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Preface

The contributors to this monograph have performed a greater
service than merely documenting their experiences in the training
of educational personnel to work with exceptional children in regular
classrooms. They have developed training models that are powerful
reinforcements for the concepts and strategies that have motivated
the National Center for the Improvement of Educational Systems
since its inception. With these models, the combination of efforts to
respond to diverse educational needs by providing skilled, profes-
sional services in a manner that is characterized by humanism and
explicit dignity for the child have been moved from theory to practice.

Out of this concern for the exceptional child and the search for
better ways to educate him, may come important changes in the
quality of cducation for all children, and especially for those from
low-income and minority groups who have been handicapped by
circumstances over which they have had little control. The underlying
elements of the models described here are crucial to the success of
any movement toward educational reform. For example, teachers
of children with learning or behavicral problems must sensitize them-
selves to the learning needs and abilities, personal interests and mo-
tivations, and many other differences that contribute to the indi-
viduality of such children. Teachers of yourigsters from minority and
low-income families may find that the same sensitization is the essen-
tial key to working with these groups. What needs most to be under-
stood and accepted is that a child who is “different” is not “inferior.”
We must learn to extend the. acceptance of the range of human
variability.

Teachers of exceptional children have pioneered in broadening
the spectrum of acceptable pupil behavior and performance. Edu-
cators familiar with the limits of tiiis range generally agree that chil-
dren should not be boxed intv such categories as “discipline prob-
lem,” “slow learner,” or “physically impaired,” but should be al-
lowed to develop as individuals. This humanistic approach becomes
especially relevant in an era that is increasingly symbolized by a
kind of pluralism in which differences are respected and encouraged,
rather than scorned and suppressed. To educate youngsters as indi-
viduals means to provide more options in the classroom, more spe-
cialized skills and confidence for teachers, more diversified curricu-
lum materials and teaching aides than are available in most tradij-
tional educational programs, and greater administrator flexibility.
It mandates school people to come to terms with technology, and 1o
accept it as a resource to individualize learning experiences rather
than as a threatening process of mechanization. For understandable
cause, teachers of exceptional children have had: more experience
with mechanical equipment and, thus, have been able to discern its
advantages. Approximately 40% of our children with learning and
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behavioral problems, however, are in regular teachers’ classrooms
where they reccive no special services.

Individualized instruction requires support services and staffing
patterns that arc built around personnel whose professionalism stems
from a base of competence and performance: rather than paper cri-
teria. It requires teachers trained to (a) identify, through careful ob-
servation and testing, the child with a learning problem; (b) diag-
nose accurately the type of handicap; and (c) develop from the range
of behavioral objectives and teaching techniques an individual pro-
gram to help a child overcome or at least remediate his disability.
Training in the use of this identification-diagnosis-prescription model
is cssential for the development of individualized programs for all
children, just as it is for thc handicapped.

New training designs should not scrve teachers alone, however.
Only if they embrace administrators and the full range of profes-
sional personnel in the schools can they guarantee the establishment
of a climate that is marked by basic humanism and provides each
child with an identifiable, individualized path to learning experi-
ences. Such an approach thrives only if there is openness in the school
and the system, an openness that allows teachers to discern, feel, and
become part of this kind of fundamental attitudinal and behavioral
change.

The contributors to this monograph have performed a service
that reaches beyond the personnel dealing with exceptional children.
In dealing with a strategy that is designec to break the tainted link
between “average” and cxceptional children, they are also breaking
the connection between low-cconomiic status and academic failure.
Destroying these:linkages is a necessary step in any successful move-
ment toward educational reform.

This monograph reflects the concerns and work of the Leadership
Training Institute/Special Education, which is directed by Dr. May-
nard C. Reynolds and Dr. Evelyn N. Deno. Dr. Reynolds has been
the mentor and conscience of the National Center for the Improve-
ment of Educational Systems in the arca of Special Education and
I extend my deep appreciation and gratitude for his extraordinarily
dedicated service. A pioneer in the field, his contributions to our
collective efforts have at all times surpassed our high- expectations.
Within the Center, and a_key agent to the profession throughout the
country, Dr. Malcolm Davis, Chief of the Excepticnal Children
Branch, has performed an important task with integrity and distinc-
tion. I am pleased to be associated with all of them. :
William L. Smith

Associate Commissioner
National Center for the
Improvement of Educational Systems
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Foreword

There is an increasingly powerful' movement in American edu-
cation, of which recent court decisions are only one indicator, to hold
the public schools of the nation responsible for providing quality
education for all children, regardless of exceptionality. Consequently,
for many exceptional children, the responsibility will be interpreted
as education within the regular classroom. The public schools must
become institutions that accept and foster human differences rather
than delimiting or eliminating them. Schools and the personne! who
staff them must act as facilitators to enable children to become what-
ever they are capable of becoming, not only without regard for race,
S€X, or economic status, but without regard for any exceptionality.

As a result of this national movement, more and more local
and state education agencies are wrestling - with the problems that
arc associated with the movement of exceptional ckildren into the
regular classrooms. and with the provision of better instructional
services for those exceptional children who are already in the regu-
lar classroom. In the process, the question of retraining experienced
educational personnel has become a major concern of both admin-
istrators and classroom teachers because in order for teachers to
helpchildren self-actualize and to prevent them from failing, the
teachers must have the necessary skills. Regular teachers tend to
be apprehensive about the prospect of having several “handicapped”
children iniroduced into their already crowded classrooms. Their
anxiety about their ability to deal effectively with such children is
understandable. Administrators, too, are concerned about the ability
of regular classroom teachers to “handle” such children and, conse-
quently, they kave started thinking about inservice training programs
to provide the teachers with the necessary skills. There is little ques-
tion that appropriate inservice training can play a major role in as-
sisting teachers to provide quality education for exceptional children
within the regular classroom. EPDA (Education Professions Develop-
ment Act) funded projects, some of which are described in this mono-
graph, attest to the success of various training programs.

As the public schools attempt to incorporate ever-increasing
numbers of children with special needs into the regular classroom,
teacher-training institutions must respond to the changing conditions
of the schools and to their demands for teachers with broader and
more varied skills. In a period in which teacher turnover may di-
minish markedly, colleges and universities must re-examine their
inservice, offerings and begin to provide more appropriate training
for those teachers already on the firing line. At the same time, how-
ever, the skills needed to work effectively with all children must be
incorporated into preservice training programs as well, for as long

ix
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as teacher supply exceeds the demand, the schools are in the favorable
position ot being very sclective in -their choice of teachers and they
may begin to demand, from the training institutions, the kinds of
skills they require of their teachers.

Educational personnel need never contribute to the academic fail-
ure of children or to the problems associated with failure. If, in their
undergraduate preparation programs, tcachers were trained with
the skills necessary to diagnose the educational needs of children
and tc prepare and implement individual educational programs based
upon proper educational diagnoses, the need for much of the special-
class placement and academic plateauing of children for great lengths
of tiine could be avoided. There is no reason why teachers cannot
have the tocls and the confidence to respond effectively to a wider
range of humap variability, including learning styles, in the regular

_classroom.

Unfortunately, too many of the nation’s regular preservice and
inservice training programs are still unresponsive to the urgency
of providing adequate training in this area. The training programs
described in this monograph, and many other similar programs which
are often supported by Federal funds, tend to be developed outside
the university’s regular offerings instead of being an integral part
of ongoing teachers’ preparation programs. When the need is so
great and so obvious, any training program that has demonstrated
its effectiveness in responding to children with exceptional educa-
tional needs must be incorporated in part or in whole into regular
teacher preparation programs at both preservice and inservice levels..

The cost of Federally supported add-on training programs and
the costs of retraining teachers to acquire the skills necessary to re-

- spond to children with exceptional educationzl needs introduce the

obvious questions: Why not do the job right with regular training
programs? Why not train teachers properly the first time around?

Malcolm D. Davis

Chief

Exceptional Children Branch
NCIES
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Introduction

The theme of this monograph is how the interface between regu-
lar and special education services can be improved. The programs
described herein develop alternatives to segregated special education
services, a high priority need that was described in problem definition
terms in the 1971 publication, Exceptional Children in Regular
Classrooms.! The latter volume consisted of papeis that had becn
solicited from both regular and special educators who, for some time,
had been expressing concern about the adequacy of educational op-
sortunities for children commonly identified as the consumers of
special education services. The contributors indicated the practices
that seemed most questionable to them and suggested ways of direct-
ing Education Professions Development Act (EPDA) Special Educa-
tion funds to achiceve the greatest long-term benefit for the children
needing special educational consideration.

The Education Professions Development Act (EPL)A) supports
training programs tor personnel employed in educational systems at
all levels, preschool through college, and continuing or inservice

education that is directed to the improvement of educational oppor-

tunities for all children. EPDA programs are addressed to areas of
narticular national concern, including the training of particular types
of personnel. The programs are Rural-Urban Education, Bilingual
Education, Early Childhood Education, Career. Opportunities, Edu-
cational Lcadership, Pupil Personnel Services, Recruitment, Teacher
Development for Desegregating Schools, Media Specialists, Triple
T, Protocol Material, and Special Education. In contrast to the pro-
gram emphasis of the Bureau of Education for the Handicapped
(USOE), which supports training programs for special educators,
thc EPDA Special Education program promotes training.for regular
education personiiel to help them acquire the conlpeiencie's needed
in the effective 'instruction  of handlcapped children in mainstream
classroom settings.

Programs funded through EPDA are administered by the Na-
tional Center for the lmprovement of Educational Systems (NCLES),
formerly known as the Bureau of Educational Personnel Develop-
ment,? in the U.S. Office of Education. The Special Education Lead-

1 Maynard C. Reynelds & Malcolm D. Davis. Exceptional Children in

Regidar- Classrooms. Minneapolis, - Minn.: LTI/Special Education, 197].

Distributed by Department of Audio Visual Extension, University of Minne-

sota, Minneapolis, Minn. §5¢55. ) ‘ :
2 Since the change in name is comparatively recent, some authors still

use the old title.
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ership Training Institute provides technical or program development
assistance to EPDA special education projects.

To carry out its technical assistance function, the Special Educa-
tion LTI disseminates information on promising progranis, training-
related materials, and other relevant activities through conferences
for project personnel and other concerned persons, direct consulta-
tion services to projects, and publications. The latter, so far, have

been of two types: descriptions of promising programs in the areas

with which the EPDA Special Education program is concerned, and
“think-pieces” on the relevant issues within these areas. An example
of the latter is' Exceptional Children in Regular Classrooms, pub-
lished by the EPDA Special Education LTI in 1971,

- In the papers making up that monograph, certain common areas
of concern were stressed by author after author. The impact of this
reiteration gave the impression of a compelling need to direct atten-
tion and resources to problems such as the following:3 .

1. The regular and special education systems have developed sepa-
rately and the prevailing approaches 1o personnel training, tcacher
certification, program funding, and service delivery not only have
perpetuated the separatencss bt widened the gap between- the two.

As more and more children .. been accepted into special educa-
tion programs, and evidence .as accumulated that the traffic is vir--

tually a one-way flow, inquiry into what portion of special education’s
growth is healthy—for both the children and society—appears to
be justified. The special education system should not have to assume
responsibility for all the children the regular system chooses to re-
ject. The question of who needs or who should receive special edu-
cation service can be answered only by studying the two service sys-
tems; and there must be a better articulation of the services rendered
by both systems if the study indicates the need to continue the two.

2. The traditional, categorical ways of defining the children to
whom the special education system is responsible for the provision
of services are of limited value in making educational management
decisions. There are needed first, the development of ways of as-
sessing’ learning needs in terms that are more directly relevant to
the essential educational management decisions than are provided
by the traditional categorical criteria, and second, the development
of more realistic treatment modes. The traditional medical model
on which the categorical approach to special education is based is
seriously inadequate on two counts: (a) The criteria used to define
the medical syndrome of a categorical. disability contribute too little

3 Since all the arguments cannot be reproduced here, readers are encour-
aged to consult the original papers 'in Exceptional Children in Regular
Classrooms.
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to the prediction of the kind of instruction a child with that disability
may need. (b) The medical-model focus on “cure” or “restoration to
normalcy” is not a suitable posture for habilitating a chiid whose
basic disabilities may be incurable but who may need support to
adapt appropriately to learning experiences and life conditions.

3. Outcomes of intervention must be evaluated in ways that relatc
more directly to the public’s purposes in supporting formal educa-
tion. The public is increasingly reluctant to provide tax dollars to
pay for education that does not educate. o '

4. The much-vaunted team approach to the diagnosis and treat-
ment! of handicapped children seldom produces the consistent, ef-
fective intervention anticipated for it. The result of high specializa-
tion in any profession is fragmentation, which is of little value to the
ultimate consumer until it is synthesized at the service level. Pro--
fessionals and parents lack the framework of common language for
the discussion of intervention goals, implementation, and adequacy
of outcomes. '

5. Much of a child’s learning takes place outside of school, con-
sequently, parents and peers are the inevitable partners of profes-
sionals in the education of the child. Nevertheless, teachers probably
exercise the most influence over the child’s learning conditions, next
to the parents and peers.. Specialists should deal realistically with
these facts by sharing their knowledge with these primary instruc-
tion agents to make. them more offective in the teaching roles they
are going to perform anyway. This position is dictated ‘as much by
logic and the lack of a clear relation between training level of inter-
venor and success in helping children learn as it is by the short sup-
ply of certain kinds of specialists and the funds to employ them.

It is worthy of note that since the publication of Exceptioial Chil-
dren in Regular Classrooms, the problems identified in- the papers
therein have been supported by policy positions adopted by the mem-
bership of the Council for Exceptional Children (CEC, 1972).

The advocacy of the maintenance and service of “deviant” chil-
dren within as normal an approximation of an ordinary childhood
milieu as is beneficial for the needy child (the normalization prin-
ciple) does not rest on data-based proof that such children are likely
to show better academic achievement when instructed in the regular -
classroom; it rests, rather, on two related lines of argument: (a) Evi-
dence has shown that children who were defined as mentally handi-
capped by conventional criteria and educated in special classes did
not achieve better than compurable children who were educated

4 The term “treatment,” as used. in these papers, is broadly defined as any type
of deliberate intervention undertaken to improve a child's functioning.
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in regular classes.” (b) Recent court decisions support the cthical
position that a citizen’s right to ordinary social participation should
not be abridged by his assignment to facilities that purport to pro-
vide treatment or improved opportunity if, in fact, more appre rriate
treatment is not provided by the assignment.®

- The preceding propositions are reflected in recent EPDA Spe-
cial Education program efforts. Projects funded under this program,
as well as others supported through BEH or a variety of funding
combinations, have begun to explore some of the components of
these complicated issues. In many such projects the search was started
for ways to provide better control of a child's in- and out-of-school
learning opportunities: better -individual case-management proce-
dures that more effectively tailor learning conditions to individual
child growth” and learning needs. Overwhelming evidence has ac-
cumulated on the degree to which a child with problems needs some
mechanism (person or process) to help him cope with institutions
that frustrate his growth because of stereotyped expectations and rigid
operating regulations. -

The evidence accumulated along the way of these searches led
some projects to propose and train for work in the schools a kind
of person who could promote better utilization of people, curricula,
and materials resources for the assessed needs of an individual child.
Most of the programs described here report efforts to package func-
tions and develop a functionary who will bridge some of the con-

- ceptual and service gaps identified in the earlier monograph. Their

efforts have been focused on three steps: establishing what course
of action seems best for the individual; helping adults to acquire
the necessary understanding and skills to contribute effectively to
the plan of action; and continuously evaluating whether the plan
as implemented achieved the. desired results. Some administrators
saw possibilities for system-wide improvement through the broad
application of the principles that are basic to these personnel train-
ing programs and they moved to repackage whole delivery systems.
In some of the trials reported here, the unit reorganized is a whole
school building (Aurora, Hlinois) and, in some, an entire school dis-
trict (Houston, Texas). In at least three such attempts (Minnesota,
Vermont, and Texas), long-range, special education program plan-
ning at. the state education agency level strongly supports system or-
ganization on a broad scale.

5 For a summary analysis of research in this area see B. H. Bruninks & J. E.
Rynders. Alternatives to. special classes for educable mentally retarded.
Focus on Exceptional Children, 1971, 3, 1-12.

6 A projected EPDA Special Education monograph by Dr. Weintraub will
probe some of the ramifications of the latter position. :
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The final section of this monograph provides some suggestions
for turther action that arc implicit in the project results.

The papers have becn ordered so that the first section deais with
college-training programs for the preparation of a type of noncate-
gorical special advocator.who can function primarily as a consultant
to regular-class teachers and service planning mediators; the second,
with programs that focus on resource teacher models; and the third,
with descriptions of attempts to restructure whole-systems, whether
a school building, school district, district-wide special education serv-
ice continuum, or strategies in continuing education geared to gen-
cral systems change. All of the programs have so many overlapping
characteristics that. division into sections and sequence of papers
within the sections are admittedly a very rough effort to ease the
reader’s task in searching for a subject of particular interest. The pa-
pers, by general type rather than title, are as follows:

Section I: Programs training service strategisty

, Stratistician Model ' Judy Ann Buffmire ‘

; Learning Problems Model Philip Mann & Rose Marie

' McClung

; Consulting Teacher Model Wayne L. Fox et al.

- (Hugh McKenzie):

! Diagnostic Prescriptive . Robert Prouty &

Teacher Model Florence McGarry
Classioom Specialist Model Stan & Wilma Shaw

Section 11: Resource Systems

b Precision Teaching Resource Norris Haring

! Model (Elementary)

Precision Teaching Resource Norris Haring & Don Miller
i * Model (Secondary) o

E Resource System for EMR Richard Johnson & Rita Grismer
General Special Education Stanley Deno & Jerry Gross

Resource Teacher Model

Section 111 Structural Change Approaches
Structural Reform in an Robert Lindsey
Elementary School .
Structural Reform in a Total Charles Meisgeier
School District
Preparing Handicapped Chil- Frank Taylor
dren for Regular Class
{ - Participation ' '
Clarifying Sub-System Service Glen VanEtten & Gary Adamson
Responsibilities .

e o e Sy Rt

Section [V : Commentaries
Evelyn N. Deno
Maynard C. Reynolds
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Readers interested in other programs with the same or different
emphases are encouraged to write the.Special Education LTI, the

‘Exceptional Child Branch of the National Center for the Improve-

ment of Educational Systems, or the Bureau of Education for the
Handicapped, for further information. Anyone interested in learning
more about the programs described herein may write directly to the
authors of the papers. Addresses are listed in the section entitled
“Contributors to the Monograph,”

Mrs. Sylvia W. Rosen was the technical editor.

Evelyn N. Deno
January 1973
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Section I
- Programs to Train
New Kinds of Instructional Management Mediators

The wssumption of the programs described in this section is that
a “new” or different kind of professional is needed ty work mainly
with regular teachers to help them develop and carry out more effec-
tive instructional programs within their regular classrooms for edu-
cationally deviant children. .

Because many of the professionals involved with the education
of exceptional children have been inclined to perceive and formulate
problems in terms of the treatment management possibilities or pref-
erences that are-typical of their disciplines, the instructional manage-
ment mediator conceptualized in these programs would be trained to
be able to bridge the communication gap among the professionals.
The training of the mediator, which would focus on (a) some of the
assessment skills presumed to be possessed by psychologists and (b)
some of the curriculum and instructional methods know-how pos-
sessed by specialists.in basic educational skill areas, would enable him
to mediate differences in outlook and language among different
school specialists. In the process, he would become a strong force for
the achievement of better interactions between the regular and special
education services and, ultimately, of total system modification. The
mediator would operate as a first line of defense against an exces-
sive reliance upon the transfer of children with learning problems to

. special education settings.

All the programs in this section focus on the training of personnel
to facilitate the development and implementation of individually tai-
lored educational prescriptions. Although there is considerable over-
lap in the functions the trainees are expected to perforn, the pro-
grams differ ideologically on how the functions can be performed

“most effectively. Competency development has a different empha-

sis in each. Most are eclectic in their approaches and seem to be
heavily swayed by what works in making procedural choices. How-
ever, consistent application of behavior analysis principles is evi- -
dent in all aspects of the Vermont program, strong humanistic lean-
ings coupled with acceptance of responsibility to be accountable for
outcomes- comes through in the George Washington program, and
the Miami program leans. heavily on a learning process approach.
Needless to say, each program demonstrates a strong commitment
to the testing of their working assumptions.

Evidence must still be accumulated, and both BEH and EPDA-
Special Education are seeking it, on which of the various approaches
to the relief of learning problems are most likely to result in the most
improvement of children’s classroom learning. That is why there

1




are included in this monograph programs that train individuals for
similar roles but within frameworks of different orientation.
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T Rocky Mountain Regional Resouree
Center's Stratistician Model

The #egional Resource Centers. funded by the Bureaw. of Education

Jor the Bandicappad, are locared in six seciions of the country: Eugene,

Oregony New Yo Ciry, Coralville, Towa; Lay Cruces. New Mexico:
Hurrisburg, Pennsybvania; and Sult Lake City. Utah. ]

Most ef these cenrers have determined their program empliases
throughy the: assessmient” of priority needs in their geographic arcas. The
Stratisticiain. Model was developed at the Rocky Mountain Center s u

resultaf the conditions in1he region served by the Center. The strategy
Jacilitates the developmenn of special edieeation service, helps to prevent

wnessemtial Tabeling:. and avoids the segregation of service Jor handi-
capped childizen. Several of the BRCy have initiated programs thut are
directed 1o sivmilar ends. Because i is one of the most-fiighly developed.
the Stratisticieon Moglelis included iim this collection,

The Stratistician Model

Judy Ann Bufhnire, Director
Rockw-Mountain Regional Resource Center
University of Utah

Some persons cannot pronounce stratistician (strat-is-tish’un);
others cannot spell.it; and mone knows. for certain what it is! The
term, derived fromrstrategist and diagnostician, denotes a person
who can diagnose weducationalproblems. and plan strategies to facili-
tate their solutions. Simple emough, it:seems, but—: What behaviors

‘indicate that a persom can diagnose problems? Plan strategies? Func-

tion where? For whom? Is the idea ofa stratistician relevant to the
needs of handicappeut children?

The current literature indicates that:many people are engaged in
conceptualizing edncational’ 'models that can provnde better service
for handicapped children, and, where possible, in the mainstream
of education (Lilly,. 1971; Reynolds & ‘Balow, 1972). The evolving
stratistician ‘model iis one example of .the concept. A stratistician is
a trained special educator who functions as a teacher’s resource on
request and who aiillects data on the problems ‘of handicapped chil-
dren .in the classroom and on effective facilitation strategies. The
modgl was field tested during the 1971-72 school ‘year with positive

T&:e pfepm ation off thes. paper was supgorted by Grant No, OEG-0-70-
4178(08}, Pro_)ect No: 347930, from the Ii'epartinent of Health, Education
and Wnlt.mn ‘United - Stamas  Office of Eduzation, Bureau of Education for
the HandicépPed, Divisiom«f Research, Waskigigtoir, 1).C. 20202,
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results. Because the main factor in the successful trial was the flexi-
bility and problem-solving capabilities of the individual stratisticiuns
involved, as well as their ability to read the environment and pro-
mote change in unique situations, a stratistician still must be con-
sidered a model in the process of definition.

The decision to explore the use of a special educator as a re- .
source for teachers was made by the Rocky Mountain Regional Re-
source Center (RMRRC)! after many meetings with administrators
from the Utah State Board of Education, both special and regular
education divisions; local district leaders; and University of Utah
staff members. Data available at that time indicated that 42%¢? of
the expected population of exceptional children in Utah were not
receiving special services. The state laws that make education com-
pulsory and mandatory place the responsibility for the education of
all children in Utah on the local school boards.* Thus, it was assumed
that if the 42% of the unidentified handicapped children had to be
in school and were not receiving special educational services, then
they were, for the most part, in regular classrooms. In addition, it
was found that although the delivery of special services in Utah has
been above the national average (Martin, 1972), many identified
exceptional children in sparsely populated areas had never been re-
moved from regular classrooms because there simply was no place
for them to go. .

A number of factors were considered during the decision-making
process: available funds, personnel and building limitations, and the
swing toward the use of resource rooms for exceptional children in
place of self-contained classrooms. One fact appeared to predominate,
however. The top priority, special education need in Utah was the
identification of better ways to-help teachers deal with handicapped
children in their regular classrooms. Thus the decision was made to
explore a teacher resource model on the basis of two main assump-
tions: SR
1. All children can learn regardless of their handicaps.
2. All teachers can perform more effectively.

During the first year in the field, RMRRC focussed on ways of (a)
identifying the learning problems of handicapped children in the
classroom, and (b) developing a resource system that would help
icachers to solve the problems. The two goals could be achieved only

1'The RMRRC is one of six Regiona} Centers in the United States funded by
the Bureau of Education for the Handicapped. ‘ _ ‘

2 Special Education Report Prepared. for the Utah State Board of Education:
1969-70 Scheol Year, 1970, p. 9. A ‘more recent state identification project
has indicated that the percentage unserved may be considerably higher. .

3 Utah Code Annotaied 1953, Secs. 53-18-1 through 53-18-10.
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through access to the classroom, regular as well as special, and the
person who could have such access was conceptualized as the stratis-
tician.

The stratistician provides an active interface between regular.
and special education by establishing a continuum of -educational
services for the handicapped child. At the same time he is a data col-
lector, an identifier of problems faced by teachers and handicapped
children in the classrooms, and a-developer of resources to solve the
problems. He also collects data for the development of ‘inservice and
preservice traisiing packages. Withal, the prime target of the stratis-
tician is the classroom teacher. _

Special educators with classroom experience and the MA degree
or its equivalent were chosen as the first stratisticians. Beyond these
general requirements, individual backgrounds varied. Two stratisti-
cians were trained school psychologists; two have learning-disability
training; on> specialized in teaching the trainable mentally retarded
and one, the educable mentally retarded. Each stratistician appears
to have an open nonjudgmental attitude in interactions with other
persons, an attribute that has proven to be a high-priority compe-
tency for adults working with other adults. Identification of the be-
haviors that constitute this attribute is currently. being undertaken
by RMRRC staff members.

The further training of these already skilled people was con-
ducted by RMRRC staff members and consultants during the sum-
mer- of 1971. Training consisted of the development of communi-
cation and interacting skills, observation -techniques, acceptance
strategies, screening/diagnosis, planning, behavior modification,
evaluation, and strategies of dealing with problem behaviors that had

-been listed most often by teachers.? The teachers at each school were

1To assess classroom problems as perceived by teachers and to determine
-teachers’ attitudes toward handicapped children and willingness to" utilize a
resource person, a questionnaire was developed prior to the placement of
stratisticians in schools. Replies were received from 6 % of the state’s teachers
and 59 % of the teachers in the target schools, a total of 365 responses. In addi-
tion, a stratified sample of elementary teachers across the state was-polled.
The ten behaviors that the sample of teachers perceived as the most serious
classroom problems were the following:

1. Inattention " 6. Carelessness in work
2, Tattling 7. Attracting attention
3. Quarrelsomeness - 8. Laziness

4. Cruelty, bullying 9. Restlessness .

5, Interrupting 10." Disorderliness in class

The responses as a whole indicated that teachers felt that they would be-will-
ing to accept two to three “mildly retarded students” in their classrooms:and
to work with-a resource person (stratlstlclan) to facilitate the1r work with:the
handicapped children.

Further information on this Study is avallable as _Workmg Paper No. 4, -
RMRRC. Similar information from administrators is being tabulated.
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+ oricnted during the annual two-day institutes held prior to the be-

ginning of school, and several mectings were held with district ad-
ministratois and principals. Once the school year began, none of the
stratisticians lacked requests for services. _

In accord with the reseaich design, stratisticians were placed in
elementary schools that varied in the availability of special educa-
tional -resources. These placements were selected to determine first,
in which situations stratisticians were utilized most, and sccond, the
kinds of problems encountered in schools with few resources as com-
pared to those in schools with many available resources. One stratis-
tician was placed in a Title | school with a transient student body;
this school had an cstablished resource room, a self-contained class-
room, and extensive psychological, speech, and other support serv-
ices. One school was on an isolated military base with a highly mo-
bile school population that represented a cross-section of cultural
attitudes, values, and status; no special classes were offered in the
school and support scrvices consisted of occasional visits by a specch
therapist and a district psychologist. Another school was initiating
a resource room and had an established self-contained classroom;
the support services available there were moderate. The fourth stratis-
tician was placed in a traditional school with one self-contained class
and limited support services. The fifth went into a progressive school
with model support services. Each of the five was in the assigned
school fulltime, four days a week. The sixth stratistician operated
as an itinerant; his home-base was an SEIMC in a multi-district rural
region. ' .

Euch Friday throughout the school ycar. all stratisticians met at
the RMRRC to share problems, answers, inservice training, and co-
ordination of Center activities and field needs. Throughout the year,
RMRRC staff pivoted around :the stratisticians, providing extensive
resources to facilitate their effectiveness when needed. Workshops,

resource information, and consultation werz also provided to the par- -

ticipating districts on request. The Center staff includes a psycholo-
gist, an evaluation director, an inservice training director, a media-
curriculum specialist, a publication specialist, and staff consultants

" in the areas of mental retardation, learning disability, and emotional

disturbance. A district liaison consultant is also on the staff. Arrange-
ments. were made to bring children to the demonstration district
schools for intensive intervention work if all other resources had been
explored and found insufficient. This service was never needed dur-
ing the initial year, however.

Results
It was both an exciting and a frustrating year. Teachers and prin-
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cipals werc most positive in their acceptance and use of the stratisti-
cians. The stratisticians’ activities included the following arcas:

1.. Modeling of behavior.
2. Class screening on specific areas.
3. Observation of a single student or of a whole class.

4. Planning (with teachers, administrators, aides, committees,
pupil personnel, tutors, university personnel, graduate students,
RMRRC personnel, district supervisors, etc.) in classroom manage-
ment, program development, use of specific curriculum, etc.

5. Evaluation of -programs, systems, methods, curriculum, etc.
6. Diagnosis (formal and informal).
7. - Instructional skills (individual inservice).

g2

8. Interaction skills, methods and techniques (role playing, rc-
flective listening, congruent sending, “I” messages, ctc.) with chil-
dren, teachers, administrators, agencies, parents.

9. Evaluation of interventions and recycling with feedback to
teachers, children, parents, other school personnel.

10. Data collecting, recording, systematizing, and rcpdrting for
RMRRC research progranms.

11. Go-between for resrouce room and regular-room activities.

Further data refinement -is needed to determine if teacher inter-
ventions with handicapped children improve with on-the-spot help;
what interventions are most successful, what variables_influence the
success of interventions; any transfer effect to other children; what

‘are emerging inservice ‘training priorities; what preservice changes

are indicated; and what needed resources are or are not available.

 During the trial year, extensive intervention assistance was given
to 162 children; 1,036 short-term contacts plus many uncounted
one-time-only contacts were also made. Teacher contacts, both formal
and informal (a formal contact is a written request; an informal con-
tact is a conversation in the hall, faculty room, etc.) were so numerous
that an accurate count is not available, but 146 teachers were in-
volved in the program. Each stratistician met at least once with every
teacher in his school. Obtained data indicated that each stratistician
made an average of 9 teacher contacts and 8 children contacts per
day. The 146 teachers had a total of approximately 3,700 students;
the ripple effect could have touched each of them. The: purpose of

. the initial field year was not to provide service but to collect data and .

explore the use of a resource person to teachers. _
From the descriptive data on the children referred, it was found

“that the largest cluster of referrals were for the 6-9-year-old age

7



O

ERIC

Aruitoxt provided by Eic:

1 e g b 1

B U S

range. As might be expected, 9-year olds were referred most often.
There was some indication that the time of year may influence re-
ferrals, for example, many more 6-year olds were referred late in
the school year rather than earlier. Class-size data indicated that re-
ferrals were highest fromi classes with 25 to 29 students, followed
by classes with 20 to 24 students. However, the finding may be an
artifact of average class size as, in the participating schools, most
classes ranged from 25 to 29 students. -

The referring teachers were predominantly female and the re-
ferred children, predominantly male. Such proportions i+ expected
because of the ratio of female to male teachers in elementary school
and the commonly accepted idea that the boys in our culture have a
higher ratio of problems.?

~ Very few of the referrals—less than 8%-—involved children with ;

previously identified’ problems. This result seemed to indicate that
the stratisticians were reaching the part of the population of handi-
capped children in the regular classrooms who had not heretofore
been served. ‘ -

The specific educational problems referred most often were
clusters of behaviors that included “restless,” “not attending,” “dis-
ruptive,” and “aggressive.” Thus, for the teachers, psychosocial prob-
lems appeared to be the primary area of concern. “Disruptive” be-
haviors, which were reported with high frequency by the teachers,
were classed as “not attending’ by the stratisticians. If further work
substantiates the importance of this psychosocial area, it would be
a direct indication of inservice and preservice training needs. “Not
achieving to expectancy” was.also a high frequency referral. When
the teachers were questioned about the meaning of the term, however,
they often were unable to define it. The stratisticians found that the
teachers needed informal training in classroom diagnosis and task
analysis, which-indicates the great need for diagnostic and prescrip-
tive skills in any interventionist. ‘

- As the year went on, referrals increased in frequency for the be-
havior categories of “distractable,” “short attention span,” and “lack
of motivation.” ‘Although conclusions cannot be drawn from these
limited data on why the problems increased with time, it may be
hypothesized that as frustrations and repeated failures accumulate,
handicapped children lose interest and motivation. Increased teacher
skills in individualizing instruction, and the participation of & re-
source person to help identify and encourage the use of new skills,
might ameliorate the problem, a possibility suggesting that stratisti-
cians could function in schools as trainers of teachers in these areas.

5 In Germany, where most first-grade teachers are men, the handicapped read-

ers are mainly girls.



The interventions most often suggested by stratisticians and
adopted by teachers included behavior modification techniques and
tutors. The use of resource aides, task analysis, and modality change
increased throughout the year. _

As this paper is being written, the stratisticians and other
RMMRC staff members are assessing the first-ycar efforts in the
field, writing school profiles and year-end reports; 1dent|tymg vari-
ables and data collection methods to develop communication-skills
training packages to use in the schools next year; and trying to dcter-
mine more effective methods of measuring their impact upon teach-
ers, handicapped children, and districts as a whole. Further refine-
ment is underway on methods of screeriing and assessing individual
students, observation techniques, and planning and consulting wnh
administrators, teachers, aides, and other persons.

It appears that the evolution of the stratistician role will be greatly
determined by the ecological components of a school, that is, the
socio-économic level, cthnic makeup of the student body, commu-
nity and parent concern, school philosophy, and organizational fac-
tors. ' Research on these and.other as yet unidentified ecological vari-
ables will become a major thrust of RMRRC operations. A second
research thrust will be the effect of affective variables on the educa-
tion of handicapped chiidren in the school.

This year’s data also indicate that there may be a need for a
multi- rather than a uni-stratistician model to meet the varying needs
; of urban and rural schools. The inherent problems of an itinerant
position were . not ‘answered during our trial. The ideniification of
differences and similarities in the competencies of the stratistician, :
the learning-disability teacher,” school- psychologist, counselor, cur-
riculum specialist, teacher of the mentally retarded, and other spe- i
: cialists must be made before broad utilization of the new mterven—-
tionist can be justified. i

Acceptance of the stratistician model was posmve many dis-
tricts have asked for help to develop a similar model or train such
personnel. Districts that had stratisticians last year are eager to con-
tinue with them next year Student and parent response has been
enthusiastic. Co

Some of the stratistician’s functions can now be described. What
does he do? He serves as a resource to teachers of handicapped chil-
dren. It appears that he can help teachers help children. He is also
; - an effective collector of data on the needs of the teachers who deal
with handicapped children, and he is effective in finding and develop-
; ing strategies to meet their needs. But—stratisticians? Despite the
pronouncing and spelling difficulties of the term, they served teach-
ers and handxcapde children and districts are requesting more. of
them.
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University of Miami: A Learning Problems Approach
The learning process approach to problem analysis that is used in this
progrum is reminiscent of the ideas that Kirk, ¥rostig, Myklebust, and
other persons have advanced for the education of learning disabled chil-
dren. However, the University of Miami program is not restricted to the

so-called learning-disabled children. A basic assumption of the program is’

that the same information processing functions are present in all children
and, consequently, can be nsed as the basis of effective instruction.

A Learning Problems Approach
to Teacher Education

Philip H. Mann
Special Education Coordinator and
Director, Programs in Learning Disabilities
University of Miami
and
Rose Marie McClung
Associate Director, Programs in Learning Disabilities

University of Miami

For some time, special educators have been cognizant of regular-
classroom teachers’ general lack of the necessary ‘insights, skills, or
incentives to.work with children who manifest a variety of learning
problems. Few of the teachers understand or know how to use the
available alternatives for teaching children. They look for materials
to show them what to teach instead of looking at the children to find
out /iow to teach. When the teachers fail, consequently, the children
are labeled lazy, emotionally disturbed, clumsy, stupid, or mentally
retarded. '

The program. described here was designed to train experienced,
regular-classroom teachers to work with learning-disabled children

through a learning problems approach. For one academic year plus

one summer session, the teachers participate in the program concur-
‘rently with experienced sp#cial education teachers and students who
are already involved in degree or non-degree programs in the area
of learning disabilities. The regular-classroom teachers are-trained
at the graduate level.. One of the unique features of the program is
that although regular and special education teachers concentrate on
the same core of studies in learning disabilities and. graduate with

The program has been supported by funds from both the Bureau of Edu-
cation for the Handicapped and the Education Professions Development
Act.
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-can be developed for each child. _
In the application of the strategies, the teachers use the principle

many common competencies, .for each group the major emphasis is
on its anticipated role. Thus, regular-classroom teachers are trained
to teach children with learning disabilities in the public-school regular
classes while the special education teachers and students are trained
to be special educators. The opportunity for the two groups to sharé
cxperiences has been one of the most signficant and innovative as-
pects of the program. '

The learning problems approach to educating children implies
that the settings for handicapped students will be based on their
needs rather than on the number of allocated units that must be filled.
Primarily, however, the approach is used to determine through task
analysis what it is that children need to know to succeed in the schools
as they are now constituted. By delineating the critical skills neces-
sary for success in the academic areas of reading, writing, spelling,
and arithmetic, the teacher trained in the use of this approach can
then identify children’s deficits in the language areas that prevent
them from being successful in the given tasks.

This analytical approach to meeting the needs of handicapped
children lends itself to implementation in many different educational
settings. Traditional as well as open schools can readily adapt the
diagnostic-teaching techniques as long as the basic philosophy of
the school incorporates the principle of meeting individual needs
or, more specifically, of individualizing instruction. Any school,

no matter how modern its physical facilities, that concerns itself pri- -

marily with the “learners” and omits the atypical child from the main-
stream of education, is a lesser educational institufion than a one-
room, red-brick schoolhouse in which the teacher develops appro-
priate educational programs for all students, including the learning
handicapped. A building does not facilitate learning; people do.
Therefore, a program that is child centered should turn out trainees
that are not lock-stepped into one way of structuring the environment.

The Theoretical Framework of the Program

The instructional basis of th'e'l""p‘r"og‘ram’ is the learning design (Fig.
1) that shows the important parameters of children’s learning pat-
terns. The design is a framework that the teachers are taught to use

to identify the strengths and weaknesses in children’s learning proc-

esses. After the identification is made, specific educational strategies

of “plateau,” that is, no child remains in the same place in the skill
area of concern for extended periods of time without justifiable ex-
planation. For the child, success must be the mode rather than the
exception. The teachers learn to apply the principle by adjusting the

12
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rate. ameunt,. and seemence of input according to the child’s nceds.

Whem e child reaches a point of failure, the teacher takes him back

to his Jast. dCCUFd[C achicvement and leaves him with the feeling of
SUCCUSs.

Tenching children in this manner can be called eclectic because
it pulls:together the best of all available resources. It can also be de-
scribed as humanistic in that it emphasizes success. 1t is humane in
that it attempts to change the life style of children who have been
school failures and, consequently, have become failure-avoiding in
their attitude toward learning; the emphasis on success makes the
children strive for succcss. The approach does not dehumanize a
child with “red marks” on his paper; instead, it gives him the means
of acquiring a good model for himself. The development of appro-
priate educational strategies for individual children depends upon
analysis of behavior within the total environment, including the ma-
terial as well as physical setting; as such, the approach may also be
termed behavioristic and even atomistic.

The Training Program

Program’ trainees are required to demonstrate through course
work and in practicum situations the knowledge, skills, and attitudes
necessary to establish desired bchaviors in children with learning

disorders. Thus, during their period of training, they learn how to

aDnly the principles in the following areas:
. Child growth and development.

2 Curriculum development.

3. The methodology necessary to eelcct develop, and evaluate
sequential educational curricula.

4. Multimedia approaches to learning.

5. Qualitative and quantitative asscssment and evaluative tech-
niques.

6. Exceptional behaviors in relation to learning as compared to

_ normal children.

7. Professional and nonprofessional relationships that are essen-
tial to the implementation of a total program.

8. Research opportunmes related to the instruction of learmng-
disabled children.

9. The planning and 1mplementatlon of mdlvnduahZed total in-
strictismmal - program desxgns to ‘meet .the specific :needs of children
wittfh keamming disabilities (content, methodo]ogy, materizaflls, and man-
anermentd),

'10... Thie behaviioral management of children with specific learning

disabilitizsin relation to learning.

14
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In the application of the principles, the trainces ure expected to
understand the needs of children with learning disabilitics in the fol-
lowing behavioral arcas:

I. To perform physically at a level that will facilitate lcarmng,

2. To function adequately at the sensory level.

3. 7o recognize, organize, and integrate data trom various mocd-
alities for meaningful learning at both verbal and nonverbal levels.

4. To assimilate levels of sensation, perception, imagery, and
language for efficient conceptualization.

5. To maintain an emotional and motivational level for effective

environmental coping.

6. To develop skills-to the degree tlmt performance in general
education programs can be realized and maintained.

At the conclusion of their training, the teachers return to different
educational settings to serve children with learning difficulties. These
settings are,

1. public-school, regular, resource classes for learning-impaired
children;

2. '‘public and private residential school classes for children with
learning disabilities;

3. diagnostic centers for children with learning disorders;

4. clinics for the learning-disabled child; and

5. public-school, regular classes that include children with mild
to moderate learning disabilities. :

The program emphasis is on the latter setting.

Some trainess have also become instructors at the junior-college
level or in colleges and universities that do not require doctorates for
employment.

The flexibility of the program is demonstrated by the concurrent
training of regular-class teachers and special education teachers and
students. The latter graduate as resource teachers who may work
in different settings with regular and special education teachers to
‘mect the -learning needs of children. The regular-class teachers be-
come generalists, “transition teachers” or “developmental primary
teachers,” - who can nieet the needs of children with mild to moderate
learning disorders in the regular classroom.- The program does not
-train such teachers to be school psychologists; they are trained in the
dynamics of educational diagnosis and remediation so that they know
what to do when children fall to learn with- tradltlonal educational
approaches.

Trained to be more knowledgeable in the intricacies of learning,
these regular-class teachers also have the competencies needed to
work with children in transition between the self-confained specral

~classroom' and the regular classroom, and to become trainers of other

teachers. Through inservice and other inter-  and intra-grade level
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programs, they are able to share the knowledge and skills they have
gained through past experiences. indeed, one of the concommitant
advantages of the training program.is that school personnel, in gen-
eral, tend to show a greater degree of acceptance for a regular-class-
room teacher who has been trained and returns to the same position
and for the new ideas that she is willing to share with them, in this
case a learning problems approach to education.

~ Since the trainees gain an understanding of the role of allied dis-
ciplines (medicine, social work, and psychology) in the process of
educating children with learning disabilities, they are able to become
members -of diagnostic teams. So, with their understanding of the
community and its resources, they can assume more effective roles
in the liaison between school and community.

Practicum Experience

The MA-level practicum includes a variety of observational and
directed field placements. Its purpose is to reinforce the theory and
understanding developed in course work and to provide supervised
experiences.

The trainees begin the observation of children when they start
their course work. They are assigned to public and private institu-
tions that serve children with handicapping conditions, under the
direction of a faculty member, or they are given assistant responsi-
bilities in special projects. The practicum requires a- minimum of
10 hours a week. To insure a variety:of experiences, the trainees are
rotated through three facilities with- a.taree-monthzstay in each. Ex-
amples of such facilities are the Cerebral Palsy Association, Crippled
Children’s Society, Vocational Rehabilitation Center, Migrant Child

'Program, public-school classes for the handicapped, and regular

classes at all grade levels. All the trainees are rotated through the
University of Miami Mailman Center for Child Development. Here
they are able to interact with students and staff from other disciplines
in the diagnosis and development of -appropriate recommendations
for the handicapped children under study.

In the: practicum, emphasis is on the understanding of individual
children and their educational needs in relation to adaptive:teaching
materials. Parent conferences and administrative arrangements for
the education of the children are explored and tried in real situations.
In addition to the supervision of the faculty member, the:trainees
are also supervised by staff members of the facnlmes in which they
are working.

-Beyond the coursz-work requirements for practice, all graduate

“students who have had an undergraduate internship experience are

required to take Field Placement in Special Education, an experience
in serving handicapped children that is in line with the student’s pro-

16



O

ERIC

Aruitoxt provided by Eic

et e s

1’\

fessional goals. The minimum placement is for six. weeks, five full
days a week, with at least 180 clock hours spent in the setting under
the direction of a staff member of the University of Miami’s program
in Special Education. Included in this field experience are oppor-
tunities for the student to work witl: master teachers in both regular
and special classes, participate as an aide, and assume full teaching
responsibilities with learning-impaired children. Many additional
observations of children - with handicapping conditions are made
within the context of regular and special classes.

FEvaluation

The program itself is under constant evaluation by all the gradu-
ate students and the staff at the semi-monthly seminar meetings, but
the most meaningful evaluations of the prograin are those concerned
with the suscess of its graduates.Trainees also are under constant
evaluation; (a) their course-by-course proficiency is analyzed; (b) they
are counseled individually and periodically by members of the Spe-
cial'Education faculty; and (c) a series of independent and objective
reports and ratings are obtained from the participating practica
schools or educational agencies.

The follow-up of students formerly enrolled in the program fo-
cuses on a semi-annual report during the.first year, and then annual
reports for the first five years. These reports objectively indicate the
effectiveness with which the student has been able to use his/her
training in the devélopment of daily educational programs for learn-
ing-handicapped children. The data obtained from these reports
serve to guide the future development of the program. Additional

feedback on the former trainees are also obtained from their super- -

visors. ‘

At the present time, comprehensive and well-designed studies
are being instituted to examine the effect of the program on past
participants, the children they serve, and others. A competent re-

.search person has been added to the staff to direct the multivariate

analysis.

" The Multiplier Effect

The former trainees of the program have been most successful
in those educational facilities and school systems in which officials,

_ principals, and teachers strongly advocate a child-centered, indi-

vidualized approach to educating children. Through dialog at Uni-
versity-school-community conferences and written " evaluations of
the program, school administrators, teachers, ancillary educational

personnel, community leaders, and::;parents have expressed their sup- -

port for the learning problems approach. The evaluations have noted
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that the teachers trained in the program have both the confidence
and the technology to meet the needs of children from diverse socio-
economic and cthnic backgrounds in a variety of settings. The school
officials are impressed with the willingness of the teachers to accept
the children that arc often labeled “high risk™ or handicapped, and
to provide the appropriatc cducational strategics that are necessary
to keep them in the mainstream of education.

That the program has had an impact on local school systems can
be seen from the following programs that involve former or current
trainces:

1. Inservice training programs in a learning problems approach
have been set up and carried out for the first time.

2. Three of the six approved Title 11l programs in the county

have been staffed by former trainees of the Pilot Program in Learn:

ing Disabilities funded by BEPD.

3. There is a greater awarcness within the school system, as in-
dicated by an increase of regular teachers taking courses offered
through special education, of the nced for training in how to meet
the nceds of the handlmppcd child.

4. There has been an increasc in requests by prlncxpdls for addi-
tional units within their schools to meet the nceds of children with
learning disorders.

5. Selected MA-level students in the program have been utilized
by the local schools as consultants to screen children in the primary
grades for the purpose of carly identification of learning disabilitics.

During the summer of 1971, the Florida School Desegregation
Center at the University of Miami sponsored two-week workshops
in the learning problems:approach to education for 60 teachers from
all over the state. As a result, model classrooms have been set up in

many areas and a second. series of workshops was conducted by the
project staff during the-summer of 1972,

The learning problems approach training program has had a
significant impact on the ongoing program within the School of Edu-
cation at the University of Miami. For the first time, a coursc in spe-
cial education has been made available to all undergraduates at the
freshman level both in and out of the School of Education. A junior-
year course in the area of the handicapped is now a one-out-of-four
restricted elective for all undergraduate elementary education majors.
In the future, every educational program at the University of Miami
will provide the students with information on handicapped children
and on instructional techniques for use with them. ‘Although general
enrollment in education at the University has declined, ‘it is antici-
pated that regular teachers will continue to take courses:in the learn-

"ing problems approach-to education 'long after the present financial

support of the program has been terminated.
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The impact of the program at the state level is evident in the par-
ticipation of the praject staff’ in the development of guidelines for
the certification of teachers in the area of learning disabilities. The
University of Miami Program in learning disabilities is onc of the
first of such approved programs in the state of Florida.

Implementation of New Programs

One of the most difficult tasks of a new program at the univer-
sity level is to establish new courses to implement training; the diffi-
culty is compounded if other departments feel that their current
course offerings alrcady cover the projected material. The training
of regular teachers by special education staff, for example, implies
that other disciplines are not mecting the needs of the atypical learner
in the mainstream of education. Thus, to facilitate better understand-
ing of our project within the School of Education, an advisory panel
was formed of four professors, representing the divisions of Reading,
Early Childhood Education, and Elementary and Secondary ‘Educa-
tion, to participate in all conferences and special meetings pursuant
to the grant.

In a local school system, the consent of local schcol officials and
the principals and staffs of schools must be obtained. before any
change can be effectuated in the classrooms. The hierarchy of social
forces in the system must be acknowledged before an isolated teacher

can become a change agent. However, by mvolvmg principals, psy-

chologists, and ancillary educational personnel in the training of the
teachers through particpation: in university conferences, field experi-
ences, and practica within the schools, the administrators become
more receptive to a program’s philosophy ‘and goals.

Special emphasis should also be placed on involving the commu-
nity at every level of training. A community- advisory committee -of
parents, university, public school, and other public and private agen-
cies is essential to provide continuous reaction to the contentand
progress of the program. In addition, minority groups should be rep-
resented on committees evaluating student experiences and the rele-
vancy of training to minority needs.

General Applications of the Program

. The learning problems approach fo teacher education is appli-
cable to diverse educational settings and many types of teacher-train-
ing programs. The philosophy of the program is predicated upon the

“accountability of teacher training to the changing needs of the com=

munity served by the institutions of higher learning. The need:to
accelerate the modernization of teacher training at the university
level and the communication of such changes to the educator on the
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job through inservice training permeates every aspect of the program.
The interface of special and regular education in a common core of
competencies and the move toward a competency-based program for
teacher education are part of the ongoing development of the pro-
gram.

For educational renewal to become a v1able response to the needs
of society, the personnel involved in the extension programs and those
participating in the needs assessment of local areas must have the
expertise to develop comprehensive educational programs and to
upgrade the skills of the classroom teacher. The training in this pro-
gram, which is child centered, humanistic, individualized, and task
oriented, is designed to meet such needs. Teachers trained in the pro-
gram are skilled at needs assessment and in ihe application of the
methodology nécessary to select, develop, and evaluate sequential
educational curricula. The training gives the regular- -classroom teach-
er, who is often material bound, the knowledge and skills to imple-
ment individualized instructional programs for children. The teachers
learn to evaluate children’s educational needs not only in terms of
the classroom setting but in terms of the cultural, geographic, and
socio-economic composmon of the community as well.

The teachers trained in the program also become educational
change agents through inservice training in their schools and the
facilitation of better communication among educational personnel
on why children are either being dehumanized or succeeding within
the educational milieu. Since other teachers are more receptive to
new ideas that are used by teachers like themselves, our trained teach-
ers realize that their success as change agents depends on proving that
the needs of the atypical learner can be met within the mainstream
of education.

The demand for new teachers in the field has slowed down In-
stitutioris of higher learning and school systems are now faced with
the responsibility of addmg improved educational technology to the
repertonre of the existing teachers. The learning problems approach
is such a technology and it is designed to help:education become
more responsive to the continuous changes in our society.
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Copies of the film may be obtained from the office of:
‘Dr. Philip H. Mann
Coordinator of Special Education
School of Education
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University of Vermonr: Consulting Teacher Program

This training program was designed 1o fit a siate-wide, special educa-
tion, progyram development plan. It is remarkable for the degree.of col-
laboration it represents wnong such essential institutions as the state edu-
cation agency, local education agencies, and the state's one university.
Because, previously. the University had no substantial categorical pro-
gram of preparation for special education personnel, and public-school
special education programs were meager, it was possible for the state to
build on what had been learned from the successes and failures of tra-
ditional approaches without having 1o undo entrenched systens.

Also remarkable are the prograni’s strong commitment to evaluation
of the services undertaken and the extent 1o which funds j'r()m all sources
have been coordinated to-support the essential components of the long-
range, program development ¢ffort.

An Introduction to a Regular Classroom
Approach to Special ¥ ducation

Wayne L. Fox, Ann N. Egner, Phyllis E. Paolucci,
Phyllis F. Perelman, and Hugh S. McKenzie
Special Education Progiramn
University of Vermont

and

Jean S, Garvin
Director, Division of Special Educational
and Pupil Personnel Services
Yermone State Department of Education

A regular-classroom .approach to special education has been
operational in Vermont for nearly five years. In this program, con-

-sulting teachers assist and train regular-classroom teachers to pro-

vide successful learning experiences for children eligible for spe-
cial educational services. The rationale for consulting teachers
(Fox, 1972; McKenzie, 1969; McKenzie, 1972; McKenzie, Egner,
Knight, Perelman, Schneider, & Garvin, 1970) has been supported by
Lilly (1971) and Martin (1972). Regular-class placement for all chil-
dren but the profoundly handicapped is made possible by the
inservice training ‘in applied behavior analysis and individualized

The work reported herein is supported in part through Title VI, ESEA,
Parts B and D from the Vermont State Department of Education; Grant #0G-
0-71-1637, Bureau of Education for the Handicapped, U.S.0.E.; and Grant
#0G-0-70-1857 (725), Bureau of Education Personnel Development, U.S.O.E.

. However, opinions expressed herein do not necessarily reflect position or policy
of the U.S.0.E., and no official endorsement of the US.O.E. should be inferred.
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instruction that provides regular-classroom teachers with the ncces-
sary special education skills.

This paper outlines the regular-classroom, special education
approach adopted in Vermont. The outline includes the following
areas: the model, the training of consulting teachers, the inservice
training of regular-classroom teachers, examples of services to
children, the implementation of the approach in a schoo! district,
support given by the state, and an evaluation of the approuch to
date with an indication of superintendents’ appraisals. Papers that
more cxtensively develop aspects of the approach are listed in a
bibliography.

The Model

: When a child is not making satisfactory -educational progress,
“ ' the teacher and consulting teacher arrange for the application of more
effective teaching/iearning procedures. This help is given to the
teacher in the form of training in the application of the special educa-
tion model. The teacher learns to apply the principles of applled be-
havior analysis and individualizing instruction as a part o, providing
special education in the regular classroom.
Figure 1 is a schematic representation of the consulting teacher
special education model for serving eligible children within regular
classrooms.

ELiGIBLE LEARNER REFERRED BY CLASSROOM TEACHER
Because of Measurep DEFICIT InN LANGUAGE.
. ARITHMETIC, AND/OR SociaL BEHAVIORS

: L |
4o 1] l

MEASUREMENT OF ] SPECIFICATION OF DeVELOPMENT AND EVALUATION OF
EnTry LEVEL SKiLLS INSTRUCTIONAL OB- {MPLEMENTATION OF TEACHING/
FOR REFERRED TARGETI= lJECTIVE FOR REFERRED——> |APproPRIATE TeAcHING/[—> |LEARNING
BEHAVIORS TARGET BEHAVIORS' LEARNING PROCEDURES PrRocEDURES

¥ -

Figure 1. Special Education Model for Serving Eligible Children
within Regular Classrooms
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The process begins when an eligible learner has been referred
by a classroom teacher for special educational services because
of a deficit in language, arithmetic, and/or social  behaviors. In
this ‘model, a child in a regular elementary classroom is eligible
for special education services when the following criteria have
been met*:

1. The teacher refers the child to the consulting teacher. This
referral must include a statement indicating deficits in ‘lan-
guage, arithmetic, and/or social behaviors, and a statement
signed by the teacher indicating that the referred child has a
profound need for consulting teacher services.

2. Measured levels of language, arithmetic, andfor social be-
haviors, which the. referrmg teacher has indicated are defi-
cient, must deviate from minimum objectives.

Target behaviors, thus, are those indicated by the teacher in
his referral. The consulting teacher begins to train the referring
teacher by developing classroom measurement systems that will
assess referred target behaviors that deviate from minimum ob-
jectives. Minimum objectives are those language, arithmetic, and
social behaviors that all children of a particular class are expected
to demonstrate at-a given point in the school year.

Once target behaviors have been specified in terms of meas-
ures, the next step is to determine the referred child’s entry level
behaviors. A child’s entry level for a particular curriculum area
is his mastery-of skills and knowledge in that area at the time of
measurement. The entry level represents the sum total of all be-
haviors in the child’s repertoire that are relevant to the defined
target behaviors,

After the entry level behaviors dre measured an instructional
olijective can be specified. The instructional objective includes (a)
a behavior that can be reliably observed by at least two independ-
ent observers, (b) a:statement of the conditions under which the
behavior is to be observed, and (c) a statement of the criteria for
acceptable performance of the behavior (Wheeler & Fox, 1972).
This instructional learning objective. is the learning goal that teach-

-ers and consulting teachers both establish and commit themselves

to achieve for the referred child.
Teachingllearning procedures are then developed and imple-
mented to move the referred child from his entry level to the level

*Elaboration and justification of this definition of eligibility has been sub-

‘mitted to the Bureau of Education for the Handicapped, “Dimensions of the

Population Served by the Consulting Teacher Program, with Data Indicating
That These Dimensions Pertain to a Large Majority of Children Served by the
Program.” The Special Education Program, College of Education, University
of Vermont, October 12, 1972. ‘
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specified in the instructional objective. In this model, these pro-
cedures involve four basic principles derived from applied be-
havior analysis: (a) reinforcement, (b) scheduling of reinforce-
ment, (c) shaping, and (d) effects of antecedent stimuli.

Reinforcement procedures involve the arrangement of environ-
mental consequences for specified behavior that lead to an increase
in the frequency of that behavior. When a child is acquiring a
new behavior, it is important ‘that a reinforcer occur every tima:
the response is made. However, maintaining 'a. new behavior that
has already been learned is best achieved by certain kinds of in-
termittent reinforcement. Thus, procedures for scheduling rein-
forcement become important to the classroom  teacher. Shaping

refers to the process of .acquiring relatively complex behaviors'

through a- process of successive approximations to the desired be-
havior. Finally, antecedent stimuli refer tostimuli that set the oc-
casion for the desired behaviors; textbooks, worksheets, verbal
directions, and errorless discrimination procedures - effect - learning.

Evaluation of teaching/learning procedures completes the
model. The progress of the child from entry level to the attainment
of specified instructional objectives is periodically and reliably
measured. Measures of the child’s progress are compared with the
entry level ‘measures, and this comparison” permits an evaluation
to be made of the effectiveness of the teaching/learning proce-
dures. Procedures: are judged to be effective if the child is mak-
ing adequate progress toward the instructional objectives. If the meas-
ures indicate that he is not making adequate progress, then the proce-
dures are modified. :

Training Consulting Teachers
Consulting teachers are trained to implement the regular-class-
room, special -education model during a twe-year (including one
summer). training program. The trainees musc be experienced class-

room teachers. The- typical program consists of 60 graduate credit -

hours, 15 hours of formal courses, and 45 hours of closely super-
vised practica and internship (see ‘McKenzie, . 1972, for a com-

- plete description of the consulting teacher training program).

- The trainees begin the program. during the summer with
coursework in- behavior theory and individualizing instruction, in-

cluding practicum experience in a laboratory classroom. They re-
_ ceive daily instruction, supervision, and feedback. :

During the first year, they continue the céursework and prac-
tica to broaden their skills and -knowledge in the application of
individualized instruction, behavior theory, and research for class-
room use. The practica include extensive opportunities with and
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tr’unmg of school personnel and consultation with the parents of
eligible children. .

The second year of training consists of mternshlps in Vermont
school districts. The consulting teachers-in-training work with
school personnel and parents to develop effective programs to
manage and educate eligible childrer, conduct courses and work-
shops for district personnel, and continuc their graduate studics
in University seminars.

As the trainees progress, faculty supervision is reduced, untll
in the latter part.of the internship year, trainees arc working thh
teachers with. minimum . faculty supervision. Consulting teachers-
in-training are evaluated on the basis of their mastery of the mini-
mum  training objectives that have been developed by the Special
Education faculty over the past five years.” The objectives include

~such behaviors -as serving children, training teachers and parents,

writing reports, - disseminating information (written and oral), ad-
ministering the consulting teacher office in the school district,

‘negotiating the consulting teacher budget and conductmg research.

The application of behavioral techniques requires a prcmse rec-
ord of the techniques employed. This record serves as an imme-
diately available evaluation o* the students’ effectiveness in ac-

celerating the progress of eligible children. Each consulting

teacher-in-training serves approximately 30 children in meeting
the training objectives during his two-year program.

Upon successful. completlon of the internship year, students
are eligible to receive an MEd degree. They must then present
their credentials to a board composed. of certified consulting teach-
ers to obtain ‘.’srmont certification as a consulting teacher,

Teacher Education Through Insérvice ‘feacher Training

To fulfill the teacher training-based model of special education
(Lilly, 1971), consulting teachers provide three levels of training for
classroom teachers in the skills required to deliver special education
services to eligible children: consultatlon regular workshops that
lead to state recertification credits, or courses that lead to University
graduate credit. (See Christie, McKenzie, & Burdett (1972) for a

complete description of the inservice teacher-training procedures

followed and the results achieved by consulting teachers.)
Training through consultation is begun when a teacher refers a
child to a consulting teacher. Using on- the-Job training, the consult-

ing. teacher trains the classroom teacher in defmmg a behavior in -

observable and measurable terms; reliably measuring, recording, and
graphing the target behavior; making educational decisions based on
the measures; involving the child’s parents in developing an instruc-
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tional program; and consistently following a specified teaching/learn-
ing procedure. The consulting teacher takes a direct role in develop-
ing the referred child's instructional program; he describes the child’s
improvement according to the principles of applied behavior analysis
and- provides the teacher with  attention and reinforcement as the
tecacher acquires special education skills.

- During the inservice workshops, which lead to credits toward
state recertification requirements, the skills are taught more formally.
The teachers complete instructional units that emphasize the observa-

“tion”uhd measurement of classroom behaviors and the implementa-
tion of the special education model. Instruction isbuilt around a prac-

ticum that requires a workshop ‘participant to apply the model to at
least one eligible child in his classroom. The teachers are asked to
respond to introductory readings on applied behavior analysis and
the rationale for the consulting teacher approach to special educa-
tion. They carry out individualized instruction programs for eligible
children and directly involve the parents in the development of the
programs. Then they evaluate the effects of their programs through

scientific verification procedures. Finzjlly, they learn to describe spe- -
- cial education procedures by writing and presentingthe case studies

of their instructional programs to tieir colleagues @nd the children’s
parents. . :

Formal University coursework is offered by consulting teachers
who hold appointments as associate faculty in the special education
program. The theory and practice of applied behawior analysis and
individualizing instruction is emphasized, as well as the training of
practice and prepractice teachers and paraprofessiomals. Coursework
is divided into self-paced instructional units that consist of specified
instructional wsbjectives, suggested readings to help theteacher achieve

the unit objectives, and suggested practicum experiences. During-
weekly group and individual conferences with the comsulting teacher,

teachers learn to specify the terminal objectives expected of all chil-
dren for language, arithmetic, and social behaviors. Teachers also
learn to define and sequence those objectives:that may enable chil-
dren to achieve terminal objectives within a specified period of time.
In addition, teachers develop reliable measurement systems. to assess
every child’s rate of acquiring the specified terminal objectives. They
then design individualized instruction procedures:and apply conse-
quences for those children who are not achieving at the specified rate.
Evaluation of teaching/learning procedures' must: demonstrate that
the eligible child has achieved, or is making sigmificant progress to-
ward, the specified objectives. Evaluations are reported through writ-
ten case studies and are interpreted to parents, colleagues, and ad-
ministrators. '
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The general goal of the descrrbed consultmg and training pro-
cedures is to brmg the teacher under the control of the learner’s be-
haviors. That is, the teacher begins to make important educational
decisions that are based on reliably measured changes in the learn-
er’'s performance rather than on inferred mental or emotional states.
An additional goal is to help teachers more directly involve the par-
ents of eligible children in the development, implementation, and
interpretation of educational programs. The success of teacher-train-
ing procedures is evaluated in terms of the appllcatlons of the special
education model to serve eligible children in the regular classroom.
Thus, the success of the consulting teacher’s training of regular-
classroom teachers depends on the pupils’ progress toward acqmrmg

_important language, arrthmetlc and socra] behaviors.

Some Applications of the Model for Servihg,Eligible Children
‘Within Regular Classrooms . -

The following case studies are representative of the services pro-
vided by regular classroom teachers who have been trained by con-
sulting ‘teachers to apply the ‘special education model for serving
eligible children within rgmaar classrooms. In these cases, classroom
teache;zs_performed all tl:re~'tasks descrrbed wrth assistance from con-

Bob(gfﬁzﬁmm,‘ Hasa{zl, & Egner, 197])

Bobswwas.a. 7-year-oldsiecond. grader in a:rural Vermont elemen-
tary- wﬁ:'mi.:l-le had been:zhamacterized by previous teachers as “slow
to m=mme” and “not quite ready.” Academ:carly his grades were
belowwazmerage. Socially, he was:described as “shy arid withdrawn.”
Boh“%m-.smférred becausese:did: not pay attention to his work, rarely

cif Hiis: assignments;zand - appeared:zto be . disinterested  in
school. Mistteacher expresseilsspecific concern- that if he:continued
in this fsttern of behavior, he:could not be promoted to:third grade
where: mmse ‘mature behavrors were requrred Although the teacher
noted it Bob frequently was correct in what he did, he simply did
not coinpiiete assignments very often, and it was never possrble to
predict which day would be a ““good” one for him. -~ =

To measure: Bob’s entry level, ‘the classroom ‘teacher recorded
the percentage of his completed assignments for two language arts
periods each day. Bob’s entry level performance (Fig. 2, “Baseline™)
on completing assignments during the one-hour morning period was
both variable and low, with a range of from 0% t0 100% and'a median
of 60%. His performance durmg the half-hour afternoon perlod was
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also variable and:ilow, ranging from 0% to 100% with a.median of
75% . On several-occasions, a second observer independemtly checked
Bob’s daily assignment with 100% agreement with the classroom
teacher.

On the basis of Bob’s entry level performance, the consulting
teacher assisted the classroom teacher to specify an inswuctional ob-
jective for Bob as follows:

Conditions ‘ Belavior Criteriu
Given morning Bob will.complete < 100% completion of
and afternoon cach assignment ‘ assignnaents

language arts
assignments

The consulting: teacher assisted the classroom teacher in develop-

ing a special teaching/learning:procedure that incorporated a point

. system ‘in whiclr Bob earned time to be alone with t > teacher as
well as free time:ffor the entire class. During the privatezime with the .

teacher, Bob conld choose tc read or play games with kzer; during the
class free time,Bob could choose either.games for the:class, such as
“Seven Up,” extra recess, or listening to story records. When the
point system was implemented (Fig. 2, “Point System”), Bob’s per-
formance increased dramatlca]]y He became more consistent in com-
pieting his assignments.

During the. mesning period, he completed 100% of e assxgnment
‘During the afteznoon penod he failed:ite::.complete ziltof his assign-
ment on only one occasion. In-addition, his accumcy remained at
an acceptable fevel (a. median of 80%). Post chediss: indicated that
Bob’s performamce continued at: this ‘high level exen though the
teacher gradually withdrew the point system.

The teacher’s-evaluation also noted that:Bob appeared to be more
eager and interested in all his assignments. His parents noted that
he began bringing ‘his work ‘home. ‘In: addition, the teacher was
pleased to see:Bob-interacting more with classmates. Bob’s more con-

“sistent - performance enabled him to complete the second-grade ma-

terial so that he was promoted to third grade.

" Mike (Berry, Jarvis, & Paolucci, 1971)

- Mike was an 11-year-old, fourth-grade boy in a regular, elemen-
tary classroom in a rural Vermont school. Mike had repeated second
grade because of poor marks and “inattentiveness.”:His classroom
teacher reported that he had extremely poor dttentlon and academic
performance and showed lack of interest.

The classroom teacher recorded the pelcentage ‘of correct re-
sponses made by Mike on his daily written work in spelling, social
studies, and math. Mike’s entry level academic performance was ex-
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tremely crratic.in all three curriculum. areas (see Fig. 3, “Baseline”).

“His accuracy averaged below 70% im cach area. On several occa-

sions, a second observer independently corrected Mike's assignments.
In cvery instance, agreement:between the second observer and the
classroom teacher was 100% .

On the basis of Mikeis entry level performance his classroom
teacher specified the followimz instructional objective:

Conditions Belvior Criteria

Given daily written Mike will complete
work in spelling. . cach assigriment : 90% accuracy
social studics. and ‘

math

During a parent conterence, Mike's mother ‘reported that over a
year before she had purchased a bicycle for him:that was still in its

carton. She had told Mike that he would be given the bicycle if his-
grades improved. Unfortu’ndtcly, his grades had not improved and

the bicycle was still in its carton.

The classroom teacher, with assistance:from the consultmg teach-
er and approval from the parents, developed a teaching/learning pro-
cedure to help Mike earn his bicycle. On each day that he received
90%: correct or better in each of the three subject areas, he earned a
star that was placed on a chart. Stars were later exchanged for spe-
cific parts of the bicycle. A pedal was worth five stars, the handle-
bars 10 stars, and so forth.

To assess the effects of the teaching/learning procedure, the
teacher used a multiple-baseline evaluation procedure. The multiple
baseline required’ that the- teaching/learning procedure be imple-
mented for only.one behavior at a time. Thus, the teacher first im-
plemented the star chart in spelling (see Fig.".3, “Contingency™).
There was an immediate increase to criterion level in Mike’s spell-
ing performance (Fig: 3) with concurrent but smaller increases in
response accuracy in social studies and:math.. After establishing that
the procedure was effective in spelling, Mike’s teacher began to give
him stars for each day that he scored 90% or: above on social studies
assignments. When the efféctiveness of the point system in social
studies was established, the teacher gave the stars to Mike contingent
upon performance on his math assignments. Mike’s response accuracy
averaged above 90% in all three areas until he had earned all of the
parts of the bicycle. Post checks. indicated that Mike continued to
maintain high-level performance after he earried hlS blcycle and when
the point system was no longer in effect.

Mike’s parents were very pleased with his academic success and
his much improved attitude toward 'school. They reported that he
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brought home his work (’somcthing he had not done before):andsmk
great pride in showing it to his parents and sxblmgs Mikels tegsd
reported that he was a much happier child in her classroom: s
though he no longer received special attention from her. "Mike v
promoted to the fifth grade.

Kari (Duval, Burdett, & Fox, 1972)

Kari was an eight-year-old girl in a departmentalized thindigradis
iclass in a small Vermont community. She had one teacher:fisr bt
guage arts, one teacher for math, and ‘another for science -andhsamizi
studies. She was experiencing difficulty in reading and washaving
a hard time keeping up with her third-grade work. Kari was iaszn-.
tive:and seldom completed any of her assignments. She receivedidzmn:
drine and, at times, appecared dull and listless. The special. reaffm:
teacher had recommended that Kari be placed in a first readenfst:
she showed little improvement and tended to avoid reading:activitizss..
She seldom entered into voluntary group- reading activities anéSge-
wasnot.observed using any of the various.reading kits in the-msmm:
All'medication was stopped when this study was undertaken.

Figure 4. Kari
Percentage of Words Recognized Correctly:
Entry Level Measurement

KARI

100‘ '_—\ / v ‘—\
Ll
[

.= ’

T
[=)
pret
e 50
m.
=
o
[SZENEY
=
-] 25?”

0 s i\VJ T e EHULLY W Y S S N

Preprimers Primer First Reader Second Readers Third Reader
GINN BASIC READERS




Q

ERIC

Aruitoxt provided by Eic:

g

o ey T T

T e

The language arts teacher measured” Kari's word-recognition
entry level perforimance for all the words in the Ginn Basic Readers*
through the third-grade level. Figure 4 shows the results of the entry
level measure for word recognition. Each point on the graph repre-
sents a block of approximately 50 words, cxcept for the first three
points which represent all the words in each of the preprimers,

Kari's. word recognition entry level performance was quite ac-
ceptable: for the first-grade wérds, She recognized relatively fewer
second-grade words and her performance fell below 50% on words
taken from the third-grade réader. :

On the basis of the word-recognition entry level measure, Kari’s

language arts teacher specified the following instructional cbjectives:

Condition Behavior Criteriu

Given all the
words found in
the Ginn Basic

within three
seconds of pre-
sentation on three

Kart will recog-
nize each word
upon presentation

Readers through consecutive
third-grade level occasions
Condition Behavior Criteria

‘Kari will read
the story aloud

Given any story
trom the Ginn
Basic Readers
through third-
grade ievel

90% accuracy

svith a minimum of

Condition

Behavior

Criteria

Given any story
from the Ginn

Kari will respond
to comprehension

with a minimum
of 80% accuracy

TS i g T e e

Basic Readers
through the
third-grade level

questions derived
from the story

The language arts teacher used a flashcard procedure developed
by Burdett & Fox (1972) to enhance Kari’s word-recognition per-
formance. Twice each day, once in the morning during the regular
reading period, and once after school while Kari was waiting for her
bus, the teacher administered the flashcard procedure. The teaching/
learning procedure consisted of presenting on flashcards all the words
that Kari had missed on the entry level measure in the order in which
they first appeared in the Ginn Basic Readers. Flashcards were pre-

*Ginn Basic Readers. Boston, Mass.: Ginn & Company, 1961.
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sented in a stack of 10, and Kari was required to make three con-
secutive correct responses to each word before it could be replaced

; with a new word from: the entry level measure. When Kari had
learned all the words in a particular story {rom the basic reader, she
: was asked to read that story aloud to the teacher. Kari was never
i

asked to read aloud until she had demonstrated that she could recog-
nizc cach word in the story either through the flashcard procedure
or the entry level measure. After she read the story aloud, the teacher
asked Kari five comprehension questions derived from the story.
i Each reading session lasted 10-15 minutes, approximately two min-
utes for the {lashcard procedure and approximately 10 minutes for
the oral reading and comprehension questions.

ezt o e
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b "Figure 5. Kari
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% Kari responded incorrectly to each word plotted on the graph on lits first pre-

11 sentation, ' ‘ ‘
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‘Kari participated in a total of 104 reading sessions. The actual
time she spent in the reading sessions totaled approximately 10 hours.
Figure 5 shows the number of words that Kari learned during the
reading sessions. A, learned word was one that was recognized cor-

. rectly on three successive presentations. These learned words were

all missed on their first presentation during the reading sessions. Fig-
ure 5 is a cumulative record of the number of words learned per ses-
sion. The rate at which Kari learned new words is reflected by the
slope of the cumulative record. A flat, horizontal slope indicates no
learning, while a more vertical, rising slope indicates increasing rates.
After each 100 words the graph reverts back to the baseline and con-
tinues on for the next 100 words. Thus, it can be seen that Kari
learned 339 words during the 104 sessions for a word acquisition
rate of 3.2 words per session.’ L - ‘

. Figure 6. Kari o
Cumulative Total Number of Words Recognized

KARI
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The list includes 416 words that were originally missed on the entry level mea-

¥ 1
100 110

- TOTAL NUMBER OF WORDS RECOGNIZED
‘ 8]
O

. sure, but were responded to- correctly .on their first presentation during the

word-recognition procedure.
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In addition to the words learned during the word- recognltton
‘procedure, Kari also learned many other words during the study. -
Before beginning the reading sessions, she had missed several hun-

_dred words on the word-recognition entry level measure. However,

when these same words were presented at a later time during the
reading sessions, she recognized some when they were first shown
to her as well as on the next two consecutive presentations, (o meet -
the criterion for a learned word. Figure 6 shows the total number of
words meeting criterion during the 104 ‘reading’ sessions. Kari’s total
word count was 755 words, a rate of 7.3 words per reading session,

- The additional words that Kari learned were probably the result
of many factors. First, she continued to receive her regular readmg
instruction during the language arts class. As Karrs reading im-

Figure 7. Kari :
Percentage of Correct Oral Reading and Comprehensxon Responses
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" The. numbers on ‘the graph correspond to dlfferem levels of the Ginn Basrc

Readers (see Table 1).
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proved, she joined the regular reading groups and was presented with

many of the words that she had missed on the entry level tests ear-
lier in the ycar. Thus, it is certainly possible that some new words
would have been learned during these regular reading periods. An-
other by-product of Kari's improved reading ability was the increased
reading of books other than her basal reader. The librarian reported
that Kari used the library much more frequently, and her parents

. reported that Kari would bring books home from school and read

atoud to them' (something that she had not donc before). Any or all
of these factors could account for the additional words Kari learned
during the reading scssions.

Figure 7 shows Kari’s oral reading and comprehension scores.
The numbers on the graph represent the different books in the Ginn
Basic Reader sequence. Table | lists the Ginn Basic Readers from

preprimers through third grade. The books are numbered in order

from onc through nine. Kari started reading in the fourth book of
the series at the primer level; at the conclusion of the sessions she
was reading in the ninth book of the series at the third-grade level,

Table 1
The Ginn Basic Reader Series from Preprimer through Grade 3
Book No. Grade Level Book Title
1 Preprimer My Little Red Story Book
2 Preprimer - My Little Green Story Book
3 Preprimer My Little Blue Story Book
4 Primer The Little White House
5 First Reader On Cherry Street
6 Second Reader, Level | We Are Neighbors .
7 Second Reader, Level 11 Around the Corner
.8 Third Reader, Leve! 1 Finding New Neighbors
9 Third Reader, Level 11 . Friends Far and Near

- Her oral reading performance was dbove 95% on all but a few

occasions. Her comprehension was also excellent droppmg below

80% on only five occasions.

In the five and one-half months that Kari's teachcr gave her this
extra 15-20 minutes per day, Kari-managed to progress from the
primer through the 32 reader. During the latter part of the year, she
was able to join a regular reading group in her classroom. She began
to enter group. activities with the rest of the class and was even seen

working individually from the readlng kits in' the room: Her. other
teachers remarked on the change ‘in her attitude and on her newly

gained skrlls She was able to partrcrpate in all third- grade activities.
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Implementing a Consulting Teacher Program
in a Local School District

In the initiation and expansion of a consulting teacher program,
all the rules of good administrative practice. must be applied at all
levels of administration affecting the outcomies of the program, from
the state department of education and the central office of the school
district to the school principals. The school administrator who in-
tends to manage effectively the eligible children in regular class-
rooms must carcfully consider his strategy. It begins with the estab-
lishment of authority and responsibility and. includes negotiating a
written proposal. The one required by the Statec Department of Edu-

cation in Vermont includes the following topics: necds assessment, -

eligibility requirements, schools and chlldren to be served, program
objectives, and activities. The proposal forces thoughtful considera-
tion of operational procedures and it facilitates staff acceptance.

Administrators must consider objectives and limitations and be
careful not to place unrc¢asonable expectations on new special educa-
tion pro&,rdms One expectation ‘that may eventually prove to be un-
reasonable is the number of children that can be assigned to a con-
sulting teacher. Experienced consulting teachers can assume respon-
sibility for more. than 40 eligible children in regular classrvoms
under some conditions, but establishing this number as policy will
undoubtedly lead to shoddy records, poor parent involvement, and
harassed special educators. If a consulting teacher wishes to increase
his performance, let him thoroughly train a number of teachers be-
fore taking on more children. The consulting teacher must demon-
stratc progress for the pupxls served. If the teacher training, or the
time to complete the job is missing, the program will not succeed.

The time invested in establishing school district ground rules for
this new. delivery system in special education is a critica "or in
determining how the elementary principal will resolvs later 1, itable
conflicts. The building principal, who, in ‘most cases, is the educa-

tional leader in the district, must be excited about improving pupil

performance in his school. He can be expected to support a program
that succeeds. However, careful discussion of the program is needed

to increase the probablhty that he will accept the eligible child’s suc--

cess as the measure of the program’s success. This commitment to
improved learning as the basis for measuring the success of a pro-
gram must be emphasized in early statements to. buiiding principals.

Administrators and. special educators must plan on recognizing

the good work of their teaching colleagues. One of the must success-
ful methods has been the “Annual Conference of Behavioral Educa-
tors” conducted by the University of Vermont's Special Education®
Program, a forum througn which teachers workmg with consullmg .
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teachers can report their data and research on the children they help.
Trained researchers observing the quality of the work carried out
by classroom teachers agree that it is truly deserving of the acclama-
tion it receives from Vermont educators. The Department of Educa-
tion publis™es the results of this yearly conference.in the quarterly
publication, Journal of Behavioral Education, thereby rewarding
both the contributors and the readers of these scholarly studies, which
describe procedures for imiproving the learning of eligible children..

State Support for Local School District
Consulting Teacher Programs
At the State Department of Education 'in Vermont, special

education policies have been established to make it possible for the
University and local special education programs to gain financial

~ and staff support. The Department of Education has ¢opted pupil

eligibility requirements for children educated in regular classrooms.
The consulting teacher program- is now an approved program and
is funded at 75%’ of the salaries of the consulting teacher and his tech-
nical assistant under the State special education budget.

The University and the State Department of Education developed
an unusual certification for consulting teachers: A heretofore unused
certification regulation that permitted competency-based certification
by a peer board was reactivated. A Board of Consulting Teachers

‘was established and, at present, recommends to the State Department

of Education. the certification of each person who is ultimately ap-
proved as the educational specialist called a consulting teacher.

The adoption of the consulting teacher mode! as an approved
program in special education brought the Department of Educaticn
face to face ‘with some critical questions. Could a child who is not

“tested on any .of the acceptable psychoeducational instruments be

accepted as an “eligible special education child?” Did the Depart-
ment of Education really mean to accept competency-based certifica-
tion? Positive answers resulted because of the cooperative planning

between the State Department of Education and thie University.

- Evaluation of the Consulting Teacher Program
. Thz consulting teacher’s skills have been found to be effective in
both open and traditional classroom designs, as long as the following

. conditions exist:

The teacher must be willing to p‘_mvide:the pupil with ap“pro-'
 priate tasks to which he can and does respond. B
The teacher must wish to know what daily successes the child .

is achieving on each assignment,

40-



e e et bt

The teacher must value and reward the child’s improved per-
formance.

The teacher must provide the quiet place that some eligible
children need for “time-outs” from activity.

It goes without saying that the better organized the learning experi-

ence, whether in an open or traditional model, the easier it is to plan ~

learning programs for eligible children. In either case, consulting
teachers have demonstrated the skills to facilitate the progress of eli-
gible children.

Evidence of these skills is found in the fact that some 400 Ver-
mont teachers have received inservice training in individualized in-
structicti and applied behavior analysis from consulting -teachers.
That such training is effective is demonstrated by reliably measured
changes in the learning behaviors of some 1,000 children cligible
for special education. Many tedchers so trained have generalized
their newly acquired skills to children not eligible for special educa-
tion with a resultant acceleration of their learning,

Superintendents of schools have been generous and honest with
their comments on this departure from traditiona! special education,
Their analysis of the *rogram is reflected in some of the comments

- made in recent conversations with one of the authors (I. S. Garvin).

“One of its great strengths is the caliber of the training progran. It
starts with their outstanding selection process for applicants.”

“They dig in and work and resolve problems. Their techniques are

extremely successful. It works!”

"One thing I like is that they don’t tag kids. The way | see it, the con-

sulting teachers do a really nice job.™ ‘

"It got us away from the idea that we can't work with the child in' the

classroom and we ought to figure out a way to get rid of him."”

“This is my twenty-first year in the business. .l -have never seen any-
~_thing like the positive attitude they have toward the children.”

“All the teachers except one were willing to do scientific verification

of children’s progress.” ' ‘ ; ‘

“One of the weaknesses is that there aren't enough consulting teach-

ers.” ' o S F .

"We need them for all our new teachers who are filled with vim and
. vigor and haven’t learned-yet how to manage a classroom.”

“Teachers can easily feel threatened. But when success becomes ob-

vious, it's hard to fight it. One of my teachers who had been particu-

larly uptight about the program said, ‘Hey, we better start using.this

program! ™" R S

"1t - almost seems like some of my teachers aren’t ready to face up to
~ what learning is really about. There is more resistance when they do

not have this level of readiness.” : ‘ '
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"1 know from others that there can be problems in building the cor-

rect image. | haven’t found this. Of course their competence some-

times brings resistance. We started with two willing and able teach-

ers and it gradually spread around the building. You can't change a

whole school in one year.™

Even more important than what superintendents say about the
consulting teacher program is what they are doing about it, of course.
As of this writing, two positions are immediately available for every
consulting teacher-in-taining. Consulting teachers currently may be
found in 9 of the 54 superintendencies in the State of Vermont. This
record is especially meaningful when one realizes that the first con-
sulting teachers completed their training only two years ago! An ad-
ditional 24 superintendencies have requested consulting teachers, with
the result that the University plans to double the number of consult-
ing teachers-in-training from 16 10 32 by 1974. _

Parents are very supportive of the approach; hundreds of them
send positive letters to teachers, consulting teachers, administrators,
and school board members and they make positive comments to
teachers. Perhaps tiie sufiport can be attributed to the fact that par-
ents arc directly involved in the special services provided to their
children and the. careful accountability advocated by the approach.

Taxpayers, state legislators, officials in the Governor’s office, and
school board members have provided. the highest level of support—
financial—to the program. The data and accountability emphasis of
the consulting teacher program has great appeal to them. Also ap-
pealing are the preliminary studies that show the consulting teacher
approach in Vermont to be, at minimum, an average of $200 per
school year per child less expensive than special education services
provided by resource teachers or a special-class approach (for a cost
analysis see McKenzie, 1969).

Basing a special education program on successful changes in the
deficit behaviors of eligible children is a brave undertaking. More-

over. the behavioral approach stresses that learning deficits need not

be permanent and that language, arithmetic, and social behaviors can

be accelerated to the point that the eligible child is no longer eligible -

for; nor requires, special education services. The case studies pre-
serited demonstrate the success of regular-classroom teachers in ap-
plying this special education model withis." their classrooms. As long
as. consulting teachers continue to provide classroom teachers with
success, the approach will remain a very real and very effective alter-
native to special-class placement. :
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The George Washingen Universirs:
Briagnostic-Prescrimss Tegeher Programy

The +isvover Bghington & neversite, Washington, 1. C. wes one o

whe firsir enillages im the couniry t move all of its special education
teacher-vraining programs from w cetrgorical pattern 10 a noncategorical
or cross-categorical type of prepasiion. Nencategorical professional train-
ing at both undergraduate and gradnsite levels is now provided for teach-
ers preparing to work at preschool tirough secondary levels.

The Bureou of Education for the Humdicapped pmevided suppert fio
the training of special education pe: sehmel in this way undv its Specigh
Projects progwgs, Wehich is {«zwunu! W stpport programs that test new
Gpprowscies o prsonnel preparation and service de divery: the evalnation
of the merits of the innovation proposcd is required.

The DiagnosticiPrescriptive Teacher

Robert W, Prouty
Assistant Professor of Special Education
Diagnostic/Prescriptive Teacher Program
The George Washington University
and

Florence M. McGarry
Instructor in Special Education
Diagnostic/Prescriptive Teacher Program
The George Washington University

The Dmgnosuc/Prescrnpnw Teacher (DPT) is a. specifically
trained, school-based, specisl educator. He/she serves as an educa-
tional diagnostician-consultant to regular-class teachers in the de-
veiopment of appropriate instructional and-socialization experiences
for children who are viewed ‘as posing: problems in learnlng and/or
behavior. :

Although the DPT recognizes the need- for placing in special
classes a rclatively small number of children with multiple or severe
handicaps, he considers the regular-class environment to have con-
siderable potential for the greater accommodation of children with

‘widely varied ]earmng and behavior styles. Thus, a major objective

of the program is the concommitant reduction in the negative differ-

entiation and exc]us:on of chlldren from the regular -class environ-
ment

Work descnbed herein has been supponed in the past by Grant No. OEG

- 0- 71 -4140 (603) BEH, USGE.
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The use of categorical labels, which are derived from the psycho-
medical orientation of educational assessment and programming, i$
rejected both in theory and practice in the DPT program, as is the
dichotomous conceptualization of education as “regular” and “spe-
cial,” and of children as “normal” and “exceptional.” The DPT serves
all ctrildren experiencing difficulties in learning and/or behavior who
are referred by their teachers.

Although the DPT is the point of first referral for problems of
learning and behavior in schools in which the program functions as
defined, the DPT works closely with other specialists to ensure that
any needs beyond the reasonable scope of the regular-class teacher
are not neglected, and that all resources of the school and commu-
nity are mobilized when needed on behalf of the children. If a child
evidences problems in vision, hearing, or speech, appropriate spe-
cialists are consulted. {s the same way, the school psychologist, visit-
ing teacher (school social worker), reading consultant, or school nurse
i5 called in if a problem seems to be within his area of competence.

The basic viewpoint of the DPT program is that regular educa-
tion and special education, as now constituted, share a common re-
sponsibility to ensure the optimal educational experience for every
child. In order to carry out this responsibility the capacity of regular-
class teachers to provide successfully for a diversity of children’s
needs must be improved. The expansion of teacher abilities requires
the on-site consultative services of a specialist-teacher who can func-

tion with humanistic concern for both children and teachers and who

possesses the necessary knowledge and skills to facilitate positive
change in the classroom through the realistic assessment of each
child’s- needs and strengths and each teacher’s capabllmes and re-
sources.

The Dlagnostlc/Prescrlptlve Teacher program was first developed
in 1966-67 (Prouty & Prillaman, 1967) and, subsequently, it was im-

_plemented with success in some urban, suburban, and rural schools.

DPT programs have functioned successfully at the elementary and
intermediate (junior-high) school level in all socio-economic settings
and in a variety of cultural environments. Prototype programs at the
high-school level are being initiated in the 1972-73 academic year.

The organlzatlonal structure of a school (open classroom, self-
contained, departmentalized, single-grade, multi-grade, ungraded,
etc.) is not seen.as a crucial variable in the success of the DPT.
Clearly, what is significant is the degree to which the school’s faculty
accepts (or comes to accept) the worth of individualized instruction.

. DPTs are trained to anticipate a variety of organizational structures

in schools and they soon learn, through experience. in the training
program, that the values held by the teachers and principal are of
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far more importance than the physical facilities or organizational
structure of the school.

The training program for Diagnostic/Prcscriptivc Teachers is
limited to experienced teachers and is a 36-semester-hour graduate
sequence that leads to the MA degree. The core of the program is
some 675 clock hours (15 semester hours) of intern and practicum
experience - in Dlagnostlc/Prescnpnve Teaching. The student starts
out under the direct supervision of a qualified DPT as an intern and
finishes with a 15-week practicum as a full-time DPT solely resporni-
sible for an entire school.

Humanistic psychology and education theory are the bases of the
program. In addition, the students study educational research and
evaluation, specialized instructional techniques, and materials. The
emphasis of the course work is on informal approaches to educational
diagnosis, group process and: change agent skills, personal growth
techniques, and the Dlagnostic/Prescrlptlvc Teacher operational
model.

The DPT model is highly specific. It provides the DPT with both
the structure by which delivery of service is achieved and a clear role-
definition aimed at the prevention of fragmentation or distortion of
program goals. The DPT operational model follows:

1. Referral: The classroom teacher submits a written referral—a sim-
ple, one-page form—of the child seen as posing problems. An
anecdotal description of the problern and a summary of the re-
ferring teacher’s efforts to that point to adapt the program to thn
child, are required. -

2. Observations: The DPT observes the referred chid in his regular-

class environment one or more times.

3. Referral Conference: The DPT confers with the referring teacher to
update referral information, clarify their respective roles and re-
sponsibilities in the case, and arrange suitable times for the re-
ferred child to come to the DPT’s room for dlagnostlc teaching.

4. Diagnostic Teaching: Informal, smail-group work is conducted by

the DTP with the referred child to determine successful teaching
techniques and materials based on the child’s needs and strengths.

5. Educational Prescription: A written educational report is prepared;

- it recommends well-defined techniques and materials to the refer-
ring teacher and describes in detail their use with the child.

6. Prescription Conference: Explanation and open discussion of the
Prescription with the referring teacher result in modifications
that are mutually agreeed up0n and culminates i a schedule for
demonstration by the DPT..

7. Demonstration: The DPT. takes over the referrlng' teacher’s class .
to demonstrate elements of the. Prescnptton in the total class en- -

vironment, .

8. Short-Term Foliow-Up; The DPT makes penodlc visits to the re-
femng teacher’s room to offer suggestions, provide encouragement,
and give demonstratlom as they are needed

49

Ky
3




T, A SR T e e L S T

9. Evaluation: The referring teacher completes a single-page evalua-
tion form 30 days after receiving the Prescription, indicating prog-
ress to date. '

10. Long-Term Follow-Up: The DPT continues periodic checks with
the referring tcacher. Only when both DPT and referring teacher
view the child’s progress as satisfactory is the case closed.

In cach of the 10 steps of the operational model, the DPT main-
tains appropriate records and logs. The school principal receives, as
they are completed, a copy of the Referral, Prescription, and Refer-
ring Teacher's Evaluation; he also is kept informed of the status of
all cases in the Long-Term Follow-Up.

Throughout the process, the DPT does rot engage in remedia-
tion, tutoring, or counseling, cxcept as it may occur coincidentally
to the Diagnostic Teaching procedure. The referred child is not re-
moved from his reguiar class for more than one hour per day, nor is
final responsibility for his instruction or supervision ever removed
from his regular-class teacher. The DPT has no supervisory or ad-
ministrative responsibility for or authority over tcachers; he shares
fully in the nonteaching responsibilities of the school faculty and is
paid according to the teacher salary schedule. The DPT is assigned a
centrally located, well-equipped classroom within the school and he
works with children and teachers throughout the day on an appoint-
ment or scheduled basis.

Concern for the possible stlgmat:z‘mon of children sent to the
DPT room by appointment has led to three innovations by DPTs in
the field which are calculated to counter such negative effects. First,
DPTs tend to name their room the “Activity Room” or to allow chil-
dren to select a name of their own ¢hoosing. Second, DPTs plan open
times in their rooms (before school, after school, free periods) when
any children may come in to talk, examinc and play with the informal
games and materials, or care for various pets kept within the room.
Third, the DPTs arrange for periodic “referral” to the room of “ring-

> that is, selected children who have a clear reputation for suc-
ccss and leadershlp within the school.”In addition, DPTs find it rela-
tively casy to respond openly to children’s questions concerning their

-roles as their efforts are focused on the child’s strengths and inter-

ests, rather than deficits. In practice, the DPT’s room is sufficiently

nonstlgmanzmg to be viewed by children as a reward for successful '

behavjor or achievement.
Although the DPT seeks to assist the referrmg teacher in develop-

ing an individualized instructional program to meet the needs of the:

child within the regular classroom, full recognition is given to the
possibility. that some children cannot be adequately prowded for in

"a partlcular classroom under a particular teacher. In such cases, the

DPT, in consultatlon with ‘the principal, may recommend the re-
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assignment of the child to another class in the same or a different
grade; in unusual cases, the DPT may confer with the director of spe-
cial education on possible special-class placements.

One further role of the DPT should be noted. Frequently, it has

been pessible to return ‘children from special education to regular
classes. Such “phasing-in™ must be done with care, on an individual
basis, and with adequate follow-up service. The arbitrary return of
numbers of children from special to regular classes by administrative
decree without careful planning and preparation is not recommended
in the DPT program in any case. The undesirable consequences of
such actions become magnified s one moves up the age scale. In
“phasing-in” procedures, the DPT depends upon referral from the
special-class teacher. If the child is viewed as having good potential
lor successtul placement in a regular class that is responsive to indi-
vidual differences, the DPT identifies a regular-class teacher who is
sensitive to the problem and then, with the referring special-class
teacher, he develops a timetable and strategy for preparation and
reassignment.

Often, the DPT will arrange for “ringers” from the regular class

to be part of the group with which the referred child works, thus de-

veloping friendships to case the transition. When deemed appropriate,
the child is transferred from the special class to the selected regular
class in the same school. If it is the child’s home school, the process
is completed with follow-up. However, a second transfer is often re-
qQuired as many special-class children are bussed out of their home
schools 1o a special class elsewhere. In such cases, the child. is placed
in a regular class in his home school only after he has had a well-
established period of success in his first regular class and the DPT
i his home school has identified and prepared a regular class for his
arrival. | :

For those who may be interested in such a “phasing-in” or “main
streaming” process, the following outline™ may be useful: '

I. Special-class teacher identifies and refers child with good

- prognosis for regular-class placement.

2. DPT, following model, prepares the receiving regular-class

* teacher in same school. B

3. Child enters regular class with DPT follow-up. ‘

4. First DPT contacts the DPT in the child’s home school, begin-

ring preparation for return to the home school.
5. When success experiences are deemed sufficient, child is trans-

ferred from the regular class in his current school to a regular

class in the home school.

*S, John David, Division Superintendent of Schools, Fairfax County, Va,, first
suggested this procedure which has proven to be successful. e
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6. Home-school DPT provides follow-up support.

A DPT’s skills include the ability to (a) analyze correctly the be-
havior of adults and childrer- (b) utilize successfully informai teach-
ing techniques and materials to diagnose children’s needs and capa-

" bilities; {(¢) create realistic, well-organized, casily-understood educa-

tional prescriptions; (d) develop and maintain good rdpporf with
teachers and prmcnpal (e) work COOpCI‘dllVCly with a range of other
ancillary service specialists; and (f) engage in: difficult and frustrat-
ing tasks over a long period ot tinic- with mlmmal external support
or reinforcement. ‘

Diagnostic/Prescriptive Teachers also need a strong sense of per-
sonal and professional commitment to the necds of children and they
niust  possess unusual strength in self- direction to be successful. The
role of a DPT is lonely, demanding, sometimes frightening, and with
little recognition and a heavy work load. The redeeming feature of
the role, for those who are successful, is that it provides a practical

vehicle whereby the individual who is truly interested in cffecting
positive change in schools for both tcachers and children may do so.

The criteria used.in the cvaluation of the program are explicit in
the following questions asked in each school:

1. Is'the DPT followmg completely ‘md without variation the

operational model?

2. Are all children now, with rare cxceptIOn, functlonmg success-
fully in their regular classes"

3. To what degree and in what: ways are rcguldr-class tcacner%
making changes in their teaching tcchnlques environments,
and materials to accommodate individual needs"

4, How is the DPT influencing change?

5. What is the evaluation of the DPT. procram by the tedchcrs

* by the principal? by the DPT?
6. How: successfully are children functioning. wl"o have bcen
"+ served by the DPT? Particularly, how well are they integrated
socially within the class group dnd what is the naturc of their
learning hehavior?

Summarily, the DPT’s value is best judged by his capacity to fa-

cilitate positive change in regular-class environments and procedures

~with benefit to all.children but with. focus. on those children who

might otherwise be denied the opportunrty for education wnth tlie ma-
jority of their peers.

Support for the DPT Program from school admlnrstrdtors and’
other professionals in the schools has been heartening. chuest from
school principals for Diagnostic/Prescriptive “Teachers in their
schools has exceeded both local budgctary resources and the univer-
srty tramlng capacny in every year since the program ’s mccpt:on

-uupervrsms of special education, coordinators of services, school psy-
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chologists, visiting teachers; speech and hearing specialists, and read-
ing consultants, as well as senior, central office, and admiinistrative

. staff; have provided valuable and sensitive support for the develop-
. ment of DPT Programs. ’

The devclopment of the program aiso has been supperted strOngly
by parent organizations at crucial times. They have testified before
board-of-education meetings, made direct contact with school-board
members and provided information on programs at the local school
level. Particularly interesting is the degree of positive interest that
has been evidenced by parents whose children are not now and prob-

ably will never be categorized as “exceptional.” The concern for

broad, humanistic practices in special education that lead to the maxi-
mum integration of all children in a con:mon educational snviron-
ment seems widespread among bath parents ad educators.

The DPT Program, first lmplemented in schools in. the metro-,

pohtan area. of Washmgton D.C., has since_been successfully initi-
ated in selected schools in South Carolma, West Virginia, both.south-
east and southwest Virginia,- Georgia, and New York. Plans have
been made for new DPT Programs to start in at least three additional
northeast states during the 1972-73 academic ycar. Some programs

_continue to depend upon Federal support; others have bothlocal and
Federal funds, while Stl” others are supported entxrely by local and

state resources, .
More rapid expansnon of DPT Programs is inhibited by two ma-

jor factors: In some states, certification procedures have not kept pace -

with' the rapidly evolving state-of-the-artin special educatlon ‘As a
result,  traditional certification :in psychomedical categories persist.
In such ‘énvironments, . school ‘districts “are faced with the painful
choice of ‘following outmoded staffing and service models or risking
the loss of state supplementary funds for specnal education.

The obvious dilemma at the state level is also clear. Contempo-
rary special education roles and phllOSOphy, ellmlnallng as they must

the clear line of demarcation between regula and “special” chil-

dren, pose very real political andeconomic problems for state legis-
latures that have learned to think and act in a more traditional
special education context. Some states have already moved to facili-
tate positive development .in contemporary special education prac-

" tices but others must depend upon responsible input trom the pro-

fession in the political sphere before progress in certification stand-
ards can be expected This area of concern applies, of course, to a
wide range of innovations in special education and is by no means
limited to the DPT Program. -

A second factor that tends to inhibit more rapnd DPT Program
proliferation is the lack of qualified DPT graduates in sufficient num-

“bers. At present, only three university training programs follow the
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DPT Model.* The need for more rapid movement toward tae de-

-velopment of innovative, noncategorical programs. in specia! educa-

tion has been recogrized through increasing support at the Federal
level. The need for training advanced graduate students in non-
categorical special education, when met, should effect significant

‘long-term changes in university training programs,

In the interir period, the use of Teacher Education Centers and

.. Education Renewal Centers to provide specialized training of Diag-

nostic/Pressriptive Teachers is wholly feasible: A significant pool
of trainec and expericnced Diagnostic/Prescriptive Teachers now
exists, many with advanced graduate education and successful ex-
perience in teacher training. Although DPTs are hardly in abundant
supply, a strong nucleus of thoroughly competent specialists 'in DPT
are not presently employed in DPT training.

A word of caution seems very much ‘in order here, however.
There are, at present a number of sound, carefully developed school
consultant models ‘in special education. If serious, totally unproduc-
tive, jurisdictional, and ego- -oriented disputes are to be avoided, it

is essentral that the professron take the time to start an open exchange -
of experiences and: knowledge that will lead to the development of

some common principles of program dcsign..Such investment now.

can lead to the development of optimal educational practices for all'

children, which is clearly what we are all about. The: U.S. Office of
Education has provided valuable leadershipin- this area but more
must be accomphshed if the job is to be done,

The process by which a conceptual model is translated rnto field

operations is seldom free of difficulty. When the conceptual model

has as one of its goals the introduction of change. in long- standing.
- policies ‘and practices of public cducation, the difficulties become a

virtual certainty. The DPT Program has been no exception..

The appearance of a new professronal role ‘in the public schools
has the: potential -of mtroducmg drsequzlrbrrum within the system,
with consequent anxiety and hostility among those already occupy-

ing the structure. DPT Programs have had this effect in certain in-'

stances, although to a far less degree than had been anticipated. Ob-

viously, the initiation of ‘an: innovative program has the greatest .

chance of success in places where the climate is, most supportive of
change. In the DPT Program, at least, we have found that the sup-
port of the school principal is extremely important for and, in most
cases, vital to the success of the DPT in his school. We have learned

that a conference between thc prmcnpal and the DPT should precede '

del
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the placement of a program in thdt ﬂchool with either party having
the option of declining the placuncnt

~ Another concern, the ;urmdlcnonal conflict drmnz3 out of the in-
troduction of a new professional role 'in the schools, is most ration-
ally dealt with through open discussion and with the clear definition
of goals, roles, and rCsponslbllltlcs The success of this strategy de-

‘pends to a significant degree upon the philosophical set of the other
" specialists' who are involved. To the degree that they see themselves

as consultants to teachers in order to facilitate moditfications in class-
room cnvironments, the likelihood of dispute is minimized; and such
has been our most frequent experience.

A third area that must be considered is the reaction of regular-
class teachers, which has been found to vary. If the DPT functions
with equal concern for the human needs of the teachers as well as the
children, ‘and is competent in providing practical assistancc through
educational diagnosis, recommendations, classroom demonstrations,
and follow-up,. and if the program is clearly understood by the fac-
ulty, our cxperience has 'shown .that the great majority of tcﬂchers
will dccept and, indeed, welcome DPT service.

The rolc of a DPT is demanding-and difticult. The turnover rate
among DPTs is: not, now a major concern but extensive interviews
with DPTs as well as numerous informal interactions, leaves no doubt
that a majority feel themselves to be isolated ‘and generally denied
adequate psychological support; in their, work.. Two approaches to
dealing with this very real problcm are flr%t the initiation of planned,

frequent DPT inservice meetings within the school systems and sec--
ond, the establishment at relatively freauent intervals of a postgradu-
ate seminar for practicing DPTs. In time, it is hoped, the rapidly -

growing number of school consultants in special education will be
retlected in regional and national professional organizations with all
of the resultant opportunities for communication . and ' interaction.

~This’ widespread concern has c’ear lmpi'catlons for the training of

DPTs.
- Traditional, ate;,oncal special educatxon has. Iong enJoyed a
strong and -vocal constituency among parents in support of its pro-

grams. The devclopment of new models of service in special educa-

tion requires continuing communication with that const;tu\,ncy if. in-
telligent and cffective support is to continue. In our experience, prin-
cxpals and other school administrators have been extremely effective
in communicating with. parent organizations. This responsibility must

“be met if school boards. and school administrators are to provide re-

sources necessary for innovative programs

The dcvclopmcnt of aninnovative training program requires. a
umvcmty environment that is open to change and accepting of evolu-
tion in design,’ because the design may. move ahead of local or even
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national practices at a given time. Not only a courageous department
chairman and helpful colleagues are needed but also students who
have a strong desire to’ participate in and contribute to positive
change in American-education. At The George Washington Univer-
sity we have been blessed with all of these, as well as with many in-
telligent, creative colleagues in the schools our DPTs serve. The first
priority for anyone considering: major departure from traditional

~ practices should be to ensure that he has a working base within which

change, with all its trials, is accepted and respected.
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The University of Connecticut’s Classroom Specialist Model

One of the papers adding fuel 1o special education's soul-searching was
a 1970 article by Stephen Lilly entitled *“'Special Education: ATeapot in
a Tempest.” In this and other statements, he contends that responsibility
for the instruction of the handicapped showld be clearly placed with. the
regular-class teacher with little or no “out” pl()\’l(/(’(/ by segregated place-

ament possibilities. Dr. Lilly maintains that once an alternative is present,

children will be perceived 10 need it, pressure 1o use the alternative will

develop, and it will be used. He believes that ‘the regular-cluss teacher

becomes more open 1o inservice Iearning when a responsibility is irre-”
ducibly his or hers, and he proposed a rrammg -based model for special
education (Lilly, 1971).

A program for. training perso:mel to help regular-class teachers de-

“velop the skills neesded 10 work from such a premise had been developed

at the University of Oregon by Stan and Wilma Shaw. Dr. Lilly's ob-
servations of this program and interactions with the Shaws while the three
of them were on the University of Oregén staff contributed to his con-
ceptualization of what he calls the “Zero Reject Model.” Al -three have
moved into other po.smons ‘but they continue 10 test the pmwmaluw\ of
the “Zero Rqect Aa,ssumpuon Others are also testing similar service con-
ceptions. ‘

The Shaw paper was publuhed in’its original version in the October,
1972, issue of the Journal of Special Ecucation (Vol. 6, No. 2). The paper,

‘included here by special arrangement ‘with” the authors and- publishers.

suggests the: unpllcauons of taking the Lilly position seriously.
Further commentary on”Dr. Lilly’'s proposition is provided bv Dr.':

: thll:p and Carol Cartwnglzt of the EPDA- Special Education project at

Penmylvama State Umvermy in a paper titled, *Gilding the Lilly: Comn-
ments on the Training. Based Model for Special Education.” This article,
whis% wypeared in the November 1972 issue.of Exceptional Children
in a siightly different version, describes some of the specific components
for a training-based model that has been developed in-the Penn State-ap-
proach. : ‘
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The Inservice Experience Plan:
Changing the Bath Without

Losing the Baby

. Stan F. Shaw _

Assistant Professor, School of Education
University of Connecticut
and
Wilma Shaw
Former Instructor, Special Education
University of Oregon

“As educators become increasingly more aware of the learning
needs of children, the range of individual learning differences within
the regular classroom'becornes more and more apparent. Changes in
school organization and curricula, the development of a more ad-
vanced “teaching technology, provision for more adequate preschool
education—-all arc directed ‘toward dualmﬂ" with mdmdual learning

‘ needs.

Education is cxpr'ncncmg a revolution, yet eight mllhon elemen-

tary- and sccondary-school children in America today will not learn

to rcad adequately. One child in seven is limited in-his ability to ac-

quire cssential reading skills. Within the American educational sys-

tem,’ an estimated 15 percent of otherwise capable studentsexperi-
ence. dlfflculty in learning to read (Reddlng Disorders, 1969). “This
difficulty is of sufficient severity. to'impair senously the overall learn-

_ing experience of these students and their ultimate usefulness and
- adaptability to a modern society” (Reading Disorders, 1969, p. 8).

A recent report of the Western Interstate Comm1551on for Higher
Education (Specnal Education, 1970) stated that of the more than one
million children in the West who need special-education services,

. 625,000 receive no help with their learning difficulties: No longcr

do we doubt that mildly, handncapped children—those experiencing
significant learning difficulty-—are currently enrolled in rcgular ele-
mentary classes (Dunn, 1963;.Geer, 1969).

+ How does this information affect the goals of specia! educators?

More specifically, what are the various alternatives by which educa--

tors-may serve those children who are experiencing learning difficulty

“and who-are not now being served? And'which of these :alternatives

has the highest probability of minimizing—indeed, preventing—the
high incidence of learning failure ~among chlldren who experience
learning problems? .

The current alternmves—specnal class settings, remedial serv-

ices, resource facilities, diagnostic-prescriptive services or a combina- - |
“tion of any of these-—share two operational characteristics that make
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it improbable that they will prevent learning failure. Flrsz cach re-
moves the mildly handicapped child from the regular classronm for
all or part of the school day; thus the classroom teacher is cncour-
aged to relinquish direct responsibility for the child’s Icarning in the
problem area and. to become dependent on the personnel providing
the special services to the child. Second, the major objective of cach

_is direct service to the child, an cmphdsls that does not encourage

change in the classroom teacher’s teaching behaviors and, again,
fosters dependence on special-service personnel. In addition to these
limitations, ‘educators are confronted with significant evidence that
the alternatives have nol been effective in assisting children who are

experiencing learning difficulties (Schiffman; 1964). The current lit-
_erature indicates that correction strategies to remedy specific learning

problems: appear to follow not the medical *‘restoration to normalcy”

- model but, rather, a c0nlmued support” model (Bateman, 1'966).

It is imperative that specxal and general educators now find the -
‘means to teach effectively the mildly handicapped child in the regu-
lar classroom setting where the classroom teacher can have the direct

responsibility for each child’s instructional ‘program. A strategy that

‘realizes the prevention of learning . dlffrculty and the correctton of
_previous problems in the regular classroom is needed.

An example of the strategy is computer asslsted instruction whrch
has been demonstrated in programs such as Project Plan (Weisberger
& Rahmlow, 1968) and: lndlv1dually Prescribed Instruction (Bolvin
& Glaser, 1968). However, these programs are rmpractlcal for the
average school district because they are very expensive and, even if
a district elected to pay the price, the services could not be made
available for every chlld on an 1mmed1ate basis as needed

Computer-asslsted- instruction is similar to the alternatives dis-

cussed earlier .in .its assumption that the classroom teacher cannot

adequately meet the basic educational demands of every child in’his
classroom.” Through our. services to" children, we special educators
have accepted this assumption. Perhaps of more importance, we have
induced the classroom teacher to depend on supporting serviczs, Al-
though current evidence indicates that the classroom teacher may

‘not -be respondlng adequately .to the basic educational demands of

every child, no evidence ' ‘indicates that he carmot bocome self-
sufficient-in teachmg the baSlC skrlls

C‘onsnder, then, another strategy that of endblmg the classroom
teacher to become relatively self-sufficient, competent to teach and

. direct in the basic skills areas all children ir his charge, even those

who are experiencing learnlng dxfftcultles——the mlldly handxcapped
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Implementing a New Strategy

One fundamental requirement of any plan designed to implement
the strategy of making classroom teachers relatively self-sufficient
is that tactics developed should be consistent with the terminal ob-
jective. Hence, any type of child-centered supporting service (instruc-
tional or behavioral) in:the basic academic skills cannot be included,
nor-can any teacher-centered supporting service that is not consistent
with the objective of self-sufficiency. Having fulfilled this first re-
quirement, another strdtegy consideration naturally emerges: It teach-
ers are deprived of such supporting services and cannot meet the
basic skills demands of puplls then tactics must be dcvelopcd to en-

-able them to do so.

Such a series of tactics; an inservice experience pi'ln, is outlmed
here. Unlike those remedial, resource, or diagnostic-prescriptive serv-
ices that are child-centered, this plan is teacher-centered. It focuses.on
those aspects of the teacher’s classroom program that he perceives.as
inadequate. In contrast to a dlagnostlc -prescriptive service:in which
an individualized instructional plan is developed for a pupil and then
transmitted to the classroom teacher for implementation, the inservice
experience plan enables the classroom teachér.actually to experience
the dlagnostlc prescriptive process, and to learn and transfer the skills
required in'that process. Therefore, the implementation of a child’s
learnmg plan in the classroom is probable because. it has been devel-
oped “on the scene’ by the cldssroom teacher.

Admmlm anve arrangement

Inservice experience is initiated by an administrative arrange-

“ment ‘for participating schools.- All special services, exclusive. of .

speech - therapy, are termmated and provisions for specxal-class
referral and placement are discontinued. The. inservice experience
plan does not in any way affect those special classes already esteh-
lished but, as a preventive strategy, it seeks to"preclude future re-
ferrals from the regular system. This arrangement induces the school
administration to accept full responsibility for the education of every
child in the regular classroom Under these conditions teachers should
have the option of participation or transfer.. Thus, most teachers who
choose to participate elect to support this arrangement and its as-
sumptions. ‘ oo
The role of the classroom Speualzst

Hav:ng established. the opportunity. for self—suffncnency, the proc-
ess of inservice expenence beglns The. primary agent in the process
is a classroom specialist; his major function is to arrange inservice
learning experiences for classroom -teachers in the bunldxng The

~shared objective of the classroom teacher and specialist-is the suc-
cessfui modification of any. classroom problem-situation referred by
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the teacher. The modification plan developed by the two must satisfy
the condition that it be an “in the classroom™ strategy that is imple-
mented by the classroom teacher. At no time does the classroom spe-
cialist-work directly with a child, unless it is to demonstrate a tech-
nique or the'use of a material for the classroom tcacher. An under-
lying assumption of the inscrvice expericnce plan is that no child in
the regular classroom need fail if he has been taught adequatcly. Also,
the plan assumes that no teacher need fail if he has experienced ade-
quate inservice learning, whether independent of or through a pro-
gram such as the one described subsequently.

Competencies of the classroom specialist

‘The role of the classroom specialist: requires both a high degree
of professional competence and interpersonal skill. Problem situa-
tions referred by classroont teachers usually require the specialist to
be cownpetent in the areas of diagnosis and evaluation, instructional
techniques, ‘classroom organization and arrangements, and bchavior
management. He should also be knowledgeable in curricula materials,

- practice, and independent learning ictivities. Experience in relatin
P g g

tc and commumcatmg with. peer-professionals should be another of
his competencies. He should demonstrate confidence in classroom-
teacher ability and in the concept of teacher self-sufficiency. While
he must coissistently comraunicate and represent the criteria for ac-
ceptable performance, he must:also realize that various levels of per-
formance. are .to’ be \,xp/*cted thus he accepts and makes provision
for them as approximations of his standard. Without this  realistic
attitude, the’ classroom SpeCla]lSt cannot be a ﬂexlble and effective
teacher trainer.

Persons’ demonstratlng these competenc1es are already available.
Many are currently employed as spec1al or regular-classroom teach-
ers. In addition, numerous university programs are developing i inserv-
ice or graduate training models that emphasize these very competen-
cies (McKenzm Egner, Knight, Perelman, Schneider, & Garvin,
1970). The combination of professmnal competence and interper-
sonal skill should charactenze the classroom specialist.

The Inservice‘Experience Process :
The role of the classroom specialist is to arrange inscrvice learn-

~ing experience for teachers who have referred a problem’ situation.

Upon referral the classroom teacher and specm]lst work together to
pinpoint or identify the pertinent elements of the problem situation.
In the area of diagnosis, for'example, the teacher and specialist to-
gether may- investigate the decodmg skills. sequence in beginning read-
ing ‘as a prelude to considering ‘ways of measuring performance in
them. If behavior management is the problem situation area, the
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classroom specialist may suggest some observation guidelines to as-

sist the teacher in pinpointing the problem. In the arca of classroom
organization, the specialist may- provide some criteria to be consid-
ered in. math grouping and to help the teacher define his objcctives
for each participating child. The process of pinpointing should be
one of teacher definition: specifying the characteristics of the prob-
lem and, in so domg, learning which questxons to ask and what in-
formation to usc in formulating the quesiions on pinpointing.
Throughout this process, the classroom speciaiist’s role is determined
by the stated needs of the teacher. In some instances, he may actually

participate in the pinpointing process but, in others, he may suggest =

only some pinpointing strategies to be tried,

" _Once the characteristics of the problem situation are identified,
the teacher and specialist investigate and evaluate a number of alter-
native strategics that may be used to modify the problem situation.
Tactics are then developed according to the teacher’s stated goals.
Once again, the role of the classroom specialist varies according to
the stated needs of each teacher. In almost all situations, however, a
function of the classroom specialist is to-obtain for the teacher per-
tinent information on' the ctfectiveness of ‘the strategies being con-
sidered and materials that may be used to-implement the strategies.
The teacher may then becomie better informed about the advantages
and disadvantages of the various alternatives, and he will be better
equipped to choose the strategy that will provide success for himself

as well as for his students. Another important outcome of this proc-

ess step is to develop in teachers awareness’ of research information
and its use in classroom practice.

Having determined a stratcgy and deVeloped tactics to. modify the
problem: situation, a teacheér is now ready to implement his plan. The
classrooni” specialist ‘serves in several capacities during this phase,
demonstrating the use' of materials or modeling an  instructional
technique that the teacher-wishes to learn. Regardless of these and
other functions, a primary role of the classroom specialist at this point
is to cncourage and assist the teacher in evaluating the effectiveness
of his plan. Is.it successfully modifying the problem situation? How

>.is'it affecting student performance? .
A number of evaluation methods may be considered by - the

teacher ‘and specialist.. The claSSroom specialist can .be of further

assistance in providing the necessary equxpment and-materials to be

used in the evaluation. 'This stage of inservice experience is, perhaps,

the most crucial step in teacher learning because without evaluating

his tactics in. terms of student performance, a teacher cannot deter-
mine the effectlveness of his decisions and implementation skills.
The evaluation tools that he selects, therefore, should provide- hlm
with information on the elements of his plan that are working effec-
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tively and those that arc "ot. Without some measures of effectivencss,

_ the entire inservice experience could be wasted. The role of the class- .
room specialist should be to encourage such evaluation, ‘as well as"

to assist in the analysrs of the data and in the subsequent modification .
of tactics, if it is necessary. ‘

~ This process of classroom advrser teacher interaction is the full
cycle of a problem-situation referral. Certain steps within that proc-
ess may be eliminated according to teachers’ stated needs; inservice
experience can be provided only in those areas for which teachers
request it. Whereas one teacher may refer a problem situation at the.
first stage (pinpointing), another may successfully specify the char-
acteristics of the problem but still need information and inservice
experience on the strategles and tactics to use. Another staff member
may ‘request experience in pmpomtmg, proceed with the next stages
mdependently, and then request inservice experience in the evalua-
tion segment. )

One basic characteristic of the inservice strategy is the gradual
progressron toward self-sufficiency; the classroom teacher determines
the areas in which the classroom specrahst and inservice experience
may be useful to him.

Teachers’ stated needs shom‘d also determme the classroom spe-
cialist’s schedule. In some ‘instances, he or she may be devoting 15

“minutes’ daily to one problem'srtuatron and three hours " weekly to
.another. If a teacher should r

est extensive inservice experience
in classroom organization and airangement through a problem-situa-
tion referral, the classroom spezcialist may spend two or three morn-
ings in that classroom to demonstrate and model learnmg routines
and organization patterns. '
‘The classroom spec:ahst 5huuld also evaluate referrals in order to
|dent|fy similar inservice experience needs and then to provide group
experience or trammg opportunities whenever possible. Such sessions

~ would function as opportunities’ for -in-staff ‘sharing of competence

as well. The classroom specialist might further develop such construc-

_tive' communication by providing: information to 'staff members on

problem: srtuatlona, strategies iried, and subsequent student perform-

. ance results. The primary funcl’on of the: classroom specialist, how-

ever, ‘should be focussed on-the problem -situation referral process.
By arranging for-and Dartrcrpatmg in inservice learning experlences, .
the classroom specnallst is ‘an agent in the teachers progressron to-

Award self~suff|crency in the basrc skllls“

0pemng Tactlcs S

Although teachers are induced to refer problem srtuatrons when
special ‘services are terminated by administrative arrangement,’ they.
may not necessarlly believe in the classroom specialist and the pro-
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gram. Acceptance can be gained, however, by a demonstration of the
immediate usefulness of inservice  experience. Teachers could be
asked, prior to school opening, to submit one problem statement or
question relating to their first day {or week) of classes. Questions

might be limited to classroom organization and arrangement, informal -

diagnostic procedures, screening. techniques, or ary other area that
seems to posc a problem during the first week of school. The class-
room specialist would then suggest a number of ways to deal with the
problem effectively, with the condition that each teacher submitting
a problem situation try one of the specialist’s suggestmns and then
share the results with him. Such a strategy, providing it is: aoequate]y
structured and the question areas are well defined, could provide im-
mediate assistance to a teacher at a time when it is needed by most,
and initiate a working relationship with the classroom specialist,

In addition, the role of the classroom specialist and the process
of inservice experience should be adequately understood by. ali staff
members. Although this understanding will develop as inservice ex-
perience is demonstrated throughout a school building, clear and
ample communication on objectwes dnd process should be ‘in effect

before school begms

Conclusron

The mservrce experlence plan Is'a strategy. axmed toward the im-

_provement of services to mildly handicapped children in the reguiar

classroom. If it is successful the benefits are not limited to such chil-
dren alone but are evident throughout the entire. range of.individual
learning differences. Like all other strategres however, the inservice
experlence plan is of little.value unless it is tried and evaluated. The

“basic criterion for .evaluation should be- student performance Al-

though such data will mdlrectly measure teacher performance, other
criteria for measuring change in teaching behavior may also be used

- (Brophy & Good, 19692, 1969b). Some advantages of the strategy

already have been cited. The ultimate success of the inservice experi-
ence plan, however, depends on three basic assumptions: (2) a teacher

.can change his teaching behavior; (b) he can become self-sufficient

in teaching the basic skills; and (c) he wants to be compe‘tcnt in these
areas. . [f these assumptions are not valid, the inservice xperience

" plan is not a valid strategy. If, however, such assumptions are accept-

able, then educators may fmally realrze a self—fulﬁlllng prophecy of
sumess

Beferences

Bateman, B. D.. Learnmg dlsorders Rev:ew o; Educauonal Resemch, 1966 ‘

36 93-119.

65




Balvin, J. O.. & Glaser. R. Devel  mental aspects of individually prescribed
instruction. Andiovisie. lon, 1968, 13, 828-831, 3

Brophy. ). E.. & Good. T. L. Teucher's communication aof differentiol expecta-
tions for children's classroom perforuiance: Some hehavioral data. Re-
port Series No. 25, Rescarch and Development Center for Teacher Edu-
cation, University of Texas. Austin. 1969. (a)

Brophy. J. E.. & Good, T. L. Teacher-child dyadic interaction: A manieal for
coding classroom behavior. Report Series No. 27, Research and De-
velopment Center for Teacher Education. University of Texus. Austin,
1969, (b) : '

Dunn, L. M. (Ed.) Exceptional children in the schools.. N.Y.: Holt, Rinchart
& Winston, 1963. ‘ .

Geer, W, C. Testimony. Hearings$.before the General Subcommittee on Educa-
tion, Committee on Education. Committee on Education and Labor.
Washington, D.C.: USGPO. 1969. L :

McKenzic, H. S.. Egner. A. N., Knight, M. F.. Perelman, P. F.. Schncider. i
B. M., & Garvin. J. S. Training consulting teachers to assist elementary B
texchers in management and education of handicapped children. Ex-
ceptional Children, 1970, 37,.137-143. .

Reading disorders in the United States. Report of the Secretary’s National. :
Advisory Committee on Dyslexia and Related Reading Disorders. Wash-
ington, D.C.: U.S. Department of Healt’, Education. and Welfare, 5
1969. ) ' o

Schiffman. G. Early identification of reading disabilities: The responsibility ‘
of the public school. Bulletin of the Orton Society, 1964, 14, 42-44, ;

Special education for the general educator. Boulder, Col,: Western Interstale ;

’ Commission for Higher Education, 1970. :

Lo Weisberger, R. A, & Rahmlow, H. F. Individually managed learning, Audio-
; visual Instruction, 1968, 13, 835-839. .

ERIC S e

iText Provided by enic [N




(€)

ERIC .

B A i Text Provided by ERIC

kA
¥
4
i
!f
%
%

e e i v s e A 2

S S

Section 11

Resource Teacher Programs

Much of the current concern about how special edacation service
is rendcred and which children should receive it stems from what
many educators regard as the unfair segregation of disadvantaged stu-
dents into special classes for the educable mentully retarded on the
basis of test scores that may be questionable evidence of actual learn-
ing ability. Statistics quoted in the 1968 report of the President’s
Committee on Retardation led many educators to conclude, as Wilton
Anderson (1971) did, that “special cducaticn has been aimed at chil-
dren more often short-changed by society than by n:ature” (p. 7).

Some cries of alarm from special educators were even stronger.
Lloyd Dunn expressed the sense of urgency felt by some of the per-

- sons who are close enough to the problem to sense its seriousness.

The prices for our past practices have been too high for handicapped
children. Our children are being stipmatized with disability levels.
Our children are not getting the needed stimulation and challenge pro-
vided by being with more able students. Our children arc not being
cxpected to achieve at a high enough level (perhaps they should all
be taught as though they had 1Q scores above 12¢). | feel so. strongly
about the wrong we:are perpetuating that, know what I'd do, if 1 were
a-blue-collar worker from the slums, and especially if I were an Afro-
or Mexicaii-*merican (or of some other non-Anglo-Saxon ‘middle
class backgrotiid), and the schools wanted to label my child educable
mentally retarded (or some such disability label) and place him in a
sclf-contained special class—1 would go to cour: to,prevent the schools
from doing so. I say this because | want you to know how. deeply and
sincerely I feel that the child with a mild to moderate handicap has
been exploited. I feel this—as a special educator. and as a ritizen con-
cerned about equal rights and equal education opportunity for all chil-

dren (Dunn, 1967).. - . ‘ ‘ , ‘ N

The Judge Skelly Wright decision (1967), which triggered the
abolition of ‘the track system in District 'of Columbia. schools, was
based on the judgmecnt that'such tracking was “discriminatory-toward

~ the racially and/or economically disadvantaged, and herefore in vio- -

lation of -the fifth amendment of the Constitution -of .the United

‘States.” Subsequent litigations support the need ‘to find services that
do not further disadvantage the already disadvantaged. As a result,
* education agencies have intensified their search for alternative ways

of serving all children,

- Many programs have been initiated to maintain handicapped chil-
~dren in regular classes through resource teacher support.- Resource.
teachers are not a new phenomenon in’educationaj practice. Curricu- -

lum specialists who provide help to regular teachersin basic skill or
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content areas, such as reading, math, art, music, or physical cduca-

Mo

tion, huve often been called “‘resource teachers, consultants,” or
“helping teachers.” They. have been used in special education pro-
grams for many years,

When special education resource teachers move about to serve
several buildings, they usually have been called itinerant teachers.
Sometimes they conducted resource room servics: for a particular type
of handicapped child, and the r‘hildren needing their kind of help
were transported to their stations ior the service. But the practice
meant. that children were removed from tneir neighborhood pecr
groups and resulted, sometimes, in less than optimal .integration con-
ditions because a disproportionatc number of handicapped children
were assigned to one building.

Specml educators, now. are systematically testing three proposi-

tions to eliminate the earlier discriminatory patterns of service,

1. Building-based service: A special education resource teacher (or
more than one) who is a staff member in a school building may
relieve some of the service delivery problems that occur when a
varicty of categorical specialists interrupt schedules, are not around
when probiems arise, or transport - children ‘out of their "home

“schools. To facilitate this resident specialist approach, pcoplc are
testing the validity of the following groposition: ‘

A general, special education. resonrce teacher. When a resource
teacher serves only one category of child, too few of such children
‘may be in a building to justify the specialist’s continuous presence.
However, if the resource teacher posscsses certain basic compe-
tencies, ‘hefshe may .be able to teach effectively a wide range of
handicapped children in.the school they would normally attend
and thus_case some of the scheduling, monitoring, and transporta-
tion“related SLparaUOn problems noted in the first proposition.
Indirect service: 1f a. te'lcher possesses broadly applicable_generic
‘compeiencies, he/she may be .able to make a beneficial impact
on more children by working indirectly—helping the child's regu-
lar teacher, parents, classroom aides, prers, or others to carry out
a more effective plan—rather than directly with the children them-
sclves. In the latter case, impact is limited by the specialist’s avail-
able time; also, the powbll:ly ot" mﬂucncmg |nsmut|onal practrces
is lowered.

A recent paper by Jenklns (l972) prowdes a good analysis of the
features that are being combined: in different ways in designs of re- .
source systems.. The article also provides some data on the relative .
effectiveness of various’ pupll teacher ratlos in workmg with handr-
capped children. .

Because of the varlety of ways in which resource teachers may

v

L

~work and the variable range of 'their potential impact on ‘the overall

structure of- related servrce delxvery systems, it is difficult to.make a"
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neat distinction between the kinds of functionaries deseribed in Sec-
tion 1 and the “resource teacher” programs described in this section.
These reports have been separated simply because the authors term
them “resource teacher” programs and there is much national inter-
est these days in serving handicapped children through resource sys—
tems as an alternative to separate special classes.

Another project testing the feasibility of training and u%mg a gcn-
eral (cross-categorical) speciatl education resource teacher is at Flor-
ida State University (Tallahassee), under Dr. Louis Schwartz. This

BEH-funded special prolccl is not described in this monograph but-

details of it are available in the following reterenccs

N
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University of Washington: Precision Teaching Methods in
Regular Elementary and Secondary Classrooims

Haring angd his associates at the University of Washington, focussing
on developing classroom  applications of  behavior analysis principles,
have facilitated the incorporation of precision teaching practices ieo
special education programs. Although they were highly controversial ini-
tially. and are still s¢ 1o some degree, behavior analysis approaches have
heen judged by special educators currently to be one of the most signifi-
cant developments in recent special education history (Jordan & Muace-
Donald, 1971).

The persistent demand of b('huwomll" citented workers—"show e
your duta"—challenged mental health workers and special educators to
docianent their ability to deliver whatever benefits they claind jor the
methods they advocated. The effeet of the challenge from professional
peers, along with rising public demand to show benefits received for dol-
lars invested., has had a profound effect on both the-thinking and pruc-
tice in service fields. ’

University of Washington. workers have been faithful to their own
principles in -their praciices. Consequently, the reports presented here
describe the practices and provide data on the ontcontes of their use,

BEH funds supported the categorical training pragramys in special
education at the University of Washington as well as the training pro-
grams for non-categorical resource teachers. EPDA Special Education
Sunds. helped to support the inservice (ralmug Jor rcr,'ulm teachers re-
ported hove,

QOnite logically. we think, srost programs aimed at minimizing the
need to separate handicapped children from the educational mainstream
have focussed their experimentation at the elementary level. Haring's
initial work was in this area. He and Miller, however, frained regular
secondary teachers in precision teaciing methods and they found the re-
sults 1o be highly gratifying Jor both children wrvcd and other school

stafl.
Reference ‘
Jordan, June B., & MacDonald, Phyllis. Dimensions: Annual survéy of excep-

tional (Iu[d research activities und issnes, 1570. lnfor"]atu:m Center on
Excepuonal Ch|[drcn, 197!
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Imprdved Learning. Conditions for
- Handicapped Children

in Regular Classrooms
' Norris G. Haring
Director, Experimental Education Unit
Child Developinent and Mental Retardation Center
University of Washington

The iinportance of keeping moderately handicapped children in °

regular classrooms wherever possible is becoming more and more evi-
dent. Often, these children have such highly individualized learning
problems that the teacher may be required to pinpoint a problem and
i select or develop dpproprmu instructional materials for its reme-
diation. At the same time, the teacher needs to handle the behavior
problems that often. accompany learning deficiencies. The ordinary
classroom tcachers, ideally, arc able to handle these problems and
to manage the regular instructional programs of the classroom as
well. The fact that they have often found it difficult to do so is shown
by the rise ol spccial education as a discipline and the impetus to
p ace problem students in spccial classes. Unfortunately such classcs
v not always been an ideal solution to the children’s problems.
Huwever, asking teachers to retain these pupils in their reguldr class-
rooms places an intolerable burden on them, unless they receive some
special help. Resource teachers can provide the needed assistance.

The resaurce teacher can be seen as an itinerant special assistant
to teachers whe have students with “exotic” problems. An analogy
might be drawn between the resource teacher and the medical spe-
cialist: Both“are trained as experts in particular areas and each works
with a gcnerdllst—teacher or. practitioner—to provndc ‘a program of
total care for thie population they serve. Until such time as-we can
make specialist. of all teachers, that is, provide all teachers with the
skills to cope with .the widest range of -ducational problems, the re-
source teucher is a necessary and cconom[cal interim solution to a
serious problem.

The resource teacher benefits the fnancnaliy pressed . education

system by eliminating the need for certain seli-contained special

education classes; at the same time;, he spares the mildly handicapped
student the added stigma and disruption of removal from his regular
class for special placcment Over half the children with special learn-

‘ing or behavior problems are classified as functionally mentally re-

'arded In about three fourths of this populatlon the mental retarda-

: This project was supported in part by funds from the Bureau of Educauonal .
. Personnél Development, U.S. Office of Education, Department of Health, Edp-

cation, and Welfare, Granl No. OEG-0-9- 577001 3580(725)
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tion is the result of socio-environmental influences. The children in
this group are mildly retarded and they are very capable of acquring

" basic academic skills and making adequate social adjustments, if the

community setting is appropriate. But, how appropriate a commu-
nity setting is a'special class? The opportunities for intellctua! stimu-
lation are diminished when the only model of elevated functioning
is the teacher. If indeed, the children’s retardation.occurs because of

_deprived environments, then the repllcatxon of .that deprivation in

their official learning situations compounds the problem.
The problem itself may become “7ore critical if, as siates begin

to’'implement legislation to provide :ducation for all children—in-

cluding those with all degree= of handicap—special classes are forced
to accommodate the morz seriously handicapped children, because
then regular classes will be pressured into finding room for the bor-
derline children whom the spedal classes can no longer serve.

Another source of pressure is the rising call for accountability.
More and more pressure is being applied to teachers to prodice
demonstrable gains in their classes. Yet teachers who lack the means
to meet these demands, for whatever reasons, cannot be abandoned
to failure. If the teacher’s professional tr'unlrc has not already
equipped him with the requisite skills, the prof_ssion has an obliga-
tion to train or assist him to meet the:,e increased expectations.

The teacher should be. made 2o realize that others on the tearn are

prepared to help him if he is having difficulties in managlng the be-

havior problems and acxdemic deficits of his students.

Accountability should involve a teamn approach in which «ll mem-

bers, and not merely the teacher alone, are responsible. Citherwise,

each problem escalates, creating a more complicated problem in which
parents, administrators, and teachers have only extra-work to do.in-
s.cad of relieving one another of aspects of the burden. In other words,
given the fact that there are probiéms, a mature approach would
emphasize solving the problem cooperatively rather than. giving red
marks for failure to those who are beset by difficulties (Hayden &

Haring, 1972, pp. 436-437).

According tcrecent statistics (Martin, 1972), the number of
teachers trained in special education is woefully madequate Many
of those now functioning in special education. ciasses are not even
certified specialists.. Once again, ‘trained resource teachers can pro-

vide necessary assistance to such teachers. They can work directly

with children who have learning problems and, at the same time, train
regular -classroom teachers to use the skills they have acqulred

_ EEU Trammg Project
Tho e Uect dlscussed here was conducted in one rural, one sub- o

urban, and one urban school under the direction of tiie Expe:unental L

qucatlon Umt (EEU), Chlld DeveloPmenI and Mental Retardation
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Center, University of Washington. its purpose was to train regular-

‘classroom teachers as special education resource teachers who weuld

return to natural school settings and be able not only to manage the

-academic and social behavior problems of moderately handicapped

children, but to act as resource teachers to the -regular-classroom
teachers as well. Thus, by providing regular teachers with special
assistance, school districts might be able to maintain students with
less profound degrees of retardation or emotional disturbance in regu-
lar classrooms.

Three school districts—Monroe, Clover Park, and Seattle (Asa

Mercer Junior High School)—reterred teachers for training in the
program. At Monroe, the rural district, the training phase concen-

ttrated on team teaching for mentally retarded elementary- and mid-

dle-school children. When ‘the teachers returned to the classroom,

. they worked with mentally retarded children and with children who

had academic and behavior problems. At Asa Mercer Junior High,
the urban school, disadvantaged n.inority students had serious be-
havior problems that were manifested by their dropout or suspension
status. Clover Park is a suburban school district; its five elementary
schools were served by two generations of trainees in this program.

In the first year, a total of five teachers were trained for the

Clover Park District, four teachers were trained for the Monroe Dis-

trict, and two were trained for the Seattle District. In the project’s
second year, six new trainees were concentrated at Clover Park and
at the Experimental Education Unit. In addition, two teacher aides
were trained at Monroe and one at the Experimental Education Unit.
The continuation of the project is now underway at a junior high
school in suburban Mercer Island, where teacher aides are being
trained: : :

Rattonale for Trammg Sequence

In order for a teacher t¢ know that he has transmltted a skxll a’
studernt must demonstrate thai: skill—he must act, do, perform-

Learning by doing is the governing principle that we adhered to in
designing our training program for resource teachers. Just as driving

a ‘car requires more than learning.the contents of a driver’s manual

and knowing, the rules of the road, so being able to face a classroom
of children and having the skill tc help any one of them requires
more.than text books. or courses; it requires supervnsed prac.tlcum

. experlence

Gur training g£iogram bu'lds on the usual student-teaching ex-
perience in several ways. O the basic of previous experience, the

program staff agreed on certain terminal objectives for each trainee:’

the acquisition of skills in setting behavioral objectives, taking con-

.tinuous performance measurements, applying reinforcement princi-
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ples te manage behavior, individualizing mstructlon, and prog mmnnd
teaching. These clearly defined terminal objectives permitted an casy
evaluation of the progam’s success at the end: they were also useful
for formative cvaluation, enabling the trainees and -the traincr to
know at any time how far the trainces had progressed toward acquir-
ing the specilied skills. Further, the trainer could alter the program
to assist.the student in difficulty. The meaning of an individualized
program is that it changes to meet the needs of the student as he
progresses through it. A prerequisite for that alteration is a knowledge
of what nceds to be changed. The following discussion of the training
program explains the rationale for any particular steps or procedures
in the scquence.

Population Served .

The training sequence carried out at onc of the three project set-
tings—the suburban Clover Park School District—and at the Uni-
versity of Washiagton is an example of the applicability of precision
teaching techniguces to the training of skilled teachers. The training
sequence vaned slightly at cach of the three project locations, but the
Clover Park experience exemplifies the procedures well and stands
as evidence of the workability of the program. Furthermore, the
population in the Clover Park District is particularly worth discus-
sing. Clover Park has a highly transient, military-impacted popula-
tion with an unusual concentration of children with academic and
social bchavior problems; the children had a wider range of handi-
caps than did children in other project schools. Mast of the target
children at Clover Park exemplified a critical national problem—the
moderateiy handicapped child in the regular classroom. If, as we have
noted, 75% of the retarded children in this country belong to the group
of msldly retarded or handu‘anped students, then any success in im-
proving their - instruction is of particular interest. The tmdmg
(Deutsch, 1965) that culturally deprived children display a ¢..nuia- -
tive deficil wherein early small deficiencies lead to inferior leurming
that, in turn, increases the size of the deficiency, underscores the
need to alleviate the learning problems of these children as carly as
possible. If these problems are not attended to, the child faces a dif-
ficult adjustment as an adult.’ Edwin Martin (1972} estimated that,

Only 21 percent of handicapped children. leaving school in the next

4 years will be fully employed or go on to colle;:,L Another 40 per-

cent will be underemployed. and 26 percent will be uncmployed. An

additional .10 percent will require at least a partially “sheltered™ set-
ting and family; and 3 percent ‘will probably be dlmosl totally dc-
pendent. ‘

The Basis for the Trammg ngram Precision Teacmng

Some past teachers have defined the goal of the teaching p:  =ss
as “providing the student with exposure to a wide range of informa-
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tion and cxpcricncg“ or as making surc that his school experience
makes him a “well-adjusted, mature adult.”™ These definitions have
two nuuor flaws:

They do not specity preciscly what information and experi-
ence should be provided, or what observable symptoms of *adjust-
ment” and “maturity” will tell the teacher that his efforts have been
successful.

2. They do not 1d°nmy any specitic proccdures or steps for the
te"xcher to follow in order to rcach the goal.

for no other reason than the practical one of C:Hf:nn;,T maore
gundanu to the teacher, onc could wish for a definition of :vaching
that specifics exactly the goal or purposc of the teaching act and the
specific steys to be followed in carrying it out. In-fact, such a defini-
tion has been implicit (at least) for years: All tcaching involves a’
serics of acts whose purpose is to change a pupil’s behavioral reper-
toire from a state of relative incompetence to onc of relative com-
petence. “For centurics schools have accepied the fact that they must
change their students (e.g., change them from ‘non-readers’ to ‘read-
ers’; from ‘non-adders’ to ‘adders’) . . ." (White, 1971, p. 5).

It is true that some teachers and some schoois in the past (per-
haps even a few in the present) have felt that teaching is strictly an
either/for matter of presenting the material to be tearncd; whether
the pupil changed his behavior sufficiently to acquire -the informa-
tion or skills the teacher presented resulted more or less from his
“motivation™ or “interest.” But things have been changing. As the
critical role of the envircnment in determining the behavior of indi-
viduals has becomeé more and more evident' (e.g., Skinner, 1971),
teachers and schools have become more and more convinced of the
nced to mdnlpulatc the instructional environment in order to change

-the behavior of their puplls

If the environment is maintaining a given.bchavior in“a student,
then it makes sense to change the environment if a change in behavior
is desired. And, it teaching is concerned with changes in behavior in
this sense, ‘it .cannot be a black-or-white, on-or-off process: It is a

'matter not only of presenting or not presenting.material, but-of pre-

senting’ it more or less well and with appropriate environmental al-
terations to promote specified changes in pupil performance. At pres-

" ent, we are less inclined to place “re:pomibility” for learning on the

student and more .inclined to view teaching as a process by which
the teacher arranges the environment. to make learning more likely.

"The teacher of ioday is in the “hot seat” as far as learning goes:

He is the one most likely to be held responsible for how well or how
much his pupils learn.

How is the teacher to reach the goal of making learnmg more
likely—or even -inevitable? The answer to this question cannot really
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be given until another question' has been asked and answered, that
is, "What is the goal"” Until the teacher knows exactly where he
should be when he is at the end of his travels, he is in no posmon to
map out a route for getting there.

The first problem, then, is to specify exactly what observablc
behaviors will be accepted as evidence that learning has indeed taken
place (Mager, 1962). The condition of being knowledgeable or being
mature has no precise 1 caning until the “symptoms™ of these condi-
tions have been specified to leave no doubt about them. A student,
for example, has a “knowledge of German” if he can translate with-
out help passages of unfamiliar German prose at a rate of 100 words
per minute. This specification might not suit every German teacher;
nevertheless, it serves as a model of exactitude that every Geman
teacher ..ghtusc ir sctting his own specifications.

If teachire ‘s concerned with changing behavior—and in order
to change = ‘nt’s behavior or to know what will constitute a
<hange in hi. ..iidvior——we must specify what observable behaviors
will constitute evidence that a change has taken: place. But then the
criterion is only partially satisfactory. It is possible that the student
may already exhibit the criterion behaviors; if so, teaching can hardly
be said to change anything. So, teaching must really have more than
one measurement if one is to know exactly how successful it has
been. At the very least, the teacher must know exactly what the stu-
dent is able to do before the course of instruction begms and what
he is able to do after it. ’

If the teacher waits until the end of a course before evaluating
his methods’ success, he has obviously waited too long. The students
will be gone and the new students may or may not profit from any
alterations the teacher decides o make. In any case, the teacher who
relies exclusxvely on before and after pictures of teaching effective-

‘ness is'in the pusition of perennially closing the barn door-after the

horse is stolen. What .the teacher needs, clearly, is an ongoing meas-
ure-of effectiveness that permits him to ‘alter unsuccessful methods
or materials while the student is still able to proﬁt from the altera-
tions.

Now we can specify a defmmon of precision teaching: It adds to
the old, familiar term “teachmg” a new adjective that signifies pre-
cisicn and accuracy in measuring progress toward the goals of in-
struction. And the novel methods of precision teaching are not reall)

methods in the usual sense at all; rather, they are tools by which the

teacher can measure the ¢ffectiveness of any methods he is now usmg
or may adopt in the future.
recision teaching has a number of advantages Not only do pre-

cise, ongomg measures of the child’s performance give the teacher -’

mformanon about which mstructxonal measures have been surcess-
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ful, but how successful the measures will be in the future. Although
the measures are difficult and time-consuming for the teuacher to carry
out by himself, they are simple cnough tor kindergarteners and first-
gradcrs to chart their own data (Bates & Bates, 1971). Another bene-
fit is that the very process of involving the child in measuring his own
progress may be rewarding to him. and will surely lead to his better
understanding of the contingencies in his environment—of the con-
nections between his behavior and its consequences. A child who can
understand that much is in a better position to take over the man-
agement of his own bchavior. Ultimately, all teachers agree about
one goal of instruction: making the child independent of a teacher
‘and able to function without instruction. Because precision teaching
promotes that goal, it represents a valuable addition to traditional
instruction.

Precision Training for Precision Teachers

The resource teacher must know first of all how to teach. As ele-
mentary as the statement may sound, it seems to be overlooked in
many instances in which “specialists,” who often have no classroom

experience, help teachers. In order to teach effectively, the rescurce .

teacher must be able to identify the sequence of skills that the child
should «cquire in order to reach a terminal objective. A teacher so
trained will probably be able to generalize his skills from subject mat-
ter to subject matter, should the rapid changes in curricula students
today arc secking make the ability to shift necessary.

Our Clover Park trainees were all elementary school teachers
who were enrolled in MA programs at the University of Washing-
ton. At the end of their project training, they returnied to their home
schools as resource teachers. During the summer of 1969, they were
given an intensive, four-week; supplementary, didactic program that
emphasized techniques of precision teaching, behavior management,
instructional program planning, and performance recording and eval-
uation. (For a discussion of the topics covered see Haring & Phillips,
1972; Kunzelmann, Cohen, Hulten; Mdrtln, & Mmgo and Haring,
1971.) '

The criticai phase. of the training was:a l6-week supervxsed prac-
ticum expzrience based on 12 training exercises in the Clover Park
School District trammg sites. Had the resource teachers not had con-

trolled practicum experience under the direction of an experienced
teacher, they would have returned to their home schools as unprac-

ticed dpprentlces ‘The staff preferred that trainees complete their

practicum experiences during ‘intensive training and then provide
—~skilled service to their schools and to the children there.

Exercises | through 4 were designed to give the trainees practice
in modifying a disruptive social behavior. Sociai behavio‘r‘ is first ‘in
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the sequence because the child's behavior must be vader control be-
fore he can profil from instruciion. Further, a social behavior that
disrupts a class may be more readily identified and remediated than

an academic behavior deficit that requires the teacher to have pro-

gramming and other skills. With Exercises 5 though 8, the trainecs
began the modification of academic performance.

The first cight cxercises required the trainees to work with only
one student at a time, first to modity a disruptive social behavior and
then to remediate an ‘academic deficiency, The staft believes that
working with ene student under the strict control of ‘the trainer is a
accessary introduction to more complicated intervention.

Begirning with Exercise 9, trainees worked with a group of from
four to six children in the training center school to remediaie their
academic difficulties in the group setting. As the children in Exer-
cise 9 began to function successfully, trainees began to work with
them in -the regular classroom and with the room’s teachers (Exer-
cise 10). In Exercise 11, the traince extended the program to one
academic arca for the entire class. The exercise was a major task for
the trainees, soms: of whom' were faced with classes of 37 or 38 pu-
pils. To institute a contingency managenient and performance record-
ing system in such a class was the final evidence that the trainees
were highly skilled resource personnel.

With Exercise 12, the trainees were at the end of their intensive
training period. To facilitate their assumption of the roles of resource

‘teachers in their home schools during the 20-week “Re-entry Phase”

of training, they were asked to carry out Excrc:se 12, which consists
of
1. compiling a complete project report,form; and
2. summarizing (a) their own expectations for their future roles,
and (b) one of their training projects for discussion at a faculty
meeting to be held in their own schools the week following the
intensive tramlng perlod send. -
The empha - in the training program is cn data-sharing skills.
Resource teachers whose work will involve cooperation with a child’s
classi . ceacher and perhaps his parents must be able to explain

not oniy the child’s performance probiems,” but ways to remediate
~ them. Further, to enlist the cooperation of others working with the.

child, the resource teachers must be able to explam the reasons. for
their procedures and to teach others to take over: portions of these

‘-responSIbllmes During the entire training- per'od the project staff -

made_maily visits to the trainees’ home schools to prepare adminis-
trators, teachers, and parents for.the advent of the resource teachers

~and to enlist-their cooperatlon Obviously, rapport between teachers

and resource reachers is necessary for a quecessful workmg relatlon-
ship. : Lo
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20 Week ** Re-entry Phase"—Training Sequence

I.The trainees continued course work in special education MA

programs at the University of Washington.

2. The trainees assumed more and more of a full-time resource
teacher role in their hame schools, although they were under the con-
tinued “care™ and “maintenance™ of thic praject tratner.

3. The project. trainer made two half-day visits per week to the
resource schools.

4. The trainer continued collecting the same data on the trainees’
performance that he amassed during their intensive training period.

5. The uainer continued adjusting the training program to mecet
the trainees’ individual needs so that they Wi ould all meet the terminal
objectives of the project.

Procedures

When a child requires intervention by a resource teacher, the
regular classroom teacher fills out a referral form that has been de-
signed by the resource teachers. It is written concisely and specifically
to prevent any differences in mt;rpxctdllon and covers reading, arith-
metic, cursive penmanship. spullmg, classroom behavior, aned general

testing; referrals are made in any of these areas for remediation or

enrichment. In addition, the teacher can select as many specific areas
within the larger ones for the student as he considers necessary to
bring the child's performance up to & salhfactory fevel.

The resource. teacher uses probes tes assess the student’s present

level of tunctioning. (A “probe” may consist of a sample page oi a
reading text or math workbook.) The classroem teacher and the re-
“source teacher ‘then agree on a criterion for a successful project. In

the agreement they state ‘the specific terminal ob1ect|ves for the. stu-

dent. After:the student reaches the goal, the contract is terminated.
The teacher, however, has the option to * recontra.ct the student if
he needs work in other. areas. At the time of this agreement, the re-
source teacher.schedules weekly, conferences to facilitate communi-
cation with the regular- -classroom -teacher:and to evaluate together
the data displayed on the student’s six-cycle graphs. .They discuss
changes in piogram, arrranged events, reinforcers, contingencies, and
the total learning environment. Through. these conferences, the re-

- source teacher attempts to convey an understanding of the student’s
- abilities, the resource teachex s role, and the procedures implemented.

Occasnonally, the resource teacher works ‘with the child on a one-

‘to-one basis in the resource room for part of the day. OCCdSlOndlly,_

too, the resource teacher manages several children at a time in the
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resource room, or continucs to provide individualized programs for
children who work on them in their regular classrooms.*

This program is different from the sclf-contained special cduca-
tion programs to which most classroom teachers are accustomed. For-
merly, teachers cither managed a “problem child” themselves; using
their accustomed methods, or referred him to another class, This pro-
gram demands changes in the regular teacher’s behavior and, therc-
fore, it requires tact and carcful planning from the resource teachers,
The goal of this program is two-pronged: The resource teachers use
their training to meet the children’s requirements and to train class-

~room teachers in the procedures the resource teachers learned in their

own training. Clearly,if they alicnated teachers, they would never
have an opportunity to improve the performance of students or teach-
ers. : ‘

The resource teachers are able to involve the regular-classroom
teachers in the project with minimal difticulty, however, partly be-
cause of the resource teachers' tact and planning and partly, too, be-
cause the regular teachers have the desire for both new teaching tech-
niques and, even more urgently, help in managing students with lcarn-
ing and behavior problems, The resource teachers help them to aile-
viate their present difficulties and to learn to deal better with future
ones. Sending the child to a special-education classroom merely

~ helps with the. present moment’s problems and teaches the regular-

classroom teacher nothing,

Results of Training Program

The training program has been effective in urban, suburban, and
rural settings. Clearly; the training sequence can produce resource
teachers who are able to maintain children adequately. The trainees
felt secure enough in their skills to train others; in some instances,
community volunteers, parents, and teachers aides were able to
initiate individual projects with students after preparation by the re-
source teacher,

The success of the training program is indicated by the following

results:

I. The trainees, who scored from 40 to 75 percent correct on pre-
test measures of their skills as precision teachers, virtually all scored
100 percent at the end of their training, '

*[Editor’s note; The submitted manuscript contained 10. individual student

project reports that illustrated interventions carried out by the resource teach.
ers in each of the following areas: academic subjects (math, reading, and spell-
ing); and social behavior (talk-outs, hitting others, etc.). They were omitted
because of space limitations, The reports are available from the NCIES Spe-
cial Education L.T.I. office or from the author.]
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. 2. Because of services provided by our first group of trained re-
source teachers, two self-contained special-education classrooms in
the Clover Park district were closed: school district administrative
personnel requested continuation of training services for a second
generation of resource trainces the following year at district ex-
pense,* ‘

3. By the end of the project’s second year, first and second gen-

eration trainees had completed 883 academic and 43 social inter-

ventions. They had worked with 561 students, whom they retumed
to regular classrooms, and with 113 teachers. In addition, they had
completed 141 assessments of students who, they found, required
no intervention. '

4. All Clover Park traiees continued to function successfully as
resource teachers during th2 1971-72 school year and the school dis-
trict hopes to expand the program in the future.

The goal of the project, as originally stated, was to train teachers
who would assist regular tcachers in systematically instructing chil-
dren in a regular ¢lassroom over the two-year period—children whose
academic or social problems marked them as candidates for special
education. The staff hoped to demonstrate the viability of the teacher-
preparation program in increasing the effectiveness of any classroon
teacher. This program differed from other teacher-preparation pro-
grams only in its emphasis on systematie instruction based on prin-
ciples of behavior management and programmed learning, and in
its usc of the continuous measurement tools of precision teaching.

The project is an example of one of the best methods devised to
date of meeting the needs of mederately handicapped children. Each
resource teacher who worked with the children in our project saw an
average of 41 children, more than four times the number that a
teacher in a self-contained classroom can manage in a year and more
than seven times the number set as a management goal in the original
proposal for all three school districts, during both years of the proj-
ect. Additionally, the resource tcacher was a.resource for classroom
teachers and, in many cases, even for “normal” children; the class-
room teachers were often so pleased with the work their “problem
children” were doing that they requested individualized programs for
other students on an informal basis, We fecl, therefore, that not only
the project goals were realized but that some serendipitous results
were achieved also. ‘ .

Finally, consideration should be given to the long-range economic.
implications of aprogram that maintains students in school and pro-
vides them with skills that will ultimately make tnem employable.

*Now, two years later, a total of 5 self-contained classrooms in Clover Park
have been closed, and a sixth will be closed this year,
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It is estimated that a special education for one individual for 12

Jyears costs about $15,000 (Martin, 1972). Presumably, that figure
can be lowered if “special education™ is provided by a resource
teacher who can serve many children,
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Precision Teaching in Regular
Junior-High-School Classrooms

Norris G. Haring

Director, Experimental Education Unit
Child Development and Mental Retardation Center
University of Washington

and
~ Don Miller

Coordinator, EPDA Special Education Project
Experimental Education Unit
University of Washington

Varizbles Influencing Performance (VIP) was @ one-year coop-
erative venture between the Mercer Island School District and the
Experimental Education Unit (EEU) at the University of Washing-
ton. The project had two goals: () to instruct unresponsive junior-
high-school youth more effectively and (b) to provide project staff
with experience in applying precision teaching to such students. Three
very powerful instructional variables were used: (a) arranging and
implementing the necessary steps to individualize instruction for the
children, including training the V1P teachers to rearrange instructional
materials; (b) establishing systematic procedures to reinforce chil-
drex’s correct responses; and (c) instructing the teachers in more pre-
cise ways of measuring the performance of each child regularly
throughout the course of the project. A key to the study’s success was
the frequent use of an equivalent measure that permitted changes to be
made on an individual basis as they were needed.

The VIP staff consisted of four teachers who had been selected
from eight volunteers and four half-time adult aides. The teachers re-
ceived six inservice salary credits for their participation, Both teachers -

- and aides were given basic training in precision teaching twice a week . .

after school for the first quarter; thereafter, individual conferences

The project reported herein was supported in part by the Bureau of Educa-
tional Personnel Development (Grant Number 00-7001). The VIP staff grate-
fully acknowledge the cocperation of Dr. Paul J. Avery, Superintendent of

~ Mercer Island School; Mr. Carl Marrs, Director of Pupil Personnel :Services;

Lynden Watts, Principal of North Mercer Junior High School, and' the four
teachers who put forth so much extra effort to help their pupils and their pro-
fessicn: Mmes, Christine Dybas, Shirley Frederico, and Jan Wilson, and Mr.
Tom Garrison.
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were h}cl‘d during the teachers’ preparation periods. (The individualized
conference approach was preferred.)
The following topics were covered in the formal training sessions:
Behavioral objectives.
Pinpointing.
Observation.
Mcasurement.
Recording,
Analysis of data.
Intervention strategies.

= oG R o —

. Development of Classroom Techniques

~ After the basics of precision teaching were acquired, their applica-
tion to teaching problems was dealt with in individual conferences,
Although all the teachers had the same three basic problems—how to
individualize the presentation of material, obtain meanisgful data from
the material, and reinforce appropriate behaviors—each had unigue
probiems because of differences in subjects taught and class compo-
sition. The classes taught by the teachers were eighth- and ninth-grade
malhcmatncs (Garrison); seventh- gmdc mathematics - (Wilson);

’ e1ghlh-«md ninth-grade.English (Frederico); and speech and personal

writing for the seventh, eighth, and ninth grades (Dybas). The ways in
which tie teachers, in conjunction with the project dircctor, solved
their prob\lcms are the interesting story that emerges from this investi-
gation. !

"The tcag:hcrs were encouraged to make their decisions on the basis
wf continuous data. To obtain these data on a child who is progressing
through his material, the teachers were introduced to the use of probes.
As used in tius project, “probes” are short, daily tests, which are
equivalent but not identical to cach other and consist of items or ques-
tions that covcr\geveral small steps the pupil is supposed to learn: the
items are repeated in cycles on the page so that he has several oppor-
tunities to show his grasp of each step or objective to be reached. As
the child progresses in skill and knowledge, his accuracy and rate of
performance are reflected in his responses. Observed impros  :nt can
be considered reliable as the same instrument is used to m. .ire his
progress. Although the probe as a concept is similar to pretest/post-
test strategy, which is summative, it has the additional advantage of
formative measurement, which allows corrections to be made before
the end of a unit or topic. Probing also is easily applied to convergent
thinking tasks at the skill level. It is potentially applicable to divergent
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thnﬂ\mg tasks at a higher cognitive level but difficult to use, The adap-
tation of probes to such tasks is an exciting problem that needs more
work.

Probing, even at this embryonic stage of its development, served
the project well. It solved the measurement problem in the areas of
convergent thinking and, at the same time, it provided practice, With
the implementation of the probingy procedure, the number of aca-
demic projects grew rapidly because, in part, the basic academic skills
of many pupils at the junior-high-school level are still inadequate and,
in part, some of the new behaviors that must be fearned there still have

characteristics of convergent thinking and skill.

The algebra teacher rewrote his entire course; it now has an in-
structional sequence for the type of problem to be solved, sample
practice problems, probes, and a criterion test. The sequence of pupil
progress through a unit is demonstrated in Figure 1. The adult aide
assisted the teacher in keeping track of cach pupil's progress and pro-
ducing nccessary materials. Because tne aide was not able to help

~ tutorially, a high-school student and some junior-high pupils who had

finished the course previously were recruited to provide the assistance.
One student tutor also timed the probes, In this class situation, the
teacher functioned less as an information-dispenser and more as an
environmental manager; he made sure that pupils stayed on course
and had the necessary materials and help.

%, The problem of reinforcement was solved in two ways. First, if a
pupil finished ahead of schedule he was given free time, Second, if the
pupil behaved very well, his ¢lass schedule was rearranged so that he
could leave school carly. Both rewards proved to be very powerful
reinforcers. The staft also considered permitting a pupil who earned
the time off to go clsewhere during the assigned class period but the
administrative and attenidance problems associated with the idea were

not solved at the time, although they could be..

The other math teacher* developed. the individualized teaching
sequence illustrated in Figure 2. The probes-that she gave to her
classes took about five minutes and were generally administered at the

. beginning of each period, The reinforcements were quiet, free-time

activities such as macrame, reading, drawing, cards, checkers, and so
on. '

* This teacher worked with the EEU to develop a computer system that would
generate math problems to specification for practice or as probes.
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YES
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TEACHER NOTES KINDS OF ERRORS

PUPIL CORRECTS ERRORS

NEXT
TOPICAL
OBJECTIVE
PROBE

Figure 2. Flow Chart of Individualizing Sequence
' Used by Seventh Grade Math Teacher

, The pupils of both math teachers expressed appreciation for being
B permitted to progress at their own rates. The teachers agreed that such
" progress was desirable but they found that some pupils had to be
prodded to move on.

English teachers had different problems and dltferent solutions.
They used precision teaching techniques for three parts of the curri-
culum: vocabulary, spelling, and punctuation. One teacher used her
aide to develop appropriate word lists for the pupils accordmg to in-
[  dividual ability. The children were tested on them until they could
meet the accuracy and rate criteria. Each child was given time to study
his list betore he was probed; then his errors were corrected, a record
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was niade of the words he had missed, and his correct and crror rates
were plotted on a graph for his and the teacher’s information,

Another method that has been suggested is to compile a pupil’s
individual speiling list from the words he misspells in his writing
assignments,

Pupils worked on word lists while the rest of the class worked on
writing assignments. The aide could handle two children at a time, one
studying while the other was being tested; she spent about five minutes
with each. Interestingly, the pupils volunteered for the aide’s attention
anc she soou had a waiting list of those who wanted to work on their
spelling or handwriting,

The same English teacher used two different techniques for the
presentation of problems in punctuation and capitalization. In the first,
she dictated sentences for the pupils to write; in the second, she gave
the pupils mimeographed sheets containing strings of words that would
form correct sentences if they were punctuated and capitalized appro-
priately. The second technique had the a.d‘vzmtage of permitting a free
operant but it had the disadvantage of multiple interpretations. How-
ever, ambiguity could be averted by adding explanations to clarify the
meanings of the sentences or to indicate its properties, such as a ques-
tion. The teacher also gave regular writing assignments. After record-
ing the types of errors that had been made (capitalization, use of
periods, apostrophes, etc.), she returned the corrected papers and dis-
cussed his progress with each pupil. Commercially produced materials
were also available for remedial tasks. |

In this classroom, the reinforcers were grades; success in improve-
ment, as shown on the chart; and the opporlumty to play Spill and
Spel[ a commercial spelling game,

The second English teacher employed slightly different techniques
to work on the same problems. In spelling, she instituted a budd):"sys-
tem, pairing the pupils by like ability. Each child took turns drilling
the other for three-minute periods and kept a record of his perform-
ance which the aide checked: Two couples, one slow and one fast,
constituted a team that competed against other teams. The status of

'+ each was displayed on a scoreboard. The combination of slow and fast

couples made the team compeiition more cqual and utilized the co-
operationfcompetition model for motivation. In the drill sessions, the
pupils had not only to spell a word correctly but provide a synonym for
it. There was very little noise in the room during the drills. The prize

~was a trip off campus with the teacher during class time to get ice
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cream cones, leaving school with the teacher was probably the greater
reward as ice cream was available in the school vending machincs.

In punctuation and related skills, the teacher gave an assigned
topic for the children to write on for five minutes. In addition to re-
cording the data as the first English tcacher did, she gave extra points
to pupils who used words or their synonyms from the spelling lists
they were studying; the pupils called her attention to such words by
underlining them.,

Results

The cffectiveness of the VIP project van be assessed in many dif-
ferent ways: changes in tcacher behavior, changes in pupil behavior,
experience and knowledge gained by the EEU staff, and the impact
on the schoel in general. All were useful indicators.

The impact on the pupils was assessed three ways. First, for each

- pupil who was of concern to the teacher, data were taken and charted
on either social or academic behavior or both, thus giving a continuous
formative evaluation measure to guide the teacher in helping him. The
child was compared to himself and to criteria established for his be-
havior. By the third quarter, the teachers were no longer concerned
with inappropriate social behaviors. The number of academic be- -
haviors reaching the criteria rose to a high of 593 (all academic be-
haviors for all pupils in the program) for the third quarter. Although
the data for the entire year are incomplete, a conservative estimate
would be that for the four quarters, over one thousand academic be-
haviors reached the criteria. No data were collected for the fourth
quarter. The estimate of 1,000 was derived by adding the second-
quarter count of 190 to the third-quarter count of 593, and assuming
that the fourth-quarter count was at least 217,

The second assessment method was a classic large N design. It was -
used to determine the effect of the probes in Wilson’s seventh-grade
math class. The pupils were given a test that she had administered to
her class the previous year and a one-tailed T test for significant dif-
ference was applied. The previous year's class and the study class also
were compared on- their sixth grade standardized test scores (no

- seventh-grade standardized fest scores were” available). Although no

significant differences were found between the classes on the sixth-
grade standardized scores, the study class scored significantly higher*

¥p=.01
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on the teacher-made test that was given to both groups in the seventh

‘grade. However, probes alone may not have accounted for the differ-

ence in the scores as aides were present in the project classrooms,

The third method of assessing pupil responsc was by questionnaire.,
Three-quarters of the study children indicated that they would recom-
mend their classes to friends and one-third said that they considered
frequent charting of class performance helpful. Many children verbuily
expressed their preference for the individualized approach and none
said he did not like it. :

Changes in teacher behavior were based on the teachers’ classroom
activities that they documented in their weekly reports to the project
coordinator. Only 39 pupils were charted in the first quarter but the
number eventually rase (0 155. With time, phase changes or changes
in independent variables also increased, along with the use of rein-
forcers. Teachers developed materials that were useful for the tech-
niques they employed and, as reported earlier, each adapted the theory
to make it an individual, operational procedure that made her/him
more creative. The results of the questionnaire given to the teachers
indicate that the methods they developed during the year-long project
will be continued. '

The impact on the school has been impressive. The algebra teacher
has been appointed chairman of the math department and he is chang-
ing the departmental procedures to approximate the techniques—par-
ticularly, criterion advancement coupled with a more individualized
approach—he learned on the project. The English teachers have been
trying to influence their department similarly as many of their col-
leagues come to them for help and advice.

More than the target school gained from the VIP project; EEU
also has profited. The staff developed probes more fully iv both Eng-
lish and math and, thereby, better practical skills in and general
knowledge of probing. Work has been started and is now partially
completed on writing computer programs to generate curricutum mi
terials according to teacher specification. The teacher performance
moniforing system developed in the VIP project is having an effect
on future plans of EEU for the same activity. The EEU also gained

from these teachers some practical “iricks of the trade” that it hopes
to share with other teachers in both the EEU and the field.

Cautions in Instituting Similar Projects

The following considerations should be kept in mind by anyone
wito is planning to initiate a project like VIP:
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I The maintenance of good school-community relations.
2. The maintenance of good statf-tn-staff and staff-to-administra-

tion relations. |

-3. A tendency to dssign to project teachers all the pupils other

teachers cannot or will not handle. The tendency may become
an acute problem,

- 4, The data load on teachers, which must be bearable.

5. 1f pupils are allowed free time out of class, they should have

- some explicit place to go during that time. ‘

6. Means of keeping track of pupils with respect to the content of
their courses and achievement must be implemented if the
project is to.be successful. ~

ftems one and two in the list may require frequent clear communica-
tion and discussion, In the VIP project, clearance for the four teachers
was secured from the schoo! board through the central school adminis-
tration. Parents were called upon-individually and the PTA was also
informed of the project. Two controversial issues—whetier or not
“bribes” were used in behavior modification and whether or not stu-
dents would develop dependence on extrinsic reinforcers—were an-
ticipated and dealt with satisfactorily before they became points of -
contention. -

To protect the teachers in a project from being assigned all the
problem pupils, a “trading” procedure could be set up so that the
teacher who wished to move a child out of her class would have to
take another in return.

The data load on a teacher can become very heavy. Possible solu-
tions are not to collect data on every pupil all the time; to coilect
them only on individuals who need it and only when they need it; to

get the pupils to do their own charting; and to ask the aide to assist
~ when necessary. When the pupils do the charting themselves, their

charts must be checked for accuracy. However, checking can be done
on a random basis and accuracy can be shaped through appropnate
reinforcement.

When pupils have earned frce time and are allowed to leave class,
they must have a definite place to go: home, another class, job, or a
volunteer agency. In all cases, the arrangements must be cleared in

. advance and they must be checked after they -are in operation. The

privilege of free time is easy for children to abuse, but it is a very
powerful reinforcer that usually repays the staff's efforts to manage it.

Teachers can keep track of pupils by noting the sequence of ob-
jectives in the grade books and recording the time each pupil has
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achieved a goal. Another method is to use the chart to record all
changes. ‘

Whencver people attempt change, problems will usually follow;
but the more the problems can be anticipated and planned for, the
more smwothly the change will go. The procedures developed in the
VIP could well apply to other situations to one degree or another. In
this project, teachers had half-time aides; however, after teachers have
been trained, adult aides easily can be replaced by pupil aides. Probes,
admittedly, arc easiest to develop in the skill areas. Although limita-
tions in their use were found, two factors should be noted: (a) many
skills in many topic areas permit the approach to apply, and (b) even
though the development of probes for divergent thinking is not casy,
teachers should not give up working on the possibility. The attempts
are especially important if teachers, who profess to teach creativity,
problem solving, and cognitive development, are to answer present and
future questions about their accountability. |

In essence, the VIP project was a behavioral-objective, formative,
data-based program that involved taking advaniage cf appropriate
parts of the environment to assist individual pupils to acquire useful
behaviors. Hopefully, these attributes will be found applicable to any
educational project.
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University of Minnesota—Minneapolis Public Schools

Minnesota special educators have encouraged integrated education
Jor handicapped children for many years. Their concern hus been not
whether integrated education is™ desirable for children with - different
learning needs—they assume it is—but for which children education
within the regular mainstream can be effective and for which ones it
does not appear to be the best solution. Their seorch is supported by «
sympathetic state education administration and by service consumers
who believe that the normahzanon principle is a remonab e basis for
a servi-+ lesign.

1. vo programs reported here represent JOIII! efforts of the Min-

neapolis public schools and the University of Minnesota to study the
key question systematically, The two institutions recognize that all the
required instructional and “assessment technology is not yet available
but, through the projects, they hope to develop the more effective in-

Structional support systems and the more suitable assessment tech-

niques that will permit a better exploration of the problem. Their ex-
petience reveals a good deal about the kinds of problems that are likely
1o be encountered when better opportunities for handicapped children
are_promoted within the educational mainstream of any school system.
These projects are just two of many efforts undertaken by the two insti-
tutions to improve special education services.

The two projects were selected for pre.senmnon here because first,
they deal directly with the problems of regular-special education service
interface that are the central concern of this monograph, and second, they
describe intervention models that have broad applicability to basic struc-

“tural change. Both studies have been supported by different combina-

tions of Federal, state, and local funding.
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The Harrison School Center:
A Public School-University Cooperative
Resource Program
Richard A. Johnson
Director of Special Education
Minneapolis Public Schools

and

Rita M. Grismer
Coordinator, University Training Programs
Minneapolis Public Schools

Up until the mid-1960’s, special education programs in the Minne-

'apohs area, as in most other parts of the country, were characterized

by the traditional and singular reliance on special-class placement for
most atypical children referred for service. Indeed, throughout the
country, in recent history, special classes established for the educable
mentally retarded have been used as catch-basins for large numbers of
pupils who are not seriously handicapped but are culturally different,
poor, or otherwise personally disadvantaged. One of the reasons for the
practice is the use of generally inappropriate selection criteria and
assessment techniques, Another is the university and college training
programs; their curricula, coursework formats, and special-class prac-
tica have tended to produce spec1al educatlon teachers and leadership

~ personnel who are special-class oriented.,

In recognition of the mutual responsibility and interdependence of

public schools and colleges in creating change within the schools, the %

Special Education Departments of the Minneapolis Public Schools and
the University of Minnesota designed and implemented a program to
change the extant service and training system. The first step was the
development of a Public School-University Cooperative Resource Pro-

~ gram in a Minneapolis Elementary Schiool. It has two basic goals:

1. To develop a prototype to provide additional, nonspecial-class
alternatives for the placement of children who are typically
labeled educable mentally retarded, and to modify programs in
the other 68 city elementary schools in accord with the proto-
type.

2. To establish a Umversny practicum settmg that (a) provides
students-in-training with the necessary competencies to become
more flexible, individualized teachers of EMR children who
can function in a variety of service delivery. settings, and (b)
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develops a pool of teachers to work within the resource program
format.
[nherent in the definition and implementation of these goals are
some basic premises that were agreed upon by both agencies,
| The prototype would be developed as a resource for EMR chil-

dren whose primary placement would be in a regular, clementary-

smool class rather than a special class.
. In order tobe of the most benefit to pUbllC -school chlldren the

modcl must be lmnstcmble to other clemcntary schools in, the city.

Thus the program was (lcsngllnci, to & major extent, to be implemented
with funding typically available to the clementary schools rather than
o be dependent for success on new dollar resources.

3. The schoot and-the University must establish joint systems of
case management for special education children. Without a mutually
defined and controlled system of case management, the changing of
typical placement practices.would be ditficult at best,

4. University students placed within this model would be provided
with an oricntation to prescriptive cducation and to teaching by indi-
vidual, instructional objectives.

5. With the stated intent of transferring the modcl to other Min- .
neapolis schools, this cooperative program would help provide a pool
of appropriately trained teachers for the resource model staff necds,
and also would provide employment opportunities for University grad-
uates in similar settings as other school systems modified [hClI‘ service
delivery systems. ’

The definitions of goals "md premlses led to the decision to imple- |
ment the cooperative project by appomtmg a full-time project director

to represent both agencies at the selected pioject site. As defined in

the formal agreement, the project director is an employee of the pub-
lic school system and helds an appointment as an Instructor at the
University of Minnesota, An administrative-level position was es-
tablished in the Department of Special Education of the Minneapolis
Public Schools to. permit the project director to operate on an ad-
ministrative level with the building principal.and to be a visible mem-
ber of the special education leadership team. The project director’s
position represents a contractual relation between the University and
the public schools for purposes of mutual program development. His
title, “University Training Programs Coordinator,” was chosen de-
liberately to avoid restricting the impact of the model over time to
any one specml category or site locatron
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Since its inception, the Cooperative Resource Center has been
viewed as a service delivery prototype. As such, it includes the con-
tinuous defining and redefining of operational procedures and philos-
ophy that are neeessary to keep pace with current trends, rapidly
changing practice and technology, and local developments in the main-
stream of education, The Center was established in September 1968
and it was allocated resources that were deemed necessary for its de-
velopment. It was assigned to the Adams Elcmentary School, an
inner-city school with a population of approximately 400 regular
children and 30 to 40 EMR children. Initially, the Centér. was pro-

vided with onc regular classroom, one certified EMR teacher who had

previously served as a special-class teacher within the building, and a
limited amount of new materials and equipment. Using the guidelines
that had been develeped for Minneapolis Special Learning Disabilities

Resource Programs, the population was selected, student teachers were

assigned, and the process of regular-class teacher involvement was
begun.

Unfortunately, as the year progressed, the school neighborhood‘

began to decline rapidly in population because of the construction of
freeways anu a general deterioration of the neighborhood. With the
decrease in pupil enrollment, it became obvious that the Resource
Center would not have an adequate or representative base population
and that, ultimately, the school would be closed. Consequently, at the
beginning of the second year, the Cooperative Resource Center was
relocated at the Harrisen School. In retrospect, the move was as much
an advantage as a disadvantage because it permitted the long-term
effect of some human and strategic errors in the initial year of opera-
tion to be mxmmlzed

The Harrison-University Cooperative Resource Center

The school is located in a disadvantaged and racially imbalanced

ared; large numbers of children reside in low-income Federal housing

and ‘more than half are from one-parent families. The total school
population is about 750,

The Resource Center consists of one double-sized classroom that
contains private instruction booths, a variety of equipment, and an
array of educational materials that have been accumulated over the
four years of operation. Two certified special education teachers and
the project director comprise the professional staff. Five or six prac-
ticum students-are assigned each quarter by the University's Depart-
ment of Special Education for training, At any one time, the Resource
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Center population includes 30 to 40 children. The staff has the basic
responsibility of maintaining cach child as a participating member of
his regular class. Thus, a wide range of services for children and a
great deal of communication with regular LdUCimOH personael are
required,

Cuse Management
If mildly handicapped children are to benefit from educational ex-

periences in regular classrooms, regutar education personnel must be-

involved in program planning; the responsibility for decision-making
must be shared to minimize conflict between special educators and
regular teachers,

At Harrison School, special cducallon plaumcnl decisions are

made by the Student Support Team, which consists of a psychologist,
the principal, the school social worker, the special education teachers
and the regular-class teacher. The needs of the individual child and the
alternative services available are both considered by the team. 1f a re-
source program scems most appropriate for the child, he is given an
initial placement period in the Resource Center; if not, he is assigned
to onc of the other levels-on the “Cascade of Services” model (Deno,
1971). |

The initial placement in the Resource Center, which consists of a
half-hour every day for two to three weeks, is a period of testing and
cvaluation. Psychological, neurological, or physical-cxaminations are
made, if necessary, and the child’s problems and the available services

arc discussed with the parents by the social worker. At the conclusion -

of this placement, a case-planning conference (essentially the same
people as are on the Student Supporl‘Tcam) is convened to evaluate
the collected data on the child. Al facets of the child’s background,
behavior, strengths, and weaknesses are discussed and specific instruc-
tional and behavioral goals for his educational progress are developed.
The roles of both the resource and regular teachers in meeting these
gmls are delincated and a specific educational prescription and sched-
ule arc cstablished. All subsequent activities follow the prescription,
which is reviewed at least twmc each year by the Case-Planning Team.

Individualized Instruction

Based on the prescriptive plan, Resource Center pcrsonnel indi-
vidualize instruction for the daily 30 to 90 minutes that the child is
scheduled in the Center. The staff provide a highly supportive atmo-
sphere, acceptance of the child’s current academic and social behavior-
al level, and reinforcement for his smallest bit of progress. They try to
help him develop appropriate social behavior, learn to work inde-
pendently when possible, acquire academic skills, and participate in
regular-class discussions and activities. To accomplish these goals,
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individual performance objectives are used. Objectives for all facets
of the child’s behavior are defined and specifically stated, and critérion
performance levels are established. The development and use of in-
structional objectives has been judged by the staff to be an invaluable
procedure for implementing educational prescriptions. Mager (1962)
and others have provided reference models for the development of in-
structional objectives, o '

The Resource Center program uses various techniques to develop
a child’s learning strengths, For cxample, a programmed reading for-
mat is used for the children who need highly structured, step-by-step
upproach, and & basal reading series is used for the child who needs 1

more traditional. approach. Every attempt is made 10 match the most

appropriate educational materials to the child's learning characteristics,
Furthermore, all available educational media and ideas suggested by
creative teachers that might stimulate the child's interest arc employed

+in developing learning experiences for the Center's clients. Thus, in-

structional tapes, original _games, slides, transparencics, progress
charts, and teaching machines are often-used aids.

Support to the Regular Clussroom Teucher

As stated carlier, the resource teacher is responsible for providing
a special education client with skills that enable him to participate in
the regular class. Since 30 to 90 minutes per day of individual re-
medial programming cannot realistically accomplish- this goal, the
regular-class teacher needs support to maintain the child in the room,

The team prescriptions, therefore, are constructed to apply not only -
to the child’s nceds but also to any difficulties that the regular-class

teacher may have in increasing the child's coping behavior.

Some of the children placed in the Resource Cenfer manifest dis-

ruptive, uncontrolled behavior: consequently, a number of regular-

class teachers are understandably hesitant dbout accepting responsi-
bility for them. I special assistance is readily available, however, the

teachers lose their hesitaney and the result is that continuing regular-

*class placement for the child becomes far more viable. Until behavior

modification programs become effective in helping a child contro! his
behavior, the Resource Center may be designated by the Team pre-
scription as a “crisis” room for him, Crisis programs are carefully

~-monitored and eliminated as soon as possible, however,

Because regular-class teachers are not usually oriented. toward

modifying instructional activities to match unique learning styles, it is

the role of the resource téacher to adapt activities to the specific per-
formance level of a learner. The resource teacher assists the classroom
teacher in the specific planning and development of classroom units
and “activities so that the mildly handicapped child can participate
more effectively in the regular class. Classroom teachers at Harrison
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+ -have used these Center services exzensively, particularly in the areas

of social studies, science, and health,

Time in the resource:zeom is sckeduled to coincide with the unique
and identified needs of trchild. If a child does not read well enough
to function in a regularclass readmg group, for example, he may be
sent to the Center during the reading period. Resource Center per-
sonnel, therefore, must be:flexible and able to modify their time sched-
ules to accord with the vamymg schedules followed in the regular edu-
cattonal program.

Continttous Evaluatzon ‘

The entry level team prescription: and mdwmdual instzuctional ob-
jectives are only the beginnimg point for helping the child. Ongoing
mionitoring and systematic ewaluation. procedures. are integral to the
resource program. Each chillls activifies and progmess in the Resource

Center are recorded daily = his personal log as.part of the pupil-
‘progress evaluation process. in addition, the ¢hild’s instructional ob-
jectives arc reviewed and rewritten atfour-week ingervals. The original

team prescription, the rate of progress in each area, and the cffective-
ness of the instructional matewials are. monitored and reconsidered in
these reviews. If, at any time, the texm prescr ipziom is judged dysfunc-
tiomal in major aspects, the Case-Plamming Tam s reconvened and a
new. educational prescription is demeloped. The:original prescription

and the appropriateness of the Resource Center:placement are re-

vaewed for each child at least twice annually by the Case-Planning
Team. '

The University Traiming Conponent

The Resource Center, in addition to providing a basic service op-
tion for landicapped children, also provides a practicum setting for
students enrolled in the Department of Special Education at the Uni-
versity of Minnesota. This trainingicapacity evolved with the develop-
ment of the Resource Cemter modelzmd is a algmﬁwant departure from
the tradstional student-teaching experience.

Thebasic orientation of the trairiing programis individualized in-

struction. Each quarter, five or six students spend 20 howrs per week

for 12 weeeks in the Center as traiies. Each student is assigned his

own case load of children and hefshe s given the responsibility of

writing individualized programs for them. The programs are monitored
continuusly by the perma¥ent Resouzee(Center staff.

Although students assjused durmg, the. first several years were un-
dergraduates in the area vt mental retirdition, the Resource Center s
gradually shifting its trainfiig: focus to-students in the Special Educa-

"

‘tion Resource Teacher (S‘- i.T) programm, :a new trammrpn'ggram at
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the graduate level for general cross-categorical resource teachers.*
Concurrently, the Department of Special Education at the University
is phasing-out the undergraduate training program.

The University and public school staff who are involved in the
development of the SERT program are currently in the process of
defining the competencies necessary for gencral resource teachers to-
ward the establishment of a competency-based program, In line with
this goak, the Harrison Resource Center has structured five basic train-
ing modules in which cach assigned student-in -lraining participates.

Diagnostic Techniques Module

Before an individualized program can be outlined for any child, hls
specificeducational status must be determined. Consequently, the ad-
ministration and mturprctahon of a variety of standardized diagnostic
instruments are- taught in the diagnostic techniques training phase.
Students are dircctly assisted in the interpretation of the assessment
tools and in the application of the data derived from them to the de-
velopment of specific teaching strategies. Also important to the de-
velopment of individualized plans is the use of informal obscrvation
and assessment inventories, Durlng the dlagnostlc techniques training
phase, therefore, the student is assisted in acquiring a set of skills that

eenable him, for example, to delineate significant behaviors, chart un-

acceptable behaviors, interpret informal reading inventorics, and
utilize time sampling and other observational techniques.
Instruction by ‘Objec'tivesModule

- Most of the students who were assigned to the Resource Center for
field training in the past were unfamiliar with the basic mgredlcnts of
instructional objectives and they had little or no practice in writing
SpClelC performance objectives. Thus, instruction and practice are
given in the writing of relevant performance objectives that are appro-
priate to the individual necds of a chlld as dctermmed by the assess-
ment process.

The student uses the dally log that is kept for cach child as a tool

for evaluating the progress toward the objectives developed for him.

Only those activities directly related to the written objectives must be
considered. The lack of or insufficient progress toward’t'he objectives is
viewed as the problem of either inappropriate instructional techniques
or inappropriate objectives, but not as the child’s problem. Weekly
conferences are held with each- student-in-training on the progress
being made. At the end of each four-week perxod the student is re-

quired to evaluate the child’s objectives, review ‘their relevance and

* See, in this monograph, “The Seward-University Project: A Cooperative Ef- |
fort to Improve School Services and University Tramm'” by S. Deno and J.
Gross. ‘
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progress, and rewrite them as necessary. Both the child's and the prac-
ticum student’s progress are momtmcd lhrmn_hom this process by the
Center staff.

Remedial Instruction Module

The Resource Center has available a large selection of various
educational materials for study and experimentation by the students-
in-training. Time is allotéd to the students to review these various ma-
terials, define their best uses, and evaluate their eftectiveness. Also,
and more importantly, the stucents arc given instruction and-ficld

training in the” interrelation of the various materials to the specific -

teaching strategies learned in their formal coursework, and they are
assisted in matching materials and strategies to the specific educational
needs of individual children. As a major culminating activity, trainecs
are required independently to select and apply appropriate method-
ology and materials to cach child, based on the assessment information

~ they have gathered.

Behavior Management Module

Many of the children enrolled in the Center have had adjustment
problems. The documented problems are analyzed by the staff during
the informal observationphase of the assessment procedure. ‘As chil-
dren with adjustment problems arc more likely to be rejected in‘some
sense by the regular-class teacher, systems to extinguish these be-
haviors must be included in the instructional objectives. Therefore,
appropriate contingency mmagement plans are developed and moni-
tored by the Resource Center staff and they are made an integral part
of the regular-class maintenance process. Students-in-training are re-

“sponsible for modifying such behaviors by le’trnmg to apply contm-

gency, management systems,
One of the most persnstent problems observed in children assigned
to the Resource Center is in the area of seif-concept. Long-term fail-

“ure, previous rejection by peers andfor adults, and other factors

contribute to lowered self-concept. Admittedly, the area is a difficult
one to define and trcat, However, in their-interactions with all the
children in the Resource Center, the trainees are encouraged to- be

particularly reinforcing in their approach, to ‘emphasize continuously
strengths and progress, and to attempt to communicate sincere respect

and interest,

Consultative Skills Module

Students-in- training‘are asked to participate fully with the Student
Support Team in the process of placement as well as case plannmg
Their responslblhtv for presenting information to-the team increases

through: their training until they become mlly functlomng representa-

tives of individual children. The process of “teaming™ is important to

01
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the Resource Center concept and students are taught various teaming
skills. ‘
In addition to the training in consultative skills that are required
for an effective Student Support Team member, the trainees are also
taught the coiisultative strategies and skiils that are necessiry to assist
regular-class teachers. Students are required to meet with cach child’s
regular-class teacher on a weekly basis. While attempting to develop
positive relationships with members of the school staff, students are
asked, in cooperation with the regular-class teacher, continually to
monitor the progress of a child and to advise the teacher on areas in
which the child may be encountering difficulties in his regular-class
activities, ‘ ‘ '
- A great deal of Resource Center staff time is devoted to assisting
and counseling students in the strategies and skills necessary to consult
with regular-class teachers. For many, maintaining a position of listen-
er, reinforcer, and helpful expert is difficult and requires much guided
practice, ‘

Current Goals and Directions
As stated carlier, the Harrison Resource Center training and serv-

~lce delivery model has, since its inception, been the subject of an on-

going redefinition of process, procedures, and population. Perhaps the
most notable change in direction, which s presently in progress, is the
recent reorganization of administrative structure, and leadership re-
sources in the Division of Special Education of the Minneapolis Public
Schools (Johnson & Gross, 1973). The new leadership structure
should result in the delivery of services to mildly handicapped children

without excessive use of categorical labels—a concept that has been

under consideration for several years in Minneapolis and other parts
of the country. The newly developing SERT program was generated
from this same concept, and it represents another aspect of the Min-

neapolis Schools-University Cooperative efforts.

In keeping with these recent local events and trends, the Harrison
Resource Center, although originally designed to serve educable men-

tally retarded children, now includes learning-disabled and hearing-

impaired children, also. A continued effort to place children according
to their learning needs and teacher competencies rather than labels is

being maintained. - | “ o
In summary, this cooperative project between the Minneapolis
Public Schools and the University of Minnesota, operating out of a

smgle Minneapolis elementary school, has helped to create major

‘changes in both the school's service system and the University’s train-

ing-program. Since its inception in 1968, for example, the Harrison
project has served as a reference model for the Minneapolis effort to
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decrease reliance on special-class services and to offer support without
segregation to many children previously described as EMR. In addi-
tion to serving as a model for resource rooms for the educable men-
tally retarded, the Harrison Resource Center has provided many of the

‘staff for a score of such programs. Currently, some 30 to 40 percent

of all elementary-school-age EMR children served by the Minneapolis
Schools are placed in resource rooms or are receiving tutoring services
in lieu of scgrcgdtcd special classes. When the Harrison School pm]ul
was started in 1968, 100 percent of the children labeled EMR were in
special classes.

Clearly, the most important ingredient in thc success of the Harri-
son Resource Center Project has been not dollars or physical plant but
the formal cooperation of the two participating agencics in planning,
setting goals, and day-to-day operation. This cooperation between the

public schools and the University has generated innovations and, per-

haps more importantly, the diffusion of the innovations.
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The Seward-University Project:
A Cooperative Effort to Improve School Services
and University Training |

Stanley Deno
Associate Professor, Special Education Department
University of Minnesota
and

Jerry Gross
Assistant Director for Program Services
Special Education Division
Minneapolis Public Schools

The Seward-University Project is one of the activities in which the
University of Minnesota has collaborated with a local education agency
of the state (The Minneapolis Public Schools) to find ways of serving
handicapped children cffectively without the undesirable social effects
produced by separation and labeling. Its purpose is two-fold; to im-
prove both the quality and quantity of special educational services
available to the children at Seward Elementary School, and to increase
both the opportunity for and effectiveness of preservice and inservice
education for teachers. B |

The project originated in an agreement between the Special Edu-
cation Division of the Minneapolis Public Schools and the Department
of Special Education at the University of Minnesota. The substance of

. that agreement was that the University would provide resources to the
~ public schools for the development of a special educational service

system organized around the concept of what a child needs to learn,
rather than a psycho-diagnostic label such as “mentally retarded,”
“emotionally disturbed,” “learning disabled,” and so forth. In return,
the University would be provided space in a public school in which to
develop the special educational service system and to organize pre-
service and inservice ‘practicum (or internship) opportunities for
teachers. - B o |
After exploring several schools, an agreement was reached early in

“the Fall of 1971 among the Seward School staff, the Special Education

This project was assisted by a Special Projects grant from the Bureau of
Education for the Handicapped awarded to the University of Minnesota in
1971, The funds were used to facilitate the development of site capabilities and
the design of the training-evaluation activities. Other aspects essential to realiza-
tion of the overall project conception were financed from other resources, in-

cluding the school system and the University, ‘ ‘

Acknowledgement ‘m'ust also be made of the key role, in the establishment
of the project, of Mr. Robert Monson, Principal of Seward School; his coopera-
tion reflects his long interest in the education of exceptional and other children,
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Division of the Minneapolis Public Schools, and the Department of

Special Education of the University of Minnesota 1o establish the co-
operative project at Seward, and University personnel moved onto the

site on November 1, 1971, According to the agreement, the program

of special services developing at Seward is the responsibility of the

- community and the school; the University is the consultative assistant
in program development, A contiruing activity of the University is the
organization and reporting of information to the school at all stages of
program development, and the development of recommendations for
program changes. | '

The Special Education Program at Seward

In the Spring of 1972 a plan for developing flexible, integrated,
and cross-categorical special education services was adopted by the
Seward staff. The clements of this plan are as follows:

Goals, Objectives, Procedures
Goal 1.0. To provide each child within the Seward district with maximum op-
portunity to participate in the mainstream educational experience without
the potential stigma of diagnostic labeling.
Objective 1.1, To integrate all children within the school boundaries into the
regular school program, ‘
Procedure 1.11.All children in the Seward District are assigned full time
to regular classrooms. '

Procedure 1.12. Instructional ‘special education personnel (teachers and
dides} are assigned to provide direct (in classroom) assistance to all
the regular-classroom teachers; ‘in this cooperdtive role, their func-
tions are to supervise children, prepare materials, and conduct in-
struction for any handicapped children encountering learning and
adjustment problems. ‘

Objective 1.2. Traditional special education labels are not used to organize
programs. Specialized support services are organized around functional
handicaps, ‘ o ‘ ‘

Procedure 1.21. The labels “educable mentally retarded,” “emotionally
disturbed,” “learning disabled,” and so forth, are used only for pro-
gram_ evaluation and reports at-the administrative level. Seward
works with the Special Education Division of the Minneapolis Public

- Schools to reduce the necessity for such labels, -

Procedure 1.2, Modification in- the modal instructional program for

- individual children is organized around individual assessment of a
child’s progress through' curriculum sequences (particularly reading

and mathematics) &nd on social requisites. Individual program modi- -

fications are directed toward improving a child's progress on the
minimum requirements of the modal program. All madifications are

regularly monitored and they are terminated upon a child’s successful

re-entry in the modal program. -

Goal 2.0. To develop an effective and coordinated special educational support
system. . SR : '

Objective 2.1, Todevelop a building-level management system to create in-
dividually effective program modification.
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Procedure 2.11. A building-based team, appointed by the principal and
the Division of Special Education. decides which children are eli-
gible for program modifications through Special Education Services.
Once a decision has been made to modify an individual child's pro-
~gram, responsibility for the development and management of the
modification belongs to the special education staft in the school but
the regular class teacher retains the responsibility for the child's
" progress. )

Objecrive 2.2. To maintain only those administrative and physical arrange-
ments that are necessary to develop individual program modifications.

Procedure 2,21, At the beginning of the school year, all special educa-
tional personnel work in regular classrooms and assist in creating
individual program modifications within the regular classroom. De-
cisions to modify individual programs and decisions on the effective-
ness of modifications are based on measures of discrepancy between
minimally acceptable performance and actual performance of the
individual student.

Procedure 2,22, Should an individual program modification within the
regular classroom not succeed in reducing a measured discrepancy. a
series of program options are created as they are necessary to op-
timize the child’s progress. Program options are intended to be tem-
porary and established only when needed. and all options that remove
the child from the mainstream are reviewed by the building team.
For example, a resource room or special class may be organized to
provide more individually appropriate reinforcement for behavior

that is prerequisite to learning (sitting, completing work, etc.) for as

long as it is required. As soon as the program is no longer useful to
the children, it is dropped. Special education personnel must be pre-
pared to create, dissolve, and recreate instructional arrangements as
they are required to modify individual programs.

Goal 3.0. To create continuing opportunities for educational personnel to Iearn

how to work with children who are academically and socially handicapped.

Objective 3.1. To establish Seward as a site for practicum-based training in
developing individualized instruction programs for handicapped children.

Procedure 3.12. The Department of Special Education at the Uni-
versity of Minnesota assigns six graduate students at a time to
take their practicum at Seward School. These students are not a
a supplement to but a replacement for the services ordinarily
rendered .by special education personnel at Seward. The perma-
nent special education staff at Seward supervises the efforts of
practicum students in deveioping individuai program modifi-
. cations. ‘

Objective 3.2. To develop an instructional staff in special education
that .can successfully operate the Seward Special Educauon and

Training Program.

Procedure 3.21. The Special Education staff at Seward are ap-
pointed on the basis of the following criteria:
1. Willingness to work at making an integrated. cross-categorical
system flexible and effective.
- 2. Willingness to function in a program jointly managed by the
Minneapolis Public Schools and the University of Minnesota.

Procedure 3.22. The special education staff at Seward participate in
a year-long training program during which they develop their
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skills in individualized programming for handicapped children
and in supervising instructional personnel interested in develop-
ing individualized instructional programming skills.

Objective 3.3, To organize and implement inservice programs in indi-
vidualized instructional programming for regular and special educa-
tional personnel.

Procedure 3.31, Arrangements are made for regular and special
education personnel to visit and work ir the Seward program
as part of an ongoing effort to increase their skills at accommo-
dating handicapped children within the regular school pro-
gram.

Procedure 3.32. University credit courses and professional growth
“courses are regularlv offered in the school by Seward and in-
vited staff,

The Program Modification System

The special education program that is evolving might best be
described as an individual program modification system. lts key
resource is three Special Education Resource Teachers* who
develop and continuously evaluate program modifications for in-
dividual handicapped children. Although it is referred to as a
resource system, it is not a resource room program. All efforts are
made to individualize the child’s program within the regular class-
room; he is removed for tutoring or small-group activity in a sep-
arate resource room as little as possible. These efforts place a
heavy burden on a SERT’s interpersonal and resource manage-
ment skills, as well as on his or her direct instructional skills, since
much of what a SERT must do requires cooperative planning and
management. o :

The basic sequence of events in program modification are
depicted in the flow diagram of Figure 1.

Several features of the system are worth emphasizing:

1. SERTs are much more heavily iivolved in the diagnostic
process than teachers usually are, and for that reason they must
fiave knowledge of psychological or medical diagnostic pro-
cedures and social-work evaluations, and be skilled in formal and
informal educational diagnoses,

2. Since the SERT coordinates the assessment of the child,
marshalls resources, communicates with staff, and manages para-
professionals, much more of her time must be reserved for these
activities instead of for direct instruction. (This point is difficult to
establish with both SERTs and their colleagues.)

3. Whenever necessary, responsibility for decisions is shared.
However, only program modifications that involve separating the

* The individual teacher is referred to as'a SERT.
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child from his regular classroom for more than one hour per day
nced to be reviewed and recommended by the Building Special
Services Team. (Since most individual program modifications do
not require separation, red tape is reduced.)

Person(s)
Invelved

PROGRAM MODTFICATION SEQUENCE

Event

Glassroom Teacher

Special Serviges

Team (SERTs and Title 1

Resource Teachers)

SERT

Building Special
Services Team

SERT

SERTs

SERTs and
Minager

Request for Assistance J

referral
have potential

for SIRT*
assistance?

Yes

Asgessment ef academic
and social status of child

" Should
child m-\
reconmended for

Title | Re;

or other

special edueati "

Yes
Special Education Program
implemented

Is
planned program
working?

st
Program Management

shifted to child, teacher
or volunteer

Can

SERTS and
Manager

S i minager
;!;mg'c\':&;lt;s No'\_maintain program
Resumes  Coutrol [fectivengss?

SERT and
Muinager

Building Special
Services Team

. Yos
i
Continue program until
objectives are met

program been
successful?

chminatc and rollow-uﬂ

Figure 1.
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4. SERTs are involved in:direct instruetion prlnmniyowmg
the asscssment proccdures and the development of an cffective™
program modification. SERTs must be skilled in using alternative
methods and- materials to develop effective instructional pro-
grams. '

5. The pressure is, and always should be, on.turning over
direct instruction and management of an effective program to the
child, the regular-classroom tcacher, a peer, or a paraprofession-
al. Thus the SERT is frce to develop additional cffective indi-
vidualizations instead of being restricted to a static cascload.

6. The progress of handicapped children is monitored by the
SERTs. They are responsible for charting the progress of all han-
dicapped childrenr on a regular basis, whether or not they are
directly instructing the children themselves. The program is com-
mitted to ensuring the children’s success, not neccssarily to di-
recting instruction. Regular and continuous monitoring of pro-
aress is the basis for establishing this accountability.

Increasing Inservice and Preservice Professional Education
Opportunities at Seward

The cducation of protfessional and paraprofessional personnel
proceeds in many ways, at many times, and at many places. In
the past, the primary vehicle for education organized by the Uni-
versity of Minnesota was the campus-based course, with intern-
ship and practicum placements arranged for the students in pro-
fessional programs.

Campus-based courses and internship - assignments, . although
workable, have not been convenient and they probably are not
so effective for developing professional competence. The major
shortcoming of .campus-based training is that the teaching faculty
are separated from the interns at the most critical timé—when the
intern is” working directly with children. University laboratory
schools and clinics were ‘developed to overcome this problem
but most have not been successful because the arrangement has
been artificial, both phyclcally and in terms of the school or clinic
population.

The inservice and preservxce education component of the
Seward-University Project is based on the assumption that training
can be improved if the University will move to the schools rather

than trying to move the schools to the University, which is what -

has ‘happened. at Seward. The following descriptions suggest the
number of different kinds of preservice and inservice ‘educational
opportunities that are being developed:

University Credit Courses. Each quarter, beginning in the
Wlnter of 1972, graduate students in. University ;programs and.
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public school teachers are wnabled T enroll in one of the several
University practica omr fecture courses offered at Seward School.
All efforts are carefmily supervised by qualified University per-
sonnel and coordinated:with the regular school staff.

2. Professional Growth Courses. Professional growth courses
sanctioned for credit swithin the Minneapolis schools are offered
regularly in conjunction with University courses. Aides, as well as
teachers, have been eligible for participation in these courses,
which are supplemented by University personnel.

3. Staff Development. As a part of the revision of the special

_educational services at Seward, University personnel have

worked formally and informally with the school staff to rethink

\'\\gducationa] goals, programs, and human relationships. This
f)‘rozze{s perhaps more than all the formal coursework, has ex-

tended tiie. competence of everyone involved.

4. Advanced__Graduate Training. University graduate stu-
dents have partmpa;ecl in all phases of deve]oping both the spe-
cial educational services™and the inservice and preservice edu-
cational programs, These experiences are probably best de-
scribed as apprenticeships in which™ graduate students work side
by side with school-University personnel. N

S. Parent. Education. A part of the current ‘p"an is the de-
velopment of a parent-education series in child management
which will be supervised by faculty from the University’s Depa.nt-
ments  of Special Education, School Psycho]ogy, and School So—
cial Work.

The professional education component of the Seward-Univer-
sity Project .is best viewed as an attempt to. develop a suitable
facility for training special educational personnel, rather than as

a training program. This particular effort was undertaken out of

the need to create a practicum 'situation in which preservice and
inservice personnel in the field of special education could prac-
tice resource teaching in a special education program that, in-
stead of organizing its instructional services around the traditional
categories’ of handicap, gives personnel in training an opportun-
ity to organize and deliver service across all categories of handi-
cap. University involvement in ‘the development of such a setting

was necessary because existing resource programs in the region

tended, and continue, to be organized around categories of han-
dicap. Area schools utilize resource teachers ‘but they are speci-
fically identified ang function::as . *resource .teachers” for the
“vision impaired] ““fearing impaired,” “retarded,” “learning dis-
abled,” and 'so em. Alfhough 'the possibility of a “general” (i.e:,

cross- categoncal)z sspecidf’ education resource- teacher has been
considered in this state for some time, the majority of program

fall
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administrators have -tended to opcrulionulizc the concept under
an increasingly narrow conception of *“resource tcacher for the
learning disabled” (sometimes referred to hereabout as “broom
closet tutors!™),

By working directly with the Dlvmon of Special Education of

the Minneapolis Public Schools to select a school and develop the
Seward-University project, the University was able to create the
kind of operational special education program within a building
that is needed to provide cross-categorical resource-teaching
practicum experience for its trainees. At the same time, the pub-
lic school was given the opportunity to test feasibility under more
favorable conditions than the school can usually supply alone.

The process of developing the program at Seward Elementary
School has resulted in a uscful training station for University stu-
dents to practice serving as resource teachers who can provide
assistance across all categories of handicap. More importantly,
perhaps, experience in the process of developing this site helped
all partics to identify problems that arc likely to be present when-
ever an attempt is made to eliminate categories and segregation
in special cducation programming. In the next section there are
deseribed some of the problems or issues that have arisen in the
development of the program. '

Some OQutcomes

We began with the assumption -that the best way to improve
the interface between regular ‘and special education is by organ-
izing instructional services around the substance of a common
goal: the developmental tasks that represent the criteria of suc-
cess for children in their school settings: We dCCCpted the premise
that society established public education services to promote in-

~ dividual development in. order that society may be developed

and maintained. The tasks ‘included under the rubrics of “basic
skills” and “‘social competence” are those that have been stipu-
lated explicitly or implicitly by society to be necessary for its
maintenance. While it may be true that success on most school
tasks benefits the child as an individual, society supports the
schools primarily to promote those successful performances it
rewards. Such an argument brings us to what has become the
central perspective governing practice in the Seward-University
Project:

The handlcapped child’s “problem™ .is not his physical or men-
tal disability as traditionally defined; it is the discrepancy between
his performance and' either the implicit or explicit performance
desired from him by his society.
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It is important to note that performance on many tasks re-
quired in schools is .not nccessarily inherently desirable; rather,
performance on those tasks is “desired” by others who arc in a
position to determine for what the child will be rewarded. The dis-
tinction is important because it leads to a search for the criteria
of successful performance in the desires of the socicty of which
the child is a part, rather than in the developmental characteris-
tics of groups of children. Elementary as the point may scem,
most of- the problems faced in thc development of the Seward-
University Project turned out to be, and still are. associated with
thc nced to identify the performance discrepancics that make
the special child deviant in the eyes of some significant person or
group. As project implementers we found oursclves factd with the
same kind of need to test what constitutes effective reality as that
which children themselves confront. What arc some of those
problems?

Associated Problem A: The Search F or Desire

The first set of difficulties encountered by spccml educational
personnel trying to identify the child’s problcm is in determining
what performances are desired. The task is not easy. It may be
helpful to others seeking to go this route to consider somc of the
reasons why it is so difficult,

Whose desires are important? In searching for desired per-
formance, the most obvious step would scem to be an assessment
of society in general to determine what the majority consider to

*_be the school tasks:in which children ought to succeed. This step

is essentially that taken in developing a hierarchy ‘of walues
which, when synthesized, might form the educational philosophy
of a particular school district. (Such a set of comprehensive goal
statements has been developed by the Center for the Study of
Evaluation- at UCLA as a part of their needs-assessment kit for
elementary-school programs.) A 5urvey of all or of a representa-
tive group of the parents and teachers in a school or district could
establish pnormes among a set-of goal statements, and the most
representative priorities for. that social ‘microcosm might then be
determined. The “desired performance” base would then have

. been established a priori.

This approach to determining desxred performance is- reason-
able only to the extent that each. “smaller society” (the signifi-
cant others in the individual child’s life space) actually mediates

differential consequences for performance on those tasks. That

15, do the individual child’s teacher andparents actually apply
positive and- negative - sanctions for differential. success on- the
hierarchy of values made explicit by the survey of parents and
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teachers? Are the priorities they verbalize the ones they contin-
ually operationalize? Or, as the child becomes more influenced
by his peers than by parents and teachers, are the sanctions ap-
plied by the peers consistent with the performance valued by
adults?

All of us'who have had experience in trying to help a child
acquire the performance necessary to obtain the rewards medi-
ated by his society are only too aware that it is the smaller so-
ciety of which he is a part that actually mediates the conse-
quences for him, and that average priorities for the larger society
are not always consistent with the individual priorities of the
smaller, significantly-impinging society. ,

The teachers who take pride in “running a tight ship” in their
classrooms are, of course, likely to reinforce different behavior
from the free spirits who would like to try to run open classrooms,
Trainees in the Seward-University Project are advised to attend
most closely to the performance desires of the persons ‘mediating
the consequences for an individual child’s behavior. Most often,
of course, this mediator is the classroom teacher in the school
setting and not the school administrator or such support service
personnel as counselors, psychologists, social workers, or cur-
riculum consultants, or the community in general. It is naoleworthy
that in this school system, which has been long noted for its

- sophisticated curriculum development efforts, we have been able

to identify in only one area a series of desired performance levels
that are explicitly stated and general, not just in this one school
but in a number of schools in the city of Minneapolis. They are
the performance flevels explicitly identified in the reading pro-
gram of the Target Area schools in the district. Already our ex-
perience indicatés that teacher performance desires differ signi-
ficantly from such district specified performance goals.

Inscrutable Desires. Some desired performances can be de-
termined simply by asking the teacher directly what it is that she
wishes the child would. do. As often as not, however, the teacher’s
list will not include all that, in fact; she aspires to promote. Thus
it is necessary to observe (i.e., do a naturalistic study of) the
teacher as she works with the children in her classroom. Direct
observation is recommended as very often a child may be re-
ferred as “a problem,” not as a result of his failure to achieve
some fairly obvious and uniformly desired performance in aca-

-demic work, but because the teacher desires a certain perform-

ance that' can be discovered only through direct observation of
her interaction with the target child, as well as with the other
children in the classroom. These barely scrutable desires may be
implicit' in the teacher’s . behavior -as she mediates consequences
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for the children in the classrcom; she may not be sufficiently
aware of her own inclinations to be able to specify those desires,
ewen though the child may react to them. Systematic observation
of teacher-pupil interactions, then, becomes an important part of
the repertoire of skills and services that needs to be made avail-
able through the SERT.

Unmentionable Desires. Sometimes it is difficult to explicate
the desires of the smaller society simply because they are in some
sense unmentionable. Whether the desire is mentionable often
depends ‘on the extent to which the unexpressed desires deviate
significantly from the desires of the larger society in which the
smaller tociety is encompassed. For example, it may be stated
school policy that children from various subcultures be allowed
to express the values of their culture in their own behavior. An
American: Indian child, for example, may wish to grow his hair
long and wear a headband to school. If he happens to have a
teacher whose performance desire is that his hair be cropped
closely and worn without a headband, there has arisen a dis-
crepancy that ‘is unmentionable but that can exert a significant
influence on #he consequences mediated by the teacher, never-
theless. A simpler illustration of an unmentionable desxre is the
common desire of classroom teachers to have all children sit in
their seats and not talk unless otherwise directed. In these days
of external criticism by advocates of open schools and class-
rooms, such a desire may be publicly unmentionable, but behind
the classroom door. it-may significantly influence 'the life of the-
child. (It is the case that we, as many others, have:found that “out
of place” and “making ‘noise” are ‘two behaviors:that, if theyoc-
cur too frequently, identify a child as a behavior problem.)

Disavowed Desires. One interesting finding.:flowing from the
conception that childrens’ “problems” are best .characterized as
discrepancy between desired and actual performance is that
many teachers disavow thﬁt desires identified through the obser-
vations of a resource teachertare actually the desires held by the
teacher. Soms tearhars deny. that they desire certain general
perforniance from ait of their pupils; instead, they state that “each
child is an individual with his own unique characterlstlcs ‘and
therefore with his own umque ‘set of periormance needs that the
teacher only serves to nurture.”

The latter attitude is commonly expressed in open classrooms
where such a ‘teacher attitude is valued. Teachers .in these set-
tings overlook that they may desire such common performances
as “independent decision making” or “self-sufficiency.” The chil-
dren who fail to operate independently are identified as discrepant
and concerns for their welfare are aroused to an extent that
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-would not be the case if individualized goal-setting really ob-

tained. The point is that anyone who cares about a child’s ability
to .cope with the world probably holds some preconceived expec-
tations for that child; we should attempt to be ‘more explicit about
these expectations and not allow them to remain implicit. (“The
unexamined desire is not worth having?”) It is extremely difficult
for a SERT to work in a context in which desired performance is
unstated and attempts to make desires explicit are thwarted by
defensive teachers, administrators, or parents. A point well
learned by University students training at the Seward-University
Project is that any time a child is identified as having or being a
problem, some incongruity between desired and actual perform-
ance can be identified.

Forgotten Desires. One of the most frustrating tasks facing the
resource  teacher in the development of successful programs for
integrating or remediating handicapped children is to bring the
forgotten desire to the surface. A real advantage of making ex-
plicit the discrepancy or discrepancies at the heart of an identi-
fied problem is that acceptable intervention and agreements can
be made so that upon the attainment of prescribed levels, the
child can become the full responsibility of the regular-education
mainstream.

Perhaps one of the most difficult problems facing special edu-
cation systems is how 'to “get out of business” with the individual
child. Some have gone as far as specifying maximum periods of
time during which a child may be the responsibility of special
education (Gallagher, '1972). If discrepancies are monitored
carefully, the magnitude of the discrepancy can -serve as the
variable controlling service responsibility. Unfortunately, in many
instances, after the SERT has helped to reduce the agreed upon
discrepancies and seeks to ‘turn. total responsibility over to the
classroom teacher, forgotten 'desires are remembered. New dis-
crepancies are now identified as needing reduction. Very likely,
some of the forgotten desires are truly forgotten; in some in-
stances, however, it appears that the desires are newly created -
rather than only now remembered, ‘

Associated Problem B: The Measure of Performance

Identifying the desired ‘performances is, of course, only the
first step in describing the discrepancy that is the basis of referral.
Any attempt to be reasonably systematic about reducing the dis-
crepancies demands that the SERT develop some quantitative™
representation. of the magnitude of a discrepancy. Without such
measures, communication among interested persons on objec-
tives and evaluations of progress can become mired in personal
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subjective judgments and disagreements. Quantitative represen-
tations give the resource teacher a firmer grasp of the problem
and provide a basis for all subsequent decisions on the success
of an intervention..

One problem faced by personnel attempting to integrate spe-
ctal children is an apparent nced by members of the educational
establishment to measure children’s performances esoterically.
The diagnostic process involved in. most educational interventions
is perhaps the most elaborately developed portion of special
education interventions systems. The diagnostic process that fol-
lows the referral of a problem child in most special education sys-
tems includes extensive medical and psychological variables.
Further, the educational diagnoses usually advanced rely heavily
upon descriptions of hypothetical central processing mechanisms
or performance categories that are logically, rather than empiri-
cally, derived. The multiplicity of instruments used to describe
the strength and weaknesses of the learning-disabled child ordin-
arily are of the first type, while the standardized tests used to de-
scribe achievement in basic skills are of the second.

Quantitative representation of children’s perfarmances de-
veloped from such measurement practices has one serious short-
coming that diminishes its value in the planring of programs to
successfully . integrate handicapped children: The measurements
do not describe the child’s performance in terms of the task re-
quirements of the specific sub-society of which the child is a part.
Consequently, such descriptions mean. nothing to the significant
people in that child’s life. Many of the more esoteric descriptions

confuse more than they clarify. Our experience has been that the

simplest way to monitor progress in the curriculum facilitates com-
munication of the results and also works as well as the more com-
plicated methods -in providing continuous feedback on the suc-
cess of an intervention.

The basic conceptual scheme for representing academic dis-
crepancies in the project is presented in Figure 2. It is a time
series record of pupil performance; cumulative progress on an
ordered series of tasks is plotted on the ordinate, and successive
calendar days are plotted on the abscissa. The heavy diagonal
line represents desired performance, which is made explicit by

the SERT through- interviews, analysis of curriculum  require- -

ments, and direct observations in the classroom. The line is- al-

ways 'a straight diagonal because for any unit of time spent in_
school (the abscissa); an- equal unit of developmental progress -

(the ordinate) must occur for a child to progress at a minimally
acceptable rate (i.e., so he will not be considered deviant, or
“falling  behind”). The specification of the units of developmental
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" progress, which must relate in a straight line to time in school, is a

major task for the SERT. However, once developed in a cur-
riculum area (reading, for example), it can be used repeatedly
for assessing and representing a child’s progress, setting objec-
tives, and cvaluating interventions.

Student: School: Seward Curriculum: American Bcok. Company
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Figure 2. A Time Series Record of Pupil Performance
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"The dotted line on this chart is the hypothesized performance
of an individual child. The extent of his discrepancy can be ob-
served at any point along the abscissa. The hatched line is an
extrapo]atlon from past progress and represents the base rate
against which an intervention can be judged. The desired per-
formance line serves:as the target. Any progress rate after inter-
vention that exceeds past performance can be considered suc-
cessful and any actual performance lire that, when extrapolated,
intersects with the desired performance line suggests the point in
time at which program responsibility may be returned to regular
education. The. discrepancy chart .illustrated in Figure 2 can be
constructed any time that an ordered sequence of tasks can be
identified. In structured curricula, for example, task sequences
are predetermined at the time the curriculum is developed. Se-
quences can be identified in published curricular materials or
through teacher interviews and classroom observations.

Although the discrepancy chart can be used whenever a de-
velopmental sequence can be identified, many performance dis-
crepancies are not easily placed in a sequential context, par-
ticularly, the social behaviors that mark a child as “different” in
the classroom. More likely, a child is identified as socially dis-
crepant because certain undesired social behaviors (“noise,”
“out of place,” and “aggression,” in particular) occur at fre-
quencies that are greater than are desired by the child’s smaller
society. SERTs develop discrepancy charts for these behaviors
through direct observation of the target child and a representa-
tive sample of his peers. The two sets of frequencies (one for the
child "and one for the peer sample) are then conventionally
charted with “behavior frequency” on the ordinate, and calendar
days on the abcissa. Discrepancies in social behavior can then
E be directly observed and interventions evaluated.

Resource teachérs are encouraged to observe directly pupil
performance within the curriculum areas of the mainstream. The
; - assumption is that performance on mainstream tasks results in the
: child’s being viewed as successful or not. Performance on main-
stream curriculum tasks is criterion - performance and ‘the handi-
capped child’s failure to functlon typically on these tasks lead to
his being considered a problem.

Diagnosis within the context of the mainstream currlculum
consists primarily of determining the child’s current level of mas-
tery of particular parts of the curriculum. In reading, for ex-
ample, in what book, and on what pages can the child currently
read at an acceptable level of correctness, with an acceptable
level of comprehension? It is assumed that any individual pro-
gram to be successful must begm by determmmg where the child
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is, and move him from that point as rapidly as possible. Diagnosis
of this type has the considerable advantage of placing the child
within an instructional materials sequence and, at the same time,
of reducing the hiatus between diagnosis and remediation, which
is so troublesoine in special educational interventions. The process
involved is a direct extension of the kind of “mastery learning” for-
mulation articulated by Bloom (1971). The entire formulation fits
neatly with the notion that the handicapped child’s problem is not a
condition residing solely within him; rather, the discrepancy is be-
tween his performance and the performance desired from him by his
society. ' '

A Relevant Aside. It is worth mentioning here that the kind of
time series’ monitoring of pupil performance that is used in the
Seward-University Project is the same kind that is used by be-
havioral psychologists in evaluating the effects of interventions in
the functional analysis of behavior. It is also the kind of recording
that is used by highway departments to monitor accident rates,
police departments to monitor crime rates, health organizations
to monitor diseas¢ incidences, and physicians to monitor vital
signs. The. point is that the representation of performance in a
time series is an analytic procedure that can be used whenever
one is interested in changes in events occurring over time. Use
of this technique does not ipso facto mean that the intervention
is a behavior modification intervention. One problem en-
cuntered by resource teachers utilizing such analytic systems is

~ that all the interventions they represent in such graphic form may

be labeled “behavior modification techniques” and either em-
braced or rejected, depending upon the general disposition of the

. beholder toward behavior modification as an intervention tech-

nique. Unfortunately, we have not progressed 4o the point where
persons easily distinguish between systematic analysis and - theo-
retical or philosophical orientation. :

Associate Problem C: How much is toc much?

The development of an intervention system based on the dis-
crepancy monitoring system just described assumes, at least im-
plicitly, that any child whose behavior is discrepant may be eli-
gible for special education -service. Our ‘experience, however, is
that, depending, upon the school population, the proportion of
children who may be discrepant in their performance varies any-
where from 5% to 75%. (Some persons may have expericnce
with higher percentages.) Two questions then ensue; “Are  all
children "eligible for special educational - service, regardless of
the magnitude of the discrepancy between desired -and. actual
performance?” “At what point does special-education-system re-
sponsibility begin?”’ ‘
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It turns out that serving all children is not feésible, given the

limited amount of support that is available for special education.
Furthermore, in real life, the basis of special education support
does not rest simply on the degree of discrepancy found in indi-
vidual children; the socio-politics of “handicap” dictate who gets
served. ‘

Two factors are involved in any selection decision: (a) How
much of a discrepancy must exist before precious, limited quan-
tities of special education service can be brought to bear to re-
duce the discrepancy, and (b) what predisposing handicap exists
that justifies the expenditures of special education monies for the
assistance of some youngsters and not others?

- At the present time, we have not developed a satisfactory an-
swer to the first question. Serious discrepancies are defined in
terms of the rate of their development rather than as the absolute
difference between desired and actual performance. A child who
is falling behind at the rate of .5 grade levels per year is develop-
ing a cumulative deficit in performance that will eventually be-
come more serious than: that of the child who is a year behind
but who happens to be in the fifth grade We are p’ esently at-
tempting to develop - selection-for-service cntena by using pro-
gress rates rather than absolute differences.

The answer to the second question, although initially confus-
ing to us, seems clearer at present. Our resolution of the dilemma
rests on the philosophy that society has stipulated certain per-
formances that. are desirable for its perpetuation and develop-
ment. Most of the children in our society are able to acquire the
level of performance stipulated by society under commonly pre-
vailing conditions. Other children, for a variety of reasons, are
less likely to gain the rewards because, under typical ‘conditions,
it is impossible for them to attain the level of performance so-
ciety demands. We have chosen to view some of the reasons for

children’s -performances as handicaps that predispose the children

to failure. State and Federal legislation have been secured on the

grounds that it is not fair to require these handicapped children to -

compete for society’s rewards at the same level of dollar support
that is available to the rest of the children. For that reason, extra
dellars are appropriated to provide them with additional or spe-
cial education. assistance. These dollars are to be expended in
those instances where handicaps can be identified, as defined in
the socio-political laws that authorized the extra expenditure,

- The foregoing philosophy leads to the inevitable conclusion

that only in those instances where legally defined handicaps exist
are we justified in spending special educational monies to reduce
discrepancies. As far .as we have been able to determine, this
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sanction is the only one that exists for spending special education
funds. What we find outselves left with, as a result, is two children
cumulating a discrepancy at the rate of .5 grade levels per year
with one whom we can legally label as handicapped and another
whom we can either not label or label as “disadvantaged.” Al-
though no sound basis in instructional planning exists for treating
the two children differently, we feel legally compelled to find an

appropriate legal classification '(label) for the child before we

can spend additional monies to serve him. In our program, we are

left with the same problem that everyone else confronts: Label-.

ing may be necessary for justifying fund expenditures but it is not
necessary for the organization of special education programs. If
labeling produces undesirable consequences, the solution lies in
the realm of political action, not in the realm of instructional
theory and technological development.
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Sect'ion II1

Trainihg Programs Accompanying Structural Change Efforts

In rare cases, staff inservice or preservice training programs have
been integral to producing basic changes in service system organiza-
tion and functioning. In the programs described in this section, per-
sonnel were trained accordlng to the theory governing structural
change.

In some cases, the managemcnt unit undergomg restructure was a
single school building and in one, it was a whole school system. In the
latter, the whole school system is part of a state-wide test of service

dehvery alternatives. In all of these cases, the workers anticipate that -

basic changes in the channeling of funding and the control of service
quality may be necessary if their efforts are successful. The desire to
expand system-wide approaches is widespread, however.,
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Rockford, llinois Local Education Agency: The View from A
Building Principal's Window

Achieving a “special” education for handicapped children by inte-
grating them into regular education programs will not succeed without
modifications in the system. Millions of handicapped children are now
in regular classrooms and too frequently their fate is failure, frustra-
tion and social isolation. Most teachers share with most Americans the
experience of having known or worked with few handicapped persons.
Qur societal mechanisms. for excluding handicapped children from
schools, from . transportation, from public parks, playgrounds, and
buildings, from jobs and from social contacts have worked all too well.
This lack of familiarity and confidence in human relations with hand-
icapped persons means that many teachers will need special assistance
if they are to .interact mccessfully to help handzcapped children
learn.* ‘

Country wide, many regular teachers through participation in EPDA
Special Education programs, have acquired new understanding of the needs
of children with learning problems and the skills for helping them. How-
ever, tlrey have experienced demoralizing fr_u;vtration when they tried to
put the knowledge into practice in their regular classrooms. Although they
had changed, the context in which they are required. to finction had not.
They found ‘they. could go only so far in modifying their instructional

‘methods before they came up against the organizational constraints and

school policies that. prevented full realization of their aspirations to be
more accemmodating to handicapped children in their regular classrooms.
Over the years since the EPDA Special Education program was initi-
ated, there has been an increasing disposition among educators and. par-
ents to break away from rigid age-grade systems that require children to-
fit the system of organization (or beat it) to survive in it. Regular as well
as special educators have tried various alternatives to achieve more effec-
tive individualization of instruction and more equivalent opportunity for
each child to.achieve: his. particular potential. Many workers suspect that

speczai education services will be needed less, and that the regular-special-

education interface will improve only if.the basic educational approach is
modified to facilitate more personalized education for all children.

Regular teachers. participating in an EPDA SpeClaI Education program
at Northern lllinois University came from a number of dszerent school
districts and . school buildings in northern lllinois. Some of them were
fortunate enough to be working under building principals who were as

committed as they 1o trying new ways to improve opportunities for all.
“children. One of the buzldmgs from which these trainees came was experi-

menting with the Westmghouse Project PLAN approach; others were test-

ing the potenttals of the Indzwdually Guided Educatzon approach (Uni-

* Martin, E. ‘W.~ Individualism and behaviorism as future trends in educating
handicapped children. Exceptional Children, 1972, 38, 517-525, p. 520.
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versity of Wisconsin directed). Experiments with team teaching and “open
classroom” delivery structures were also represented. This program pro-
vided opportunity to observe how readily learnings from the same training
program could be applied within different regular education formats.

The critical importance of the building principal in setting the educa-

tional tone of a school program has long been recognized. Increasingly,

regular administrators are being included in inservice training efforts that
are dedicated to achieving more c'ffecm’c special education service de-
livery,”

The development of materiuls and methods for training sc/zool ad-

ministrators has been among the areas of concentration in EPDA Special
Education programs at the Texas Region XIII Education. Service Unit,
Austin, at the University of Connecticut, and elsewhere. Appreciation of
the critical impact of administrators raises serious questions about the
role-definition and professional preparation of building principals, ques-
tions that are raised as strenwously by the principals themselves as by
those who must depend on them to fac:luate teachers' rolev in the total
educational process.

We asked for this report from lhe prlnClpa! of a northern IHlinois .

school. ‘He has proceeded thoughtfully and energetically to capitalize on
the possibilities provided by the participation of some of his regular teach-
ers in the iNorthern Hlinois. EBIDA" program, and to provide vital leader-
ship in the.overall improvement:off education offerings for all the children
attending:neesschool for which heis-responsible.
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A Building Administrator’s Perspective
of Individualized Instruction

Robert J. Lindsey
Prmcrpal Garrison Elementary School, District No. 205
Rockford, lllinois

- The concept of individualized instruction has arisen out of the
awareness that every child has different needs. The popular acceptance
of the idea has brought about the individual assessment of children in
the classroom, not only educationally, but emotionally and soc:ally as
well. The old policy of the “shotgun™ approach to education, aiming at

 the “average child” and hoping to hit a few on either side of the mean,

is no longer sufficient or philosophically sound. Nor is it congruent
with society’s present emphasis on individual rights. =

Countless educators urge the recognition of individual differences
but few have been able to articulate-where the responsibilities for de-
signing rejevant programs to provide the recognition should be placed.

There are many reasons why so ‘many educators have been hesitant .

about developing.a working plan for individualizing education. The
problems overshadow the efforts made by a courageousfew Space:iis
too limited here to discuss the past. disasters or question:who has the
responSIbtlity of meeting the needsiof chlldren

Administrative Role -

If the preceeding observations are accepted as basic to modern |
* education, then the question of where the responsibility lies for ful-
filling the thoughtful objectives of education must be determined. This

question is usually answered with another, “School admmlstrator what

.are you doing in your spare time?”

The role of the school ‘administrator differs in every district. No

school system can legislate leadership into its administrative positions..
Although most job descriptions allude to leadership as:a fundamenta:
qualification of administrators, the definition of the leadership deSireu‘

is often too ambiguous to be meaningful.

It has been said often that the princlpal holds the second oldest
professional position in' the school system. The position gradually
evolved from that of head teacher to that of the key link between chil-
dren and teachers, on the one hand, and among all school employees
on the other, with another link connecting the school and the. parents.
The responsibilities and duties of the principal have multiplied to such
an extent that he must now be a highly trained skilled, profess:onal
worker ‘

* Although no self—respecting administrator or teacher would quarrel
wrth the previous statements, the purpose here is not to discuss the
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role of the school principal. But seme::understanding;s.of the principal

.as responsible: administrator .is necessary in consideting the working
:program of individualized instruction for.exceptional.children that one

principal developed and implemented.

Building Composition

Every elementary school has its peculiarities and. idiosyncracies

and Garrison School is no exception. It is:a typical elementary school,
located in the. largest metropolltan area, outside of Chicago, in.Illinois.

The building s the oldest still in operation in fhe city of Rockford,
although amegidition of moderate proportions was recently completed
The new sectfion houses a learning center and madern semi-open
classrooms that are arranged:around the materials:center,

The scheol district borders:the growing andiexpamiding' downtown
business area. It is a sectionvof old housing units thag attract low-in-
come familiesi; In addition, the. neighbbrhood has m=ny families be-

longing to mttmorlty groups-and mtegratlon is proceiading gradua!ly ‘
~This composigfon of peoples-results in a cosmopolitan effect in the

classrooms offithe school. This is not to imply that thezcondition is un-
healthy but that it is an important educational consideration. However,

as is often the. case, children can be the best catalysts of neighborhood

adjustment.

Pupil Descnptlon

If children are seen as.,problems.tthney are:oftemdialt with as prob-
lems and:expected to respond.as problems. Butwizn teachers try. to
see children in positive ways;.despite behavior iz seems to be:ob-
stinate or reivellious, it becomes apparent that all:American children
are more:alike than they are-different. To see: thezpositive is to see the
dignity and worth of a child.. The quality of response that can be ex-
pected from-any individual.depends-on-how he |s approached. Since

‘the child; problem though he'may beto all of us, i likely to be trying’ |

his best to:solve a problem of his own;, he needs help rather than re-
huke. So'itis with the. pupils at Garrison School. For the most part the
neighborhood influence is positive and the parents support the school;
as a result, children find comfort in their learning environment although
they may have some unfulfilled needs at home.

Staff Descrlptnon

The instructional staff of this building is just as unlque as that in
any other elementary school. One quality, however, predominates: the

* Garrison School staff seems to be obsessed with the idea of provndlng

for individual needs. The attitude is apparent in the planning sessions

- that are held at the grade levels as well as in the unlversal building
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philosophy. The age factor probably has.much to do with this general
attitude. ‘Most af the staff is under 30 years:of age; the:balance.con-
sists ofrrecently. recycled instructors who had either no or limited ex-
perience;previowsly. Such a staff can disassociate:itself from tradition,
and.‘what: might -have been considered ‘maydicm in the past can be
tolerated’in the present as successful programsare developed

-“Asithe teachers search for ways to improve:instruction to match
pupil:needs, they look for support and help from the available sources.
Thus: the;administrator can influence and bring:direction to the pro-
gram.:Specific inservice training can play a big: part in-helping them

also. In.general, if the facilities: for inservicestraining exist and serve -

their ipurposes . well, almost any program ‘hasa high" potential for

success.

Learning Needs Assessment

Hhmthe typical enrollment in a school -and-even in a single class-
roonzzthe pupils vary to a.marked degree in-abilities and aptitudes.
Socigiitconcern: for the welfare ‘of the individual is reflected in:the
varioms:arrangements that have been-made to recognize and care:for
anyone:who-differs noticeably from the rest:of the group, *Atypical”
and?f‘:’exceptional” are terms that denote some:degree of extreme varia-

tion;inzone or more characteristics, For the sake of simplification, ex- -

ceptiomal children can be divided into gifted and handicapped, and:the
latter;;group can be divided again into the mrldly affected andthe
sev enely affected.

In-most cases, the special-services department of the school system
has:identified and determined the placement;of severely handicapped
children. Thus, once they have been identified, they are no longer-of

-immediate concern to the regular classroom:teacher. The present re-

source-room concept still does not suffice for children such as the
trainable mentally handlcapped and. the.emotionally disturbed ‘who
need:self-contained placement to function in-the educational environ-
ment. However, they represent a fairly:small. percentage of the.total
number of handicapped children.

It goes without saying that the regular-classroom teacher is re-
sponsible for the learning needs of the remaining enrollment. In order
that she might fulfill the responsibility, the Garrison School program
of mdrvrdualrzed instruction was organized and developed.

Learmng Problems Identrhcatron
One of the crucial problems that had to be solved in the program

was to define individualized- instructional behavior more ‘precisely,

Another. was how to evaluate all of the conditions that are present
durmg mstructron Teachers needed to become familiar w:th studies
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that focussed on the observable responses that are important totiasic-
skill instruction. As the staff mowed. into this phase of development,
the ability to identify individual needs began to present:a glaringrob-
lern. When the staff became:oriented to :awareness, it'was foundi:that
their skills in identification had not'kept pace. Identification techmingues
needed to be learned as weli.as the ways of meeting individualimeeds
following identification. It becameapparent that:the acquisitiomesi ad-
ditional training’before building2zprogram was.essential.

When we examined the availamillity of personnel fontinservice train-
ing, we found that the greatest:mmmaber of staff with the:least amonnt
of training had been’ assngnedz.amﬁe:pnmary level. Most:of them-were
young, enthusiastic, and: eager towequire additionals .education; ‘Since.
they- displayed a “‘felt need;” wescapitalized on it. Our:program:called!
for the training of one staff:member at-each level from kindergartem
through third grade who could share his expertise with the othex:staff

~ members at the same grade level::With this kind of cooperation:pre--
vailing, a rosy future for: childrernis learning counld be predicted. But:
* the problem at hand was to finditthe kind of inservice traiming:that

would facilitate the realization-of-our expectations.

The EPDA/Special:Education:program at Northern:IHlinois:iini-
versity provided the opportunity:our staff needed. More- lmpommﬂy,
administrators were permitted te3jain their staff members: in:z=work-
shop to share ideas, information;..and planning. The ‘experiences

proved to be invaluable for the:development of our program;eurstaff

acquired all the ingredients necessary to do the job. The nextigoal:was
putting our plans into action.
: ProgramiDevelopment
In the true sense, the Garrison:School program did not: suddenly
come into existence. It evolved'bit by bit as staff acquired training:and
then tried out what they had learned. Each new lesson generatedinew

ideas for experimentation. Many of the.attempts failed because the .

designs lacked. -adequate planning. Eventually, it became apparent. that
if a solid program was to be established, the entire organization had to
start from the same basis. The existing attempts were not eliminated,
however; they continued as each level of pupils progressed through

“the building. But it was recognlzed that the logical group with which
to start was the children not yet in school. Thus the plan for screenmg

pre-kindergarten children developed.

Following the annual spring reglstratlon of prospective kinder-
garteners, each child and his mother were administered a composite of
appropriate  diagnostic instrurments ‘to determine the child’s needs.

After the results were evaluated by the special-service team, the puplls :

were placed-in different class sections. Children who enrolled in the
fall were also screened and placed in the same way. Each kindergarteri

sectlon was made as heterogencous a group as possible. The full range

129

L e A A TPk s § s AR b AR e 3



L T A N o A e e T8 e P

and scope of child ability and maturity were represented in each class,
in contrast to the.old method of placing the younger children in the
morning sessions:and the older children in the afternoon sessions. The:
intent was to allot to each section a mature group of children who
could provide leadership within the class.

The administrator and the teacher, who had been trained in the
EPDA program, designed a mini-center format with selected, purpose-
ful, and designated activjties. Each center was assigned a specrflc area
of content, The: elght stations included mathematics, art, science, lan-
guage arts, music, social living,:physical education, and visual motor
activities. Wlthrn each center, the activities were planned to mect the
individual needs:of each pupil assigned to the center. As children.
gained competence during the year, the:activities were changed in each
center to allow for individual growth. The pupils learned to make their
choices independently, using an eight-area color-coded selection board.

“Over an eight-dayperiod, their selections were recorded and, with

teacher guidance, the entire eight centers were attended. After an
eight-day rotation, -each. area of mstxuctron was supplred with new,
appropriate activities. ‘

Each kindergarten group was Jomed by a primary class who was
following the same kind of programmrng The centers were composed
of kindergarten and primary pupils in groups of six. One of the fea- ~
tures of this organization was the small-group approach.

‘The centers were staffed by regular teachers, volunteer parents,
and intermediate pupils from the building. Special centers or activities
were instructed from time to time by specialists from the community -
as, for example, a carpenter, a teacher of creative dramatics, and an
expert in creative rhythms. To qualrfy as center staff, parents and
pupil helpers attended:special orientation sessions.

Similar needs at:the second- and third-grade level were met
through a central resource learmng center. When kindergarten and
primary pupils became competent in their mini-centers, they moved
on to the next level of individualization and mdependence through a
centralized program:in the learning center. Since this program is fo-
cused at the primaryilevel; emergency needs requiring attention arise
at the intermediate level. ' The primary staff had the training, the inter-
mediate did not. Therefore, it was only natural for intermediate chil-
dren to be screened for special instruction by the primary staff mem-
bers who suggested programs of remediation to the intermediate
teacher. -

As the years roll along, the primary program should discover and

eradicate a majority of the learning disability problems. Until similar

programs are universal, transient pupils will still need remediation and
it is necessary, therefore, to provide a learning-disability resource
teacher for such pupils. This procedure is followed at Garrrson School
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General Observations

An evaluation of the program is inappropriate at this time because
sufficient data are not yet available for any worthwhile conclusion.
Too many programs have met their demise because of short-term
evaluation of long-term objectives, However, for those who might be

_interested in trying similar programs, some general observations can

be recorded. These observations may be of some help in determining
the value of the program:.

The most noticeable effect so far is in the attitudes of the children
toward learning. The individualized lessons make it possible for each
child to be successful in his own right, and children with high success
experiences display a positive attitude in their general behavior. The
behavior pattern creates an atmosphere of enthusiasm and poise
throughout the school.

Although general testing has not indicated any sngmflcant aca-
demic gains, the general achievement is commensurate with ability
levels. Children seem to progress within expected levels. Teachers are
more aware of individual needs and, therefore, are able to provide for
a more complete achievement. The expectation level of the pupil is
raised when teachers have knowledge of the assessment level.

The staff must function as a team since children are dependent -

upon’ each other throughout the levels. The climate within the building
is one of a large family: Each member has a role to play to produce
successful learning experiences.

The provisions for individualization make all children individuals.

Even the special education child becomes an individual with a need as
opposed to one with a handicap. Teachers view each child with a posi-
tive frame of reference. In the final analysis, the real purpose and goal
of the program is. to encourage all children to practice and become
responsible school citizens. S

131

;
'
3
3
B
3
5
5
4
Y
"
3
K4
3
¥




O

Aruitoxt provided by Eic:

VEMC

i
!
{
g

The Houston Plan

Much interest is expressed currently in the plan of organization of the
Houston Independent School District which is based on the assumption

<that all children deserve a special educdtion. Working from this concep-

tion, the service plan dissolves as much of the regular-special education
separatism as current circumstances allow. The effo:t is facilitated by the
fact that the Texas Education Agency had already set the stage for the
reduction o/ traditional categorical barriers; the Agency authorized local
districts to test-the potentialities of a proposed Plan A system of special
education service delivery and state aid suppoit.

EPDA Special Education funded projects have been in operation at
three Texas stations: the Region X111 Service Center at Austin, where Dr.
Meisgeier was formerly a member of the staff; the Region X1X Service
Center at El Paso; and the Houston project. All of these programs have
provided opportunity for the testing of service delivery concepts and the
development of personnel training techniques. The training materials for
principals developed at the Austin Service Center may be of interest to
many readers. (Information may be obtained from Mr. Donroy- Hafner,
Region XIIl Educational Service Center, 6504 Tracor Lane, Aumn,
Texas.)

The eyes of the country are on the State of Texas as it moves to re-
solve some of the difficulties of realizing its innovative approaches to the
educational service of handicapped children.
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The Houston Plan:
A Proactive Integrated Systems Plan
for Education

~ Charles Meisgeier
Coordinator, ‘
Center for Human Resources Development
and Educational Renewal
Houston Independent School District

The schools of this nation are not -meeting the needs of its youth.
Teachers and ‘administrators alike recognize a deepening sense of
crisis in education, especially in urban schools, and an urgent need for
change. In response to this need, the Houston Independent School Dis-
trict (HISD), the sixth largest school system in the country, is insti-
tuting a dynamic system-wide change through the Houston Pian. In
the Sprrng of 1972, 85 elementary schools were designated to partici-

pate in the Plan.

The long-range-goal of the program is to transform schools into
institutions that will foster the growth of competent individuals who
can deal realistically and effectively with the rapid growth of new
technology and knowledge. The Plan’s immediate goals are as follows:

1. To make the entire ‘educational process responsive to the

_strengths and weaknesses of every child.
2. To make the curriculum relevant and interesting to the child.
‘3. To humanize and personalize the environment in which the
.child learns.

The basic phrlosophy of the Houston Plan is that every child is
special and brings z a unique set of educational needs to school every
day. Its essential aspects are the retraining of teachers and the total
restructuring of the classroom which will lead, in the future, to the

continuous search for the better delivery of services in the classroom

to ensure continuous progress and growth for every child, including
the exceptlonal :
" Early ‘'in 1972, the HISD Special Educatron and Psychological

Services reorganized as the Center for Human Resources Development '

and Educational Renewal in order to provide a more responsive and
effrcrent delivery of services. The name reflects the new structure’s

. The Houston Plan could not have been conceptualized or operationalized
wrthout the cooperation, supporst, and help -of many individuals, notably, Dr.
George Garver, General Superintendent; Dr. J. Don Boney, Chief Instructional
Officer; members of the Board of Education; and a number of other administra-
tors. CHRD staff members, Jim Clark, Mike Evans, Henry Lindley, Barry Dol-

lar, and other members of the management team contributed greatly to the 3

development of the Plan and sections of this paper.
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stress on ‘human development rather tharn on a negatively oriented
categorical problem approach, and its human resources emphasis in
decision making. A significant departure from traditional patterns, the
Center is organized according to a team management approach: Three
major managenient’ teams, each covering a different program area,
have been established: (d) educational renewal through teacher re-
training; (b) student services through multidisciplinary consultative
teams drawn from 60 MA-level persons in- psychology, education,
counselmg, and speech; and () program planning and development,
in which several new programs are in the process of development

Because the Houston Plan involves a total change in the way edu-
catior. is defined and children are taught, and-because change'in any-
‘form must begin with people, another key element in the Plan is the

Educational Renewal Project; it complements the new methods of
working with children through an extensrve program for the growth
and enrlchment of the teacher.

Center for Human Resources Development : :
‘The philosophy of the Center i is that all education should be Spe-

cial education, each child is unique, and the goal of education is to find

and meet the needs of the:individual child. Special Education in the
State of Texas'now appears to be committed to the idea that educa-
tion must be appropriate to the child. Traditional labels are no longer
suitable because exceptional children are seen as more alike than dif-
ferent from other children. All children learn and adjust to life beiter
in every way. if they can' participate in the flow of learning and life in
the school. Thus, the total program for all chrldren must become spe-
cial and incorporate the following goals:

I. To integrate the special and regular education programs, recogniz-
ing that each child is unique in the way he learns and that each
child has different educational needs.

2. To make: available the technology of a Continuous Progress Learn-
ing curriculum ta meet the individual needs and differences of the
entire educational commumty through teacher retraining.

3. To provide the regular classroom teacher with additional teacher
aides, teacher specialists, and instructional materials.

4. To provide specialists in diagnostic and treatment procedures to
support the efforts of the classroom teacher. To individualize the

instructional programs and thus to provide the opportumty for
lndlvrduahzed learnlng ‘

The immediate ‘objectives, under these goals, are as follows

l. To develop an |ntervent|on strategy. that stresses preVentlon in the
formatlve years rather than treatment after the fact.
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2. To develop a Consultative model in the delivery of specialized as-
sistanCe o the classroom teacher.

3. To POvide a Continuum of services from the classroom teacher to
the Most highly-skilleq specialists in specific learning or behavior
problems.

Schools must provide the setting in which diverse needs can be met
and a wide tange of growth experiences can take place. In its “Goals

for the Seventies,” the HISD committed itself to providing teachers, -

principals, nd sch0ls that will nurture in each child the following
abilities: " .
I. To vAlue and View himgelf as a worthy person.,

2. To think realiStically and communicate effectively with others in
solving life's problems,

3. To develop marketable gkills.

4. To €*Perience Joy in creative activities and to appreciate the many -

ways ih which leisure time can be used.

5. To APpreciate the complex and changing world and society and to
take 3 active Part In channeling that change in constructive ways.

Few petsons find fault with this philosophy; most say it should
have been @pplied Y®ars ago, Parents and educators both recognized
the need fOF an educCational system that would permit a personalized
approach 10 each child to assure his social growth and academic suc-
cess. Over the past 10 to 20 years, major advances have been made in
methods of personalized instruction that take into account the jndi-
vidual diff€Tences in the way children learn. These new methods, tech-
niques, and materials, however, have been very slow to find their way
into the average claSSroom, [t has been difficult in the past to imple-
ment the best philoSaphies of learning, classroom management, and
organizatioNal theorles becayse the administrative processes needed to
effect change have Not eXisted. The.steps necessary to take any new
concept, brtak it doWn, and apply it creatively in the day-to-day ac-
tivities of Children have been impossible in the rigid, inflexible class-
room desig"s which €volved in this country over the past 50 years,

In praClical terms, the Houston Plan is a comprehensive action

program thdt picks Up where the philosophies of education leave off. .

It pulls togCther advances in educational technology into comprehen-
sive progrdms that are flexible and responsive to individual needs,
and to the limitations of less than ideal urban school buildings. It pro-
vides a contrete, realistic, workable set of steps to individualize in-
struction 274 Jearning in Schools. -~ I

The HOuston Plan is two-pronged: First, it provides a setting in

which teachers and administrators are given vastly more freedom to |

work creatlVely with each child. Second, it aims to create within the
entire systéfM mechaisms for, responsiveness to educational advances
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and to the changing world which will ensure the constant renewal of -
educational practices on all levels.

It is plain that the Houston Plan is the outgrowth of the schools’
failure to cope with urban problems in its present structure, and of
their inability to effect change and utilize new methods and materials
to improve its programs.

Another major stimulus to the development of the Houston Plan
was the new state program for special education known as “Plan A.”
Provisions for this new state plan for special education were spelled
out by the amendment to Article 2922-13, Section 1, subsection (4)a
(Vernon’s Texas Civil Statutes) which was passed by the 61st Texas
Legislature in 1969. Under these new laws, all school districts in Texas
must-operate under Plan A by 1976. Essentially, Plan A has two
major features: (a) the provision of comprehensive services for ex-
ceptional children beyond those that have been provided in the past,
and (b) the creation of a number of new alternatives to meet the
needs of exceptional ckildren (as opposed to the self-contained, spe-
cial education classroom, the major option under the old system).
Schools are given the opportunity to develop comprehensive services
forexceptional children, including their integration into the mainstream
of school life. B . :

To provide these additional services, school districts are funded
for teachers, supportive personnel, and materials according to the
needs of the total student enrollment, rather than on the basis of iden-
tifying and labeling children before any services can be made available,
The Houston Independent School District, however, opted to develop
a comprehensive prograr: that included the provisions and resources
of Plan A but went far beyond it. .

Rationale ‘for‘ the Houston Plan

‘Several observations are necessary at this point on the influence of
the concepts of organization behavier, systems analysis, and applied
behavior analysis on the evolution of the Houston Plan, and on their
effects on the main educational system. In the past, organizations have

- developed sub- or parallel systems to deal with children and programs

that did not fit into either the behavioral or programmatic regularities
(Sarason, 1972, pp. 62-68) of the system. For example, one of the
major effects of large-scale testing programs has been to identify be-
havioral irregularities, remove them from the main’system, partially

“or totally, and place the burden of resolving the irregularities either
* upon the children, parents, or staff of the sub- or paraliel system.
‘Little or no adaptation or modification was made in the main system,

In fact, the effect of these mechanisms was to reinforce the behavioral

and programmatic regularities of the main system. .~
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Contrary to this approach, the Houston Plan recognizes that the
development of the sub- or parallel system is a strategy that has been
unfruitful, has created its own set of problems, and is contrary to mod-
ern learning theory, instructional strategies, and organizational prac-
tices. Tlic How sfon Plan emphasizes the development of an adaptive
system that is ruponswe and relevant to the needs of all children; the
focus of change is the program regularities of the main system. The
burden for adaptation, which, previously, had rested unproportionately
upon the child, now shifts to the system. The child_is responsible only
as one aspect of the environment comprising that system.

This approach calls for an amlysns of both the programmatlc and
behavioral regularities of the main system. When there is a disparity
between a regularity and the stated goals, a change in either the goal
or regularity must loglcally follow. Since there was little probability
that HISD would change its stated goals, systemauc change of the
entire system was the necessary alternative.

The Houston Plan for education has been conceived as a con-
crete strategy for achieving an appropriate personallzed instructional
program for each individual child. Parents and educators alike know
that each child, from the most gifted to the most handicapped, learns
in his unique way and at his own rate. The materials, resources, and
specialists made available through Plan A marked a step toward in-
dividualizing instruction for all children in Houston schools.

With knowledge of the techniques and methods of personalized
continuous progress learning, funds from the new state plan for spe-

cial education, and U.S. Office of Education funds for the retraining

of teachers, principals, and others, the HISD committed itself to the
concept of individualized instruction and learning in a concrete, ob-

‘servable way. Several new programs have been developed which,

when put together, will culminate in a truly personalized cumculum
foreachchild.
The programs can be summarized as follows: -

I. The development of an academic curriculum based on the concepts
of multisensory and continuous progress learning.

2. The development of new. instructional and classroom- mdnagement

- skills through retraini:ig programs sporsored by the District.

3. Increasing the number of highly-skilled supportive personnel avail-
able to the classroom teacher on an immediate need basis.

4. Focussing these new personnel, resources, and materials in Pre-

cision Learning Cenlers lhat will be e:tabllshed in each elementary
school.
3. Local student services commmees that w;ll develop and penodlcally

review individualized instructiona! plans for each child. These plans
‘may be implemented in either the regular classroom the Precision .

Learning Center, or a supplementary class, or in any combination
thereof, depending solely on the needs of the individual student.
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The Role of the Teacher

During the past one hundred years of grade school development,
the role of the teacher and the method of teaching changed from what
is best for the child to what is most convenient for the teacher. The
activities of the classroom are often selected according to their effect
on the teacher. Personalizing instruction, however, means returning
the emphasis of learning to the child. The classroom can and should
become a place of enrichment and growth, not boredom.and restric-
tion; of excitement and joy, not frustration and anger; of success. and
not failure.

In the past, classroom teachers have been seen typically as the
dispensers of knowledge, and students have been viewed as passive,
dependent listeners. With the tremcndous amount of knowledge be-
ing generated today, it is increasingly apparent that one person can no
longer pass on all this information to students. It is also evident that,
in the future, all adults will need to be involved in a continuous proc-
ess of learning and relearning if they are to keep up in society. For this
reason, children must learn how to learn and how to take responsi-
bility for learning on their own. In a personalized instructional pro-
gram, the role of the teacher is not that of the director of the class but
that of facilitator or advisor or specialist of the learing process.

This attitude toward learning frees the teacher first, from thinking
of himself as the sole source of knowledge in the classroom, and sec-
ond, from the confines of the lock-step curriculum that assumes that
all the children in the class are interested in and able to learn exactly
the same things at the same time. With the new freedom, the teacher
can begin to look at how each child learns and, with the help of sup-
portive personnel, he can plan programis that focus specifically on each
child’s strengths and weaknesses. With individualized planning, flexi-
bility and adaptability become the keys to preventing chronic failure

and early withdrawal from school.

As ﬂexnbxhty is introduced into thc regular education classroom, a
much higher tolerance of the child’s mdmduahty becomes possible. It
is no longer necessary for chlldren to be reglmented—to behave ex-
actly ahke at all times. ‘

Relation of the Houston Plan to the
Prec1smn Learrmg Center Concept

A Precision Learmng Center (PLC) (Fig. 1) to provnde a hlgh~
intensity support service for the teacker and the. child is being de-
veloped in most elementary schools. This Center will house the most
modern instructional equipment and materials available. It will serve
as a resource center for all children and teachers in the school and
will be staffed by teams of specialists who are skilled in precision and
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diagnostic teaching and in the uses of instructional materials. Signifi-
cantly, the Precision Learning Center will be the cornerstone for the
implementation of the Houston Plan,

Under the present organizational structure of the HISD, regular
and special education have been parallel systems. The barrier separat-
ing the programs allowed children to move from regular to special
programs but seldom allowed children to move the other way. With the
implementation of the Houston Plan, the departments of regular and
special education will more effectively share their collective resources
in an integrated program which will meet the needs of every child
in the District. The point of convergence of the two programs canbe
the PLC. -
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Figure 1. Components and Organization of a Precision Learning Center
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Spatially, the PLC will be at least the size of two or three large
classrooms (adjusted according to school size). Designed with archi-
tectural flexibility, it will be organized around multiple learning sta-
tions, media posts, individual study booths, and a variety of activity
areas. An integrated system of advanced learning equipment, teaching
methods, and materials of demonstrated effectiveness will also be in-
cluded. Staffing and equipment will be designed to serve adequately
the educational needs of a given school, and the children will move
through the center as often as needed.

The PLC will be able to meet a broad spectrum of educational
needs through the use of correlated learning resources that are tailored
to each child’s learning style. These needs might range from those pre-
sented by the child with learning difficulties to those characteristic of
the very gifted child. Although special emphasis will be placed upon
the 20 to 30 percent of the school population who encounter moderate
to severe learning difficulties in the elementary grades, the center will
be available for use by every child in the school.

Four major support segments of the PLC will ke directed toward
creating a high-intensity learning environment. These divisions, Edu-
cational Renewal, Special Services, Planning and Programming, and
Personalized Instructional Systems, and their interrelationships, are

diagrammed in Figure 1. Thus the PLC integrates the resources of

previously separate and isolated programs. The design of the PLC
enables the school to organize its supportive resources into a single
integrated unit that serves as the educational heart or core for both

.chiidren and staff.

The PLC represents a significant departure from traditional re-
source and learning center arrangements. As a unit, the PLC will have
two complementary objectives: (a) to operate as a fully individualized
tearning environment for children with special needs, and (b) to serve
as a model for behavioral management techniques, uses of instruc-
tional materials, and individualized curriculum planning. It will be the
gateway through which educational renewzl and curriculum innova-
tions can be brought into the total educational environment of the ele-
mentary school. "The PLC will represent one of the major avenues for
the advancement of the educatron of ch1]dren under the Houston Plan.

Educational Renewal Project: The Teacher Development Center

Educational Renewal is the program by which classroom teachers,
pnncrpals and administrators will be provrded with continuing educa-

tion in the use of the latest advances in the methods and materials of
- personalized instruction. In:the past, the classroom teacher left college
‘with training in the newest developments in' research and teaching

methods and then found httle time to apply: them because of the day-
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to-day concerns of teaching, Time and the technological explosion of
the '60’s isolated the teacher from the most recent developments in
methods, techniques, and materials. The same problem in business
and industry has forced many private corporations to establish instruc-
tional centers to bring a constant flow of new knowledge to their em-
ployees. Education has caught up with this trend and, in Houston,
educational renewal is among the highest priorities.

The prograni is being conducted by the Teacher Development
Cesiter in the Center for Human Resources Development and Educa-
tional Renewal; it is the only kriown facility of its kind in the country
today. Physically, the Teacher Development Center includes three
elementary schools and one secondary school which were established
as training sites. During the first school year, the program began the
training of master teachers and the faculties of these schools.

In September 1972, a team of six teachers from cach of the 85

schools participating in the Houston Plan started to cycle through the_

Teacher Development Center for approximately 120 hours of training
in the latest methods of classroom management and personalized in-
struction. The long-range goal is to expand this program over the next
several years to include all the teachers in the.district. During the
summer of 1972, the activities at the training sites were directed to-
ward the training of (a) principals from the designated Houston Plan
schools; (b) the precision, resource, and diagnostic teachers who will
make up part of the staff of the Precision Learning Centers in those
schools; and (c) members of the High Impact and support teams for
the Precision Learning Centers.

The three Teachers Development Center campuses model the ef-
ficacy of programming for the handicapped child-in the regular pro-
gram through (a) the individualization of instruction and learning; (b)
the use of TDC's differentiated staffing concepts for special educatlon
support personnel,

Regular-classroom teachers special educatlon teachers and leader-
ship personnel are presented with the human, technical, and concep-
tual skills and strategies necessary for integrating and maintaining
handicapped children in the regular classroom. The acquisition: of
these teaching skills and strategies will be facilitated by the opportun1~

ties to observe classroom models, rehearse teaching skills durmg simu- -

lation exercises, and receive immediate feedback concerning approxi-
mations to training objectives afforded by the TDC's modular
curriculum. . LN

During the next three years, teams from each of the 170 elemen-
tary -and 70 secondary schools in the Houston Independent School

- District (HISD) will rotate through the training center for a total of

five working days. After a follow-up period, the TDC staff. provides
home classroom consultation to the tramee for four working days. The
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trainee then returns o the TDC campus for three days for further
observation of instructional materials and additional training content.
By the end of the 1973-74 academic year, six regular classroom teach-
ers in 85 schools and 240 special education teachers will be providing
their school faculties with the instructional models necessary for the
success of the handicapped child in the mainstream of Houston's edu-
cation programs. In addition, more than 1500 r¢gular classroom teach-
ers will rotate through nine satellite centers for three days of training.
These teachers will return to schools staffed with the 510 teachers
trained during the 1972-73 academic year. Lastly, secondary TDC
campuses will be compieted for training of secondary personnel dur-
ing 1973-74 year.

Special Services and Programs

A number of new supportive personnel in the local schools will be
working with special education and regular children and teachers in
the classrooms and in the Precision Learning Center in the school.
Among these new roles will be that of the learning facilitator, the
diagnostic teacher, and the precision-teaching strategist. In addition,
the Center for Human Resources Development provides back-up
through High Impact teams of skilled professionals, which consist of
an Educational Diagnostician, Psychologist, Communication Special-
ist, Counselor, and Consultant. Each team will provide information,
training, and support to the teaching specialists, the classroom teacher,
parents, and other interested people in the community.

The new state plan for special education, by providing additional
funding for new personnel, has made it possible to begin to fill the gap
between the classroom teacher and appraisal and treatment services.
Most of these new supportive personnel will work out of the Precision
Learning Centers established in each school. The PLC will, thus, be-
come the focal point in the school for consultation-and interaction
among the various support teams. Thus it becomes possible for the
first. time in the school distr*¥’s history to pull together all the spe-
cialized programs, personnel, and materials, and to make them avail-

- able immediately to any child experiencing difficulty in the classroom.

These alternatives to the self-contained special class can be melded

“into an efficient delivery system that is aimed at meeting the educa-

tional needs of afl chrldren without removing them froin the education-
al mainstream.

Educntronal Planning and Programming

Under the new- program, a student services committee has been
established at each local campus. With the help of the various support

- personnel, an mdrvrdual educatronal plan is prepared for any child
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experiencing difficulty in the regitlir classrdnm. {#is plan may cull for
the Biroduction of new teaching methods and mdtenals that are ap-
propriite to the child’s personal learning style and level of functioning.
In addition, it will permit a child to divide his time, for example,
among a self-contained special education classroom, a regular class-
room, and the Precision Learning Center in the school, or any com-
bination thereof. The amount of time spent in each learning environ-
ment will necessarily vary according to the needs of the particular
child. If the problem is severe enough, the school planning committee
may refer the child to the Area Services team from the Division of
Human Resources Development and Educational Renewal so that
the team of specxahsts may initiate whatever additional dlagnosnc or
remedial services are needed.

Summary

The Houston Plan is a proactive plan designed to bring about major

long term system-wide change.

The Houston Plan is not @n attempt to develop more “'special™ pro-
arams,

The Houston Plan is not a plan designed only for educatlonally handi-
capped children.

The Houston Plan is an attempt to provide personalized instructional
programs for all children through an integrated systems approach.

- The Houston Plan is an attempt to provide flexible educational plan-

ning for any child experiencing difficulties in the classroom.

The Houston Plan is not going to move all children now in special
education classes.back itito the regular classroom.

The Houston Plan will enable handicapped children to return to the
regular classroom as long as they demonstrate that they are benefiting
from that environment.

The Houston Plan is an attempt to utilize better all the resources of
the District.

The Houston Plan is desngned to provide quxcker more efficient stu-

dent services.

The Houston Plan will provide teachers with new teaching skills.

The Houston Plan will create a Precision Learning Center in each
school.

The Precision Learmng Center is designed to provide assistance to
every child from the most gifted to the most handicapped.

'
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Santa Monica School District Madison School Plan

In Exceptional Children in Regular Classraowiss (LTI[Special Exluca-
tion 1971), Frank Hewary ciilidd attention 1w the Santa Monica Svhool
Systemr's “Malisom St Plom for Excegional Children” It is an at-
tempt 1o foster the sugcegsjul integration of handicapped children in regu-
lar classrooms and to serve them without grouping or teaching them ac-
cording to categories. In pointing out some of the critical problems that
had emerged when the program was instituted, Dr. Hewett warned that
the effort to give every child who is able to benefit from regulen-class
participation the opportunity 10 do so requises-usiinisgrative compmirment
from the top down to the kxeal Building level, wind § policy that such an
opportyrlly & ¢ B whibi
withheld aecordimg to the convenience or disposition of individual teachers
or administrators. All who have struggled to make this child right a reality
for handicapped children would strongly agree. ‘

In the report that follows, Dr. Taylor has described the progress of the
Madison School Plan since its béginnings in the “engineered classroom”
which Hewett helped to develop. The program provides a way of ac-
complishing a service approach that has been long urged by Reynolds (in
Exceptional Children in Regular Classrooms, /971), that is, 1o label the
service rendered but not the children served. '

The program'’s organization into placement settings that are graded
according to individual child readiness to participate in regular-class ac-
tivities constitutes. a continuum that has some resemblance to the **Cas-
cade of Services” model (Deno, Exceptional Children in Regular Class-
rooms, /971). The Madison School continuum is based on assumptions of
the levels of competence required to cope with regular-cluss expectancies.
The continium assumed in the “Cascade of Services” is described as the
degree of specialized setting required to achieve adequate control of learn-
ing-related variables. In practice, the distinction between the two models is
probably of little practical significance, -especially if the conceptions of
competency levels that are the bases for determining academic settings in
the Madison School plan correlate highly with the degree of setting spe-
cialization that is required to control learning-related variables.
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The Madison School Plan: A Functional Model
for Merging the Regular and Special Classrooms

Frank D. Taylor

and

Michael M. Soloway
Sania Monica Unified School District

Two issues have been of major concern to special education as it
has struggled for a unique identity over the past several decades. The
first is d re-orientation toward handicapped children based on educa-
tional and learning characteristics rather than on traditional medically
based disability categories. The second is a definition of the role of
special education in relation to regular education. Both issues were
affected by the increased Federal funding of the '60’s that reinforced
the uniqueness of spemal «ducation and brought about legislative re-
form, increased services, improved programs, better curricula, en-
larzed special education facilities, and a major emphasis on research.

“As we enter the *70's we find that the issues are more clearly de-

 fined but sill unresolved. With its new separate identity, special edu-

cation is in a better position to assume more direct responsibilities for
conceptualizing exceptionality in educational terms; nevertheless, spe-
cific examples of the assumptlon of these responsibilities are not wide-
spread as yet. In addition, it is possnble that the separation of special
education from regular educauon is no longer a tenable position be-
cause of court decisions on the unconstitutionality of labeling and iso-
lating children in special classes, and the continuing questioning of the
efficacy of spemal -class placement.

The two issues were considered by the Santa Monica Unified
School District in 1968 and 1969. Earlier, the District had developed

n “engineered classroom” model to educate emotionally disturbed
chlldren now it sought an alternative solution to the labeling issue, an
operational model that would change the .separate nature of the spe-
cial classroom and, simultaneously, move the special classroom closer
to the regular classroom. With support from Title VI-B (California
State Department of Education) and Title 111 (United States Office of
Education), the Madison School Plan evolved.

Readiness for Regular Classroom Functioning

The Madison School Plan began by adoptmg two points of view
toward exceptional children:
I. All exceptional children are learners, first and foremost, and
handicapped mtellectually, emotxonally, and physically, sec-
ondly.
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2. Most exceptional children can profit from some time in the
regular classroom provided steps are taken to schedule them
appropriately and to offer necessary outside supportive help.

These two points of view reflect a shift of emphases away from
the traditional special educational practice of relying primarily on
medical labels as the basis for grouping handicapped children, and
from the position that handicapped children require a separate educa-
tional experi¢nce. To organize these assumptions into a conceptual
framework, the Madison School Plan discarded the traditional prac-
tice of viewing exceptional children in terms of 1Q scores, sensory-
motor ability, or socio-emotional functioning. Instead, a new standard
—the dimension of readiness for regular classroom functioning
(RRCF)—-was established. Accordmgly, all children, regardless of
their disabilities, are viewed in terms of educationaily salient variables:
learning strengths and weaknesses. Thus, any child can be placed
along this dimension, the inefficient learner at one end and the effi-
cient learner at the other.

Traditionally, the inefficient learner has been the candidate for
special educational programming. Because of the inflexibility of the
special-classroom framework, however, children were. placed full time
into the special classroom or, when no such programs existed, they
remained full time in the regular classroom; and there was nothing to
bridge the gap between the two. The advent of the resource room pro-
vided some flexibility by providing supportive services for inefficient
learners who remained in the regular classroom but, because of cost
considerations, a dichotomous classrcom arrangement was often dic-
tated. Conceivably, one school could offer self-contained, special
classes while another could offer resource-room service. Consequently,
a model to provide both settings simultaneously was still needed.

Some handicapped children require full-time, special-class place-
ment but others may need considerably less time in a special class. 1f
such children are viewed according to the dimension of readiness for
regular-class functioning, then those who need full-time, special-class
placement fall- at one end; those who can function full time in the

" regular classroom fall at the other end; and those who need both

regular and special educational services are distributed in between.

"Thus, the dimension of readiness for regular classroom functioning is

a continuum that ranges from inefficient learning and full-time, spe-,
cial-classroom placement to efficient learning and full-time, regular-

~ classroom' placement. All children, regular and‘Specml fall some-

where along this dimension.
Because every regular classroom is different, any attempt to de-
lineate the general characteristics of how a Chlld should function is

 difficult. In Mrs. Jones’ regular classroom, for-example, functioning

would be defined in terms of her particular teaching practices; in Miss
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Smith’s room, on the other hand, the definition of functioning would
reflect her instructional techniques and organizational preferences.
However, certain general levels of competence must be learned by all
children if they are to function in any regular classroom. As a result,
we specified the following four levels of competence along the dimen-
sion of readiness for regular-classroom functioning.

1. Pre-Academic Competence. This skill relates to the child's
ability to function at the “readiness” or “process” level of learning. It

~includes the abilities of paying attention (A), starting an assignment

immediately (S), working continuously without interruption (W),
following task directions (F), doing what he is told (D), taking part
verbally in discussions (T), and getting along with others (G). Pre-
Academic skills also relate to adequacy in perceptual-motor function-
ing and proficiency in language.

2. Academic Competence. This level relates to the traditional core
subjects that are basic to all school programs: reading, writing, spell-
ing, and arithmetic. The abilities of being right (R) and nea, efficient,
and well organized (N) are also included.

3. Senting Competence. This level relates to the student’s ability to
function and profit from instruction in the various settings found in all
regular classrooms. Such settings include (a) instruction by the teach-
er standing in front of the entire classroom (T/LC), (b) the student
working independently among the entire classroom (1/LG), (c) the
teacher instructing a small group of students (I/SG), (d) the stu-
dent working independently within the small group (1/SG), (e) the
studerit working alonc with the teacher (T/S), or (f) the student
working independently with the teacher readily available for assistance
(1/S).

4. Reward Competence. This level relates to the child’s suscepti-
bility to traditional classroom rewards. Does the child work for such
incentives as the pure “joy of learning”? to acquire new knowledge

and skills? for knowledge of results? or for social praise and recog-.

nition? Less traditional types of reinforcement inciude sensory and

activity experiences, task completion, sociai attention, and tangibles.

The Madison School Plan was particularly. concerned with organ-

-izing an administrative and instructional setting for educable mentally
retarded (EMR) and educationally handicapped (EH) children. In-

California, the EH category refers to children who are traditionally
called emotionally disturbed and learning disordered. However, every
EMR and EH child falls along the dimension of readiness for regular-
classroom functioning and within the four levels of competence. The
parameters of the levels are stated in educational terms that can be
translated directly into classroom practices. Indeed, the dimension of
readiness for regular-c]assroom functlomng offers the field of special

education an alternative to v1ew1ng children in medically based terms,
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In order to establish operational procedures under the dimension,
the following four problems were considered first:

1. How to provide supportive settings for children not ready to
function at the positive end of the dimension of readiness for regular
classroom functioning, and what to emphasize in our setting?

2. How to assign staff to teach in these settings?

3. How to assess children in the four areas of competence: pre-
academic, academic, instructional-setting functioning, and suscepti-

- bility to reinforcers?

4. How to coordinate the program with the entire school and as-
sign responsibilities and total school staff?
Supportive Settings Along the Dimension of Readiness
jor Regular Classroom Functioning

At one end of the continuum are some EMR and EH chrldren who
are inefficient learners and unable to profit from any time in the regu-
lar classroom, Thus they need full-time, special-classroom placement.
The problem was to provide them with a setting that would offer the
Jeast expectancy and the most support in terms of pre-academic, aca-
demic, instructional setting, and reward. The degrees of expectancy
established for each level of competence for these children were as

- follows:

1 LYY

Pre-Academic: Majnr emphasrs on “attending,” “starting,” “work-
ing,” “following task directions,” and “doing what he is told.”

Academic: Minor emphasrs on academrc assignments, “being
right,” and “being neat.”

Setting: The chrld works independently at a large desk or in a
study booth in a one-to-one relationship with the teacher.

Reward: A checkmark system, by which the child’s task and be-
havioral functioning are evaluated, is linked to tangible rewards and
free-time activities. Other morz traditional rewards are utilized when

the children have demonstrated that they can profit from such in-

centives. Consideration is given to any type of incentive that will moti- -

vate the child to learn. Because of the strong emphasis on pre-aca-

demlc skllls this supportive settrng has been desrgnated Pre Academtc

L : ‘
Not all handrcapped children are inefficient learners requiring full

 time, specral -classroom placement, however. Some children are ready

to.function in non-academic activities, such as art, music, or physical
education, away from the special classroom. Thus, a second setting is
needed that offers more emphasis, and provides less support, in terms
of our four parameters. The following expectations are needed for
them:

Pre-Academic: Mmor emphasis on the behavror stressed in Pre-
Academrc I and ‘major emphasrs on: takmg part” verbally and “get-
ting along” with others ‘ a ‘
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Acag{f')zjc-.' MajOr emphasis on the basic scliool subjects. Aczdemic
remediatiOn is supPlemented by special materials and resources.
Sertin$’ In a te€dcher-smali-group setting, the children work inde-

pendently in shared desk space. Group interaction and cooperation -

are emph@Sized. , : O

Reward: The Checkmark card is still utilized but tangible rein-
forcement is eliminated. Children work for free-time exchange wiih
greater eMphasis ON more traditional types of rewards, such as social
approval. ' T ‘ .

Since Some emPhasis on Pre-Academic functioning has been re-
tained bul the setting is closer to a typical classroom, this supportive
setting waS designated Pre- 4cademic I1. : _

ProviSions wer€ also made for those EMR and EH children who
are able 1O spend 1NCreasing amounts of time in the reguiar classroom
and need Opportunities to demonsirate their learning skills in a simu-
lated regtlar-classfOom setting. The expectations for them ars. as
follows: , C ‘ o

Pre-Atademic’ Minor emphasis on these behaviors as the child is
ready to MAster higher-order skills. ‘ ,

Acad?™Mic: MaJor emphasis on school subjects with -a shift from
only remedial instruction to remedial and grade-level curriculum,

Settin* In order to simulate a regular-classroom situation, a large

~ number of children ‘are grouped together to receive instruction pri-

marily froM the teaCher. Opportunities to function independently with-
in'the larg® group are also provided. ‘ o

Reward: Since the child is moving closer to regular-classroom
functioning; the checkmark system is replaced by a numerical grading
system fof effort, qUality of work, and citizenship. S

Since this settin® emphasizes academic learning, it has been desig-
nated A(;ﬂdemic L . . o o .

The Ne€Xt step 18 the other end of: the dimension of readiness for
regular-cl3sroom functionjng, the regular classroom for the efficient
learner. FOr purposes of our conceptual framework, the regular class-
room has Peen designated qcademic I1. -

Stafr and Space Utilization

Cost factors ar€ an important consideration in any attempt to make
a conceptUal mode! operational. A program that offers an altémative
service-delivery framework js not viabie if it éxceeds the cost cffective-
ness of mOre tradillonal, self-contained classrooms. Consequently, the
Madison School Plan aimed atutilizing the materials ‘and furniture
that are cOmmonly found in most school settings, and to avoid elabo-
rate learf!Ng envifOnments or expensive classroom materials, (This
same apPTOach was used jn 1965 when the “engineered classroom”
was impl€Mented in the Sapta Monica School District.)
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Two adjacent special classrooms, one for the EMR and one for the

- EH, were combined by an inner, connecting door. The Pre-Academic

I setting was assigned to one classroom and the Pre-Academic 11 and
Academic | settings were assigned to the other. This arrangement is

now referred to as the Learning Center, a name that replaces more

M

trdditional labels like “special classroom,” “room for the retarded,” o

“‘room for the disturbed.” In eswence, two special classrooms became

the foundation of an adm1mstrat1ve/1nstruct10nal framework in which
handicapped children are grouped accordmg 10 sallent edueatlondl
variables. ‘

The Learning Center with its three transitional settmgs that lead

back to the regular classroom, are staffed by the existing personnel

who normally. would teach separatc EMR and EH classroors. The
EH teacher and teachmg associate are responsible for the Pre-Aca-
demic | settmg, and the EMR teacher and teaching associate. maint:'n

both the Pre-Academic 11 and Academic I setting. The teacher’s pri-
mary responsnbllxty is to teach either'a small-group lesson in Pre-
Academic 11 or a large-group lesson in Academle L Slmultaneously,
the teaching associate assists children in the correspondmg setting
during the periods of independent work. ‘The arrangements are quite
flexible in terms of teacher and teacher-associate movement as they

can be changed according to the instruction planned for the children,
*The needs of the students to be served and the composition of the
- groups must be: con51dered before the rooms thhm the center are
, arbltranly organized. |

- We learned that, although the Pre-Aeademle 1, Pre- Aeademle Il ;

‘and Academic | framework s generally used in‘the Learning Centers‘ ‘
*in Santa Monica, it must be flexible. Several other varlatlons have been

used ‘when the particular needs-of_ the students in a school required
different instructional .emphasis, When all the students need instruc-
tional emphasis in readiness skills, two Pre-Academic I settings can be
established. When some students are beyond: Pre-Academic I and can
function in Pre-Academic I, but none can function in Academic I,

 ‘than a‘Pre-Academic | and two Pre-Academic II settings may be or-

ganized, The educational needs of the exceptlonal children, that is;
their readiness for regular classroom functlomng (RRCF), dictates
the nature of the instructional framework.  The children are not just

‘arbitrarily placed in-an. 1nstruct|onal settmg that is unable to meet

_thelr educational needs. - ‘

In Pre-Academic I, the room is orgamzed mto pre -academic and‘
academlc work areas. The latter consists of 12 tables, each 2 x 4 feet,
that permit each child to work 1ndependent!y and with sufficient room -
for the teacher to assist. the child without overwhelmmg him physi-

-cally, A teaching station provides additional instruction in a ong-to-one
- setting, Several study booths are set up to supplement the work area.
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“The room also includes several areas that are designed to develop pre-

academic skills, The order center teaches children to learn how tapay
attention, work, and follow directions. The exploratory center empha-
sizes the teachmg of environment through enriching science and art

tasks. The communication center is designed to foster social relation-

skips among the children. These centers are integral parts of the Pre-
Academic 1 design; they are the bases of intervention strategies and
the places where rewardmg activities may be enjoyed when academic
tasks have been completed. The teacher’s desk, several storage cabi-

nets, and - me bookcases complete the physrcal set up of Pre Aca— o

demic 1. _

The major focus of. Pre-Academlc Il is on the encouragement of
group interaction and verbal partrclpatron This instructional setting is
achieved by moving three.2 x 4 desks into a horseshoe-type arrange-
ment, The teacher sits in the middle with a blacl\board directly.behind
her which she uses for witten lessons. Several tables are arranged

nearby so children can learn how to work- rndependently while sharing -

desk space. This setting is situated near the connecung door to Pre-

Academic | so that children may be moved back and forth with a -
“minimum of disturbance. Pre-Academic I ‘is separated from Ire-

Academic | by a partition of storage cabinets, or perhaps a bookcase.
The setting takes up approximately one-fouith of the classroom.
The other three-fourths of this: second classroom is used for Aca-

‘demic 1. Because this setting is a simulated cegular classroom, ‘the

desks are arranged accordlng to the existing regular classrooms in the

school. Most.of the lessons in this setting are taught by the teacher in -

front of the classroom. The stuckents share desk space and are expected

to functron mdependently, asin a reguhr classroom

| Pre-Program Asseswnent

In order to assess the readiness of handlcapped chrldren for regu-

lar- classroom nunctlonmg, we need to find out how ready a child is .

to function in one of the instructional settings. Because the intent of

the Madison School Plan is to shift emphasis away from the diagnostic- -

medical model for-grouping purposes, we needed a. pre-assessment

instrument that was related to-the four levels of competence for regu--

lar-classroom functlonmg ‘Through such an instrument, we could

 eliminate ‘the problem: of translatmg medical-diagnostic- data, which
are of limited usefulness in. educational plannmg In_the Madison
School ‘Plan’s philosophy, elaborate. pre- program “assessment is de--
} emphasrzed dnd more emphasis is placed on ongoing assessment. Once
the child is placed in the special-classroom, assessment procedures be-
- come critical to determine how long the chlld will requrre specral edu-
’catronal programming. . :
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To achieve ihe objective. of rel;iting pre-program assessment to
educational planning, we developed the “Madison Plan Placement In-

ventory” (MPPI), which takes about 10 minutes to complete. The

measure consists of 24 questions that relate to the four levels of com-

petence on our RRCF dimension. Before assigning a child to the

Learning Center, the inventory is filled out by the teacher, regular
~and/or special, who last taught the child. A tally sheet determines a

weighted score that reflects “how ready” the child is to function in the
PAIL, PAIL, Al, or All settings, .~ -~ |

1 .

We have labeled the setting but not the child. This difference s

reflected in the way that children may function. in"several " settings
throughout the day. The MMPI reflects our point of view that, tradi-

 tionally, too much emphasis has been given to pre=program evaluation

while ongoing assessment after placement has been neglected. This

-situation resulted in a “locking-in ef’zct” in which children were placed

in special classrooms and often remained there for their entire school

-~ experience. The Madison School Plan has been designed to eliminate
- such self-containment by providing a systematic process for reinte-

gration into the regular classroom, -

g

Reintegration PR ST . ‘
~ To combat the influence of the self-fulfilling prophecy, the Santa
- Monica School District has maintained a policy of compulsory re-
. integration since 1966. All special-classroom rosters are destroyed at
 the completion' of the school year, in"June. The following Fall,' most
"EMR and EH children"are placed into regular-classroom rolls. Our
data indicate that 3% of the EMR and EH children are not referred -
out for placement during the new semester. This phenomenon may
_possibly be attributed to maturation over the summer or to teacher
variability. However, the policy of compulsory reintegration is one .
method of preventing locking in. It must also be mentioned that this
policyis-not applicable to the entire. population- of children, Those
EMR and EH children who are unable to function in a regular class-
1oom-for even a limited amount of time are certainly not placed there,
~They begin school in the Fall in the Learning Center. Although the
policy reintegrates one-third of the handicapped children in the main-
- stream, our Plan is designed to facilitate the transition back for the

other two-thirds. R P
- Compulsory reintegration establishes a link with the regular class-
roor: that: is'maintained  after the child is referred out for special-

clzssroom placement. - The regular. teacher perceives the child as a
- member of her class, and retains a desk for him throughout the school

year, “Although the child ‘may spend most.of all of his time in the
Learning Center, provisions for. his eventual return are considered.
This framework eliminates “shopping,” the practice in which. the spe-



“cial teacher hunts for a willing regular classroom teacher to accept a

handicapped child.
~The link with the regular classroom is preserved through com-
pulsory reintegration. All children who are assrgned to- the Pre-

Academic Il and Academic | settrngs spend some time in the regular ’
classroom. lnrtrally, partrcrpatron in the regular classroom may be

limited to opening exercises or 'to non-academic subject areas like

-music, ait, or physical education, The PAI, PAII, Al seitings are de-

signed to facilitate the handicapped child’s increased partrcrpatron in

the regular classroom; they culminate with- his participation in aca-

demic subjects and, eventually, for the entire school day

Flexible Grouping within the Learning Center
Of course, not all handrcaoped children are able to profrt lrom '

regular-classroom participation. It is highly unrealistic, on the basis of
the knowledge within the field of special education today, to consider

“that the self-contained classroom can be totally eliminated. For those
children who are 1ot ready.to'meet the demands of regular -classroom -
functioning, the need for a’ self contarned classroom remains. The Pre-
Academic 1 .instructional setting is' designed to handle the EMR ~
.andfor EH child who needs the support of full-time placement in the -
~ “special classroom. Because of the availability and close proximity of .
Pre-Academic 11, the teacher has:the option of moving the child be-
tween settings when his behavior is within range of handhng the de- .

gree of expectancy in the new setting.

" Flexible grouping is reflected by movement patterns wrthrn the‘ ;

Learning Center and between the special facility and the regular class-
room. In 1971, 86% of the EMR and EH children spent time in more

than one setting, that is, during the school year they moved from PAI ‘

to PAII, or PAI to Al, or PAII to AL. Of the population of handi-

_ capped children, 82% (90 EMR, 72 EH) spent at-least one hour
daily in the regular classroom. These. statistics reflect the flexible

“nature of .our functional model. It offers an administrative/instruc-
tional framework ‘that facilitates movement within the special class-

- rooms and between the regular and special’ classrooms. The static
quality of the self- contamed special classroom is supplanted by a more
dynamic grouping arrangement

In'addition to being more functronal for the handrcapped chrldren,

the grouping arrangement has several distinctive advantages for both . -
~the:EMR and EH teacher. In the traditional EMR’ classroom, every' ‘
year the teacher is faced with a heterogeneous poptation of
‘tardates.” The children vary considerably in terms of academic and
‘behavioral functronrng and those who; drsplay behavioral disturbances

often upset the learning climate for the entire classroom. It is unfor-
tunate for the children and for the teacher, yet one is prevented from
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‘solving the predicament The availability of a “special class” for the
special class is highly improbable. In the Madison School Plan group-
ing arrang,ement however, children with behavioral problems are.

placed in the Pre- Academic 1 setting, which is designed to handle the
repertoire of conduct’ problems. By elrmrnatrng the several behavior

problems from her classroom, the EMR teacher is able to instruct

more children than she could customarrly, because the consuming
duties of discipline are mrnrmrzed

The EH teacher handles those children whose behavioral reper-
toires often fall outside. the limits of regular- -classroom parameters.

Often, after utilizing special strategies and shaping these behavrora]‘

repertoires to acceptable’ regular-classroom limits, the EH teacher is

rebuffed when she tries to find a regular~classroom teacher to accept -

the children. Thus, the practice of “shopping” is perpetuated This

phenomenon drsappears in the Madison School Plan framework. When
the EH child is ready to move from the self-contained placement, he
is assigned to the. Pre—Academrc 11 setting, This assrgnment need not
‘be a dichotomous decision in terms of time constraints. The teacher
“may-decide to move the EH child, for one hour. daily, only during
‘reading, or- full-time asslgnment Thus, grouping flexibility is evi-
~denced once more. If the child succeeds in PAII, he spends more time -
“in that setting. If he is not able to handle the increased demands, re-
assrgnment to the PAT setting occnrs with. minimal disruption to ‘all.
~These. advantages make teaching in thrs framework hrghly desrrable

for the EMR and EH teacher: ‘
Because of the integration process, the Learnrng Center also serves

 as a resource-room facility for regular children who are experiencing -
academic andfor behavioral problems in'the regular classroom. Con-.
sequently, the Learnrng Center-is a school resource that provrdes serv-
ice delivery to 50 chrldren, both regular and special, in lieu of the 27

that would be serviced under the tradrtronal self- contarned specral

classroom,

The time will probably never cormie when a srngle program wrl‘
provide a panacea for the myriad of complexities involved in the edu-

cation of exceptronal children. The time, however, has arrived when
the nation’s schools, teachers, and parents are seekrng alternatives to-
‘solutions now avarlable New solutions. are necessary, to solve current
problems that encumber programs for the exceptronal child. lmprove-‘

ments will encompass the following considerations:
.'1. Present grouping by disability vategories is no longer desrrable
2. The individual teacher has difficulty dealing with  the wrde
" range of learnrng problems within a single category.
3. Small school districts have difficulty providing a-full range of
. services to mect the educational needs of all children,
4, Many children do not £it a single category of disability. -
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5. Educational models with well-defined objectives that lend
themselves to empirical measurement are needed in the held of
- special education,

6. Lack of specific edueational tasks, techniques, daily‘schedules, "

and program approaches have sometimes led to ‘cafeteria” or
“intuitive” approaches.
7. The integration of handrcapped students into the mainstream
- ofthe regular classroom is highly desirable.

8. Constantly mcreaﬂmg expenses necessitate the evaluation of |

special programs in terms of cost effectiveness.

9. The labelrng of students with its possible’ changes in self—con- ‘

‘cept is the concern of everyone, not Just the various minority
groups.

All of the above factors were considered and mcorporated in the

original formulation of the Madison School Plan Model. The program

has been tried out in the “real world” of a public-school setting for the

past three years The continued development of the: model and. its
wvdespread use in public schools are dependent on the answering of

- three major questrons How does the handrcapped child: profit from
‘ berng grouped. in this framework in comparison to traditional group-

ing arrangements? Mow ready is the publrc school to implement anew

 administrative/instructional model that will facilitate integration of
handicapped. children into the regular classroom? Are the regular
teachers-equipped with the necessary knowledge and skills to educate

the exceptional child? These questions must be dealt with in the future

if the field of special educatron Is.to c\Jntrnue its growth as an inde-

pendent drscrplme
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-The Fail-Save Model

Glen VanEtten and Gary Adamson bogan to develop their Fail-Save
model while they were. participating in the EPDA Special E(Iucunon
project at Olathe, Kansas. The: training program- developed at the Olathe
E(Iuc(mon Modulation Center has made a subslanlml contribution to the
field through the training it has provided for educators and other persony
from all over the country. Many individuals have attended iie workshops,
observed demonstrations, benefitted from staff consultation, aind profited

from the learning-task analysis of teaching materials and the materials

retrieval systems develo;;ed at the Center.: The concept of the M and M
teacher (Materials and Methods specialist) was developed there. The final
report* for the 1971-72 year descrlbm the OIthe pr0j(’(l activities in
detail. ‘

The Fail-Save Model is mcluded here because it builds on lhc Olullw

‘work to tackle the problem of how to keep a child with- special needs from

becoming permanently trapped in a service plan that is cither ineffec tive
or outgrown: Increasing attention must be directed to this problem’ be-
cause of the recent court decisions that have. focussed on héw vducational

-placement and demission deczszons are made, and whether the treatment

Opporrumues, which are given as the reason for' progmm assignment,
actually are prowded once placemem lS man’e ‘

* Welch, D. C. Prescriptive Materials Laboratory Development EPDA Specnal
Educatzon Final Report Olathe Unified School sttnct No. 233 Olathe, Kan-
sas 66061. -
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The Fail-Save Program:
A Special Education Service Continuum

- Glen VanEtten
Associate Professor, Special Education
University of New Mexico
- and

Gary Adamson - | ‘
Associate Professor, Special Education
University of New Mexico

The effective, efficient, and economical delivery of services to
handicapped children has emerged as a major challenge to special
educators today. Because the traditional self-contained classroom has
been found to be inadequate (Dunn, 1968; Guskin & Spicker, 1968;

© and Hammond, 1972), a number of educators have proposed new
-models either to replace it or to extend its delivery of services. . o

Lilly (1971), for example, described a modei that is a radical ap-
proach to classrooms. Based on.the Regional Resource Center (RRC) - °

concept, a new professional in special education has been proposed

who would provide diagnostic and educational consultation for the

classroom teacher. Earlier, Dr. Adamson-had designed and. imple-

“mented a role for a special education consultant which he termed a
“Methods” and Materials . Consultant/Teacher.” All three models,

- however, utilize a single mode of service delivery model. The large
‘variance among children is recognized in them but not the necessity for =~ -
-~ varying the methods of delivering services to the children.

~ Reynolds (1962) and Deno (1970) called for- the development

-of varied types of services; Reynolds, through a “hierarchy of special
education programs” and Deno, through a “cascade of services.” Es- -

* sentially, both recognized the necessity of different levels of service
 for children depending upon the severity of a child’s problem and the

intensity of treatment he needs. Neither model, however, provides an

operational basis for implementation; the decision data for placing a
- child'in any given level are not given nor are the criteria provided for

- moving a child from one level to another. .

- What is needed, apparently, is an operational model that‘i‘s\baszd “
-on both experience and data, Such a model, what we have termed the o

“Fail-Save Model,” is described here. Without the encumbraiice of

labels, it has the capacity. to: provide children with a continuum of -

services that can meet their educational and psychological needs.

_This educational continuum system draws heavily upon successful j
and unsuccessful experience of the past and avoids generalizing he- *
“yond the available data. It is based on the work of the Educational




Modulatlon Center (E. M.C.), a Public L’IW 89-10, Title I Project
in U.S.D. No. 233, Olathe, Kansas, whose purpose was

. .to effect a procedural ‘model whereby children with educa-.
tional problems may be provided with an efficient educational
program and remain in the regular classroom (Adamson, 1970, p.:
1). ‘ : o
The purpose was accomplished by a model that provided aid to the
teacher, parent, and child through a key person, the Methods and Ma- -
terials Consultant/Teacher (M & M). The M & M’s primary func-
tions were as follows: |

I. Toassist in diagnosing and pinpointing the child’s specific aca-
demic and behavioral problems. -

2. To develop an instructional prescription utilizing the child’s -
available responses, the scope and sequence of the curriculum, and the
application of instructional materials and techniques to move the child
forward through the scope and sequence of the curriculum,

3. To train parents and teaclters to deal effectively with the child’s
learning andfor behavior problem.

4. To monitof the child’s progress throughout the program

E.M.C. data were completed on 308 children over three years. Of

- them, 70% 1mproved their rate of achievement in readmg after- con-
- sultant intervention developed educational prescriptions. for them
- (Adamson, 1970) ‘The' remaining 30% did not respond; thei rates

of achievement in reading either did not change or went down, How-
ever, the results ir arithmetic. achievement were slrghtly better. When -
the results of the intervention group were compared with those of a_
control group: that received no. mterventron of any type the frrst were
significantly | better |

In addition to the educatronal 1mprovement 85 % of the chrldren
serwced at the EIM.C. improved significantly in-measured self-concept

‘scores, and ‘over 90% significantly -improved their classroom be-

haviors, accordmg to teachers’ ratings. Less than 10% of the control
group improved in either self—« oncept or behavror |

The F arl Save C0ntmuum

Paraile]mg Gallaghers (1972) time- lrmrt contract in which spe-
cial-service personnel are limited in the amount of time they have to
attain stated goals, the Fail-Save model limits the time that a:child can .
soend in"any ofits. phmec and, cgnseque"t!y,' the amount of time

‘avatlable for the achievement of a program. if a child cannot be

helped within 2 or 3 years, one can assume. that continued input also

~will be: ineffective. A time limit forces program accountabllrty as a

child is given every possible opportunity to show that he can succeed -
in the mamstream of educaticn. If, durmg the time lrmrt a child makes
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no progress, it is-apparent that cither the system hag been unable to
adapt to him and meet his needs or it does not have the resources to
deal with him in a normal way, If the Fail- Save system fails to help a
child progress, a special envrronment is then created for him (Alter-
nate. Phase [V).

The Fail-Save continuum consists of the following five phases and
an alternate placcment provision: .

Phase 1. Consultanon

Service must always begin in Phase |. lt can be initiated only by
the classroom teachér who refers a child. Before making the referral,

“however, she must confer with the child's parents and the burl_dmg
~ principal. Upon receipt of the referral, the Methods and Materials

Consultant/Teacher (M & M) consults with the teacher and building
principal, first, to gather additional data, and second, to arrange for a
period of time in the classroom to-observe the child's specific aca-
demic deficits and behavior problems. This observation period is part
of the diagnostic process.

Diugnostic- Procedures. The dmgnostrc process must. accomplish
the tollowmg four goals:

1. Determine that all of the child’s sensory systems are intact.”
Visior screening, both near and far point, is essential. Hearing testing

s also advisable as many.children with mild learning problems often
‘have miid hearmg problems as- well. Although audiograms may not

always be medically significant, they may have educational signifi-
cance. Specral seatmg and’planning is needed even for children with
mild hearmg or vision deficits.

2. Determine the child's best mode of learmng Some existing evi-
dence suggests that some children learn better by one mode than by
another. While the evidence is incomplete, the M & M taust be alert to
the fact that some children may learn better visually while others pre-
fer audttory stimuli. It is the M & M’s responsibility to determme the
child’s preferred and most effrcrent learning method..

‘3. Identify a motivation system. Part of the diagnostic function is
to determine what turns the child on to learning. Each individual has
different reinforcers; only when these are known to the teacher can
she ut1hze them to increase the child’s learning rate.

4. Identify the child’s Speczfzc academic and behavior problem‘ '
Problem behaviors are-a . function: of perspectlves—the child’s, the
teacher’s, and the parent’s. The role of the M & M is to separate the
child’s problem from the teacher’s and parent’s-interpretations of it.

" The Target Behavior Kit (Kroth, l972), a game that:utilizes a Q-sort

te.‘hmque in which parents teachers, and students identify and agree*
upon a problem that can be approached systematrcally, has been used
successfully as an-aid to achrevmg this goal, :
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5. Identify academic skills deficits. The accurate and specific iden-
tification of academic deficiencies is critical if Phase I is to be success-
ful. The function of academic diagnosis is to pinpoint critical curricufar

. skill responses that are in the child’s repertoire and critical responscs

that are lacking. Appropriate skills responses are determined by look-

mg at the curriculum scope and sequence and asking what responses
can he make that the curriculum'demands of him. In the diagnostic
process, the child’s present level of achievement through the curricula
is measured by a standardized achievement test, preferably one that is
simple and brief and has a high level of reliability and validity. (The

. Wide Range Achievement Test (W.R.A.T.) has been used success-

fully for this purpose.) The test should be used-only as one objective
measure of change for purposes of evaluation.

- Several instruments are now available for specific skills diagnosis.
The most complete and comprehensrve is the Basic :Education Skills
Inventory (B.E:S.L.) (Adamson, Shrago, & VanEtten, 1971). The

[nventory is used to identify deficit academic skill responses. It is com--

posed of four sections, two reading and two arithmetic. The items arc

~ designed.to provide the M & M (or dlagnostlman) with an 1nventory‘
.of basic-skill responses that are demanded in most. readlng and arith-
metic curriculum and that are mastered by most children in most cur-

ricula by the end of the third or fourth grade.
"“The B: E.S.L is based. \upon the principle that the most lmportant

aspect of ‘such diagnosis is the identification of responses needed in

the child’s curriculum and the determmatlon of those’ responses that

are lacking. 1t is not sufficient to know that a‘child has a readmg prob-

lem or even that he has problems with work-attack skills. It is more
helpful to know. that he has a problem with- phonlc skills;  although

“even this information is not sufficient. What is necessary, for example,

is to know that the child has difficulty with initial consonant sounds;
and to know. exactly which sounds the child can and cannot make
when he is presented with. the visual stimuli of soinds.

Consultation Procedures. After the B.E.S.1. has been administered

and all other dlagnostlc procedures have been ‘completed, the results

. are shared by the M & M with the teacher, parent, and prmcrpal The

teacher is shown how the tests were glven and’ mstructed in the mter
pretatlon of the results. = .

During the first week after the referral the M & M has been visit-
ing and. observmg in the classroom often.. The primary. purpose of the

- observations is to understand the methods and materials the: teacher is
using with her children in order to be able to provide suggestlons for.
change and todesign programs that fit into the teacher’s: modus
operandi. The M & M observes how the chlld interacts with his peers -

to be able to suggest possible ways of improving or utilizing such: in-

| ‘jteractlons ‘During .the second and third weeks the teacher and the -
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M & M develop an edu .tiona! prescription for the child. In this
process, the regular-class teacher is taught to use the Prescriptive Ma-

terials Retrieval System to identify rapidly and select appropriate in- -

structional materials (VanEtten & Adamson, 1970; VanEtten, 1969;
VanEtten & Adamson, 1969). The selection is made on the basis of
characteristics. that. match the child’s response deficits and learning
style and the teacher’s teachmg style.

Only one specific task is selected for programming. When educa-

tional prescriptions are attempted for all deficits, the results are usu-
ally frustrating for the teacher and demoralizing for the student, as
both fail to see the needed nrogress, and the child’s inability to learn
is reinforced. The adequacy of a prescription for one’ deficit, which
can be measured continuously, will soon be revealed with precision-

‘teaching techniques. Should progress not be evident, then a program

change can be made easily. Since the regular-class teacher has heen
taught to use the PMRS and has been involved in the prescription-

planning activities, she can often make the program changes un- -

assisted. The teacher is also taught to use operant procedures to con-
trol social and educational aspects of the childs behavior.

The parents, all this time, have been attendmg and partrcrpatmg in

a four-week (12 hours) training sequence in which the applrcauon of

behavior principles to the control of their child’s behavior is empha-
sized (McDowell, 1969). They are taught to identify (pinpoint) be-
havior that needs to be inodified. These may:be behaviors whose rate

needs to be increased or decreased: To learn how to-count, graph;’ and”
consequate behaviors, the parents are requrred to modify both an aca-
demic and a social behavior. The Target Behavior Kit (Kroth, 1972)

has been a valuable. aid in helpmg parents to pmpomt and select be-

havrors for modification;

Durmg the next five to six weeks, the M & M mamtams close con-

tact. with the child and his teacher. Continual on- the-job- trammg of
~ the regular-class teacher- is accomplrshed by asslstmg her in the on-
~ going. prescrlptrve process. As the child progresses and masters new
skills, his program must be changed and new skills must ve identified
- and programmed If the child does. not respond as antrcrpated It may
be necessary for the M & Mto tutor him temporarily in order to gather

more relevant'data. This one-to-one tutoring ratio should be of very

brief duration because the M & M must never assume the responsibility
for the child’s education; that belongs to the regular -class teacher and
she must be allowed and encouraged to maintain it. -~ :

At the conclusion of the 10- week- perrod the chrld S, progress is

checked The achievement test is readministered to ascertain change.
in his rate of achievement. The rate of achievement i is computed with
‘achievement at the time: he entcred the program as the base. The °
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snnplest way of shownng the rate of achtevement is by grnph, although

it can be done stdttstlcnlly also.

Demmn Point 1
If the child’s rate of achievement during treatment is h-ghcr than

* before treatment, the direct service of the M & M to the teacher can
- be terminated and regular-class instruction can be continued. Prescrip-
tive instruction should be continued by the regular-class teacher and

- the M & M should remain available on a call basis. The amount of

* change in lcarmng rate necessary for'the special services to be ter-

- minated varies from child to child. Any decision on termination must

involve the parents, teacher, M & M, principal; and other important.

decision makers in the system.
In the cvent that the child has not changed his learning rnte in a
positive direction, or if the rate of change is not satisfactory to the

decision makers, two subsequent actions can be taken: (a) the child
~can be recycled through Phase 1 (the Consultant Phase) of: the system,

or (b) he can be moved in to Phase 11 (the Resource Room).

Phase 1. " The Resource Room/Regulm Class .

Diagnostic Procedures. In Phase I1, dtagnosxs of a different dimen-
sion, which involves a ‘greater array of professnonals is necessary. Be-

- cause the strictly academic program of Phase I was not successful, the.
~ child’s basic learning process must now be studied. Such dmgnosns
includes the testing of his intelligence, .visual perceptual skills, motor-

learniiig skills, basic language skills, psycholmgutsttc skills, and audi-

tory skills; a complete. medical exumm'ltton and a study of his extra-

school environment,

1;71pl€nzentatlorz Procedwes Followmg the in- depth evnluatton a' B
‘meeting is held with all the concerned persons and specific plans are

made for the future education of the child. His educational program

is determmed and. the role and responsibility of each concerned per-

son-are defined, partlcularly those of the parents, the resourcé room
teacher, and the regular-class teacher. Considerable flexibility is pos-
sible as the resource room program is, by design, highly experimental.

The child spends most of his day in the regular class with short
pertods in'the resource room. In this phase, placement 1s made for a

- maximum of 90.school days only and then a decision is made on the
child’s program. The results of the multidisciplinary diagnostic team’s

work: provide the resource room' teacher ( (RRT) with data for- pro-

gramming, and she provndes supplemental instruction: in'the areas in

which the child is experiencing the most dtfftculty The RRT works

with 1ndlv1duals or small groups, schedulmg them for varymg pertods :
‘of time accordmg to mdtwdual needs.. .- - ‘

~ Scheduling is an important. aspect of ‘the resource room s success :

or fatlure Chtldren are not scheduled when it w1ll preclude their par-‘
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ticipation in important activitic 'n the regular class. For example, if a

“child has a major reading p ;, he-is not scheduled in the resource

room during the period that reuding instruction is given in his regular
class. Instead, the RRT helps the regular ~class teacher by giving sup-

.plenmiental instruction.

The RRT functions as an CdLlC’ltlon’ll and remedial specialist, Wlth
the small-group' load, she is able io use methods such as. kinesthetic
and multi- -sensory approaches that require more time than the regular—
class teacher is able to give. The RRT also works on specific communi-
cation and perceptual deficits, such as auditory process, visual motor
deficits, and deficits in language development, which have been deter-
mined by the team evaluation.

The RRT provides valuable assistance to the regular- class teacher
by continuing the con_suitatlon activities of the M & M. She is able to
assist the regular-class teacher in diagnosis, program planning, and
selectior;: of appropriate materials in a continuous, closc, working re-
lationship which helps to assure success in this phase. _

It should be notcd here that the regular-class teacher is still re-
sponsible for the child’s educational program; the M & M and RRT
merely provide expertise to support her. Tne M & M maintains re-
lationships with the child, parents, RRT, and reguiar-class teacher,
and she helps to coordinate all services for ‘the child. The parents
continue to provide instructional assistance at home and they are con-
tinually involved WIth the programmmg of their child.

Diecision Pomr 2

At the end of 90 school days if the f'hlld’s rate of achlevempnl has
increased satisfactorily, two- program actions by the decision makers
are possible (a) the child'is returned to the regular class and special
services are terminated, or (b) the child is returned to Phase 1. If the
rate of achievement has not lmproved satisfactorily, two decisions are
again possible: (a) the child is recycled through Phase Il for-another

90 days (he can be- rccycied only once ‘in- ihls phase) or (b) he is-

transferred to. Phase 11 of the syslem .

Phase lll .
" Phase Il consists of placement in-a special- classroom/resource

room program that has several advantages-over an abrupt placement-

in a self-contained special class. The effect on the child’s s self-concept

".is less deleterious as it allows him to maintain: relat;onshlps with his

peers. Although he spends the majOr part of the day in.a «ecial class,
a small part is spent in the resource room. Placement in Phase III is

limited to nine months; ddmlnlstrauvely, the function of the. spec1al‘
classroomlresource room ‘is :similar- to’ that of the resource room in- _
Phase I1."The specnal classroom has: a small enrollment (10 to 12) S
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which permlts concentrated instruction in specific-areas. Programming
is intense in it and the goal is to return the child to his regular class.
Th? programming concentrates on acad«»mlc progress as well as
on the ‘raining of the basic perceptual processes that had been deter-
mined tc¢ need strengthening by the team dlagnosls The child is pro-

~ grammed according to his modality strengths, that is, auditory learners

can be taught through the auditory channel while their visual percep-
tual functions are strengthened.

Phase 111 is the first time .in the system that responsibility for the
child’s educstional program is taken from the regular-class teacher; it
is given to the special-class teacher, instead. The M & M and RRT
support and provide her with their expertise.

At the end of Phase 111, the child’s rate of learning is re-evaluated.

Decisions at this point-are limited. The child has been in the program

for ncar]y two or three years and the time- limit contract has expired.

Decision Point 3

If the child’s academic behawor shoWs no progress, decisions are
made on the basis of his social development. In the mocel being pre-
sented here, two decisions are possible: (a) the child can be returned
to Phase [l, resource room/regular class, or- (b) the child can be
rveferred to Phase IV, which is long-term placement in a special class.
it the child is recycled through the resource room (Phase 11) and the
desired progress is still not achieved, Phase I11. may be repeated and
then the child must be returned 1 the regular class or moved to Phase
IV, the special class. ‘
Placement in a Phase 1V self—contamed classroom can be made fo:

a maximum period of 36 weeks. Such aplacement strongly suzgests

- either total fallure by the system or recognition that the child’s nrob—
“lems are unique and his _presence is detrimental -to the educatlon of
- other children. Any child referred to Phase IV needs extensite sup-:

port and assistance because he is either so ‘physically handlcapped that
the facilities of the regular class are not adequate or his non- -school
environment has created a sltuatlon that is beyond the scope. of the

~ school to deal with ‘it effectively. He may also be so low in adaptive

and intellectual behavior that he is ‘unable to function in. any setting

. other than the special class. The decision to refer the chnld to Phase IV
- s made only with the approval of all concerned pt rsons.. ‘

. Phase v. I /ze Speczal Classroom

The speual -classroom phase functlons entnrely dlfferently from the_
prcv1ous phases It probably should utilize a well-developed and tested
curriciizm, such as the: perslstent lue—problems approach (Bransford,

1969) or. -social-learning curriculum (Goldstein,. 1969), and lt shcuid‘ .
= lnclnde neavy emphasls on vocatlonal tra1n1ng : ‘
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“Phase 1V. - Alternate

An option at the end of Phase 1V is another component of the
continuum, special residential or day school. In this referral, the child
is placed at a maximum distance from the mainstream and re-entry is
much more difficult. Such a referral is made only as a last resort and
under unusual circumstances.

A child referred to a residential or day faf':hty, or to long-term,
special-class placement in the school, should be given an opportumty

" to re-enter the Fail-Save system at any point. Although the model
allows a child to move toward the regular class during any number of

phases, he cannot be moved away from the mainstream mor< than one

"phase at a time. Each move away vequires an evaluation and a de-
cision by the group of persons concerned with th= child. Parents play

a vital role i1 decision making and in instruction. The regular-class
teacher is allowed to maintain her legal and moral duty to be re-
sponSIble for the child’s instructional program as long as he has any
association with her class. The child is isolated from his peers only as
a last resort, and then for a contracted period of time. Special educa-

tion personnel are under pressure to produce change now—not later—
‘as time is limited by the design of the program.
Careful and judicious use of the model allows special educators to -

protect the human and legal rights of children. The special educators
also have the opportunity to serve the children without the dubious
necessity of labeling them before the service is delivered. Children are

protected' from prejudicial labeling because of language, cultural, or |

environmental backgrounds. The mode! provides the opportumty to

observe a child’s lcarning behavior closely before he is “labeled.”

Above all, the child always has ready access to the mainstream.
One caveat should be noted; however. This model cannot work

,‘wnthout, trained personnel who are dedicated to children rather than

to models. As in any other model, the key to success in this one is not
in administrative design but. in ‘the training and dedication of the per-
sonnel., Undoubtedly, the major reason that the self-contained class

“has failed is related more to people.than to all the other variables that

have been isolated by researchers. Good: pedagogy is not dependent
upon a model. Poor teaching can hldg behind ‘any administrative

‘design.
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Section IV

Commentaries

Where Do We Go From Here?
N Evelvn N. Deno.

Reading through the papers in this monograph, one must be im-
pressed with. the energy, thought, and care that have gene into the
development and-execution of the programs described. The results
achieved by those projects that have been in operation long enough to
have established records are impressive. We can conclude that it really
is possible to develop regular-classroom, operating conditions to meet
effectively a wider range of individual child-learning needs than here-
tofcre has been thought possible. If regular-class teachers express
fears about accepting the responsibility of teaching certain handi-
capped children, their counterparts who participated in these pro-
grams can reply, “Don’t be afraid to try. It can be done We have
done it.”’

Now that we have the demonstration of whar can be done, our
concern should shift to the problem of how promising findings can be

exploited to improve educational opportunities for children on a broad-.

er scale. At the same time, the workers who are already involved in
the search need the opportuiity to build on what they have learned.
They ars important resources for education’s further advance. None
of the authors, fortunately, considers his goals to have been' fully
achieved as yet. :

Many of.the attempts to improve assistance s=rviccs through re-

search into and development of ideas have run into difficulties at the

point where apparently productive practices have been moved from
small-scale operation to widespread application. Sometlmes the re-

sults are not disseminated widely enough to have much impact; sonie-
" times field wotkers choosc to ignore available information out of the

parochial belief that nothing done anywhere else can possibly apply
to their “unusual circumstances”; and, in t:*me cases, esseniial condi-
tions nre niot controlled adquately to yield tnhe earlier gains. Instead of
institt  + <*ndies to determine wiy the iesults obtained in the initial
orkers. throw-out good ideas

in the wash of reactior i’ failu s«

“Little that is startlmgly new was dlscovered about learnmg in-the

programs oescrlbed in this monograph In the main, the programs

167‘,

’ mlportant opportunmes to

build on what has begn invested o szarned in research are lost, and
~time and’ resources wr ”"w.olpated in contmually redlscovermg the
.same old wheels. B
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represent the successful application of propositions that have been
articulated for some time. What stands out is the care that was taken
to sec that working assumptions were adequately tested and important
factors were adequately controlled. In the large-scale application of
these programs, a major problem is likely to be the inability to achieve
adequate control of significant operating conditions.

We now need to consider these reports in terms of how any of their
valuable insights can be put o usc in cducctional programs elsewhere.
It may be helpful therefore, to look for the common threads ihat run
through these ventures in the light of what other research and develop-
ment programs have learned about the processes of dxssemmatron and
mstltutronahzatron

Commonalities

In most of these programs, the central focus of inquiry and training
has been on process. More emphasis was directed to how improvement
can be brought about than to what the ultimate form of action ought
to be. The investigators were more inclined to assume that a final
answer canhot be found rather than that the answer awaited discovery.

This emphasis on process_ probably must be expected in programs
with the primary gosl of producing change. Workers did not assume
that they knew for sui: shat form institutions should change ‘into, but
they knew what they wanted to get away from. Their driving force was

the belief that the conventional approaches to the education of handi-

capped children were not sufficiently profitable to counterbalance the
labeling and segregation constraints imposed on the children as an in-
tegral part of the conventional practices. Tle basic commitment of
these workers has been to search their. bzrsrc devotion has been to the
principle, “First do no harm.” ’

The workers in these program: assumed the uncomfortable per-
sonal and institutional risks that arc "Imost always entailed in attempts
to change the status quo. In their program designs, they recognized
that change and the effort to improve performance quality need con-

- tinuous support because the pul! of tradition is unrelenting and there is
- a strong.tendency to fall back into familiar ways as soon as support

for the change directions flags. Those programs were most successful
in which technology " and - mechanisms: were developed to sustain
change and commltmt’nts were supported strongly at mfluentlal ad-

‘ mlmstratlve levels.

. The programs reflect a common view: If the godl is broader learn-
mg opportumttes for handicapped. children: then it is not enough to
tinker just with the special education system. Many social units govern
what children have the opportunity to learn. These effective elements
need to be brought into productive alignment if new growth and learn-

: mg opportunmes for the chlldren are to be secured Thrs realrzatron
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has called attention to the influences of parents and peers and to
health, welfare, and correction system ‘practices, as well as to the prac-
tices within the regular and special education systems. -

Another commonality is the tendency to employ systems analysis
techniques to tackle the problems of service improvement. A high pre-
portion of the programs might be described as systems approaches 1o
educational service delivery. Program operators considered the social
psychology ‘of institutions, as well as management theory, in designing
and evaluating their stratcgies. _ ‘

- We see, in these. programs, the increasing involvement of geople
who do not identify themselves primarily . special educators. School
administrators, psychologists, physicians, and other professionals are
aggressively and effectively joiring the cause of providing better edu-
cational opportunities for handicapped children. Also, significant num-
bers of special educators are moving into broader roles to facilitate the
process of expanding total system capability. Cross-fertilization and-
cross-infiltration are at work. ‘

Finally, these programs demonstrate the acceptance, by the par-
ticipants, of the responsibility to be accountable, ultimately, for the

- welfare of the individual child and to defend the usc of public re-

sources for him, S ‘

"'hese common elements necessarily interact in practice to deter-
mine the range of problems with which a program is able to deal and
the quality of those dealings.

The Action Arena

As special educators seek to expand the range of opportunities for
children regarded as handicapped, ‘they look upon the educational
mainstream, other. children, other heiping ‘service systems, and, es- .

-pecially, (e home as learning-promotion resources. The movement to

exploit and enhance all of these learriing opportunities started years
ago. On-the-job, vocational training of the handicapped; the training
of pre-school, hearing-impaired children’s parents to' make them ef-
fective “first teachers”; provision of homebound and hospital services;
formal collaboration of special education programs and residential
treatment agencies to provide rehabilitation-oriented education pro-
grams in non-ichool stations; and special education’s long-standing
use of peers as “pushers” of wheel chairs, readers to the blind, and
tutors to the less able are proof that special edzication has not been
limited in its approaches by the assumption that education-is some-
'luang that can be carried on only in school buildings by certified
teachers. ‘ ‘ L SR ’ R
With this history, special education may have to be reoriented less
than regular cducation if people begin to take seriously the recommen-

dations of Coleman (1972), Bruner (1972),"anc_i 6thers that the pur- .
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pose of “schooling” should shift from its present concentration on
acquiring knowledge outside of an action context to learning how to
put information to work in personally and sociaily constructive action
programs. However, we suspect that it may be many years before a
large enough proportion of the tax-suppoiting public will sanction the
use of schools in the ways that are recommended by Coleman and
Bruner to cffect the drastic change in the goals and substance of the
school curriculum. In the meantime, special education can- contribute
to education in gencral its expericnce in the collaboration of schools
and other community educational forces. Special education always has
had to attend to the opinions of consunicrs and refated workers; in-
deed, the growth and lmprovcment of the ficld has been spurred by’
consumer demand.

Special education, -like education in general, ‘needs to expand its
ability to help parents, physicians, and other agents te become more
effective “teachers.” Educators need to accept the counterpart of
Miller’s recommendation to psychologists in his 19¢? APA Presiden-
tial Address. He advised his fellow psychologists to give away what-
ever they knew that might be useful in helping pzople to improve the
quality of their lives. He proposed that l\now]edgp of human behavior
belongs to those who need the knowledge; it is not something to be
harbored as a professional secret. Bruner (1972) suggested that be-
cause intermediate age peers seem to be more influential bchavior
models than adults, we should teach these peers to be more construc-
tive, effective teachers of younger children. Parents are a child’s first
tcachcrs the thread runs on and on:

The impliéations of these points of view are that different relation-
ships should be established among the persons who govern the child’s
experience, and that ‘the packaging of educational services should dif-
fer from the interdisciplinary teams and school involvements that par-
ents have accepted in the past. The impact of these concepts . is re-
flected in the degree to which many of the traii:ing progirams described
here include a component for preparing trainees to teach other adults,
in and out of the schoo! walls, as well as children; the concepts are re-
flected also.in the acccptdnce of consumers as partners to set inter-
vcntlon goals. .

These programs. reflect a. common assumptlon To make com-
munication effective among people of different types and levels of

“educational background, enough knowledge must be held in common

so that everyone can understand the conceptual framework in 'which he
is cxpmtcd to think; and language <~ symbols must be made availabie
to each persvn to facilitate th communication. This belief is-trans-

lated intc: p,ncnce in a number of ways. in these programs, as, for
- example, in ihe development of performance criteria in terms of daily
- life tasks that everyone understands, the.use of assessment’ provedures
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that rclate directly to these criteria, and the general tendency to avoid
protessional jargon. Many of the programs are trying to develop as-
scssn-ent procedures that can be comprchended by all participants in
the caild’s education and that can be used in whatever form is appro-
priate to the participants’ levcls of expertise and responsibility. The
programs do not seem to be dedicated to the maintcnance of a pro-
fessional mystique or the preservation of institutional forms just be-
cause they are there. The energies of the program dcvelopers are in-
vested in helping front line doers do better what thcy are going to be
doing anyway.

Similar comments can be made about underlying theory Explana-
tory concepts of the programs are directed mainly to the clarification
of goals and procedures. Therc is little attempt to stretch any shreds
of whatever theory may be employed to cover all of the unexplained
facts of operation. We get more of a sense of the workers saying, “We
don’t know ali that goes on when a child does or doesn’t learn so we

stay at the level of the functional analysis of the relation between what

we do and what happens in child performance.” The underlying ap-
proach is empirical and-pragmatic: What works? For whom does it

- work? The qucstion of why Somethmg works is left for theorcticians

or tomorrow’s analysis. -

Systems Approaches

Once the assumption is made in a program that a stand- alone spe-
cial education is not likely to meet all the needs of handlcapped chil-
dren, two problems immediately confront one. The first is to maintain
adequate control of treatment quality when so many pcople are in-
volved. The second is to order the activities of the ‘various involved
treatment-vendors so that they do not get in each other’s way. These

problems become potentially serious as more and more specialists”

assume: that they can reach more needs if they work indirectly (by

consulting with front- line werkers) than if they provide direct service.

to needy clients on a one-to-one or small-group basis. The educators
represented here have turned to systems theory for what it may have
to offer for the solution of such problems. They are using systems
analysis to study their own operanons and to develop alternatives for
packaging problem-solving efforts.

Interesting questions have been probed in these programs through

systems andlysls but many need to be probed further. When we talk-
about service that needs to cross many administrative lines, who calls'
the meetings to determine how these systems should interface? How.

can we insure that the meeting will be called at all so that the profes-
sional and agency roles can respond to-a new drum beat? How do we
turn the energy now going into the rotation of problems from agent
to agent, agency to agency, into improving the quality of the child’s
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life? Who monitors whether agents are relating effectively once inter- -
face ground rules have been established? Who follows up to see
whether a child is getting the treatment prescribed or whether he is
talling into the cracks as the responsibility for him is transferred from
hand to hand? Who decides when treatment should be stopped or
changed? In order that operating principles may be consistently trans-
lated into action, who, or what process, mediates differences of opin-
ion which are not resolved througl amiable discussion among the par-
ticipants? Who establishes program management policies and by what
means? The list could go on indefinitely.

Some of thess programs havé been training what ‘may be called
treatment inierfi.e facilitators under such  titles as “Consulting
Teacher,” “Qiagnostic Prescripi’ve Teacher,” *“Stratistician,” and so
forth. Such a persen cannot be fully effective without strong adminis-
trative support. Other programs have invested their résources in a
single schiol building as the next level beyond the home in the hier-
archy of sub-systems that represents society’s institutional approaches
to the socialization of its developmentally immature members. The
Santa Monica program, the University of Minnesota-M x:nreapolis
Fublic Schools projects, and the Rockford, Illinois, effort represent
attempts to upgrade the effectiveness of the functions of a total build-
ing program so that better accommodation to the needs of the handi-
capped can be achieved without referring the child out of the learning
community in which he would ordinarily. participate. -

The basic hypothesis being tested in these building-based ap-
proaches is that if a school building staff is properly equipped (with
materials, suitably trained personnel, physic. 1l space, and administra-
tive and community support), it can devise ways to.deal effectively
within that building with all but the most (:Xc,eptronal needs. Under
these conditions, a building staff should need to refer only a smali
proportion of its catchment area population elsewhere. What that per-
centage may reasonably be 19 one of the pomts under investigation in
these approaches.

The Houston program takes a total local educatron agency as its
level of system concern. The community sanction for such an ambi-
tious goal must be strong. The close, interactive relaticn between Ver-

.mont’s Consulting Teacher program and the state education agency’s

program planning allows the development of a statewide system in

accordance with the evidence of.needs that are acquired.through op-
erations of the system. At one llevel, a system is an instrument for the

continous improvement ot the larger system of which it is'a part.

In a BEH-funded project at the Unrversrty of Missouri, Connally
and Meyen have used a problem-solving approach to develop a per-
formance-based prototype training model for the preparation of cur-
rlculum consultants who - will develop and nmprove mstructlopa] of--
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ferings for exccptfonfll children. Their work utilizes a systems analysis
approach that is applicable to almost any kind of social action problem
(Connally & Meyen, 1972).

Muny of thése programs use an applied bchavnor analysis approach
in the teaching of exceptional children, parents, and teachers; the
design of systems; and the cvaluation of action outcomes. This ap-
proach is applied also to advancing the personal growth of the persons
who work with children toc make the: better helping instruments. We
even see the influence of the approach in those programs that are not
irlentified ax proceedmn exclusively from this orientation. Apparently,
the approach is compatible with humanistic goals.

This approach to instruction fits nicely with systems analysrs ap-
proaches to deiivery system design and evaluation. However, thosc

- who exploit its pote=:‘als most effectively de not restrict their atten-
tion to the limited aspects of nper.tional technique. They exhibit broad

concern for the many fac that need to be taken into account in
sefting action goals, desig: ~atment methods, and judging benefits.

Increasing Involvement of Non-Special Educators

With thc increasing awareness that special cducation obligations
caunot be met simply by referring misfit children to a separate, paral-
lel system, and with the emergence of methods that make possible
greater individualization of instruction for all children, more people
are drawn into the action framework. When- attention turns to the
impact of the total system on who is regarded as handicapped and how
a disabled child’s instruction necds to be managed, it helps to have the
problem tackled by people who are in posmons to provide broad in-

. formation input and to make basic changes in how the total system
operates. Special education programs arc being improved by a signi- .

ficant number of people who are not primarily special educators work-
ing through special education systems. Many of them may say that, in

" fact, they are special educators, although not necessarily so certitied;

because they are coramitted to achieving a $pecial education for every

.¢hild. We heartily endorse this definition when it is effectively op-

erationalized! The implication ‘may be that profound changes are
needed in the administrative organization and in the training of school
administrators, particularly building principals.

The increased. involvement of people outside the special education
system accompanies the admission that whatever the learning prin-
ciples, most of the intervention strategies used. by- special educators
apply to the handicapped and non- handlcapped alike. Highly special-

ized techmques such as braille, mobility training, special methods of

language acquisition for the deaf, and so forth, are needed by only a
small proportion of handlcapped children. Mostly, special education

s the design of strategics to accommodate the learning-relevant dif-
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ferences among handicapped children. Thus, any number of people
may be helpful in achieving these accommodations.

Accountability

Projects operating under federal funding are always required to
provide sonic kind of cvaluation of their efforts. The programs de-
scribed here go beyond minimum requirements in their acceptance of
rcsponsxblhty to show that the children they serve proflt from their
services.

Few of these projects are designed as efficacy studies in which
comparisons are made between one approach or method and
another. For instance, none of the programs that train interface
mediators (Stratisticians, Consulting Teachers, Diagnostic Prescriptive
Teachers,. Resource Teachers, etc.) is designed to compare its par-
ticular approach with other such approaches, with the traditional pupil
personnel or interdisciplinary team approach, or with other kinds of
mediation mechanisms. Workers in these programs may even ques-
tion whether there is any point to such comparisons as they are, at
this stage, far more concerned with the identification of useful proc-
esses than with the form in which a process may ultimately be pack-
aged. Thiey have not yet even refined their present-forms.

The independent design and conduct of these programs under
differing conditions within a context of systematic evaluation provide
some comparative data. At this point, most of these progranis zre.
concernied with the clarification of criteria and it development of

-adequate assessment procedures so that inferences can be drawn fromn

their data with reasonable security. They are tackling problems at the
level of who ought to be accountable for what, and by what methods
accountability can be demonstrated. Once a firmer grasp of such in-
strumental technology is achieved, it may be possible to do more
mcanmgful studies of the relative effectlveness of various ways of
serving.

How Do W(. Move?

If asked, the directors of these programs would probab]_/ say that
they would go about applying the ideas they have gained in these
exploratory efforts with the same basic approach that most of them
used in the explorations.

1. Their plan of movement would recogmze that 1f they are to

..succeed, new approaches cannot be imposed on the people who have

to carry them out. The old planning platitude that change is most like-
ly to be successful when it-involves those who will be affected is trite
but too painfully true to be ignored safely (c.g., Bennis, i972). Proj-
ects with the least effect on their host mstltutxons seem to be thosel
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that werc developcd as relatively isolated “warts” on the hosts, that is,
with little prior involvement of the staff or publics who might need to
sunction the incorporation of innovations if the results warranted their
adoption.

2. The dircctors would prepare the communities (parents, protcs-
sional organizations, students, related agencies) for the changes that
arc proposed, the reasons for them, hov the effects will be evaluated,
and how individuals who may be “dislocated™ will be helped to find
new places in the scheme of things. Pcople do not like to be surprised.

3. The directors would relate realistically to the responsibilitics of

21l social systems. Public obligations are imposed on colleges, health
care systems, and state and local education agencies. These obliga-
tions necessarily govern priorities in the use of the resources which are
made available to execute specific charges. Program workers would
probably reccommend that educators open up to public determination
the decision of how public education resourcss, such as transportation
facilities, buildings, and so forth, should be dcploybd They would
anticipate that significant changes may occur in wno controls the
resources from time to time.

4. The d.rectors would use the scientific mcthod of problcm-
solving, which is employed in almost all of these programs, to assess
change needs, develop hypotheses regarding stratcgies, and continu-
ally test the results of action decisions. They would accept subjective
Judgment and conventional wisdom as guides only when no more ob-

Jective evidence was cbtaingble. They would be prepared to show

data when practices were challénged.

5. The directors would not try . to transfer intact a model de-
veloped in one context without going through the basic process of
assessing whether it best meets the needs of another setting. Neverthe-

less, thcy ‘would point out that they have found lmportalnt common-’

almes in the functions a system needs to cover and in the substance
that all ¢ tcachers and profcssxomls need to know.

Barriers

-.re are hurdles to be gotten over or around to accomplish some

of tiic changes in prdctlce that appear to be reasonable on the basis of

the results obtained in the programs described here. Some of these

hurdles are technological and some are political, in the-broad sense.

of the term. It would be foolhardy to venture an opmlon on which type
of impediment may constitute the greater hazard in the long run.
Because of the reciprocal, dynamlc characteristics of the interaction
botween the two, what hdppens in one redlm can genemte dramatic

~changes in the other.

We invent techniques tc realize ‘goals sct in the political arena

‘(mcludmg the courts. and legxslatlve halls), but expectdtlons g\.nerated
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in the political sphere are colored by evidence of what is technologi-
cally possible. Many of education’s present cencerns might disappear
overnight if a pill that improved learning ability significantly came on
the market. On the other hand, political forces now support the strug-
gle to assess learning needs and carry out treatment in ways that stig-
matize children less and are less socially rejecting of differences among
children. The need for these measures was recognized by special edu-
cators leng before the courts mandated attention to the IQ testing
problem. However, it was treated mainiy as a professional problem to
be tackled at the usual slow pace of academic research until outside
political forces made it a political issue that demanded aciion now. We
can safely assume that this kind of interactive rPlatlon will always need
to be dealt with. .

Teacher attitudes

A common reaction to recommendauons that more handicapped
children be served within the cducational mainstream is the contention
that the attitudes of regular teachers toward the handicapped and their
teaching responsibilities will need changing before these different
children. can find. a satisfactory educational home in a regular-class
setting. The EPDA/Special. Education experience seems to support
the propositions that (a) the degree of anxiety felt by regular teachers
is closely tied to the degree of confidence they feel in their ability to
manage a situation, and (b) feeling flows from action as much as action
flows from feeling (e.g:, William James’ proposition that we do nct run
because we are scared; we are scared because we run).

The evidence obtained does not seem to support the idea- that
chanye of practice ‘should wait until we have been able to promote
attitudes fully receptive to the change proposed. The wait could be
long and civil rights have alrcady been too long -abridged. The ..vpo-
thesis that strong public and administrative support: for changes in
practice, accompanied by simultaneous educative interpretation and
competency - bu11d1ng, is sufficiently validated by the programs de-
scribed here to warrant the continuation of the push to chdngc prac-
tices now. | :

‘Public Attitudes

<1t is difficult to predict how far the general public is willing to go -
to support the change of cither basic or particular school practices.
Too much has already been written to justify a lengthy discussion of

_ the quiestion here.- However, it may be appropriate to consider some

aspects of it because whatever the schools do:must. be sanctioned by a

--sufficiently large or pohtlcariy strong enough conwtltuenc_y for change

to be possible.’ _
- Maintaining handlcapped children in regular classrooms is part of

" the broad. trend toward mamtammg handlcappe.l persons of all ages in

z‘, . BN

1767




as “normal” life conditions as is effectively possible. The thrust for
integration in school is cut from the same bolt of cloth as the develop-
ment, for the retarded, of community living centers—small homelike
residences—which allow them to receive training and to work in com-
munity stations. Segregated institutional living is dehumanizing too
often for both those who exverience it and those who perit it.

As such living units begin to be built on sites that have been
selected with due regard for ease of transportation to school and work,
community recreational possibilities, or other rational considerations,

~we find that nearby residents mobilize to resist such “intrusion” on
the same grounds that they usually advance to resist the building of
low-cost housing: They fear that “undesirables” will be brought into
their midst and property values will depreciate, the peace of the
neighborhood will be disturbed, their children will be raped, crime
will increase, andi so on. At a recent public hearing on whether a city
council should grant a permit for building a living center in a suburban
community, a protester remarked that speaking out publicly on con-
cerns truly felt was difficult; it was like “talking against motherhood”
to speak against something deemed beneficial for the retarded. If the
protestor is reading public sentiment correctly, much progress has
been made in the public awareness of the rights of the retarded and in
the public willingness to view the matter as a moral issue.

The values of integration reside not just in the right of the indi-
vidual child to participate as fully as possible in society’s satisfactions,
but in the opportunity for broad public education that is provided
when children at an early age participate in a learning community in
which human differences are accepted as a fact of life to be cherished
and respected, not something to be feared.

Administrative Rigidities

It seems obvious that changes are necessary in the ground rules
“which govern practice before full release from traditional constraints
can be achieved. Some of the limiting bureaucratic regulations are, of
course, rooted in law. Nevertheless, we see in these reports evidence
of the degree to which important advances can be made within the
‘ >confines of present categorically based laws and administrative regu-
lations. Furthermore, the state and Federal agencies scem to be willingeg
3‘ to take @ hard look at the effect of their rules on practice and to try to
| do as much about it as they can—and it appears they can do a lot to
” relieve the constraints. -

Technological Limitations

One of the primary problems confronting us now is our need to
devise means for insuring the protection of individual, handicapped
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child-rights to good growth conditions while, at the same thae, we do
what we can to insure that right for all children. The problem, of
course, leads to the question of what proportion of its resources the
public is willing to invest in maximizing the growth opportunities for
all of its children. In turn, this question is entangled in the funda-
mental economic question of how socnety believes its resources should
be distributed.

Within this whole context ofsocml-polltlcal-cconomlc issues, there
are questions of whether we can devise techniques to- allocate our
resources in ways that allow us to determine whether the investment is
worthwhile in terms of its basic, social purposes. The task is enormous
in magnitude and it needs to be addressed strenuously and with strong
resources. Some embryonic solutions can be seen in some of the
projects presented here, but the development of adequate assessment
technology remains a priority need if the social goals which fired the
movement toward more opportunity for the handicapped to partici-
pate in a wider learning community are to be achieved. If evidence of
value cannot be presented after the effort is made on moral grounds,
there is danger that adverse reaction will set in and isolate even more
than now the children who are different.

We maintain our faith that public opinion responds to sound
evidence. We continue to believe that the various communities that
need to support less alienating treatment (consumers, taxpaying cor-
porations, individuals, professional groups, etc.) have a right to ask for
proof that the moral goal we advocate is better approximated by the
means we advocate than by some other way. We have a heavy re-
sponsibility to get on with our tasks of technical development:

References

Bennis, W. The sociology of institutions or, who sank the yellow submarine’." .
Psychology Today, 1972, 6, 112-120.. :

Bruner, J, Nature and uses of immaturity. American Psychologist, 1972, 27,
687-708.

' Coleman, J. The children have outgrown the schools. Psychology Today, 1972

5,72-75, 82,

Connelly, A., & Meyen, E. Training program for the preparation of curriculum
specialists for exceptional children. In L. Schwartz et al. (Eds.), Pro-
ceedings of the Special Study Institute: Innovative non-categorical in-
terrelated projects in the education of the handicapped. Florida State
University, Tallahassee, 1972, 18-19.

178



Reflections on a Set of Innovations

Maynard C. Reynolds
Professor, Special Education and
Director, Leadership Training
Institute(Special Education
Uriiversity of Minnesota

Like other observers of special education, | believe that the field
is facing some critical problems in this decade of the '70's. We find old
patterns of special education services eroding everywhere, especially
in the cities, and serious challenges to some procedures being voiced
by the courts. As a start in making necessary changes, we need
to draw up new cognitive maps to chart our terrain and direction and
we need to revise administrative and instructional arrangements to
provide new and better services. This monograph is the second publi-
cation of the LTI/Special Education devoted to those goals.

Most of the programs described here are concerned primarily with
those children who are most likely to be accepted in the mainstream of
education—the mildly and moderately handicapped. The models focus
on providing new arrangements for such children at the critical point
of interface between regular and special education. Because the inter-
change across the boundaries is certain to be very active over the next
decade, the approaches to education taken by the project investigators
deserve serious study and consideration. As a relatively close observer
of a number of the projects, I believe that they represent some of the
promising ways of meeting this active and challenging aspect of special
education, but | also believe that each faces a number of problems
that must be recognized and solved.

‘A program that focusses on mildly and moderately handicapped
children and stresses the necessary interchanges between regular and

-special education can easily be misinterpreted as neglecting children

with more serious handicaps and the highly specialized resources they
require. It is quite likely that too much of an emphasis on the “main-
streaming” of handicapped children will provoke counter-movements
in defense of special education in its more distinctive forms. Hope-
fully, it will not be necessary to expend our energies on giant swings
of the ideological pendulum between mainstreaming and whatever its
opposite pole may be.

Clearly, our commitment should be to education for all children.
[t can be argued that only as services to mildly handicapped children
are reasonably successful can the case for more and better education
for seriously handicapped children—all of them—be made credibly.
Evelyn Deno, the editor of this monograph, and 1 and many others
have advocated a “cascade” concept of special education administra-
tive arrangements, an idea that embraces manv kinds and levels of
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instruction and services to meet the needs of all children. It is notable
to me that although the concept is not mentioned by name, its prin-
ciple is evident in some of the programs described here.

- The Context for Change

The assumption is incorrect that the delivery of special education
services can be transformed directly and easily from, for example, a
special-class model to a resource room or consulting teacher model,
simply by training and inserting new personnel in unchanged schools
and systems. To make the transformation, fundamental changes are
required, changes that involve educational personnel, parents, univer-
sities, and state departments of education. Some of the ways in which
such persons and institutions are involved are as follows:

I. Changes in special education must be understood and sup-
ported by school principals and other administrators,

2. Special educators themselves—at least a sizable proportion of
them—must be convinced of the need for change and they must be
vigorous and flexible enough to make the changes.

3. State departments of education may be required to change
certification standards for teachers and to revise regulations on such
maiters as program standards and special financial aids.

4. Changes in programs may necessitate the difficult re-designing
of training programs in nearby colleges and universities.

5. Individual parents and organized parent giups may be deeply
apprehensive of “decategorization” or of other issues.

6. The pupil personnel workers in the schools and in the com-
mumty may not be attuned to the changes.

7. Negotiations to change patterns of collaboration may need fo
be undertaken with school systems curriculum specialists in various
areas.

8.- Teacher organizations, in scrutinizing some of the plans, may
offer resistance to various parts of them.

These facets of change in the delivery system are only a partial
listing of the total number that must be considered.

Time and resources are necessary to plan for change in the context
of schools. Unfortunately, many school systems do not have the ca-
pacity to deal with all the problems of change. Somehow, special re-
sources must be made available for the support of school leaders who
undertake the difficult problem of redesigning epecial education
programs.

A specific decision that must be made in communities wishing to
change the special education program is. whether to institute the
changes gradually or massively and rapidly. The Houston plan illus-
trates an attempt at massive change in a short period of time; the Min-
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neapolis program of cstablishing resource centers represents a less -

rapidly paced program; and, between them, is the Vermont plan
which, from the beginning, was explicitly oriented to instituting
change by stages in the whole state. There are good reasons for being
pessimistic about the use of gradualism in the reform of schools; the
strategy of starting with an exemplary program in a limited situation
and then depending on the ripple effects to permeate and change the
system has not often succeeded. Thus, it might be argued, that changes
in a school district may, from the beginning, just s well be sought on
the broadest possible front.

On the other hand, attempts, for massive and rapld change run the
risk of colossal failure while more gradual programs, such as those in
Minneapolis and Vermont, appear to be progressing solidly through
their respective systems. Perhaps success-is possible through either the

gradualist or revolutionary mode but, since massive, rapid changes -

require resources, commitment, support, and energy that few school

systems are likely to possess, most systems will probably do well to

take the longer course.

An equally 1mportant fonsideration is to allow time for the system-
ic instatlation of innovative programs and the development of under-
standing and support in the concerned segments of the community.
Changes, in their early stages, are likely to be superficial and fragile.
Sometimes their surface aspects, such as the rearrangement of the
school's internal architecture, the scheduling of frequent teachers’

“meetings to discuss new topics, and the display of new kinds of data

on bulletin boards may persuade observers that major changes have

becn accomplished, Yet, e basic regularities may not have been

altered. Fundamental changes of the kind discussed in this monograph
require several years of contiiuing and intensive work to penetrate
such dimensions as curriculum, child study, admlnlslratlon and teacher
preparation.

Hopefully, it is also apparent that not all innovations succeed at
uniform rates and, consequently, evaluation should be specific and
situational. Even with new arrangements some children will continue
to have difficult problems in education. New practices, therefore, must
be continually sought for the children who are poorly served by the

delivery system in v, however innovative it may be, and the person- -

nel working with t ‘hildren must be ready to revise the programs or
to introduce new o '

* Notable Features of Innovative ngrams
The training and service models outlined in earlier chapters of thlS

‘monograph share several features that help to solve major problems

in special education. Four of these features are discussed here.

181



Enhanc&l Child Study Resources in Individual Schools

In many school programs of the recent past, children considered
for special education services were referred outside their home schools
for diagnosis and for recommendations on programs and placements.
The child study procedures used in this mode were time consuming
and, consequently, the referral lists literally became waiting lists. The
tendency of the psychologists, social workers, and other experts who
examined the children was to consider them with little reference to
their school environments. As a result, the reports were considered to

‘be dull and useless by most teachers, :

This whole process has been changed in many programs now be-
ing developed. Instead of referring the child to an external child study -
facility, the programs enhance the diagnostic capacity within his home
school. The diagnosis, thus, relates the child’s problems and the school

situation. Referrals to specialized diagnostic teams are reserved for

children with the most complex problems.

It must be counted as a major “plus” that more children are being
studied in their environments and without referrals or waiting lists.
When studies of children are made by personnel who remain with the
children in their schools and maintain the responsibility to follow
through with programs, the probability of more useful service to the
child is heightened.

New Roles

One of the ways to achieve an increase in in-school strength in
child study is by creating new roles for teaching and consulting per-
sonnel. Psychologists, social workers, and counselors may no longer
be assigned to every school building; instead, there may emerge a
“consulting teacher,” “resource teacher,” or “diagnostic team” of
teachers who have been upgraded by training to perform the functions
formerly handled by highly specialized personnel.

In the process of making such a change, psychologists, social
workers, and counselors sometimes assume a trafning role, that 1, they
become trainiers of the persons who perform the more general roles
in the individual schools. This trend presents one very promising al-
ternative to the use of strict specialists who keep children waiting in
long lines at the clinic doors. : ‘

Field-Based University Training -
Many of the training programs presented in this monograph have

been' conducted cooperatively by institutions of higher education and

local schools.- At a time when some writers are doubting the future

~ role of colleges and universities in the professional training of school

personnel, a view that appears to emerge from disce.vagement over

past performances, the reported collaborations are indeed significant.
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In a number of the instances, the joining of resources by colleges and
schools to do a job that neither could do alone is very encouraging.

Perhaps the imost remarkable single instance of this collaboration
is the Vermont project wherein consulting teachers are trained co-
operatively by the University of Vermont and the public schools of the
state. A feature of the program is that the consultants are authorized
to become continuing agents of the University and to serve as instruc-
tors of approved courses in their field stations. One can be greatly
encouraged by this aspect of University-school collaboration; perhaps
the universities can train teachers after all, despite the claim to the
contrary of a recent volume cntltlcd The University Cant Train
Teachers.*

An aspect of the IHE- LEA collaboration is the emphasis on
basing major parts of the training program in field situations. Training
programs are widely favored today when they emphasize the pro-
cedural rather than the propositional aspects of knowledge and when
they stress a performance rather than a strictly cognitive test to deter-
mine competencies and credentialing. It is clear that the programs
described in this volume either fit these trends or, at least, are develop-
ing in that general direction.

Some Problems and Concerns

Careful observations have suggested that the process of change, as
described in these innovative programs, has not been entirely free of
probler::s. Several concerns and problems that need attention are in
the following areas:

Retraining Pupil Personnel Workers

Ir many school situations, pupil personnel workers are finding
their work greatly devalued, at least in those aspects that relate to
special education. Much of the traditional testing and classification -
done by school psychologists, for example, has been discredited by the
courts and candidly dismissed as useless by many educators. The
decentralization of administrative arrangements in many large cities
has thrown pupil personnel workers into new neighborhood groupings
at the very time that testing and specialists of all kinds are being at-
tacked. As a result, many of the workers are self-conscious about their
roles and more than a little frustrated. |

Problems are heightened in situations when the persons employed
have had only marginal training and insufficient capacity to move out

to new fron‘uers For example psychologxsts who have been trained

* James Bowman, Larry Freeman, Paul A Olson, & Jan Pleper (Eds.), The
_University Can't Train Teachers. Lincoln, Nebraska The Umversnty of Ne-
‘braska Cumcu]um Development Center, June 1972,
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primarily as psychometricians and have had only introductory training
in remedial instruction, mental health, and special education find them-
selves in little demand for their accustomed services and in poor osi-
tion to deliver services from the broader domain of psychology.

A special challenge exists in the several settings where new modes
of special education service are led by vigorous advocates of applied
behavioral analysis and contingency management. There, pugil per-
sonnel workers of other persuasions or these who lack backgrounds in
Skinnerian procedure are sometimes badly frustrated. Retraining pro-
grams, however, probably will be of help to some of them. 1t would
be useful, perhaps, to all the persons involved in such situations to de-
velop dialogues at several levels to make explicit the alternatives that
are available in such areas as measurement, diagnosis, and consulta-
tion,

The Gifted

In the restructuring of special education that is underway, one
must hope that attention will go to all children with special learning
problems or needs, including those who have the ability to learn more
rapidly and to perform the most complex of tasks. So far, there ap-
pears to be less focus on such gifted or talented children than might

‘be desired. When consulting teachers, resource teachers, or other sup-

port personnel are employed in the schools, we must hope that they
will give equal attention to children whose rates of performance are
already very high and who need to be challenged intellectually by the
materials and instruction available. One of the cenditions that may
need to be changed is the financial provision for them. Federal and
state officials should make it possible to join programs relating to the
handicapped and the gifted so that special education personnel can
service the full spectrum of exceptional children without constraints
by governmental regulations. - - |

Adequacy of Diagnosis _ |
A fundamental concern of special education programs is that too

often changes may be no more than a rejuggling of administrative ar-

rangements within the same doubtful provisions of the delivery system.

It is appropriate, therefore, to look with-great care at the basic ade-

quacy of the diagnostic and treatment procedures that are emerging.

" Atleast two major ideas are apparent in recent programs. The first

is the development of consulting procedures that maximize the utiliza-
tion of resources already available within the staff complex of the
school. The consulting teacher or stratistician, for example, appears to

- work most often, not as a “specialist” in diagnosis and treatment, but

as a colleague who can eiicit from and encourage teachers to use more
fully and openly all of their talents, skills, and insights. His/her moc
of operation sometimes explicitly rejects the notion of the “expert” and
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assumes that schools have virtually all the personnel resources they
need to solve the majority of learning problems if the personnel but
carc deeply enough and try hard enough.

A sccond common paradigm in emerging programs is that of the
applied behavior analysts with their techniques for task analysis, pre-
cision teaching, charting, and contingency management. Undoubtedly,
these procedures are enormously useful. Sometimes, however, pro-
grams oriented to these principles are weak on the stimulus side. Oc-
casionally, one sees instructional programs in which consequences are

~ managed with much ingenuity but stimulus materials are neglected.

More interaction among behavior analysts and curriculum special-
ists is nceded.

Much of the diagnostic work that goes on in some centers at the
level of modality preferences is, in this viewer's opinion, mostly a
doubtful enterprise. If this is the wine that is being vended in new
bottles, it should be recognized as pallid fare. Hopefully, more atten-
tion will be given to details of diagnostic and instructional procedures
over the next few years and the best of emerging practices will be im-
plemiented-on a broad front.

Work with Parerits _ ' 1

Many of the emerging programs involve new conceptions of hand-
icaps that should be carefully interpreted to individual parents and

- organized parent groups. It is a fact, apparently, that’ some parents

can derive comfort when their handicapped children are diagnosed as
having a specific problem such as dyslexia, perceptual impairment,
brain-injury, Strauss syndrome, menta! retardation, or learning dis-
ability. When school programs are organized to bypass such classifica-
tions, the problems of interpretation that are entailed can run the
gamut from new slants on thé individual child ali the way up to par-
ent-group labels and the language used in Federal legislation.

In this context, the desirability of dealing with- children individ-
ually and with very little dependence upon single categorization: sys-
tems for diagnosis and treatment can be assumed. Parents, school

~ policy makers, and legislators will surely find it encouraging to see

orofessionals in the field of special education move to early inter-

. ventions and to refined diagnostic/treatment procedures that are dif-
‘ferent from those of the past. But that the new approaches do not

come as a surprise to parents anywhere requires that efforts be made
to educate them and the commumty :

Conclusxoné

Specnal educatlon is in the process of major changes Some of the
models for new approaches to training teachers and serving miidly and
moderately handlcapped chxldren—-——and hopefully, glfted children, if
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programs are extended in ways that seem quite feasible—are outlined
in this monograph Perhaps the most remarkable feature of the emerg-
ing models is the interchange between special and rcguldr education
that is developed by each. |
Boundary 'lines between separate “regular” and “<pec1al ' systems
are less and less discernible than in the past. Thus, it is evident, where-
ever special education has vitality, conviction, and reasonable quality
it can be a major force for the redesigning of all of education—to the
end that all chlldren will have truly equal educational opportunities.
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