

classes is more‘problematic. * In classes for the academically unsuccessfur'or

’ low-achlev1ng student, these students do well 1f they .d6 the work and pay atten-f

1
» _tion. Often these students are the better students in these classes and may .

.

, even be “bored" with the slow pace and the time spent in class management rather

. . Fa
than 1nstruct10n. L ’ £

- I
- The moderate ability, students have a real struggle with the1r other

!, 4

N . academic classes. For these,studemts, the class pice is fast, the reading

-

' - assignments or problems difficult, and the curriculum éxpectations demanding. : >
Jock manages by studying 6-8 hours at home every day, and taking the most diffi-~, |
cult subject -~ math -- in the resourcé class. Ben manages by heing in a voca- |,

. X - 3

tional program, which megns he, takes fewer academic suhﬁeets. Dick ‘manages hy

- -

working hard, uslng hig charm and dlplomacv to the utmost, and gettinq his

resource teacher to 1ntercede .on hig behalf. Ted, who does not work hard, is

just not manaqing. Qﬁﬁdie:takes his difficult acad%mic courses as part of the

.

self-contalned program. .

'

o ) ~ These moderate—ablllty stndents do not seem well served by either

~ .
the resource‘or self~contained placeméht. -The résource' class is very helpful

<@

but it "is not enough. Perhaps two periods of the resource class would provide

.
.
i ” 4 1 &
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AS
_an opportunity to get both support with ’he reqular class assignments’ and basic'

.

instruction in a subject area. Dick's schedule, for example, couldlbe.
4 R .

- , PE (Type €)

~ -

B World cul&ure (Type 3)
. : ’ Algebra (Type 4) .
Biology (Type 5) . ‘ ) .
English (taught through a resource class)
Basic Skills.Review (Type 15) J

.

With this schedule Dick could haye,one class period of English

-

taught by the resource teacher _and a %Fcond period when the resource.teacher

.assists him as needed in }1s world culture ~and algebra classes and Works on

his other sk111 def1c1enc1es.

>

Another possibility might be to mix resource and self-contained

2

classes. Eddie' s schedule mlght be~ & -

*PE (Type 6) * - ‘
« . Mechanical drawing,(Type 9)
Algebra (Type 4).

: English (An self-contained program) : '
° Earth ence (Type 3) : N
Basic! k ills Review (Type 14)

»
¢ .

Eddie would h've English, which is his major deficiency area, in a
self~contained class, and have one period in which he received support. for his
other regular classes as well as further assistance in his other skill
deficiencies. . - o _ ot

The high ability LD stuaente who work diligently succeed in all
regular academic classes and éven in academic classes for college;bound
students, but without that application of effort no amount of resource support
or intervention seems to be effective. A resource teacher can only do so much
to assist the LD student, both .in the resource class and as a mediator with the
regular teacher. ,ThesLD student must do the rest by attending Cclagses, doing
the homework, and at 1eastiappearihg to be working at his or her capacity.

P
» “The success of both resource and self-contained students 1n their

regular academic and nonacademic classes may be supported by the efforts of the
)

. learning disgabilities- teachers in several ways. Plrst, the learning disabili-~

ties teacher may help the LD student with the work agsigned in the reqular
~

3 * N

’




-« Class. Thlsllncluaes reading and/or 1nterpret1nq 1nstruct10ns, helpind to

organize ideas for pavers or projects, proofreading* papers and other as51gn-

ments, and making sure the student knows what is due when and that h%s or her. |, N

assignments are done on time. The LD students in resource pldcements yeceive

-

much more assistance with their fegular class assianments than do the students
in self-sontained classes. The resource teachers believe their major responsi- )
b111ty is to support the LD student in his ‘or her rggular class work; the seIf4
contdined teachers belﬁeve their major responsibility is to teach the suhject
matter des1gnated to be covered in their self-contained classes. Thus, the low
eZ}ltty students 1n se€lf-contained programs need more but get less support in
.z etr regular classes than do the moderate and high ability resource students.
Second, the learning disahilities teacher may reed test instructions,
administer written tests orally, and allou students extra time to cogplete tests
under their subervision. This type of assistance seems to be equally available

)

tg resource and sSself-contained students.

.

Third, the learning disabilities teacher may be an advocate for the a

students, explaining to regular teachers the nature of the student's disability,
the modifidhtions that are necessary to accommodate the student in his or her . )
regular classes, and what Eeaching strategies might be effective when instruc- »
t1ng the LD student. ‘Part of the mediatién or advocacy role involves explaining 1‘ -
the d1st1nct10n to be made between the learnlng dlsabllltv and the student's

. level of motivation. The resource teachers seem to provide more of this advo-

.

cacy and mediation than do the self-contained teachers. Again, contact with
and support of the student's regular prqgram is paramount for the‘tesource ' 7 e,

~ teaeher and ef seemingly lesser significance than the subject area content to
the self-contained teachers. . .. '

An important aspect of the least resttictive environment for the self-
contairied students is the location of their classes within th% building. We
had an opportunlty to observe the}fffect of scattered and consolidated self-
contained classroom sites. Having all the self-contained classes within the .
‘ same *area encourages communication and mutual support among the LD program

staff. It may also make behavior management easier. ‘Altheugh the students

have less contact with other nonhandicapred students in the school, they do

Rave more contact with each other, and a close protective social network seems .

\

4
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- to have evolved among‘;he self-contained students who share a common LD hall.
This camaraderie carrigd over. into the classroom and was quite therapeutic in

making students comfortable with the learning disabilities classification. Of

P
. .

course, the LD resquce students want no association with this area or these

: "students. ! 1 . . .

In the’ school with scattered LD self-contained classes, the;% was -
more opportunity for contact hetween the LD students and the nonhandicapped
students in the halls, at lunch, and in the lockér and commons area, but the
protective community among the LD students was not there. Some LD students -,
particularly Wally Quinn, who was often taunted by the nonhandicapped students --

would have benefitted "from the support tHis network might have offered.
“f .
. 5.4 Implicatiors of-the Least Restrictive Ehvironment Provisions
. > . [ "
%
5.4.1 Implications for Polisy Makers . / .

s

©3 - . P
h o e Continuum between Resource and Self-contained Placement

>

. The placement of LD secondary students must o::rate within *the
structure of classes, courses, credits, schedules,(and time pquods that charac-é%

" terize the organizaﬁipn of most high schools. 1In the gchool district of our o
study, placement ig.the resource class translated into taking a course for one
period a day that supported but did not replace a traditional'subject; place-

= . ment in the self- contained program translated into taking general required

- }, subject matter Qourses through the learning disabilities program that substl-
N tuted for the reguIar academic courses. At the high school 1level, there is a

fundamental praétical discontinuity between the resource placement, which repre-

sent$ support ' "for regular clasges one period a day, and the self-contained

plhcement which represents replacement for regular classes and extendsiover. *
« several periods. ‘Add to this discontinuity caused by the difference in staff
‘e ' in the‘two prqgrams and different hdministrative structure, and the concept of
'a\ a continuum must give way. . Z;N

Custis County is exploring ways of infegrating the resource and
self-oontained programs so that a student can have -both types of services -~
i Support to the regular program and substitutes for regular academic classes .
that are inappropriatg even_with resourge-type support. New models of service
- Q§livery to secondary LD-students ‘that integrate resource and self-contained
piacements into a‘meaningful.continuum need to be identified, evaluated and

&

disseminated. - / p

‘EMC X -‘ '. ‘ 7 . )
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- . Not'only are _new models needed to insure the implementation of a

.

1continuum of alternatlve placéments, but they may also be needed to 1mplement

placements as close to the student s home as p0551ble. Our findings
that attend1ng a special program in a dlfferent hlgh school breaks
11m1ts soC1a1 contacts 51gnif1cantly.' Except in rare cases, student do not
7 o 'llke to go to a dlfferent school from the one where their nelghborhood
and hrothers and 51sters go. Models of school-based programs are needed. %7

e Less Demandlng Regular Academlc’Classes

- ’

, . "our findings suggest ﬁhat moderate and low abilityﬁlD students

-

definitely benefit from -slgw:paced academic-classes. ,
i;Regular edugatidn_attempt 'to prov1de academic instruction for

aca %Qicﬁlly unsuccEssful students should be explored‘to determlne to what

extent these programs are appropriate for LD students. Efforts need to be

unde ken to locate high schools that have developed good programs or clasges
L] * -

for academically unsuccessful students and to explore whether these prograns
or class can provide appropri%te instructional environments for LD students.

Higﬁrscho s with joint classes for LD students and nonhandicappred slower

_ successful they have been.

. , ® Instructional Materials ) -

. . .
Learning disabilities teachers complain about the lack of instructional

materials. Self-contalned teachers say there is not adequate material 17 the ,

' q‘nect area hey teach;. resource teachers say there are no materials to FsSlSt

1 .

.. in developlng basic study and organizatlonal skills or in the other skill areas

they attempt to developlsr remediate. Everyone -- parents, students and

teachers -- complain that there are no materials to teach reading; major learn-
|

ing weakness of many secondary LD students. Efforts are needed tp make existing

curriculum materials availabl®e and to develop materials in those-are where

~ i

therd are .voids. ) h )

b 4

'5.4.2 Implications for Program Administrators

e Attendance at 'the Home-Based School
) N
Our findings suggest a definite preference on the part of the LD -

3

students to attend their home-based school. Every effort, including perhaps

double or triple periods in the resource class, should be made to make that

. v . -
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is possible, especially for students w1th strong ties to’ their home-based schpol.

o Every effort should be made not to transfer studénts, espec1ally those who do

PR
not wish to be transferred from one school tooanother. Securlty,’continuitx .

and familiarity are important to ‘an LD student, and they resent and resist’ .

’ ’ ”
being moved. . -~ <

Y

' ® Reqular Class Support f£o&Y Self-Contained‘Students | .

hd . o

Because self-containe;udents attend regular nonacademic, vocational

and occasiona;ly academic classes, these students need the same type of reqular
class support the resource class provides. One of the self-contained student s

ﬁeachers and perhaps part of his or her self-contained c}ii: period,. should be

" available to support the student's reqular work. The self-wontained teathers

. ERIC

Aruitoxt provided by Eic:

Iy [ - .-,
.sought. A resource teacher can never proof an unwritten paper.

need to view themselves as having many of the same supportive and med;atlng

functions vis-a-vis the regular program that the resource teachers: phrform.

® Sense of Community for LD Self-Contained Students Tt
- - 14 ‘
The sense of community that has built up among the self-contained

students at O'Brian, based on having their own physical space, sugqests that
the self-contained LD students may need a common meeting area where tney can
talk, fgel safe and be part of a social uftit. While .grouping the LD classes
ot a common hall is one rather drastic way to accomplish this, otﬁéx‘approaches
such as an LD study room supervised by 'an aide-or volunteer -- mlqht offer a

e

81m11ar refuge for LD students in those high schqels where the self-contalned

classes are dispersed.

3
' -

® 'Resource Class Effectiveness .
In our study, the effectiveness of the resource class depended on the
receptivity of the LD student. ‘hlthough our findings suggest.that:tﬁe sel f-
contained students and parents view the self-contained program as’indlspensable,
the resource students and their parengs view the resource class as helpful but
not indispensable, To function more effectively, the. resource teachers may
need to spend some time educating students on how to recognize when they need
help, how to ask for help before it's too late, what type of help to ask for,

and what effort the student must .make for himself or herself to use thg, help

® Mainstreaming . P

[y -

We have heard it said that LD teachers are toe protéctive and-afraid

to turn the,LD student loose. Perhaps that's trué\ -- but there.may be good -
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reason for it. Three factors need to be considered in mainstreaming: the stu-
dent's ability level, his or her motivation, and the type of class. While the.

P students 4o not constitute a large enough grou from which to do more than

.

,speculate, certain observatioms can be made:
- ] . Y, A s ’ t .~

N . . . :

2~ High ability, highly motivated LD students.will succeed

. .in almost every class situation with {and possibly without) .

resource help.
. ‘ N

-- Low motivated’ students, even those ¥ith high ability,
‘- ‘. o are in trouble; the resource teacher may prevent some
trouble and provide an occasional bail-out, but this ,
will not be effective for long unless the resource .
- ' teacher can increase the student's-motivation. / \\ - : '

* -= Moderate ability, highly motivated students do well in .

. slower paced academic classes and all nonacademic classes.

One resource period a day is nﬁi quite enough time to

cover all the areas in which th‘.student needs help, hut “
the very slow-paced, non-démanding instructional level of . .
e self-contained classes is not appropriate for these

! stidents. . ,
" ’ -~ Law abilit§ students who work hard can survive regular
'. nonacademic classes and very slow-paced academic classes; ' b
/’ ' but for soge students it may be a painful struggle. )

’ -=, LOW a;iIif§ unmotivated students rarely survive in a regular ]
class unless it is a c%ass that particularly interests *

. "them. ’ ' -
- - 4

" . ‘ .
Although these observations arw,not grounds for making placement

. decisipns, the factors (type. of class, dbility, motivation)/seem to be very
~
clearly predictive of academic success in mainstreamed classes. ,The self-

, : \ contained students need‘to be nainstreamed fqr as many reéﬁlar ciasseslas .
possible (given the three factdrs) for social reasgns. The self-contained

. \ .
students use their regular courses as a social outlet and opportunity, and
" - . - l -
for that reason alone mainstdreaming should be encouraged. ; . _—
. M - .

. .
’
v

5.4‘3 Impligations for Teachers ‘ ' . -

-

. Special teacher support for regular classes

’ . ?pé LD teacher performs two direct functions that support the D

student in re'gular classes. First, the LD teacher agsists the student directly

' with his or her regular classwork; and second, the LD téacher 1ntercedes for

the LD"student t® assure that the student is' accommodated in the regular program-

—_— ) !
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o Coe With regard to the provision of direct assistance), 'our, obseryvations
' are that: - " - \ ' .

. . == Resource teachers provide this form of support very .
' - - effectively if, the LD student is open and receptive - 1Y
) and communicates his or her immediate needs. Self-
. . . containkd teachers do not view this as a prlmary . ' v ¢
L " ‘responsidbility, and little self<contained class time ©
o ey is alloaated to providing a581stance to the self-
' ¢ : contained studentftn’hls or her regular program. . .

A, -~ The LD students, both resource_and self-contained, »
L X, " receive relatively little assistance with-their -~
regular vocational classwork. This may be because ~
LD teachers are less familiar with the »gubject matter

- . and content of the vocational programs, or because the -
view academic.classes ds more important, or becapse . -
’ they think the LD student can succeed in vocational ' R

programs without ﬁpsis?ance. | g 0
. ) \ -

Thus, 1t appears that self-contalned Beachers need to be more act1ve1y

involved in providing support to LD self-contained students with thelr

regular classwork, and that both self-contalned and resource LDyJeachers need

to extend their support of the LD student s part1c1pation in tha’regular L 1 .

program to include support for non-academic -- particularly vocatlonal -
[} ¢ 1
. ‘ ‘\
classes. I . PR .
Assistance to LD students with their regular élasgzs can take.'
) » N

' several forms: N

~~ Helping the ,Student schedule his or her study tlme . . -7

+ » N
for the day or week #
. - -~ Developing the stident's skill in taking notes from "
’ ' , lectures; outlining his or her reading i
- * .
é‘ ) T Assisting the student 1ntorganlzing his or her thoughts .
N . and developing an organization or sequence of ideas for
, . " wwritten reports or term japers .

- ’

o= -- Reading aloud and expl¥ining written material té; tne
student; proofread.hg the student s written assignments ~

~~ Helping the student understand his or her homework s
< ingtructions, study for tests, ahd undgrstand and learn
) . from his or her homework or test mistakes. | Pk

. ¢ -

The 'second major function performed by the LD teacher is to

intercede for the LD student in various ways and at various times with his

. ~ . ’

or her regular teachers. This may take several forms: i

—a ! ' : . “'
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. ’ -- Explaining the, student's learhing disablllty to the //// R
" regular teacher o . 3 ’J

-- Suggesting ways the reguiar teaéhe;zmight modify.‘
- . instruction to accommodate the LD?student

M ~- Offéring to assist the regular téi&her by providing
additional materials, crisis intervention, or alterna- ‘
tive testing procedures ", -

.~-- Identifying regular teachers ;hose teaching styles’
match the needs of LD students and arrangihg for LD
students to be placed in these classes :

~- Arranging for the LD student to participate ig the
. extracurrlcular program of the school (ejg to serve
’ as an athletic team manager)

)

- Negotiating for the LD student in academic difficulty; ' .

arranging additionq%‘time to complete work, or second
» tries at failed tes '
e "Regular Class, Accommodations - ‘ o _ . ’/’
. < ‘

N -

Our observation of classes and interviews with LD students, suggest
" that certain instructional strategies are beneficial to the LD student. Theée
. . : . 2
strategies would also seem to be edqually beneficial to the other students, and

none ¢f thef require major overhauls in secondary school teéaching patterms. .
1. Lectures, " Most LD students -can listen to and comprehend } -
. ' a teacher's lecture. But it helps if as the acher lectures <« -
o he or she writes® important points on the board\so. the student
has visual as well as oral stimuli. LD stud®nty, especially,
need material that is presented clearly and. car dfi§\‘tructureda ' .
N d There needs to be emphasis and repetltion of i rtant points e.g.,
, i (e.g., "this is important; write this down; I'[ll1 say it again®).

2. Board Work. Many LD students have difficulty &opying
from the board. There are some simple ways aro
. this~-Handing outr a written copy of the material\on the .,
board; allowinggﬁhe student to stay after c¢lass to finish ~
copying the material; or asking another student to allow
the LD student to copy that gtudent's -.notes.

? 3} Homework. Homework is a real burden on the LD student,

: since ‘it frequently takes him or her longer to complete it. 4

Perhaps the LD student can be givern shohter assignments - or

assignments that are limited to *the first set of problems

if the preblems are sequenced according to difficulty. ‘Many LD

. students require more repetitipn to learn:-a concept. Thus,

' N - although 1t takes them more time to complete their homework,

they actually should be doing more, not less of it. 'One way "
to solve this dilemma is to permit the LD student to do more ’ .
of the easier *exercises or problems. The quantityxemains

the same, but the emphasis is on so0lid mastery of. the basic

principles and not on tricky exceptions or applications.

. ™~
118 , .
\‘l( . & : . ’ .




Another solution might be to give LD students extra credit
for pxtra mework or perhaps the LD student could turn in
- the Bame homework twice: first‘onhtﬁefday its due, and second
. ~° on the day after’its been explained and the LD student- has ’
corrected it.

Projects. LD students appreciate the opportunity to work
X at their own pace on thier bwn projects. This allows them ’
to pick topics of interest, to work without pressure, &nd to ’ '
obtain help if necessary. Group.projects may result in the
! LD student being left out, assigned a trivial task (to do .
the dishes), J® being exposed.’ Group projects thay’ are ’
carefully structured so the LD student must be acfive may
' avoid some of those consequences.
g Vs
5. Team learning. 1D sﬁudents learn well from other students.
\ Formally pairing students rp teams or study groups, or just
informally allowing students to complete or correct homework
or classwork in small groups, gives the LD student:access to
another student who can give help and encourages the social
integration of the LD student.

6. Grades. LD students, genealiy speaking, do not need a
N separate gradlng stgndard. But they may need addltional
opportunitiese to brlng their éradés up: e.qg., doing extra
homework, turning in homework or qulzzes a second tlme after
corrections, 4doing lndlvidual projects in lieu of or.&n addi-

- tion to tests, being allowed more time on tests,- or being o, .
. alloled to take the same te€st a second time. : :

7. Individualization. The LD student.qenerally does not require
different or separate instruction from that provided other stu-
dents, but he or she may need individual attention. The LD
’ * student may need to be individually encouraged to participate
in class discussions by being asked questions that he or she can
answer, and that do not expose the student's disability. They
Aﬁ may need individual attention~hints, reminders on how to do
activities, and encouragement! ) "you're on the right track;
it's just like what we did ye remeqber to divide first by
o -,zn).

4

4 . .

5.4.4 Implications for Parents

~
! e Pparents' Rol® in Placement and Program Decisions

«©

3 -

r o
Planning a least reStrlCtlve educational program for an LD student

represents more than just con51dering whether the student should be in a re-~
- v 2

squrce or self-contained program, Jt's even more than deciding wthh classes

the studént should take through the regular program and which through the
) special education prpogram. 1It,requires understanding what the student's. abili-
ties and interests are and what type of'clae;es and instructional styles ;are
) . available. : i )
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garentsiehould‘recognize that the major wa} LD students compensate
for their,disability is by "trying hard.” Parents need to enéourage and
reward this pecessary‘extra effort, bgt»not make unreasonable demands. -
Parents need to make an effort to-understand their child's ability -- what
subjects are hard, what.baSié s§ills are deficient or slower to develop, what
areas cause\frustration and failure. Parents also need tagbe realistic about
the motivation level of their LD child -- how hard is he or she willing to
work, how much pressure can he or she\%olerate, whe;her he or she is willing
to ask for help. Almost without exception, in order to succeed in regular
classes the LD student must compensate for his or her léérniqg disability bv
diligence and hard work. ‘The more demanding the regular claée, and the greater
the s%udene's-disability, the harder the student must work.\ The#;esouree or
self-contained class teachers will provide.some essistance to the LD student,
and the regular teachers may provide some accommodatien ~~ but tﬁe student fac-

. 2

tors are ever present. . ) “ -

o Parents cannot make unreasonable study demands on their teehage‘

¢ B .
children, bu:\théy can encourage good study habits by: 3reating a time and

place where ghe young persan can study uninterrupted; using persuasion and any
other available incentives to insist that the -student does in fact study, help-
ing in whatgger way possible with homework and other assignments; and rewarding

conscientious, hard work, even if it does not immediatel} translate into good

P 1

grades. '

l ’ Parents must reinforce' the efgorts of their LD ghild,'the learninq
disapilities teacher,’and fuidance counselor to place the 'LD student into
courses and with teachers that are appropriate for their child. Parents can
support their child's legiéimate requests to Se scheduled into or to .change
specific classes or teachers /if the LD student has solid grohnds for believing
the specific class or teacher would be more appropriate.

5.4.5 Implicatigns ‘for Studentg

A}

e Class Selection -

N Ay
N ‘The STP students were well aware of the type of claszyen¥ironment

that accommodated,their needs. .They knew whetffer they needed a slower pace,.

1%ss (or more) homework, clear explanatione\\individual,attention, oh%nnees and

informality (or structure), freedom:(or discipline). And STP students knew or

could. find out which teachers would be suiteble for them. If° they don't know,

s




they certainly should be encouraged to find out. If an LD Student clearly.

" explains (1) that he or she needs a certain kind of teaching style or class

environment, and {2) that Mr. Lewis of Ms., B?rry teaches that way or has that
kind of-class, then (3) that LD student should be scheduled into that class.
The random assignment' of LD students into regular ‘classes should be:keplaced

by legltlmate, careful student selectlon of the type of clasg.and teachér he

-

or she feels will be most appropriate. «The LD student's taachers, parents, and

.

guidance counselor should be resources for this 1dent1f1catlon.and matchlng

process, providing the student w1th information and arranqlng a personallzed
‘(not randpmized) schedule. It ;¥ LD -student ’ can offer legltlmate'hxplanatlon

for why, he or she WISheS a particular teacher or class, there should not be

administrative barriers preventing placement in that class..

¥
® Coping Mechanisms

. /’
The principle coping mechanism of the successful LD student is to

exert greater effort. LD’studeqts need to learn certain behaviors that give

.

evidence of their interest and motivation to learn. Practicing these hehaviors

may increase their learning and will certainly improve their érades. Here are.
. - I3 1

e

some suggestionss ' N

-

1., Go to school.
b ¢

v

’
s 2. Go to class (students learn just by being present).

.

5. Have your equipment with you (your books, notebook,
paper, pencil); you can't do anything in class without
equipment.
Pay attention; sit near the front so you won't be dis-
‘tracted, and at least listen to what the teacher is saying.
Take notes and copy what the teacher writes on the board,
especially 'the right answers to the thomework and tests.

Participate in the discussion; volunteer to answer an
easy question or do an easy problem; if you're wrong’
it doesn't matter -- the teacher will correct you.

Do your homework; do as muc¢h as you ean as neatly as you
Can; write down something for every problem or question.

Correct ybur homework and tests: looP over_your mlstakes
and” be sure you know why you were wrong.

Ytudy for tests; go over your notes and corregted homework;
review the book: quiz yourself or have your parents or
friends quiz you.

. . *
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10. Get heIp'early aﬁh oftgn from vour teachers, youraggredts, \x
your friends.

| b These suggestions are not gharanteed to maké the LD{BtudenE learn

md?e (;lthough that may ‘be a side beanit), bgt thgy‘doaproV{Eé céncngte,
objective—manifgstations of the student's intent to learn. fhe LD student

who acts like he or shd wants to learn and intends to learn may rnot learn more
than‘his or her non-handicapped péer -- but he or ;;e*will certainly earn s

- "fecognition and commendation (eupliemisms for good grades) from his or her

- regular teachers. . . ) .
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6.0 ' IMPACT OF PARENTAL INVOLVEMENT AND PROCEDURAL SAFEGUARD PROVISIONS .

6.1 Parental Involvement and Procedural Safeguard Provisions of -P.L. 94~142

— 2 s .

The regulations impleneﬁting P.L. 94-142 provide for procedural
safeguards, that protect the' rights of parents and students. Ig addition,
other prov1s1ons in "the regulatlons are 1ntended to assure the part1c1patlon
of parents in the special educatlon decision~making process. For, discussion A

N purposes, these prEZEE§a1 safeguards may be orqanlzed into two broad areas: / N

.

e ,rlghts to be notified and 1nv61ved 1nc1ud1ng the nlght
. ' to, ngtlce and consent and to participate in the devel-
‘opment of the-student's IEP. ~
. —n ; .
e rights to impartial settlement of disputes including
the right to an independent evaluatlon and to obtain . ~ Lo
T a2 due process hearing. : : > . //r
N Rights of notice andktbnsent guarantee to parents that neither \
a preplacement evaluation nor the initial plaCement im a special. education
program can occur without the knd@ledge and informed consent, of parents.
Not oply do parents have the right to be notified ‘and to consent but they ./

also have the right to attend and participate in the meeting af which their )

A

child's individualized education program is devéloped.

.

e Dispute settlement rights include the right to a due process*
. L} ¥ .

1

’
.

istratibe and civil action to appeal hearing decisions. Rights in evaluation

hearing before an impartial hearing offider, as well as the right to admin-

guarantee to parents the right to obtain an independent, outside evaluation ’ ) »

if they disagree with amn evaluation obtained by the school. N~

_ 1
In this study, each of the procedural safeguayds was reviewed to = .

s

determine how these safequards were implemented for the STP students and |

»

their families. Since we view the e practical outhme'of these due progedural
safeguards as epsuring greater parental part1c1patﬁon in the process, the
level of parental 1nvolvement was the focus of much of our analysis of these

issues. .

- -

.. T B2 , Implementétzzn\of Parental Involvement and Procedural Safequards
Provisiods \ .. |
ZIOVIP1OBS

: \\'\ - N

6.2.1 Right to be Notified and Involved

All of the STP barents received written notice of their child's
] .
impending evaluation and the placement dedision which resulted. 1Sever§1;%ad

i N N ~ . * -
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cop1es of evaluation Summaries. Custis County requires that a notice about

. review committee dec1slons be sent to parents. This notice specifies that %

parerits may request copies of the actual evaluation results., All of the STP
parents felt that the schools had done an adequate or better jobh of keeplnq

them informed about their child's progress in the program for learning disabled

' * students.* . 0 N : :

: . Ther schools in the étudg made a concerted effort to inform parents

-

about student progress and/or problems and to‘gain parental support for and

. participation in the learning disabilitiee programs.

.

-, The mandated method for 1nvolv1ng patent$ in the educational
planning process is to insure their presence at the annual meeting to develop
the required Individualized Education Proqram (IEP) for handicapped students.
In ghstis County everv effort'is made to ericourage parent attendance at IEP

meetings. Parents are sent letters followed by phone calls 1nﬁormfhg them of

. the date‘and time of the meetlnq. If parengs stlll cannot attend, an effort

. is made to call them during the IEP se9s1qn to discuss the content of the

IEP. A copy of the completed TEP is then sent to parents who were not ,

present (for signature) so that they are aware of the goals set for their
child for the school year. Thus, the Idg)éff:rds a scheduled opportunity for

parents to sit down with the special education teachers and administrators
i b" and d1scuss the’ student's current functlonal level and aoademlc agoals.
. Desplte the generally h1gh level of parental involVvement demon-—
strated by the parents in this study,.many of them did not know what an IEP

rieeting was and could not relate the goais set for their children. School
- N 7 13

- . ) a .
N records indicated, however, that with the exception of Mrs. Warren and

.« " Mrs. Tupper, all STP ga?énts did in fact attend an IEP meeting during the'
. R ' . , .

o . ’ A . ’ .
‘. *It should be noted that the sefection of students for participation in the STP

" study was Based upon 2 decision that certain parents would bhe more willing to -
participate than others -- based on previous ‘interaction between the - program
adm1n1strat6r and the parents As a result, STP parents represent a selec-,
tlon)blas in’ favor of active égient partlcrpatlon in the education of learning

disabled children. . . : .

v o R . . . .
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last school year. There were exceptidns to this inability :to remember
meeting specifics. Mrs. Graves, for inétance: was dissatigfigd w;th the IEP
goal wmich stated that her son, David would pass all his courses -- she felt
that thé goal should have been that Pavid would do well in all his classes.
Parents generally are not familiar with special’education jarton, so it is
not aiways easy to determine if the meeting they describe as an IEP meeting
actually was such, - ® -

In addition to the IEP meetings, the teachers in this study have made

~

%

other efforts to involve parents. At West Forest High School, the self-contained
program staff have experlmented ‘with several forums for bringing parents ﬁnto

the educatlonal decision-making process. Among act1v1t1es undertaken to meet

. .9
this goal was a special evening program held so that parents could discuss <

thei} children's course selection process for{the coming school year. Althof¥gh
the program was attended by relatively few parents, the department was pleaéed

by the response of parents who did come and is plannlng to hold other meetings

for parents' groups next year.

At O'Brian’High School, the self-contained program director has
devised severai forms to send to parents describing the student's progresé.
One form involved a detailed breakdown of the child's performance, atten- .
dance, attifyde, and progress in each clasf. Parents wére sent this informa-
tion on a quarterly basis -- as an interim report. Another form'summarizeé
evaluation results for the parents. ) . .

In both schools, teachers have made an effort to meet with parents
at parental convenience -~ teachers even schedule meetings very early in the
morning to ‘accommodate ;orking parents. Unfortunately, parents somet{m§§
forget about these meetings, or simply don't show up. Tﬁg teacher who
sacrificed personal time to make the special arranaements is left waiéinq
at the school, frustrated'and angry that the parents have "done it to them
agaln.”‘ The teachers have to maintain a higm level of personal commitment
to persevere in their efforts to involve parents because this kind of thing
happens frequently. Last year, both Stuart's and:Anne 8 parents missed more

than one scheduled meeting‘%&th LD staff.
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Parent involvement in general ‘tends to focus on ctisis interve

tion. ,If the student is doing reasonably well«é;>ichool and does n egsent

behavior problems that require parental attentio - whether at school or at .
-,

-

home -—fmost parents generally appreciate the status quo. If .a student is
doing poorly academically or is manifesting disruptive behavior, the parent

is much more likely to question or be questioned by the school in an effort .
to deal with the problem. Another factor which contributes to the level of
parental involvement seems to be the perception of parents>about whetherhthe
scnool staff are.allies in their efforts to deal with their sons and daughters.
In this study, both LD self-contained program directors at O'Brian and West

Forest High Schools were perceived by parents as being- advocates of both ' -

parent and student concerns. Parents spoke frequently of calls made to these

N [

.individuals, or vice versa, whenever there was a question regarding their ~
(]
child. . o
S . .
‘5.‘“. 6.2.2  Right to Impartial Dispute Settlement
- b ’ . P ) » -
. ? ’ Although the law mandates two mechanisms by which parents may resolve L

disputes with the school system -- independent external evaluations and due

process hearings -- neither'has been employed by the STP parents. There hade‘ ,"'
been disagreements of varying magnitude which focused on a variety of issué?.

For the most part, however, the resolution_of these disagreements has beent'

accomplished through face-to-face discus{ighs. ‘ ;

_ Several of the STP parents have had strong opinions regarding the
proper education for their.children (for example, the Mallacks, the Warrens,

the Fines, Ms. Quinn and Mrs. Twpper). Their desires have been, at various

points in the past, at odds with the schools’ actions. An analysis of the

IR
resolution of the conflict between these parents and the school provides

insight into how disputes are typically settled through discussion and compro-

mise. None of the STP parents has ever come close to resorting to fggmal

%

dispute settlemerit mechanisms -- throdgh either#independent evaluation or

¢

th1rd—party hearings.

Dispute settlement for STP parents "ig characterized by'the following
steps. First, a problem is identified. The problem may be from the school 8 .
perspective, the parents', or the child's, or may be a combination of concerns. .
Problems usually relate to whether specific services are to be provided or to
placement decisions. Once an issue has been de;ined, parents, teachers or

N ..
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administrators‘and, infrequently,'stﬁi%hts mee€t to discuss the issue. This
meeting may-be initiated by the school or by the parents. Students almost
never initiate meetings. At the meeting alternative solutions are discussed.
Usually both sides‘give a little, and a compromise solution is reached.

- in this study, the Mallacks‘came closest to initiating formal
procedures‘:‘ to resolve a dispute with the school .‘\When the school district
attempted to end fundimg for Vicky's private school.placement a few years
ago, Mr. hallack eacted very strongly He wrote letters to the County
Special Educat fon Director expresSing strong disagreement with the decision!

He indicated that he mi consider more formal action to keep Vicky in the '
private setting in which had made excellent progress The district.
reconSidered and allowed icky to remain at the private school until she

feached the high school level. when the schoel district decided after the

eighth grade, that Vicky's tuition grant could not be renewed because an

' appropriate placeQEnt’existed in the public high school, Mr. Mallack agreed

that the change miyht be appropriate for Vicky. He felt that Vicky's

social growth would advance in the public high school in a way that might

not be possible in the private school sgetting. -\

Anne.Tupper S parents felt that the school's suggestion that Anne's
academicf%ailures occurred because she did not try hard enough was very
idsufficient in dealing with Anne's increasingly bad grades and loss of

interest in school Anne's mother claims that she had sought help from the

school foi,several years without getting a satisfactory response. Only after .
her private physici;n offergd his support did she specifically ask for and

succeed in ogtaining an evaluation to determine if Anne had a learning dis- ) )
ability. When Anne qualified for and was placed in a self-contained LD .

programA her parents felt-~great relief They are pleased with the program,

particulagly Anne's academig success. )
Mr.. and Mrs. Warren have until recently been involved in a spute

involving Stuart's strongly expressed dsire to go'to his home-bas high

school, which did not have a self-contained prograin. 'The Warxre felt that ’ .

.Stuart.belonged, in a self-contained program and should remain in one, an

opinion shared by Jthe school. Both parents and school struggled to cope with

Stuart'a .angry: denouncement of his placement away from his friends and neighbor-

hood. The‘aErrens attempted to minimize their responsib%lity by telling Stuart

G’ s ¢
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that the decision was up to the school. SAt school, Stuart heard that only‘hie

parents could get him released from the program. The school and the Warrens
were unable to agree on a flrm response to Stuart. Luckily for a11 the )
neighborhood school is opening a new self-contalned program next year.

The Fines are parents whose active involvement in their son s educa-
tion raisedyserious questions in the minds of his ‘teachers. The Fines have
a concept of how much work Jock ;hould do at home and what assistance the'
- school should give Jock that seemed very rigid and dehanding to Jock's teachers.
The teacners made no real effort;to express their concerns to the ﬁarents,
howeyer, since they felt that ié was the parents' prerogative te set the
requirements ‘for Jock's study habiﬁg. .

Finally, there is no evidence that any STP parents have sought to
review their chilq‘e sbecial education record, nor does it seem that any STP
parents sought an independent evaluation in response to a disagreement over
the school-initiated findings. Several STP families had ‘arranged for private
testing'prior or complementary to the schoo}‘s testing, but not as agreegit
of dissatisfaction with the school's procedure or results. Parents~who had
obtained independent evaluations did so to assure themselves that they had .

as complete and thorough an assessment as possible and the best possible

recommendations for appropriate interventions. .. ) ,

6.3 Impact of Parental Involvement and Procedural Safeguard Provisions

’ 6.3.1 Irformation Sharing ) i

N Py . hd
As- discussed earlier, Custis County is scrupulous about

providing formal notice to parengs of proposed'evaluatlon and placement
artions. whak seem91eqﬁally clear from our review of procedures and activi-
ties is that the county special education staff recognize the need for
eetablishing and maintaining viable and active communication with parents of
handicapped students. This recognition explains the general support of the,
IEP meeting, not onIY.as a planning tool, but also as anh assuréd way of
meeting face-to-face with parents. he
) ' Even'more than is the case with reqular students and their parents,
there is a‘senge,that parent support is needed to sustain the activig}es of
,the special education programs. In Custis County, the special programs for"
parents, the special reporting forms, and the annual and triennial evaluation

actlvities‘facilitate this communications Another important communication .

L J
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link is the frequent phone 29115 made to parents by the learning disabilities
program directers to discuss absences and academic or behavior problems. The.
trust that is bullt up between parents and learning disabilities teacher%
appeared to comfort many STP parents, who referred frequently to what had
been told them by various members of the department. T

' ’ The communication process is a two—way street. Teachers often
learn facts from parents which explain student behavlor and academic suc-
cesses or failures. For instance, Jock Fine"s parents, through the confer-
ences they d}ranqed with his teachers, were able to provide teachers with
important information about his study habits at home. Wwally Quinn's mother
worked closely with his learning disabilities teachers so that coordinated
efforts could be made to deal with his many problems. : R
Parent involvement in the decision-making process and information
provided by the school helps to educate parents/about their child's prohlems.
" This education can only stimulate better understanding and thus better
relationships between ‘parents and stndents and between parents and schools.

Paregts who are well-informedare better adyocates for their children, and

certainly children need advocates to survive the bureaucratic maze of public

%

education. »

6.3.2 Disgpute Settlement Contacts

Disagreements between STP parents and the school have been settled//

generally by school-parent'discussion and by sch@ol acqulesence to parent
wishes. The degree of school acgulescence is retated to financial considera-
tions. As long as the school had an operating program which could meet what
parents felt the1r son or daughter needed, the 3chool was willing to go a
long, way towards meeting parents' requests. However, if the school had to-
incur any financ1al burden to implement an agtivity at parental request, the
school was much more likely to xesist the parents' plan. For example, Dick
Bison 8 parents proposed that Dick be allowed to mainstream geveral classes
*in exchange for Dick's cooperation in moving into an Lb class which he
thoroughly disglikeds This proposal was accepted by the school as a way of
resolving a sharp conflict between Dick and the school. On the other hand,
Mr. Mallack had to threaten court action to get the school dlstrict to
centinue Vicky g private school placement after what the school believed were

)

"appropriate lternatives"%écame available.

- 4

y - i -
. r -
£

AruiToxt provided by ERIC




(3 ’
o 3

The school seems eager to avoid major confrontatiqn with parents
and even with students. Sally Benson is a qood example. Her threat to quit
school rather than be transferred to a new school because she wanted to be
with her boyfriend at West Forest was taken seriously by her social worker
and the school staff. She is being allowed informally to continue at West -~ °
Forest, even though’the other STP studentg who were being transferredghere
told they had no choice but to make the move. )

The experiences of the STP parents and students indicate that it
is a rare ano real failure of the existing system for a dispute to get t6 the
stage of requiring a formal hearing to bring about resolution. The only flaw
in the discussion process obsgrw€d in this study was that students seem to

‘ have difficulty getting a ﬁéai::g for their'grievances‘if their, parents were

not supportive of the1r pértlcular complaint. Stunart Warren'was verv frustrated

when he could not get a stralght answer to ;hls request to he transferred had&k

-

to -the home~based school. - >
, l : <

6.4 Implications of the Parental Involvement and Procedural
. Safeguard. Provisions ' ‘ -

N g g

6.4.1 Implications for Policy Makers

- R 0y - - ‘ * Q
e Benefits of Parent Notice and Consent -
- 3
. S « s- '
. The benefit of giving notice and seeking informed consent goes far i
‘ 1]

beyond the satisfaction of legal requjrements. Activities as?ociated with
" both these efforts are effective in helping to establish a commun cdtion | ,
channel bet&een parehts and schoqls.. This communication facilitates parent 4
' understanding of learning dlsabillty problems and of as the programs desi e?>
to deal with the problems. The oppOrtunitles for communication created i
through efforts to give notice, and obtain consent should be éxpanded so that
greater parental invplvement can be obtained. From the STP study, it is V/
clear that active parental involvement is a key factor in the success of
students’ln the LD program -- partly bhecause parernts sometimes push the
. progrdm to get specific help»for,the students, and partly because program
staff can convince parents to encourage students to keep workinq within the
program. The positive effect -- in terms of creating parent trust and .
opening lines of communication -- of activltles associated, with qivimg notice
and gaining con%ent should be recoqniied, and more attention should be given
to helping schools expand these opportunities to bring parents into the

r

rocess.
p > . ) . c Ve
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e Informal Settlement of Disagreements

. . ~

)

For both STP families- and other families in Custls County,

the informal settlement of'disputes through face-to-face discussion is the '
primary method of resolv1ng disagreements. This method of handling dlsputes

+ saves time 3gnd money and prevents major host111ty from developing. Technlcal
assistance activities whlch will help adm1n1strators and teachers develop and

_‘carry out thisg kind of activity.are needed. Certainly the relationship é;'
between giving‘proper notice and avoiding disputes should be further explored.
As indicated.earlier, the communications link and the sense of trust which
has ‘its foundation in not1ce and consent activities create an atmosphere in

- which parents are more comfortable going to the school whenever an issue \ o

~ develops regarding ‘the student's specfial education program.

[

6.4.2 Implications for Program Administrators.

® Facilitation of parent Contact T,

. * - .
.
' i

Program administrators need to continue to éipand their efforts

to reach parents -~ through special programs, special reporting-pechanisms, ‘and

support of as much tgsch%r-parent contact as,éossible. ' s . (
Administrators should encouraée staff to experdment with

different types of parent -- ‘gchool programs. If a program which discusses
student course selection does not generate much interest, perhaps a program
on voqational preparation would. Adminlstrators can poll parents' ideas,

* -~ either formally or by solicitlng teacher comments on parent questions -- .
about what issues are of most concern. These issues can then be addressed in
evening programs or in flyers sent home to parents. Issues of concern to STP

-

parents were varied; but the cause of learping d1sabilit1es, the role parents
could play at home, and the pos51bility of remedjiation of poor reading skills
were shared concerns of all STP parents. ) - 4
. Program administrators should regognize that the burden of commu-
nicathon with parents falls on ind}v1dua1 teachers, who often make efforts
beyond the call of duty to keep in contact with parents. .Teachers in the
. STP study made callg at night, came in very early in the morning to meet
parents, and sométimes stayed late after school. Administrators should N .
support tfachers in these efforts by recdgnizing officially the work done by
‘teachers in this regard. They should encourage such activities by incorpora-

ting discussions about the importance and difficulties of communication into

Q “ . . ] ' ;“
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1nserv1ce training or departmental meetings. Finally, administrators can .
. work to facilitate parental access to teachers by asking for outside pﬁone
. ines to the learning disabilities department. It is much easier to talk to: ' \\
////1earning disabilities teachers when it is possible to call them directly

without going, through the office. e v

® Informal Dispute Settlement Procedures

The inﬁormal.prooedures involved in teacher-parent communication
work because there are no barriers created by paperwork, official forms; etc.

From this perspective, ngghing’should be done to tamper with a very successful .
mechanism, However, recbgnition of the importance of this kiné of dispute )
’ settlement can lead to actions which will improve its application and in- o //
N crease its use. N

Parents should be encouraged to contact the school whenevezathig
have any question about their chlld's program. They can be gent a special *

- notice about whom to call, when to call, and what numbers to‘cali to get

answers about specitiq questions. Teachers can‘be given speclfig help in ‘

learning to identify problems, solicit parent input, and manage face-to-face

problem~solving discussions with parents. .

13

6.4.3. Implications for Teachers

N

-

e .
™ Parent, Education : ot .

There are several ways in which teachers can expand upon their 1
efforts to educate and involve parents. First, teachers should recognize
, how dependent on them parents feel towards teachers when they want to -
ﬂ\\'know how their child is doing in school. Teachers are usually the only
school persons known to parents (although in learning disabilities programs,
the program directors assume much of the responsihility of parent contact).
Teachers have the most direct experlence with the student and know better
than anyone else how the student is proqressinq, what attitudes pr hfhaviors ’ )
are creating problens, and whether the student is making reasonable efforts

*

to succeed.- This information is very important to parents, who can feel .
5

helpless about their "“own ability to direct their chlld's efforts in school.
. Consequently, teachers should persist'in their efforts to communicate with ‘/
parents. Even if parents do not seem immediately responsive =-- by coming to
’ J

meetings, for example -- they are aware (as discussed by several STP parents) .

.
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of teacher efforts and of school “programs. Their confidence in what the school

is trying to accomplish is increased if they.feel that the school and the teacher

are making real efforts on behalf: of their children. ‘-
N . . ,
e Parent Support At Héme < ,
/ Ead ~ .
In the STP study, there was some evidence that parents would //<<//’ %
have been responsive ta.more d1rect teacher efforts to get parents %o help \\ ’

students at home. Several parents had, on their own, gone to school to get N
specific course schedules and requirements. Other parents had set study
hours at home for students havlng academic difficulty. Parents -- particular-~
ly of resource students ~- seemed eager to do something to help their ch{ldren
alond Parents of the self-contained students were also eager to help, but
expressed the feeligé th4t there was little they could do. Although 1little
course work is done outside the classroom in the self-contained classes,
self-contained teachers could Prepare course schedules and recuirements for
parents interested in helping at.home. The STP parents.who were 1nforme€‘of
élass activities became stricter w1th students who claimed they had not
understood when assidnments were due or when tests were scheduled. This
strictnesg did not always result in imnroved performance, but it did allow
attention, to be more properly focussed on motivational and organizatlonal

’ 1}

problems. . ) -

- £ "

e Early Identification’ and Resolution of Conflict \ ,

Teachers have an important rolz_to play in discovering areas of
dissatisfaction felt by students and ,parents and helping to bring‘about
early resolution of conflict. Among the STP students, several .had problems )\
which, had been recognized but were not dealt with by, teachers or parents.
Sally's concern over transferrlng;to a new program, Wally's fear when mis- -7 .
takenly placed in a regular education program at the beginning of the school
year, Eddie's, g2ulian's, and Bill*s growing disinterest with school -~ all .
these represedtgproblems which teachers can recognize early and ought
to pursue hy contacting parents, talking to students, and making referrals to
guidance counselors or school psychologists. Admittedly, these are not °
the problems of placement which wéuld usually lead to forual disputé gettle-
ment activities; but they are usually the kinds of problems with the most
specific impact on an individual student's success or failure within a

special education program.
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Therefore, teachers should be encoraged to take difeq&;actions

»

to uncover possible parent or student concerns and to facilitate conflict | /
tesolution, either by pursuing toncerns directly or by\aking a referral to

¢ those who may be able to solve the problem.

6.4.4 Implications for Parents . '
~ e Parent-School Communication .
Parents should understand that érowth in thejr owm understanding
of learning disabilities and learning disabilities prog will enable them N
. to help their children solve their problems. This pport by parents can be
B BN .

very crucial. to LD adolescents who are anxious and filled with self-doubt ‘
because of their troubles ‘at school-

Parents should take advantage of the opportunities made available

by schodl administrators and teachers to learn about their child's problems
R - P

S

\\ benefit from this‘inéolvement'because Their understanding helps allay
Y

and what the school program is_trying to do about these problems. Parj;;s

. N e
‘their own concerns and helps them understand the concerns oftén felt,

/but not easily expressed, by many the STP students. : -

IX\ Pifents should respond tjsgchoo;;:ahctures by attending mgetings
and pfograms sponsored by the schools. They should seek answers to the
questions and resolutions to their concerns by contacting-teachgers as well
as other responsible schoc’l personnel. Parknts can encourage sL:ool activi-
ties aimed at sharing information by being responsive, by participatingzin
parent-school meetings (IE? and others) and, perhaps most importantly, by
sharing their concerns with the®teachers and program administrators. Parents
should call their child's teacher when they have questions; they should speak
out 1if ‘they are dissatisfied. severel STP parents shared concermns with us _
which they had not discussed with the school. For example, Eddie Lawrence's
mother was very unhappy with the discrepancy which existed between h%s
excellent grades in the self-contained program and his relativer inability to
read. ADavid Graveg' mother felt that his IEP goals were too unstructured and

<« not spec}fic enough. Both these dissatisfactions seemed to be very valid
ones; but little could come from parental concern which had not been expressed '

to teachers or other school officials. Finally, parentﬁ should make an effort o

to learn what their rights are in the education process, and they should
7

A
> ’ ’
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those rights freely -- hoth for their own peace of mind and the welfare of the

: I
student. . .

6.4.5 Implications for Students.

e Students' Role in Decisions

:

The primary effort which students must make to get concerns
acknowledged and resolved is to share those concerns with parents and teachers.
Students should recognize that they have rights which shoulq!be .respected by
the schoolr system and by their parents. one way for a student to gain
respect for these rights is to' stay as informed as p0551ble about school and
class activities and expectations. LD students should feel free to ask what
being a learning disabled student means, what ¢an be expected from learning
disabilities classes, and what parents can do at héie to help.

Admittedly, obtaining answers to these questions can be a formid- g
able task for an LD stihdent -- especially when one recognizes that even
students like Stuart Warren who do express their concerns do not always gefa
complete hearing from parents or teachers.> Ehually problemmatic is a response - .
which is not a response the student wants to hear -- "as in Stuart'k case.

Still, STP students were often able to get their poin%;across and
get their own way. For example, Ban Long and Peter Lazer succebded in
getting their parents to have them released from‘the program. Dick Bisoh
went in and out of the program a couﬁle of times with his parents' consent.

Sally Bens;n.managed to stay at O'Brian at least temporarilv. These accom-
pPlishments represent a high level of communication~between thHe student, the
family and the school staff.
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) DESCRIPTION OF cﬁass ENVIRONMENTS, ' .
.« . \ *
- Regular Acadeth Programs for College Bound Students (Type 2)

.

Administrative Contact . . . - ’ .
0 o ) .

The teaph§:j>of these classes are the least interested in adjusting - .

their’programs,_aca_ 1c demands or style of teathing for the LD student.
They‘will:ge such minimum things as permit the LD studep{ to sit near the
chalkboard and read the assignments that are writteh on the hoard. .They heve
STANDARDS and expect the LD student-will be able to meet them.. These teachers
are wllllng, however, to converse with the LD resource teachers to explaln
asslgnments, the course outlne, and test requlrements, and they are w1111ng

and even encourage the LD resource teacher to help the student, if ﬁecessary. .
In all fairness, these teachers believe that any student who trles hard will -

not fail their classes so that more than minimum special arrangments should

P
e . . )

not be necessary. ' ) : >
B s - * . -

Physical Location

’ N *
These classes are interspersed with other regular classes, often -

on a.hall or,ying with <fdya; élasses in the same subject area.. .

[

Participant Compositiod'\\ ¢

These'clésses\EQE 1ar§é -~ 30-35 students -~ and have one teacher.

% ' ’
-

There are at most one or two of _the least d4isabled LD studths.}n theSe

clagses. Most of the students, including the LD students, are planning to go N

to college. Although the extremely high échieving and giftedd?eadents are
a

not in these classes, most of the students are very bright an cademically

.
. v

talented. . .

Sodial Ciimate . . . , :

. - s

A

These classes are Sﬁartherizéd as well-disciplined, orderly,
carefully managed ‘classes. There is a fair amount of "social interactidn
before and after class and some limited conversation (usually task- ~djirected) =

during class. The social tone of the students is frlendly but managed‘

They cooperate with each ‘other on task-related activities. -, .
. . . K
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: Ingtructional Conditions ™ . -,

These classes have a strong work- or goal-directed orientation. , ‘
Every student pays sttention, contributes to discussion, has his or her: °
homework done. The academic’ content moves at a rapid, fixed pace. Theh - .
teapher lectures often; students take notes,? There 18 a lot of reading or ‘

. gther homework. - Students are ‘responsible for keeping up with the reading

o
and the assignments; tests are gg&d and everydpe studies for them..
~ ? » Ld
* - Impact on LD students - ,/ ’ A . : .

These cYasses are hfbh-fisk high—-payoff ciasses {personally, . : .

soclally, and acadenficakly), but. they demand extremely hgrd work and only
the most able of the learnlpg dlsablllties students ‘need apply. Deeter has
managed to succeed in two of these classes but he. is talented,‘wofks very

- N .

hard, and is very likeable. <.
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.Being lower achieving than some of the LD’students.

Regular Academic Class (Type 3)-

A}

s ©
. Administrative Contact - ‘ . g 3

Fd

se classes férm the bulk of the academic program of the high ¢

A

‘school. 'The -is trgmendous varlablllty in thesé classes dependlng on the

" teacher. THe admlnistratlve strate when placing an LD student in these

classes 5{ to-identify partlcular teachers whose style of teaching and

academic demands are appropriate for an LD studenég and then not to overwhelm i,
that teacher with too many or too unmanageable LD students that he or she

becomes discouraged or resentfyl. Thus,the academig.relationshiprbetween .
the LD resource teacher or less frequentlxrthe LD self-contained program

director is one in which the LD teacher identifies particular teachers

. 4
willing and interested in adjusting their instruction to accommopdate an LD

. /
student, working with those teachers to, figuresout the particular accommoda-

-

tions needed, and providing occasional assistance in the. form of special

materials. A major part of the success of an LD resource teacher is belng’.
ablé to d;scover, encourage, and conv1nce teachers to accept and accommodate,
the LD student. With a good® foundat}on laid, the interaction and communica-
tion between.the LD teacher and the regular teacher will contihue, with,the'

regular teacher gradually developing teaching skills and approaches that are

'effective with LD students. In sHort; with at least some of the teachers of .

these classes there is a growing degree of cooperation and the hope and goal

is tqﬁplace the LD students with one of these teachers.

~

A 3

Physical Loéatien

b ’ -
Zbese classes are interspersed with other r classes, often on ' '

a hall with other classes in the same subject ar . &Jlases Ware not as
large as the b;asses-for-college-bound students but they are
students and one teacher. Absenteeism &ay be higher, however,_
given day the number in class may be below 25, Since the’teachers of these
claases are’ sought out to teach LD students, these classes may have four or
five LD students in them. The other students are both in college~bound and
general'vocational prodgrams; they range in ability from quite talented to

s . . - . . - i

3,
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Social Climate : -

N These classes are relatively informal. There are conversations,
sometimes boistrous, before, after, and often during class. .There is
movement in and out of class (passes to the library, career center, bathroom,
etc.) and a sort of general wigglyness during class. Full class disruption ‘
is‘rare, but minor surface noise is a;mostaalways present. Some of the

conversation is task-directed, but usually it's personal. °

Instructional Conditions . . : = ‘ s

: . There is not the same level of work orientation and task attention .
‘in these classes as in the classes for college-hound students. At any one '
time as many as half the students may be either resting, talking with a '
friend, doing other homework,-staring into space or doodling. Teachers seem
to ignore most of this inattention, although occasionally a teacher will
suggest students stop, talking, paz attention, begin working, settle Han. -
These requests are infrequent and usually disregarded. , Ingtead, the teacher

directs the discussion and workslwith those who are paying attention. The

- message seems to be: "If you want to work, fine; if not, it's your future."

(.

" Thé academic demands in these classes are neither difficult nor

) ‘.
easy. The teachers follow the pregt(ibed curriculum. Byt particular assign- .
. 5 ’ . r
’ ments may be adjusted for the LD student. A fair number of the assignments

consist of individual or group projects which the LD student can accomplish

more easily and with greater success than the individual weekly written

assignments, daily exercises and quizzes that typify-the classes for college-
s : ;

-

bound students.}

-

. .
R - @ > -

A v ‘

Impact on Students o , .
.4 M .

A

- N - s

~ LD students do well in thesé classes if they get one of the” accom~

-

-« - > . 3 .
modating teachers (and if they don't they try to arrange a schedule change). /
The class is not difficult and if they pay\ attention and do the work they end -
up with good grades. When they have difficulty, these teachers meet thd?

N halfway, adjusting the assignments or the work schedule or arranging special

help. . ) ' S ' L.

-
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Eegular Academic Classes for : N

3

<, - vy
) Advanced Students (Type 4) ,
T s 4 ’
2 - , . k4
. ) - -

Administrative Contact . \ )

> s - » . -
® ' These classes Jre similar to the reqular. clagses for average stu-

dents in the nature and type of contact between the regular and LD teachers.

. TS fThe regular teachers in their classes expect to have students whose academic. .
Erogress is below average, 80 they are prepared for and accept the assistance
of tge.LD tegbhers. Teachers of these courses are quick to point out ‘that
they have severa; stude in their classes who are "worse off" than the LD

gtudents and ‘who they wish could get some help from the special education

Program,

Physical Location < . /

coL, " - ( e .
: These classes are interspersed with other classes, usually on the

v -
»

— - same .hall or wfng,as ther classes in the me subject. The teachers of N

) -
v

® thése classes also te?ch more advanced courses in the same subject so there . .

.

n\\\.is no stigga*to these classes. ' . S .

Participantquﬁpositioﬁ’ ' . ’ ’
2 .

0

1

s

‘ <

? Thesewclaases are average in size. 25 30 students, but abseentism

\

is high. Aﬁggt one-fourth: f the students are LD students, mostly resource*®
" students wi%h an ‘occdajo self-contained student who seems capable of ) s
3 |
. taking some;regular academic classes. Often these classes contain students ¢

,'rof average or better gen‘ral ability but who have difficulty with that‘ .

particular gfpjecgi;rea (eig., girls with a dislike “and/or avoidance of math
iX

‘or boys wit f di e of English). : =

Social Climagg 7 : - " o) - ' b
] ; o . . ) .

B i Thé\social climate of these classes resembles that of the regular S

-

academic claases for general students. These classes are loosé and. informal. .

Y
Students work or not as they choose; &ften there is convérsation among

- students. The main distinction betwedn, thesd classes and the academic classes
b general students is the pervasive feeling that most studehts don't know,

Llike, or undexzstand‘what's going on, 80 that-the socialization seems to be .

’ morq\an éscape tha:*;;fatyrai communication and gharing of' interests. Often

the conversation i sk-related, with students attempting to learn (or copy)
N J ’ o » N
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‘

*from their peers the explanations, problem solutions, and notes they cannot
' N Al

‘

understand themselves. ' S : ) _
N Instructional Conditiong * - » =
. ~ s . . . / a

*These classes are the next-to-the-bottom rung on an informal
tracking system. Students arrive in these classes by the process of elimina-
’ tion. They cannot ha%dle the. pace and instructional demands of the classes
in that subject area for college—bound students or general students. Thé
teachers in, these classes have academic expectations for these students, the
,students are .expected to meet the curriculum goals set for the subject area.
Thus, there is a work atmosphere ih these classes. The pace of instruction is

4

slow. In the math department, for example, algebra is taught in two years .

N * rather tﬁgn one, Even with a-pace of one-half that of the regular course, i ¢
the students have difficulty understa'ﬁin the material. Thi;.may be a |
result of several factors: ,a) poor basic s ills (dec;mals and fractions ‘in A
algebra are just as much a problem as they”are in arithmetic); b) instruction
that, although slower, is not slow enough; c) homework and-ﬂroblems that do
not provide enough practice with the basic concepts before moving into
special application and."tricky stuff"; ané d) lectures and discussion of
homgwork that is unclear or: not repetitive ehough.

The students in‘these classes pay atteggion until they become
frustrated ("I'll never understand this stuff") or hostile ("I hate math") or
resentful.("This stuff is of no use to me anyway"). Then the escape coqver- . <
sation begins. When the pressure of an impending test is preaent, then the
students' attentio#®takes on an anxious quality.

#

Impact on the LD Student

A i Y

These classes offer the LD student an opportunity to take regular
academic subjects in the slowest, least demanding class possible. Yet, it is
clear that the LD student without minimum basic skilIs will feel frustrated
in these classes and that all too often that frustration will be shared/

o Many of the LD resource students could not survive without these courses;
they offer these students the onlyﬂviable way to obtain the required credits

in math and English that they need for graduation. And for some/it is their

way of satisfying certain college ent¥ance requirementsd.
i

cr
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Re&ular Academic Classes For

' L ‘Academically Unsuccessful ‘Students (Type_S) ’ ’ -
S ; '
-, '} *
4 ' Administrative Contact
Usually these classes are conducted with the full knowledge and .

?
support of both the LD and regular education program. But these classes are

W . regular classes and priority4n5§ be given to students who are not in the LD
program. There is usually close cooperation between the two programs in

- planning these classes and between the LD teachers and the regular teacher ,
who teaches the clags. The science class at West Forest had a regular : 4;?
teacher with an LD teacher aide functioning as*'a team, but that degree of

integration may be unusual.

Physical Location

’
: F
These classes are interspersed with other classes, often on the

same hall or wing as other classes in the same subject area. .

Participant Composition

These classes are small, 20-25 students, and have high absentee
rates, so attendance may be between 15-20 students. Often as many as oner
" third 4o oae-half of the students are LD students. The other students are all
) ’low w_achieving but for different reasons: low ‘motivation, disruptive behavior,
low general intelligence. Some are general school misfits and incorrigibles.
L 4

The teacher of these classes often has some special training and may be given

special materials, more planning time, of other aupport. JI/

Social Climate : .

&

- These classes, at best, resemble the relaxed, social informality of

"the regqular academic class. From that, they -may, on a bad day, deteriorate
to noise and disorder. There is conversation but generally the students in P

these cla;ses are not good friends. The students in these classes bring ' .

their ‘reputations with them. Thus, the LD students are fearful of "mixing"

-

too closely with the students known to them as troublemakers. ~

. .
L -

Thé teacher these clasdes are concerned with mdéivation and
control first and academic content second. Thus, they attempt to provide

structure and order to the class and to be firm in their demands for atten~

. ~~ oA

~ tion and self~discipline.

LAY
.
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Instructional Conditions

& v 'Because many of these students'are nét academically motivated
~ and/or have had faplune experiences, there rs attention given to providing
activ1t1es that are interesting at which the studentg'can succeed. Concrete,
hands-on contact with materials, lats of good grades and opp0rtun1ties“t; ’
repeat an assignment or test until a passing grade is achieved.

The academic demands of these classes are greatly reduced. The
pace is slower, with nore explanation and repetition. The activities require - !
very little reading and writing. The LD self—contained_géhdent and more
seriousiy disabled resource student in these classes is very comfortable. !
The work is not too difficult, the class is small enough to get individual
assietance.,xEven though the academic demands'are reduced, because it is a

regular class there is a stronger work orientation than prevails in the

R
self-contained classes. ! v

Impact on the LD Student -

s

- These classes offer the LD stu%ent a controlled, iimited form of
mainstreaming with some expanded social contacts and greater altheugh manage-
able learning opportunities. It may be not demanding enough for the higher &
functioning resource students and it will be totally inappropiiate if many of:

the non-LD stuglents are serious behavior problems. -
’

L} s - ~ % /
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Prevocational and Vocational Single Period Classes
- 0ffered-in the High School (Type 9) °
/ ) ; A

v vy

“Administrative Cohtact .

Except in rare instances there does not 8

xgtpraction and only 1imited integra ‘ of the special)\education and voca- o

hysical Location

These classes are located in designated vocational areas. B

. . F
P& ticipant Composition

.

quse classes vary in size but are not usually large (less than o

Cu . 25 typically); the advanced cla;sea,may be quite‘small. There are not many .
N college-bo?nd students in these classes but there may be seyeral high aghiev- 'z
ing and hign ability students:® The teacher is selected in large part for his (
or her vocatidnal skill and seldom has had much training or experience wit
LD students. . T . f . L.
~ Social Climate . '

These classes are moreﬂlnformal than academic classes, perhaps
because there is a consclous attempt mirror the work environment.” This
means therehmay be converation but iy;Zhould be accompanied by prodﬁ?tivity.
Thus, there is discipline and controll. but more of a Sob supervisor over hj.s
or her work than a teacher qver students.

Instructional Conditions

g These classes can’be fairly demanding in terms "éf assignments,
projecté, and even tests. Since the goal is to improve technic&l rather than
academic skill, the instructional demands may be satisfied with one or more
carefully executed projects, a requirement that causes less difficulty for
the LD students. Most of the students in these classes are working produc-
tively. They are usually interested- in the class and enjoy the work 80 that

doing the assignments or projects is not onerous. . Y
o .
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v
requiye math computation or reading'of instructions. 1In these classes, when

. ’
’ Many of these classes have "hidden" academic demands --they 3

‘ these demands arise, the LD student needs help. Fortunately the vocational

. teachers seem willihg to froyide help or to permit the.LD student to obtafa )

- s . - . - . P >
—— -~ - > ’ ) 3
- \

. .t
help fromwanother studefit

— Impact on the LD Student -
i S

Generally, the LD students f£ind these classes fun, not too .
difficult and a good social outlet, and they usually pass with a good grade. .
For é few LDvstudents who are not interested in the work or who find it too . v,
difficult, the lack of structure and supervision“@ay result in thes@,studenﬁg

just slippping by virtually unnoticed. .

ERIC
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. teacher acts as a wonk'supérvisor providing training. -~

z

P .z

.

Vocational Classes Offered
. In a Vocational Center (Type 10)

¥

é

Administrative Contact . e . : . ) PR

. ” -—
-’ . -

._ There sééms to be relatively little contact sétween the LD resource
teacher or the self-contained érogram director and the vocational “education ,
teachers. Part of the reason for the lack of contact may be the physical '
separation of the two prdgrams. Angther reason may be the LD teachers' lack

of familiarity with the vocatignal éduqation subject mattef. The carpéqtry
instr%cfoi of , erte éTP student explained that he haéxgiven the LD séif-contained

program director a complete set of the carpentry text and written materials

so that she could help the student with the reading and written assignments.

- But there seemed.to be no time available to be allocated to providing that

« . .
kind of assistance. There is no LD teacher assigned to the vocational

center, although the vocational education staff has requested one.

-2
Physical Location L )

:

These classes are located at the vocational center which may or may

not be the student's home base school or the school in which the student's
self-contained program is located.

- t -

Participant Compositiom .
The number of students in these classes is about 20-25. 1In those
vocational: programs that do not require advanced basic skills (carpéntry,
bricklaying, child development), one-thiéd to one~half may be from a learning
1Pisabilities program. The teacher is usually experienced in. the c;aft or
professional area -and may havetlittle or no experience with or training to

teach LD students.'
Social Climaée ‘. \\\~;7# “

The students in these classes are treated like on=the-job workers.

They clock in and out, have snack breaks, can converse with each other. The

I

» - <
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Instructional Conditions

The students are expected to do the "bookwork" and pass the
written tests. .But the maﬁor instructional strategy is teacher demonstration
followed by student practibe. A highly motivated student will-find many )
opportunities to practice and a nonmotivated student will do the bare mlnlmum.
The "teacher is congerned that each student do the minimum but leaves it up to

the student to determine how much beyond that he or she wishes to‘do.

-~
%

Impact on the LD Student

The LD student who is motivated amMd who has enough skill to read
and complete the written work (or to find other ways to get it do;e) will
enjoy these classes and will acquire extensive and ;useful skills. These
classes provide good opportunities‘fo; deve10pin§ friendship and give the

previously unsuccessful LD student a new perspective. N &

For some LD students, t?; vocational program may be just as

frustrating as their academic classes. There are basic academic skills

» . v 'Y
required amd work performance expectations that.some LD students may not
achieVe. For these students a vocational program becomeg another

frustration and failure.

L
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Self-Contained Classes (Type 13)

.
« .

Adminigtrative Contact

4

The LD self-eontained prog‘%n staff has minimal contacts with
other classes and programs- If, as has happened at West Forest, the LD
self-contained program director is particularly concerned -about career
den;lopment and vocational preparatlon, he or she may contact vocational
programs and teachers, but tﬁere is no formal mechanism to facilitate this
contact. While the resource teacher constantly tried to integrate resource
‘class 1nstruction with the regular program, self-contained teachers by
contrast seem almost totally separate from 1t. There is little supportﬁ

offered to the self-contalned student in his or her malnstreamed classes.

.

Physical Location

~e

At O'Brian.the self-contained program occupies a general area of
three or four classrooms between fwo staircases. That area has its reputa=-
tion and other students leave that area alone. At West Forest the, gelf-

centalned classes are held all over the building.

Participant Composition o ’ -

The size of the LD self-contained classes is small, about g%ho
students, which may be reduced by half because of absenteeisn. The classes
are disproportionately Egysv’which restricts the social opportunities for the
girls.',The students, although all have some learning disability, have a wide
.ranee of reading ability and other basic skills and varying degrees of .
motivationl and self-discipline. , ‘\ -

Social Climate

.

’ The LD‘self-contained Cclasses are generally informal, with a fair

amount of physical movement, general "finger snapping, foot:tapbing“‘:oise

and‘Pinor pinches, pokes and grab-type interactiong. This tends to sgettle

some once the class begins, but it is always ready to flair up again if the
teacher lets the qguard down. During c}ass the students are reasonably quiet. C 4
?me students know each‘ether well but are by no means a éocially-cohesive

network, although there may Be a core of stugent who segve a social leaders

who get along well together. .

%




There is a real stigma attached to the LR self-contained

I

program. The students definitely feel it but generally try to ignore it.
Each student in the LD self-contained program knows that the regular class
is ndt a realistic alternative. They accept and even welcome their LD

=

. self-contained classes as well worth any stigma that may be attached.

’

0

Instructional Conditions

»

The emphasis in the self-contained class is on maintaining order

and control first, and imparting some ‘new knowledge éecona. The, instruction
in the gelf-contained class is subject oriented, covering basically the same
material’as the curriculum guide suggests for the regular academic courses
only at a slow pace and simplified level. Des;ite the fact that most of thes
LD students in self-contained programs have severe reading deficits, little
systemgtic insfruction is given for developing reading skill..

The séudents in self-contéined classes pay attention and partici-
pate in the class discussions. This is partly a gggnomenon of the small
class size. With only 9ight'people it is not difficult to be sure each person
has an opportunity to respond to a diséussiéh questioﬁ‘or to be sure each d
person is doing the assigned clags work. - -

githough the students.are'atteqtive ana participating, these
classes lack a cergain realness that is present ig the regular class. It is
hard to describe, but the tohe of the self-contained class seems to convey ’
the message: this is not a real élass, this is an'exercise, an approximation
or imitation of a real class pug on fo; LD students; but we don't mingd, we

have fun, talk around a lot, learn a few things and don't have to work too

hard.

s

Impact on the LD.Student

-

The LD students generally like their self-contained classes and

they seem comfortable in class although not complé%ely satisfied with their
. . e P
.own progress. None of these students view the resource program as an appro-

priate alternative even though it is less stigmatizing.

-

.
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co ’ Resource Class (Type 15) ° R T4

-
2

< t i
Administrative Céntact [ ‘ \\ » .

o

The resource teacher maintains contact with the student's regular, -
N ~ :

program in three major ways: 1) discussing with the LD student to determine

_ how he or she is doing in each.class and which classes are giwving trouble; . e
2) speaking informally with the students teachers, particularly those who .
teach the classes where the student has reported having problems or those who
have asked for the assistance of the ré”ugce teacher (a rare phenomenon); .
and 3) sending out a written form that gives background information on the
student and allows for teacher comments to each of the student's regular ;

teachers twice each quarter. ‘hlthough the first two of these three methods
may be mare prenentiye intnatureh the last method assures that the resource °
teacher is inf®rmed about problems that the student has not mentioned and
that the regular .teacher has an opportunity to seek the asslstance of the
resource teacher to prevent future problems. Typically, the resource teacher . !
will learn that an ID student is about to receive an 1nterim report (a report

- “sent to parents before the end of the quarter warning that unless some .o
/ positive change occurg the student will geceive an F or D in that class).

-The resource_teacher, if he or she was not previously awaré of “the problem,

can then woyk with the student and the reqular teacher to bring up the

’ , student's grade. . i .
o The resource teacher .uses Both the formal wqitten forms and the : .
Ty informal contact to share with'reqular teachers the LD student's functioning
A\ . . level in reading, math.and spelling and his or her strengths and weaknesses
’;: in‘ssuch areas as visual discrimination and auditory perception. JThe resource
teacher may make recommendations for changes in the student's regular prograﬁ ¢
s based on the student's disability, such as to write assignments on the board

and give them orally, to allow the LD student more time to complete assign-

"

ments, to read aloud and explain clearly test instructions. .
& 4 Not all reqular teachers are equally responsive to the resource

’Y:

teacher's requests for information, suggested modifications, or the offers of

assistance, but given time most reqular teachers will cooperate with the

resourqg;teacher's eforts to assist the students. Regular teachers are much
1

v
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more yilling £o support the resource téadher's efforts to assist the . .
. s student' than they are to make modifications in their own teaching styles, .
i -
) class requirements, and grad standards to accommodate the student. -~ .
. [ g - N .
Physical Location - *
= A 3 .
= ; : .
L

At West Foregt the resource classes are held in small office- .

5

type classro me_located around the building. There are between 4-6 students

‘ass at one time, but the 'office holds only three persons , . .
-

« ’ -

comfortably. Coe o~ ‘ .
<! At O! Brian, the’ resource classes are held in one large classroom
- that inci%des twq teachers working with different students. Thee may be-
i 8-12 students in the room at any one time. The classroom at O'Brian 1s . .

o inconsp1buously located at the end of a\long hall where there is not much

> w o , 5%
. traffic.. -, : . . b b
@ R * L : .

. Participant Composition | ’ , - N W

- rE
# 3

1

.There are only a €ry small number of students working with the . .

F-1 ¥
/% resource teacher at any one time and each st:gent has a completely indivi- .

- ~ -

dualized program. £ ) .

N = f [ v ~ .
. Social Climate . . : . R

g c ,7 The resource class is gederally very quiet, each student erg!Lg
* on W or her own assignment. 'I'he stud@ntg*rarely talk with ea‘h other.

There is some stigma attached to going to’ the resource class but probably not/é .

“as much as is associated with jhe self~cogtained program. o -

- »

- v - - a ¥ f
. Instructional Conditions &5 ’ - T . s%i ' A
4 . % _ - % ™ LI

= ’The primary instruction offered in the resource class is su por-
. % P ?

tive of the studént s regular program. Resou , teachers use the student 8

¢  basic study skills such as note-taking a,nd tlining, and skillg in.written, ~y .

expr ion, reading, comprehension and. spelling. Practlcall ‘ thls ‘means
B 4

<
. the resource teacher will assist the LD student “in such regulgr class

activities ‘as: pla%ning and. organizzng a term paper, review1ng for a test,
« understanding a diffigplt readiﬂpvassignment1 understanding the, instructions
“to a paﬁgfcular problem.: The, LD student .can™®use the, resource .class to finish;r

“ R tests for which he o¥”she needs more ‘time; the regource teacher-may be able

.
B N . _— . 5 -
- >
. . -
.
. . . + .
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to explain (decipher)| a’ student's notes from a class lecture. When working

-

‘with students in suppdrt of their regular°c}asses,‘the.resource teachers are .

limited by .their o ack of background in certain areas, p.rticularly math, .

.

o [

science and certa hnical vocational material.
If a student hﬁs no regular class assignments that ‘require atten-

tion, the stddept may werk on éorrectihg some basic skill deficit such as ®

L)

spelling, reading comprehension, or writing. ‘Resouﬁée teachers maintain
worksheets and other individual assignments in reserve for those days.

. Some LD students use the wresource' clags as a_ substltute for’an

academlc subject. The student concentrates,all or almost,all of his or her

.resburce instruction time on a particular skill areagguch as math. .

T e

LY
Imgaét on:the LD Studengr-—\,///ﬁ » . ’ {

- .
-~

The LD student either finds that the resource class ig supportive of

t

"his or her regular class work or that the basic skill instruction offered there
{s necégsary, or he or she withdraws. Those students who accept the resource

B
program,appreciate the quiet study hall atmospheré and the one-to-one instruction.

N . ‘ P .
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1 . o - . .
— The Special Teens and Parents (STP) Study investigated the impact .
'ti,- ' of certain pr visions of P.L. 94-142.0n learning disabled adolescents and
°their parents.\ The study, conducted by Abt Associates Inc. for the Office |
[» . of Special Education and Rehab;litat;ve Servzces, focuseddon provisions *
s - related to protection in evaluatlon, ind1v1duallzed educatlon program (IEP),
f‘ placement in the 1east restrictive envzronment, parental involvement and
procedural safeguards. It sought to determine the effect of ‘these provfgions
on learn;ng dlsabled‘secondary students and those responslble for developing : "

3 B and implementlng their educational programs. - . > . >
3 > R

v o A 9 ~
[; * Co / .  STUDY DESIGN AND DESCRIPTION OF STUDENTS
4

¢ The .STP 'study design used a clinical-ethnographic methodology to
I collect information on 16 1 arning disabled secondary students. The STP
l students were selected from Yesource and self-contained placements located

[ ’ in two high schools.in, a large, suburban, county-based school district.‘{

The school district serGes an area of  primarily affluent and well-educated

.

r families. - 5istbr;cally; the school district has provided quality educar

tional programs for hamdicapped students. *

Informatlon on the 16 STP studenks was collected at multiple tlme ’

|~ . e :
i A points, in multlple environmental settlngs, ‘and from multiple persgectlves

over an entire school year.  Case analysts familidr with learn;ng-disabled s
students and, the provzsions "of P.L. 94- 142 conducted informdl, unstructured
S interviews with students, their parents, teachers and other involved school
g staff, the casé analysts observed .the students in both réqular academlc and
: o vocational classes and in’ special education resource and self~conta1ned .
; ‘. o settings. .The studengs psychological and educatzonal records were also

" reviewed. . . -~

. o Lase narrgtives were prepared for each STP student and updated
qparterly based on the information,collected. Infdfmation from the STP
students' case narratives was organized, synthesized and interpreted to

;assess the impact of selected P.L: 9&-142 provisions on learnihg disabled

students. For eacﬁ'of‘the P.L. 94-142 provisions, the study investigated:

CERIC e e o Loa /
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(1)‘how the fequirements of the law were implemented by the secondary
achool special education program; (2) the impact of the ‘'school program and
practices on the, learning disabled students; and (3) the implications of
the experiences of the STP students for those concerned with the education
of learning disabled adblescents: polzcymakers, program administrators,
teachers, parents and students. . _
The STP students represented diverse physical characteristics
and a range of social and educational skills and ability. The students
conprised 3 girls and 13 boys; two students were in ninth grade, the rest
in tenth grade.‘ Nene of the STP students' families was poor; a few were
weaX¥thy; most of the employed parents held professional or managerial
positions,-and a few were owners of their own small businesses. .
Although generally the Smé students were able to main;éin'a

satisfactory level pf academic achievement in their regular and special

education classes, thé§~aéd 80 by, working hard; harder than they perceived
: : { \ )

their peers working. all € STP students found the academic demands of
school to be d&gflcult ‘but most enjoyed-the school social envzronment and
expect®d to remain in school. The STP students all knew and had accepted
the fact that they had learning difficulties but disliked being identified
or classified as learning disabled. Ironically, although the STP students
disliked being LD students, they recognize nd appreciated their need for
thé support offered by the deazn%ng.disabsggiies program. T

x Socielly} most of the STP students had good gpcial contacts and

« friends. Students in resource classes had more, self-confzdence and 1ndepen-

-

: dence than those in self-c°ntalned classes and seemed to have an' easier

v

time locating and establzshlng frzendshlps.




$ - IMPACT OF EVALUATION PROVISIONS )

. " The investigation of the impact of the evaluati®n prowision con-
centrated on the following areas: how the STP stugents were identified,

N\ ing disabilities definition on the STP students' eligibility, actual and
potential uses of the evaluation results and communication of the evalua-

" €ion results to, the STP students and their parents.

.

|
li the evaluation and reevaluation procedures used, implications of the learn-
[
Idkentification. All but two of'the STP students were identified,

l evaluated and @etermined eligible for placément in a learning disabilities

’ program prior eb entering high school. Two students were identified, .eval-
I uated and placed in a leagning disabilities program after they entered high
tschool. For both these students, identification, evaluation and placement Lo
ir ' pccurred)only after per51stent parent régquests that the school recognize
the seriousness of their child's problem and his ox her need for special
i help. . .
l . This pattern appears typical -- that students who are not iden-
‘ tified in elementary or Junior hidﬁ school will rarely be identified in high
I school unless their parents are’ assertlve advocates of their educational.

needs. -

Paced with large numbers of high school Students who are in eca-
demic difficulty and who could potentially be eligible for special educa-
tion, the school district has taken a conservative apprdach to identifica-

) tion and evaluat;on. School policy requires that a student who is referred .
for a spec1al education evaluation be very carefully screened to determine
whether the student is likely to have a genuine learning disability, or
whether he *or she has learning difficulties, that may require adJustment in
his or her -regqular program but do not require special education. The care-

ful screening coupled witﬁ%& strict interpretation of the definition of

-

learning disabilities results in few students who are referred being eval-~
uated; ﬁhls in turn results in fewer teacher referrals as teachers recognize
that poor acdemic skills and lack of academic progress are not the sole
. determining factors in deciding whether or not a student should be eval-
(; uated. Persistent parent efforts to obtain an evaluation and‘special
education services for their child however, appear to counterbalance the,
conservative approach represented by the school screening process.

L4 . s M
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. The intent of P.L. 94-142 is to assure that all potentially

handicapped students are located and provided service. However, the size

of the pool of potentially eligible students, the concern that students with

situation which discourages a liberal interpretation of the law and restricts

{- academic problems might be mislabelled and fiscal constraints create a )
[ the number of LD students identified, evaluated and served at the secondary’

level. _

R ’% . A
li , _ Evaluation Procedurés. Once identified, the STP students received

a comprehensive evaluation that included a core battery of intelligence and
achievement tests as well as other.tests of language development, percegtion,
communication and cognitive processing. Because the selectzon of specifie~

tests, other than those in the common core,‘is left to the discretion of the B

.

> >~¥chool psychblogiat responsibile for the assesiment, there is a wide d;sParlty
« in the number and nature of the tests administered to each student. This

. . lack of standardization makes it difficult to discover commonallties among
[ - the patterns or profiles of learning disabilities in the students tested.

Every effort is made durlng the psychological testahg to identify

L)

the precise language, perceptual or proces%ing deficiency that might be

related to the student's poor academic performance. : While this extensive

=,

testing does produce a more thoroughly detailea and refined diagnosis of
the student' 5 learning disability, it also results in certain casés in a ‘
‘ ’ testiga process that is long, time-consuming and expensive.
All the STP students received tests or other procedures to assgess
! T " their performance in all relevant areas. One source of information that
‘could have been‘more systematically tapped, however, is the. report from the
student's guidance counselor. Many of the STP students had. been in contact
with their guidance counselors on more than a few occasions, and the guldance
counselors had a unique perception of the students' school relationships and
their abillty to cope with regular classéS and teachers. The reevaluation of
high school LD students could be strengthened if a more gystematic effort was

ot
made to soljicit input from the *student's guidance c0unselor, especially in

“those situatiohs in which the student and guidance counselor have estéblished
4 relationship that goes beyond the minimum required contact. 2 ’:;>

.
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: . E) gligibility. The evaluation of the STP students poignantly \\\nv

- ! illustrate how two difficult situations that arise under the fedEral

3 ) definition of learning disability (a severe discrepancy between potential
¢ and functional ability in one or more bagic skill areas) create problems:
., (1) when a student's functional ability is initially very low but is in . —

fact clése to "his or her potential; and (2) when a student's functional

abiliti\has improved, quite possibly because of ‘special education instruc-
tion, so\that the discrepancy originally present has been reduced or elim- .
inated. : P student was evaluated three times in elementary school

J‘\"":‘

before His potential ability (based on an intelligence test gcore) had

improved enough to create a signiflcant discrepancy between potential
4 .. and functional ability and thereby establigh his eligibility for gpecial
{ ~ €ducation services in junior high school. During elementary school,. this
' student made no academic Progress and was unhappy and- frustr ted.

Two other students revealed significan dscrepancied) on their

{ initial evaluations but their recent reevaluat s indicated one student'sg
. discrepandy had been markedly reduced and the“other' 8 had been eliminated.
l The former student was recommended for placement in a resource rather
than gself-contained program; the “fatter student recommended for dismigsal.
Although pleased with their progress, these two students, their parents
“ and teachers agreed that the students should continue in their present

pPlacement.

1
i
L ' Use of the Evaluation. The primary function of evaluation

+ results is to establish the student's eligibility for special education.
t The find;ngs of the evaluation have also been used to explain and document
the LD student 8 needs to regular teachers who may attribute a gtudent's

o
-

poor class performance to other factors. .

-

Beyond these two functions the results of the comprehensive
' B special education evaluation appear not to have been exploited by the STP
- , students' teach\rs. Although the teachers had access to the-gtudent's
: . evaluation records and had some knowledge of the students' particular
learning problemsq few teachers used that information in planning the
students' instruction. For example, teachers made only limjted instruc-

tional distinction between students with auditory processing as compared

»
3 .
R

! ’ 5 , .
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with visual perception.problems And, despiieNEEE“factisggs‘Efiﬁevalua-
tions reveal poor reading comprehension to be a universgal problem among.__
LD students, systematic developmental instruction in reading was only
available 'in one high school on an experimental basis.

! The results of the evaluation are also not used as extensively
as they might be to support program modification. The student evaluation
results could be aggregated to_determine common patterns of educational
weakness and needs. Theserpatterns could form one pe§§ of a needs assess-
ment to establish areas requiring personnel and staff gkill development

and to determine special education Program and servicc*priorities.

Communication of Results. Although the results of the evalua-

tion permit a precise definition of a student's learning digability,

parents often did not understand what the definltion meant. Parents were

clear on two basic concepts: that their child had learning problems that

required special attention, and that their child was not retarded. Most

, parents were able to describe their child's problems in terms of their

-academic gtrengths and weaknesses (e.g., not doing well in reading) but
were not conversant with technical terms such as poor auditory processing.
The STP students (with one or two exceptions) accepted the fact
that they were learning disabled but did not always understand what that
meant. Both parents and gchool staff should provide LD students with
sufficient information about what their learning problems are and how
those problems may or may not affect their futdre. The 8TP students who
understood their handicaps not only accepted them but also were able to
incorporate that part of their self-perception into a total self-concept

that was realistic ang generally positive.

Summary. The STP gtudy findings on.the impact of the evalua-

tion provigions suggest that gome thought be addressed to the following:

® Although the evaluation procedures are thorough,
the conservative approach to identification and
s¢reening of secondary school gtudents referred
by their teachers results in few secondary LD '
students beirg identified and evaluated unless
there ig active parental involvement.

ohy —~——
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- 8ince teachers do not use the pPreci
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The evaluation procedures used to determine
whether or not a student is learning @igabled
and the precise nature of his or her disability
are time-consuming and expensive. The high
degree of indiwidualization and sponding
lack of standarq&:gtion make difficult to
discover common profiles in the stude

disability information in instructi ., and

the value of extensive paychological
tic testing.

-

At the high school level, the guidance counselor
often plays an active role in planning a gtudent's
regular program and resolving academic and social
difficulties. Input from the guidance counselor
should be part of the reevaluation. , -

The definition of learning disabilities basedqon

a discrepancy between potgntial and actual academic
functioning may result in some students for whom
special education services are clearly needed
and/or beneficial being technically ineligible.

The evaluation results serve two functions: to
determine eligibility and to document, particular+
ly with regular teachers, the students' need for
special instructional modification. Consideration
should be given to using the results as a guide to
student instruction and as a basis for establishlng
staff and program,development needs.

Although parents understood their child's handzcap
in general terms, they were not conversant with’the
technical terms used in the .precise definition of,
the specific disability. Botl parents and LD
students would benefit from explanations of the
students' disability and how it. might affect thefr
future.
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caurse; often the same goal and objectives were indicated for several

¢
.

IMPACT OF INDIVIDUALIZED EDUCATION PROGRAM PROVISIONS *
=

The individualized edfication prog;em provisions have two com-
ponénts ~= an IEP document that contains certain qpecified content and
an IEP meetind to which’parents are invited and durihg which the document
is developed. The STP Study investigated the impact of both these areas'
considering the impact™of the legal requirements and how the implementa-
tion of the IEP provisions coincided with_an ideal model of total, educa-

tional program planning. NN

-

The IEP Documgnt. The IEP .document.as it is presently construed

By OSE1 has has certafg uses. First and‘foremost, it documents the focus
of tue individualized special education to be provided to the student and
the related services ‘hesg r she is to~ recelve during the coming year. The
IEP also provides a hlstorical record of services provided, goals and objec- -
Jtives attempted and achieved, and improvement in the student's level of
performance. Finally, the IEP documents the etudent's need for modifica-~
tion in the reguiar prograh and provides justification for requests for
changes. . ‘

The content of the STP students' IEP document, while Basically
serving the purposes described above, lacked certain elements which would
have made the IEP more functional. To be an accurate record of the indi-
vidualized speeial education instruction a stude receives, the goals and
objectives on a student's IEP must réflect the un que focus. of instruction
targeted te the individual student. The goals and objectives of the STP
students in self-contained classes were ‘organized around the subject areas
taught in the self-contained classes. Thus, there was one goal and related
short-term obgectives for English, math, world hlg;ory, and' biology. The
goals and related objectives described the major*currlculum areas of the
S
students. 1Instead of describing general curriculum goals, the IEPs of the .
self-contained students would be more instructive if the IEP goals and
objectives focused on the particular learning needs of the ind;vidual LD

student and described the basic behavioral or academic skills each student

would acquire. While'it is impdrtant that parents be made aware of the

: .

,1052 Policy Paper, Federal Register, Vol. 46, No. 12, Jduuary'19, 1981.

o
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curriculum goals and objectives established for the gelf-contained courses,
» this information does not need to be part of each gtudent's IEP.
. ’ Unlike the goals and objectives of the self-contained students, . .
) ‘the goals for the Fesource students were usually ‘different for different

— o m—

students. The goals and objectives for.the resource gtudents were related

either to process or content. Process goals are those that cut across

e,
i

content areas and focus on particular study skills such a% being able
organize thofights in sequence when preparing a written report. Content

{ goals focus Sn a particular academic content area such as spelling or math.

The'IEPs for the STP students were developed during the middle

of the school year. Thus, the IEP goals and obJectives served\primarlly

e e,

as a quide to the instruction t occurred dur1ng the remainder of th

school year. Because of changes in the student during the summer and )
because’ each student has a new schedule of .classes and different teachers

in the fall, the previous year's IEP may be serlously out-of-da\e. v

e s

Although the learning disabilities teachers reviewed each .
student 8 IEP from the previous year in the fall, they usually felt they
\ needed to establish an instrugtion program based on the student's. current

needs, rather than on the goals and objectives indicated in his or her

' prevjous year's IEP. K > )
" \j The IEPS of the STP students indicated how much time the student
| . would gpend in regular classes but did not provide clearly and specifically
the (daptations required for the student to be accommodated in his or her

regpiar classes. Nor did the YEPs indicate the support the gpecial educa- -~

tion/ teacher or other prpérz; staff would provide to the reqular teacher.

Haz}ng this information on the student's IEP would make it more useful when

; communicating with regular teachers about the LD student s needs.

//ﬂ’ The IEP document, if it is to serve as a historical record of
"the sngdent B progress, needs to provide some method for recording whether
or not part{cular goals and objectives were achleved. Having some consis-
tency in the measure of the student's current level of performance from

year-to-year also would facilitate historical review of the student's

;‘\l,
S i
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~1EP Cenference. The parents of the STP students viewed the
content OL IEP document to be of only limited interest, but they found

the IEP conference valuable because it provided.an opportunity to discuss
other issues related to the student's program. Theﬁtiming of -the IEP
conference, while perhaps causing the IEP document to be less useful as

a2 guide to instruction, is very appropriate for cdnsidering‘major educa-
tional planning issues.

The IEP conference for the STP students .occurs in the late fall
or early winter, at a time when parents can be informed about their child's
progress before it is too late to make changes in his or her present classes
or. teacher, and before minor misunderstandings or inappropriate behavior
become -serious problems. Furthermore, at this time of the year, students
are beginning to plan their course schedule for the coming year.

During the IEP conference,-many topics beyond the components of
the IEP were covered. Topics of interest to the STP parents included:

® career and post-high school education}

® priorities to be given to academic foundation
- and vocational preparation;

° %ction of courses, teachers and classes;

’
® curriculum goals and objectives in the student's
regular’ and special classes; -~

Lod
® grading standards for the student's classes;

. ® problems the student iEQFSVIng in school,
particularly in his or her regular classes;

® activities parents m@y pursue with the student
at home.
e . .
Within this 1list, four issues stand oyt as gJing of primary concern to

parents. Firgt/; the parents were extremely .concerned about the long-trange

direction their child should take. Many parents and students already had
t

established long-term directiong -- to attend college, to be employed as a
lkilled automotive technician, to work in the family business, fo join the
armed forces. These parents wanted to be sure their child's education
program would foster these long-range prospects. Other parents were con-

cerned about establishing a balance between academic and vocational prepara-

[

tion.
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Second, parents were vé&ry concerned about their child's schedule

of courses, classes and teachers. JThey wanted ngir son or daughter in
-~ @ v,

- classes he or she could handle and with teachers who were sympathetic and

helpful. They wanted to be gure their child's reqular teachers were fully
informed about their child's problems and were making appropriate modifica-
tions. |

Third, parents wanted to know how their child was doing academi- :

‘cally and socially, and‘if there were*any'problems, what assiispnce was

.

being provided. - &
] Finally, parents wanted to be .sure their child enjoyed school

and passed his or her courses. To this end, parents wanted to know what -

they could do to help their child at home with his or hef assignments. -

As will be discussed in a later section, all of the STP students’
families participated in some way in the IEP conference. Althouéh the STP
students were invited to their IEP conferences, they preferred not to go.
In some cases, the resource teacher explained to the student wgéq the
teacher thought would be appropriate goals and objectives angd entouraged !
the student to suggest his or her own. This-separate meeting with the ° //J
student seemed to satisfy both student and parents. But it did not permit L\\_
an open airing of the disagreements betweeh parents and students which not

infrequently occurred.

Relationship of IEP to Total Eduéational Plan. The concept of

an individualized ‘educational program can be considered from two perspec-
tives: (1) that of the legal requirements that define the content of the
IEP document and prescribe the nature of the meetng at which the document
is developed; and (2) that of a total individual educational planning model
incorporating all phases of the student's educational program and the
various decisions that are jnvolved in establishing that prbgram. The IEP-
(as legally defined) forms one small part of a student's total educational
plan. It seems entirely reasonable that the p&reﬁts of the STP student

are concerned about the student's total education program. Thus, they
used the IEP conference as a means of expandiﬂg upon the content of the IEP

document to address concerns only peripherally related to the content of
L

the IEP document. .




{;' ?? . The STé‘students had two resources to dfaw upon for advice and . ’

support in planning a total ‘educational program:. their. special education '

'lE}‘uu ’ teache}snand the.guidance counselor-- Through the IEP meeting and other‘

" informaf-conqggaatioﬁgj'the special education teachtrs shared. information . =

with the student and his or hér parents and often wete able to initiate -,

- changes 4in the student's regular program -- elasses, teachers, assignments, . ) v

and occasionally grades. The quidance counselor pffered information on . ) .

4 Y ) colleges, careers, and employment and was responsible for any course or .
teacher changeé and for the planning of the following year's schedule. : .

The relationship between these two resources:-- who have impostant

——
A
.
s
%

o ‘ re8ponsibilities ‘for developing and assuring the i.mplementation of the

I student's total educational program -- is not well -defined:; When these .
two resources coordinate their information and their advocacy, the student

gi ) benefits; when they are not in communicatien: or, eSpeqially, when they are M

in conflictL/the student is confused and the implementation of his or her-
N . B L - - N 'I 4 . Q'. . -,
Z' o program suffers. ; .

.
: . . ‘
- R -~

Summary. The STP study flndings'bn the IEP suggest, the fpllowing ‘

-

L considerations: . . Lo .

’ e The JEP goals and objectives stated fgr LD self~ - -

[ T . contained students tended to reflect the curriculum : 4

i . ' goals and obJectives for ‘the subject arehs covered | .

in the self-contained classes not the un
", _needs of the LD studént. .

{ ® In order to make‘effective use of the IEP a
- of communicating the LD student's needs to regular e
: i . teachers, the adaptations the- -student ‘requires in his -
T o or her regular classes and the support offered by the
E . ) special education teachers need to be clearly speci-
e . I fied. ¢ £

[ bl o e If the IEP is to aerve as a historical ¥ecord, there
' needs to be a method provided for indicating whether
~ or not goi!s and objectives were achieved and whether
L - . or not there has been improvement in- the student's

» ~ . level of performancex o .

A : ® ‘The time of year wheh the IEP is developed has a
o , - bedring on how useful its content is as a guide to
, -~ " instruction., Developing the IEP in the middle of
e C * the .8chool year is administratively practical and
O cal . has advantages for communicating with parents, but "
‘e ’ may reduce the length of time in which its content
has direct instructional relevance. ’ 2 - :
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The STP .parents viéwed the IEP document with skeptici$m
bat valued the IEP conference as an oppprtunity ‘to dis-
cuss ,other issues related to the student's fotal sducas
tipnal program, such as possible careers and post=high
educatipn, the schedule of classes and teachers, existing
or-potential academic qr, behavior probléms, and actions

‘t}'laf?urégts might pursue at home.

Although ‘LD students can and do partigipate in the -
development of their own IEPs, the STPp students and
parents found it more sBmfortable to digcuss the IEP
with school staff separately. ’

The IEP 'relates to only a portion of an LD student's
total educatiofial program, yet it needs to reflect

and be’ consistent with the ‘decisions made regarding . .
the total program. Involving both the LD stq§ents'
special .Bddcation“feachers -and guidance -counsgelor

in a coordinated planning effort should facilitaten -
the integration of the student's IEP. within his or
her total edusﬁ%ional program. .
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[ IS IMPACT OF PLACEMENT IN THE LEAST RESTRICTIVE ENVIRONMENT' PROVISIONS
a . v , - . "
{?‘ .- The STP study investigated two major 1ssues regarding placement: ¢ ™

’

(1) Belectxon from a cont1nuum of»placement alterndtives includlng self- c ¢
™ - ~contained dlasses and reqular ciasses w;th resource class support, and -

(2) nun um separation from nonhand1capped st dents.
{1

., < s

» v Continuum of Placement Alternatlves. The school district where = -

“the, STP students were enrolled pffered two bas1c placement alternatives-b
- self-contaaned classeﬁg and reqular academic-classes, supplemented by a ' .
resource class. ¢ - . 4 ' ' ) ‘

g} Students placed 1n the self-contalned program took most (and Te

4

~ usually all) of thelﬁkacademlc courses in separate, self-contalned specral‘
classes. Each class was ¢omposed of only other LD self-contalned students.

Each class had a dlfﬁerent special teacher, was in‘a different room, and *

lasted a full perlod " . thus, the self- contalned students followed a class .

1, schedule and moved about the halls just like thelr nonhandlcapped peers.
A . The self-¢ontained sﬁudents also attended regular nonacademic and vocatronal

' clagses.  Self-contained classes were small (8 10 students) and disproportion~

t .‘ < V ately’male. .The students varied in reading ability and other basic skills
. and in, thefr motivation and self-d1sc1p11ne. The classes¥were iriformal and

{*‘ contained an undercurrent of physical motlgn. The instructjional Emphaslsgwas

“ , on maintalnlng order and contrdi The mater1a1 covered was similar in — -
(~ o bontent‘to -that suggested fbr the regular academic courses but presented at a
- slower pace, stressing more voncrete applications. Because of the small !
: . Class 51ze, all students weXe able fo participate in class. d1scusslons, and
. the teacher was able to monzzor the\attentlon and task erientation of ,each '\7

student: - . —

[ hd N

Self-conta;ned programs were located only in* cettain deslgnated

' nlgh-schools, and LD students. requ1r1ng a self-contained program were busei
Momn their home-bged high school to the nearest program. Most of the STP ’
students who were ,attending a program away. from their home-based h1gh school
. weréghot happy that they had to be separated from their -neighborhoodd frxends
and felt ;'certain stigma was attached to going to a different school. On
the other hand, one STP student Jgentioned’ that by attending a dlfferent‘

schpol she was able to avoid her previous companlons who had been a bad

s
B}
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“influence. Several of the STP students were being reassigned to their

{" : home-basgg school for the following year. This, too, was disturbing. to
- pnny.who‘had become attached to friends,and teachers at their present

' school. These find;ngg suggest that: (1) students with strong‘ties to '
{‘ their home~based school should bé allowed to remain Efere; (2) that Lt *

students currently assignéd to a program in a nqnhqesjgaseb school should

b{ permitted to remain ther%'if they wish; and (3) students who have

strong, sound reasons.fqp disassociating themselves from persoral and . s
social influences at fheir hbme-based high séhool should bBe given' the

optiqﬁ\of placement in a program'fway from the homf-based school. oy e

M t ..
Academically, the STP students in self-contained classes were’

- v - -

-y

able to do the basic work, understand the ~concepts pfesented, gain self-
P assurance, and take pride in their accomplishments. The students °
fo - . . !
{ acquired new knowledge, ideas and concepts and improved their verbal
%

fluency.* ThHey received passing grades and earned credits toward gradua-

- oy

tion, hut théy did not ééém to improve their reading or other basic e '
skills.- This m&& be, in part, becauée,zhere was only limited systematié' '

{ . (e remedial or developtental instruction in the basic skill-.areas.

i - But placement in the self-contained program did reétri?t the *

{ - ' socigr rélationéhips of some of'the S%? students. It was definitely .
more difficult to make acquainiances among the nonhandicapped studeqté

when contacts wére limited to one or two nonacademic classes, luncli, and N

Sy
v

the time in-between classeé. And becau of .the small number 6f girls
B + -+ 4in the LD sglf-contained program, t social cos:;ét°évailab1e to them

in the.gself-contained claiggs_was particularly limited.
1 ! )
. ~
, . valued the small classes, individual attention, slower-paced and less-

i The STP students ink;elf-contained programs and tkeir parents
o
demanding curriculum of the gelf-contaiﬁed plaé%pent' *All Of the self- . .
contained students knew that they would not sﬁrvive in regular academic
. f\ciasézSz a few had ﬁaﬁibittgrhexperiences that they wished never to
repeat. Qltho;gh ;he‘STP‘studeﬁts knew their program carried with it
& certain stigma, they did not perce%ve the\stig@aldirécted toward - )
them and generally viewed it as insignificant or uniformed. The self-
.- contained s dénts vi;wed their placemeént ag palvation from fdilure,
presSure, frustration and exposure in the «eqular (class. = - -

v
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used the resource class as a substita}e for an acadenic subject,

s
«

Students placed in the resource grogram spent one class period

a day in the resource class taking a gubject called_basic gkills reuiew. ! ' .

The rEmainder of their schedule consisted of regular academic, nonacademic a

"and vocational clasgses. Resource classes ,vere small, usually involvrng

indrvidual students working independently and consulting with the resource L
teacher periodicallys there was relatrvely little interaction among the . E?E
students. Each student's instruction was 1nd1vidualized with ‘the pri

emphasis on supporting. the student's regular program: Resource teachers

used the students' regular class assignments to develop bhasic skrlls such

as orgamdzation and sequenclng, note-~ takrng and outlrnrng of assrgned

.material, readrng,—vritrng and spelling. 1If a student had no pressing

r

regular class assignment he or she worked ¢n correctrng some basrc skill
defrcrency such as spélling. Resource teachers marntarned worksheets and

C
individual ass;gnments in reserve for those occasions.® A few LD

an”

-tratrng all their time in the resource cldss on one academic subjegt such

\
as math. . ¢
A variation of the resource class placement was being on
monitored status. A resourcelteacher was assrgned-to the monitored .
. B s

student to assist him or her whenever he or she requested assistance, or

whenever any of the student's regular teachers 4ndicategd that he or she

needed additional help. A ’ E . ST ’

" In the school district where the STP students were enrolled, g
resource clagses were available inaevery high school so all the resource\\\
students attended their homeﬁhﬁged school. ) . - )

. The STP student®: in the resourcé program and their parents ,
viewed the resource clasi as modegptely effectrve in-providing Qﬁsrstance
and support to the students’, reqular academic program. But th® resource
students resented being labelled and associated withfspecial education.
They were articulate, socially mature and spent almost their entire day
in regular classes; they thought of themselvees as regular, normal students
who needed some ifistructional suppart -- not as special or handfcapped.

The effectiveness of the resource class depended on the
student's initiative. Those sSTP students, who used the resource class

ag &h opportunity to get assistance with difficult or confusing regular

{ .
. . e f ¢
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class ;ssignments, or to develop’ their bagic skills in an area in uhich
theflwere weak, .appreciated the support. Those who did not request
assistance with either their regular-assignments or a basic skill area :
and who were disinterested in teacher-initiated skilk dévelopment activi-
ttes made 1ittle progress: and felt they derived little benefit. .

Although coexisting in the same building, the resource and
self-contained programs in which the'STg students were placed were
administratively separate and used separate instructional staff. Chang—-
ing a student s placement from self-contained to resource (or the reverse} o
involved a formal process, changes in teachers and class schedules. The
separation of the two programs resulted in discontinuities in the place-
ment alternatives available to LD. stddgnts -=- viz., & resource student
could not be placed §1 an LD self-contained math class even if there was
no appropriate regular'class in that subject, although the student could
use his or her resource class period for math inmstruction.

Both the problems ensuing from assignments away from the
home-based school and the discontinuities in programming would be
eliminated if tHe resource agd self-contained programs were integrated
into a meaningf pntl?uum with a common administrative structure. Such
a continuum wou rmit staff to provide bbth rgsource~-type support to
‘the student's regular program and alternative self-contained academic
subject area classes. This would permit a student to have aspects of
both a-self~contained and resource program -- a resource’class to assist .
the student with his or her regular classes, and self-contained clasges *
in English and/or math’to provide instruction in basic skill deficiency"
areas. This type of.progran-model would also permit a continuum of
speciéi education,inétructional sérvices in a placement that was as close
to the student'sxhd;e as possible. i . ) ST .

{ . "

Mainstreaming. We considered two aspects of mainstreaming, the

physical locatiop of special classes within thqﬂ;uilding and the assign-
ment of LD students to regular classes. : -// ’ . \*

q;i>The ELxsical location of the self-contained classes within the
high s 1 building has important implications—forthe LD studepﬁ% and\is ‘
their teachers.” The STP students in ane high gchool had all their .
self-contained classes located in a single hallway of the building.

« 17 o T . "“
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This- encouraged coordinatien'and communication among the LD teachers and
allowed mytual support in behavier management. Under this arrangement,
the LD students moved about the school less frequently, pteferring'to * 4.
remain on their own turf. The hallway developed a xeputation among
nonhandicapped students as a place :to“etay away .from." As a result of
the close contact and common physigal space, the LD students had devel-
oped a close protective social network. This social network'tended to
facilitate behavior contrdi in the self-contained classes and to assist
the LD students in acceptihé their learning disabilities classification. .
There were drawbacks to this arrangement, howéver. The close association
of students occasionally became more anti-social than social and creatdd
minor disruptiOns in the hall. _ Although not restricted to the LD hall -
unless they chose to be, the LD students did have less need to move about
the school, limiting their opportunities for social contact and the
development of friendships with nonhandicapped students.
.. The STP students in the high.school with scattered classes had
more contact with ,nonhandicapped studerits as they moved about the halls
but they had not established a®common sense of a supportive cosmunity.

™~ Although it may not be feasible or even desirable to group all gelf-

) contained classes together, a common LD study area might provide similar

refuge and opportunity *for social interaction.

.

» .Y
A second important aspect related to mainstreaming is the

provision of instruction in rgbular classes. We identified three factors - .

-y

5 that need to be considered when determining the degree to which an 1D

student can be instructed with nonhandicapped students: -ability level;
. 4 i "

- ————

motivation; and type of class.
" The highly motivated, ‘high-ability STP students succeeded in
. almost every class situdtion:when provided with effective resource ‘
support: Students with low motivation and high ab?lity aid not do well
in most of their regular classes. These students generally did not use
the resource class effectivelya and although the resource teacher could W °
intercede with regular teachers on these gtudents' behalf, €his had
limited impact unle#y the,students' level of motivation changed.

Highly motivated students with moderate ability did well inm

their- glower-paced academic classes and al*'fheir nonacademic classes,

but they struggled in academic classes that required normal work and
18 & \
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Highly motivated students with low ability survived regular

;J
nonacademic classes and very slow-paced academic,.classes but these

r———

)
students worked very hard and occasionally felt exposed and under pres-

sure. They appreciated the regular classes for their social opportuni- v
{, *.  ties.. ot ’
{

s : Nonmotivated studénts with moderate. or low ability rarely

{ learned, enjoyed or participated in a regular class Q:ijis ithas a class
L that particularly interested them. For these studenty; hé-holding power

(againgt drapping out) of the self-contained program became its principal

ey

value, because each year in Echool provided a?ditional time to increase R
knowledge, maturity and preparation for a posé—high school future. '

f Our observations of STP students in their reqular classes and
our conversations with'the students and their teachers suggested that
~ )
[ certain aspects of regular class instruction facilitate the stccess of )
- the LD student: : h roo.
R ) - ©\ v
L # 1individual projects or assignments that permit- moti .,
- ; vated LD students to work diligently at their own !
. speed; . -
) jad ® unobtrusive, individual assistance and encourage- ’ /
ment; ‘

QFJpExuctured»presentation of material with. impor-
tant'points repeated; : a

] . [
® multiple sensory presentations, Providing both
verbal and written explanations; : -

® homework modifications allowing LD students to
do fewer difficult problems;

- ® formal or informal opportunities for LD students
to learn from their peers;

’ ° oppdrtunitieshto improve grades through additional
’ homework and/or tests. &

An important element to be considered wvhen mainstreaming
both self-contained and resource students is the supportive role played
- by special education and, particularly, special education!teachers.

.,Q 19 -
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Learning %Khabilities teachers may help the LD student _
directly with the work ed in the regular class. This includes
readl:? and interpreting instructions, helping to organize ideas for
vritten assignments or Projects, offering explanations for the substan-
tive material, proofreading papers and assignments, helping the gtudent
organize his or her time and follow the schedule or assignments, and
providing alternative test arrangements (e.g., more time or verbal

- .
presentations). . g

-
.

Learning disabilitieg teachers also assist the gtudent in-
directly by explaining the student's handicap to regular‘teachers,

- suggesting modifications needed by the student, offering assistance to

the regular teacher, nediating'diSPutes between the student and his or
her regular teachers, and advocating the student‘s need for changes in
schedule, classes, teathers, or instructional methods.

Our observations squest that resource teachers viewed their

”

iﬁpport role as primary and actively provided both direct and indirect

student support. especially to the student's regular.academic classes.

Self-contained teachers viewed their primary role to be providing

instruction in ?heir academft area; .consequently, the. Belf-contained

students received leas direct and indirect support. ~ Although gelf- ’
contained teachers did, on‘occasion, administer tests for regular

teacners and arranged for changes in student schedules, there wa; little

opportunity for assistance on a day-to-day basis with the student 8

regular class assignments. ) : C 7
. *  Summa z. The results of the STP study related to the least o
restrictive environment suggest the following considerations: . .

[
>

® Self-contained academic classes were viewed posi-
tively by LD students and their parents for their
small student size, individual attention, slow
pace and reduced demands and for the protection
these¢ classes offer from failure, pressure,
frustration and ,exposure.

® Resource classes were viewed as providing useful
‘support:by those students who used their time in
the resourcg class effectively to correct a tasic‘
skill deficiency or to obtain assistance with {
their. regular class ‘work.
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Students, in self-contained classes perceived .
stigma associated with their placement although
not directed toward them personally. They s
accepted the stigma because they walued the
program. . )

8TP studentg in fesource classes also perceivéé
stigma but resented having to be laBelled to
receivs the limited support offered by the
resource class$. . ) - Cy

In the STP students' high schools, the Tesource,
and self-contained programs were administratively
separate and used separate instructional staff.
This created discontinuities in the Placement

alternatives available. .

Although the two placement alternatives, resource
and self-¢ontained classes, provided .appropriate

alternatives for most LD secondary students, there
were some students with moderate ability and high

- motivation for whom one period a day in resource

class was insuf ficient, support for their reqular
class program. Yet, the slow pace and limited
démands of most of the self-contained classes
provided insufficient academic challenge and oppor-
tunity to learn. & true continuum of placements
would provide more appropriate alternatives'for
these students.

The STP self-contained students generally did .
not like having to attend a no home-based school
dlthough one student mentionedfthat it was good
to-be able to leave bad influences behind and
believed there was less stigma associated with
attending a special program'in a different school.

Once established in a'progrgh away from their
home-based school,.many S§TP.students did not want
to break ties with friends, teachers and familiar
surroundings and routines to return to their ho/l.ne-
based school unless they had maintained close ties
with local neighborhood friends. '

Providing a full ihtegrated placement continuum
of resource to self-contained placements in

each high school would eliminate problems ensuing
from placements away from home-based schools and
from the separate administrative and staffing
“structure ‘of the resource and self-contained

D‘/‘ .
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The degrge of mainstreaming experienced by the

STP self-contained students was affected by the

Physical location of their classes. In one high

school, ali the self-contained classes were :
located in one hallway. Although this reduded

the movement of‘the students about the building ! \\\
and thus the opportunity for contact with other

students, it fostered a close protective social

network among the LD self-contained students.

Designating a room as a common study area would

provide a protective refuge and gocial locus for

LD students whose classes are- scattered through-

out the building.

The sugcessful integration of the STP students
into regular classes depended on threé factors:
(1) the type of class; (2) the academic .

.ability and skill of the student; and (3) the

motivation of the student.

== High ability, highly motivated LD. students
succeeded in all their regular classes
including classes for college-bound students.

== High ability, low moqivéted LD students did

not do well "in their regular classes unless
the class tapped a particular interest.,

== Moderate ability, highly motivated students
did well 4n slow-paced academic classes and ’
in vocational classes but normal paced regular
" academic classes proved too difficult despite
- the persistent hard work of these students.

== Moderate and low ability, low motivated . . .-
students had difficulty in reqular academic -
ang vocational classes and survive in gelf- .

conMained classes only because the demands T
in these classes were adjusted to their d
ability and interest level. . .y

== Low ability, highly motivated students sur- ‘
vived regular nonacademic and very slow-paced
academic classts but they worked very hard
and occasionally felt exposed and under
‘pressure. ' -

'

There were specific instructional techniques and
strategies that facilitated LD stggents' success

in regular classes; these included: individual
projects and assignments, unobtrusive indiyidual -
éncouragement, structured and repetitive presenta-
tions}‘nulti-seg;ory presentations, and peer~peer ,

instruction.

-~
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® Bpecial education teachers, both resource and gelf~-

@

contained, provided the LD students 'with direct and
indirect assistancéd with their reqular classes.
Direct assistance consisted of assisting the student
with his of her assigned work; indirect assistance
consisted of providing support to the student's
steachers.

Resource teachers viewed their primary role as one
of providing direct and indirect support to the
1D student's regular pyogram.

Self~contained teachers viewed their primary role
as one-of providing direct academic instruction:
less time and attention was devoted to assisting
gself-contained students with their regular class
assignments. Although the self-contained students
attended fewer regular classes, their need for

" support in these classes was not fully met by self-

contained academically-oriented classes.
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IMPACT OF PARENTAL INVOLVEMENT AND PROCEDURAL SAFEGUARD PROVISIONS

The STP study considered parental involvement and procedural
safeguards as somewhat overlapping areas. Parental involvement encom-
passes providing parents with information, encouraging their participa-’
tion in the decision-making process, and resolving disqgreements parents
may have about the actions the school proposes. Some parental involve-
ment activities are mandated by the procedural safegquards provisions of

the law; gome are professionally responsible practice.

Parent notification and participation. All the STP parents

¢

received required written notice of their child's evalyation and place--
ment. They were also notified of the annual IEP meetings, first by mail
and then by a phone call reminder. ! )

The parents of the sTP students were impressed by the school's
efforts to keep.them informed and involved. 1In addition to the IEP -
meeting attended by all but two of the STP parents (those two participated
by phone), parents were in contact with special education staff at other
times, particularly when important issues or crises arose. More formal
efforts to inform and involve parents were also instituted. The selg—
contained program at one high school offered an evening parent-st:aent
meeting at whifch the teachers and guidance counselor discussed the coursge
8election process, discussed the various courses and course sequences
offered, outlined the graduation requirements and met with parents and
students ingividually to plan each student's course schedule for’the
following year. The LD self-cont%?%ed program director at the other

high school developed student progress forms that were sent to parents

each quarter. The forms described the student's attendance, class

performance, and behavior. ,

The one area in which parents wished they were better informed
and wanted to become more involved was helping their child at home. Aall
of the STP parents were understanding of their child's problems, support-
ive of the school's efforts and very helpful when they were aware of what
to do. Some cbmmunication Bystem needs to be developed, to tag the

+

—

parental resource and channel it to tha\\tudent's benefit.
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Dispute Resolution. Although none of the STP parents had

F dope more than suggest that they might take formal action or request

' a due process hearing, many of the STP parents and students had been or
- pere involved in a dispute. The disputes generally were concerned with
lecuring a comprehensive evaluation, obtaining placement in a private
.ch&!! allowimg the student to attend a program in ;nother school,
changing from a gelf-contained to resource placement;'or withdrawing

-

from gpecial education.

‘ Disputes were resolved through an informal meeting of parents,
school staff and administrators, usually by compromise but\occasionally “
by the school acquiesing to the parent's:or student's request.

Although an independent evaluation may be used to resolve

parent-sohool disputes, the STP parents who had obtained an independent

o ——— kr-
B

evaluation, usually did so at ‘their own expense before requesting tHe -
school to conduct an evaluation. Parents obtaified an independent evalua-
tion for their own knowledge and ediflcatlon and because they wanted the

best and most complete diagnosis of their child's problems that they‘

- evaluation procedure or results.

E
E ) could afford, not because they had an;:dlsagreement with the schooli's :)
. - )
E The recént and current disputes that the STP students were
involved in had two interesting characteristics. First, they involved
._' the students>theméelves., Often a student's parentsifgreed with him or
her hpt the school did not; almost as often, the parents disagreed with - . !

their child's position and the school agreed with one or the other or

L e T mataatad

believed both positions appropriate. The opinions of a mature but

. not-yet=18-years old teenager needsto be respected and some open yet

" g -

informal-dispute settlement mechanisms devefﬁ@ed to'assure his or her
< opinion finds expressiOn and is(beard. ) -

; The second interesting characteristic of these disputes was ® .

their btixeaucratic nature. Students and parents resented being referred

-from one person to another to'get a response to simple questions or, -
. - -

/ requests, having to wait for placement because records were misplaced,

I ————

. being reassigned to a different school without being provided an oppor- -
tunity to explain why they believed the reassignment to be harmful

4 . S . 2t il 40 A o
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or vithout nqph amenities as being.introduced to the new staff, being
*

rovided vith the names, of a contact person, or being given a tour of

e new building. y ) ‘ : ) St v

. FY

s . Summarx. The findlngs of the STP. study%suggest ‘the followlng .
* N 4 . a
consideratipns.

. : L4
N ‘&. N

»

® STP students parents were impressed by the
school's many formal and informal efforts to

'keep them informed and involved. . g I :
‘ . £ the STP students parentgkexpressed oL
disappoin nt that they could not be more . -

actively iryolved in helping their child at “heme; .
'+ Bome systfes .should be developed to channel paren-
tal concerniynto pfoductive supportive act1v1ty.

'; . Disﬁutes tween parents and the schodl were T
“f . . ,.usually regolved through,Fn informal meeting. —

3

® Although’ qral,pareﬂ!% had arranged for an inde- *
- Ppendent evaluation-®of their child, they d1d so_for :
-p' ¢ -7 their own, edification not because they were dis-

satisfied wmth the school’s evaluation rocedure. S <, v
p

a o+

e THe STP students occasionally were involved in
- L disputes in' ‘whi, ey ‘played a prominent role.’ .
T . Sometimes they were supported by their parents .- |, : *
o ' but not’ the sohool; gometime® by the school but - - . ? ‘o
not their parents. When a student and hig or her '
% ‘parents’ dlsagree the schoql 4s in an awkward ) ?
’ ‘s position and'open and informal mech ms- for
reso}v1ng these trigngles ‘need to be developed.

” ~e 'Disagreements‘hetween'@arents and school were. ge i s mo e =

‘-ff‘

lugn{ ; ?%ften'characterized"by their bureaucratlc nature, . . .
shifts in-a student's educational environment . ) ’
triggered by centrah”hdministrative -action without R

SR sufflcient humanistic: concern. o

™
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v g CONCLUSION “ -
9 . o, h ' b ]
- . . The fivd ng§~of the STP study suggest that an inves“igation . -

, - of thé impact of P.L. .94-142 on students and their families must con-

, sider the particular population and situation in which the implementa- .
‘ . tion of the law occurs. The provisions of ? L. 94-142 take on a somewhat ’ a

~
-

d}fferent bue when viewed from the perspectlve of their impact on mildly
!x Q' ‘handicapped adoiescent atudents in public high schools. ot i
- I
. N The impact of the evaluation prov1slons is-affected by the
! ] large number of students who are in academic trouble and who need some ! . ~

-,

form of educatlonal aupport. N ‘ oo .

-

. ) The impact of the IEP prov151ons is affqited byothe concern ‘ -
E of LD students and their parenis for problems that go beyond themcontent I
' ‘ of the IEP document, concerns relatlﬁg/ti\;:feer and post-hagh school -
Ag v plans,-vocational training, schedul‘hg of cou ses, selectioﬁ of teachers, . \.
" prevention,of fallure and assurance of graduation. Lt ? ) .
- The impact of the least restr1ctive environment prov ions is
affected by the de51re of secondary students to remaln‘ﬁith thelr fr1ends
> ~ . and w1th famillar teachers and school rout1nes.‘ It is also affected by '
the range and variabllity in the types of regular classes available in BN
. publlc high schools and the yillingnéss of LD studen s to compensate for

their academic weaknesses with increases in academic effort.- . T

LTS

The' impact of parental involvement. and procedural safeguards i

P pecyrh e .

LanﬂAﬂ*,_A_“_is affacttd—by the‘tncrea§ed maturity and need for self determlnation
Ly p

¢

_expressed by secondary students which occasionallx put them at’ odds;with '
. o 9 .
. . their_parents and thé diffi‘culties of cutt1ng through the .formal bureau- v

=

-

cracy existing in the high school structure. L . . : vy
h ]

Thus, the intersection of P.L. 94-142 provisions w1th learning

-

disabled secondary students in public high schools cfeates a special and.
) unique set of impacts on the student and his or her family. ot




