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PHILOSOPHY STATEMENT
- J -

Since an appropr1ate educat1on for all except1ona] students@has

1]

mandated by the ]eg1s]ature of the State of F]or1da effect1ve beg1nn1ng {,l
the school year ]973-74 the School Board of A%achua County deve]oped )

" an educational program to fac1]1tate the educat1on 'of children and yduth .
who are behav1ora]]y d1sordered Thus, 1t is th@-pqs1t$on of the Alachua~
Count;~3uhiwc Schoo]s that all chtidren have the right to this prbgram
‘which meets their specific needs and enhances the1r qua]1ty of life. fhe -
program is designed to 1dent1fy contr1but1ng factors, deve]op‘an appro-
pr1ate/1nd1v1dua]1zed program, and'he1p the student to return and function
in a pos1t1ve way in the regu]ar classroom sett1ng Appropr1ate educat1ona1

' \_interventions as_determ1ned by the, student S present needs may focus on
skill dévelopment 1n the cogn1t1ve, affectiye and/or psychomotbor domains.
The professional educat1on team, parents,aand commun1ty4as well as the stu-
dent are all v1ta] components in deve]op1ng, 1mpTement1ng, ahd eva]uat1ng
the educational exper1ence_desT§ned to fac1]1tate the student 's growth It =~
is the respons1b1]f%y of a]] members of. the profess1ona] education team
(regu r classroom teachers, spec1a] teachers, adm1n1strators, psychologists,
therai?s:s?ﬁEt .) to work toward ach1ev1ng the opt1mal learning env1ronment

I \

for each identified sStudent.

:, Therefore, it 1s ouy be11ef fhat the overa]] goal for the educat1ona]

program for emot1opa]]y d1sturbed students is to deve]op a cooperative
effort among schoo] personnel to he]p return the student to the basic school
" program as well as to society in general as an effectively contributing

member,




~

DEFINITION AND tﬁARACTER}STICS'OF EMOTIONAL[Y'DISTUB@ED STUDENTS

1 ' *
P .
* '

« Before, any program for the emot1ona1]y disturbed can beqoperat1ona]

and effective, you must f1rst have gu1de]1nes "to fo]]ow in 1dent1fy1ng
" this target popu]gﬂf“n. Alachua County has fo]]owed the State Gu1de]1nes
_in their de%1n1t1on and cr1ter1a for e]1g1b111ty for program for the

- !
o emot1ona]1y d1sturbed o ..

- \. The fo]]ow1ng def1n1t1on and behavior characfbr1st1cs are used as

- Ld
v -

gu1de]1nes An A]achua County:
%

-

An emot1o a]]y d1st§rbed student’is one who exhibits *consistent and. - .

‘activity; on hyperse.sitivity. SBER 6A-6.30](6)
e A ihi]d is eligibl
disturbed if: ' = A

foq_p]acement in a program for the emotionally

1. Enro]]ed in or e41g1b1e for enro]]ment in the publia schools ofy
. district; - . . ) - -

2. Exhibits’ learning pLQb]ems that are not due pr1mar1]y to mental

v ' retardat1on,
3. Exh1b1ts severé behavior disorder that cannot be controlled or’
e]iminated by medical intervention; . . ;

' 4.“'Exh1b1ts an inability to build or maintain satisfdctory interper-
~ -,sona] relationships with adults and peers;
' _, 5. Exh1b1ts a combination of the following characteristics to the
__— extent that he or she cannot take advantage of or respond to the
- basic program: \
a. General CharacteristiCS'
* (]) AR inability 'to learn that cannot be explained by 1nte]-
<
lectual, sensory or health factors;
(2) Inappropr1ate types of behaviors or fee]1ngs under nor-
. mal c1rcumstances,

> .
A}

*Pérs1stent--exfst1ng for a long or longer than usual time; continuing in a
course Of action without regard to opposition or previous failure.

*Consistent--marked by harmony, regularity or steady continuity throughout
showing_ no s1gn1f1cant change, uneveness or contradf€t1on .

| 5 (2)
RC g




b.

\
\

‘e

(3) General pervasive mood of unhappiness or depression;
- - . ) - -

'(4): A ‘tendancy to develop physical symptoms, pain of fears

associated with personal or,school problems.

A more -precise 1ist of behaviors that may be observed in the
student are as follows: °

3

" (1) Short Attention Span: wunable to concentrate; not able.

to pay attention Tong enough to finish an activity;

" (2) Restless or Hyperactive: moves around constantly,

fidgets; doesn't seem to move W1th a purpose in mind,-
- . picks. on other children; -

* (3) Does Not Complete Tasks: careless, unorganizea'approach

to activities; does not- finish what is started, does not
seem to know howito plan to get work done;

(4) Listening Difficulties, Does Not Seem to Understand:
- has troub]g following directions; turns away while others.
are talking, does not seem interested;

- (5) Avoids Part1c1pat1on With Other Children or Only Knows

How to Play by Hurting Others: stays away from other
children, always Pplays alone, leaves a group of children
when an activity is going-on,-bites, hits, or bullies;

)
Avoids Adu]ts stays away from adults, does ipt ]1ke to
come to adults for attention;

: s
Repet1t1ve Beﬁav1or does some unusual movement or repeats

wordB over and over, cannot stop act1v1ty himself;

*

R1tua1Jst1c or Unusual Behav1or has a fixed way of doing
certain activities in ways not usually seen in other chi]dren;.

Resistant to Discipline or Direction: impertinence, defiant,
resentful , destructive or negative, does.not-accept direc-
tiops or training, disagreeable, hard to‘manage, destroys
materialts or toys delibérately;

Unusual Language Coﬁf&nt. (b1zarre strange, fearful,
Jjargon, ' fantasy) very odd or d1fferent talk with others or
in stories; «

Speech Problems: rate--speech that is unusually fast or
slow; articulation--difficulty making clear speech, re-
peating sounds, wWords or phrases, blpcking words or sounds;
vo1ce--unusua11y Toud, soft, high o ‘Tow, scratchy; no
speech--chooses not to talk or does not know how to talk
so that others can understand .

- (3)
9
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" . - (12) Physical Complaints: talks of being siek or hurt,
’ - - seems tired or without energy;

£
|
|

(13) Echoes Other's Speech: repeats anothér person's wotrds v
without intending for the words_to mean anything;

(14) Lack of Self-Help Skills: unable to feel self, unable
to dress self, unable to conduct toilet activities un- .
© aided, or to carry out health practices such as washing
. hands, -brushing teeth, etc.; .

(15) Se]f-Agress1ve or Self- -Derogatory: does things to hurt v
. se]f says things about self; *

0

(16) lemperamental Over]y Sensitive, Sad, Irritable: moady,
* easily depressed, unhappy, shows exteme emotions and

feelings; ] /,,////

B (17) Withdrawn: daydreams a great deal, does not mingle freely
with other children, giv es in, comp]1es without much- show
of feeling (but may occas1ona]]y "blow-up"), not intluded
by other, children; doesn't have-friends, tends .to be an

1so]ate," out of touch with reality;

(18) Anxious: " keeps ask1ng,"Is this right?" "Did I do this
right?", wants constant reassurance, has nervous mannerisms,
f1dgets, bites nails, chews penc1]s, etc., seldom satis-
‘fied with own performance tends not to get finished,

- pers1stent tends to over-study; tends to be preoccup1ed
with d1saster accidents, death d1sease

These criteria shou]d be used to 1dent1fy seriously emot1ona]1y dis- ,1
turbed students, not students exh1b1t1ng classroom management or "behavior"

N “brob]ems. Students should bé provided careful diagnosis so that pjacement

i inappropriate programs can be avoided. .
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SCREENING, REFERRAL, IDENTIFICATION; PLACEMENT, AND DISMISSAL

.
e ) w

¢

A systematic screening procedure t\‘jdengjfy inappropriate student -
behav1or patterns has been adopted by the A]arhua .County Schoo] District
for 1975-76. | |

»

” The process is as follows:
. J. School personneT identify a student who may have a-problem.

2. 'Principal. is responsible for conducting a Case Study Conference
and completing the Case Study Conference Form* and the School
Problem Screen1ng Inventory.* , N

a. Evidence of requ1red participants (counselor, referring
teacher, any Except1ona1 Student Education school personne1

parent or guardian or parent surrogate).

b. Social history*and parents' perceptions of child's behavior -
. at home given by the parént.

C. Statements 0f problem discussed.

3. Principal is, responsible for seeing that every item of the
Psychoiog1c€ﬁ Services Referral Form* is comp]eted

’

4. Principa] is responsible for contact1ng the coord1nat1ng psy—
. —cho]ogfgieat_asye ological Services and set up an appointment

for psychometr1c/psycho]og1ca1 services that involve that school. -~

-,

5. Parent notified of referral for psychological testing.

. 6. Psychological Services notifies school of any additional data: -
neéded to be compiled at the school-and sent to Psycho]og1ca1
Services. ‘. :

7. .After receiving all of the above data and further evaluation, a
N psychologijcal report is written and sent to the school. Report
and attached data from the school must show evidence bf the following:

a. Intellectual Ability as measured b} a standardized instrument

such as Slosson over 90, or Wechsler Intelligence Scale(s) or -
0 . Stanford Binet Intelligence Scale or Cattell Culture Fa1r
Intelligence Scale. g Lo
“b. Achievement Level as measured by a standardized instrument Such
as Wide Rande Achievement Test or Peabody Individual Achievément o
Test or Key Math or Woodcock, or any individually administened
achievement test. These scores should be recorded in stanines,
percentiles, grade equ1va1ence and/or expectancy age. Thes
, achievement tests can be given by school personnel and thes
test protocols evaluated by Psychological Services personnel. }

B h 3 -
! *Copies of these forms can be found in Appendix A :

- ) N {

Q . (5)11




c. 'Psychological Processes as measured by a standardized instru-
ment such as Wepman Auditory Discrimination Test, Developmental

f/) Test of Visual-Motor Integration (Berry), 111inois Test of

Psycholinguistic AbiTities, Frostig, selected syb tests of the
Wechsler scales, Detroit Tests of Learning Aptitude, Bender

Gestalg, Slingerland, etc. « . |- N
‘a“ ‘ d. Social-Emotional béve]opment as measured by instruments designed,

to obtain: (#1 required for all -areas,- #1-4 required for ED)

(1) Behavior data collected over period of time by referring -
teacher (anecdotal records, normed rating:scales such as .
Devereux, Behavior Problem Checklist, Ottawa School
Behavior Checklist, Adaptive Behavior Scale, etc.).- : a~

(2') Parent Perceptions (Vineland Social Maturity Scale, AAMD,
or information obtained on Case Study Form). | )

t (3) 'Personality assessment (Draw a Person, Bender, Children's
Apperception Test, Thematic Apperception Test, etc.). ’

° -

(4) Direct observation o Tess than three times (CASES or
A district made form). ’

e. Psychologist §va1uation of'above data. o

sible for conducting In-school Staffing Con-

-

8. Principal is résp
ference and completing the Staffing anference Form.*

L 2

a. Evidence of these required participants:

(1) Principal "\

(2) Ccounselor

(3) Referring teacher

24; Possible receiving teacher 7

5) Social worker or. home-school coordinator (when available)

(6) Exceptional Student Education representative (necessary
for all ED self-contained considerations)

: - (7) "Clinical psychologist or psychiatrist (necessary for all -

. ) ED self-contained considerations) )

(8) Others
b. Program recommendation.
c. .Alternative and/or treatment plans tried and their results.

9. Principal is responsible for sending-all of the above information >
to Exceptional "StudentEducation Department for certificatjon of
eligibility. ‘

10. Exceptional Student Education determines e}igibilify, senda form*
and data back to school.

t

.

- . o

'*Copies of,thesé forms can be found in Appendix A

6) 19 - .
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11. Pr1nc1p;} 15 réspons1b1e—for conduct1ng an. In school P]acement
Conference énd completing all 1tems on the bottom half of ‘the

. . . - .
. . . , . .o . ¢
. . . .

. e]ﬂg1b411ty fOrm N2 ) ‘ . -
"o ~ o« / ¢ v '. - . . » \ ‘ __J
N Evidence of thesé required part1c1pants o, .o O

' . ' i (1) Except1ona1 Student Education teacher i
: . (2) Referring teacher
(3) Pr1nc1pa1 and, counselor (they s1gn the e11g1§£11ty formf
b.* Written statements req01red for treatment strat¢g1es and p]ans
+ for fo]]ow -up. - - e

> -
>,

~

12- “ Principal is responsible for parent'not1f1cat1on of placement’ change,
*and dué proress. = - - . .
.13": é&rhc1pa} is responpsible for p]ac1ng the student in a. spec1a1 pro-
gram only after- pa?ent not1f1cat1on is s1gned and on f11e in cumu-
) 1at1ve folder.. -« o , . r;

. . s pHt

¥

v 14, Pr1nc1pal is respons1b1e or returning the yellow copy of the eli- -
Cgibility/placement. form fto Exceptional Student Education with date
,parent'not1f1cat1on pq\? is on file; wh1te copy sent to Psycho]og1ca]

Services.

-~

15. Principal*is responsible for_conducting an in- §choo] staff1ng )
for continuation or dismissal from the program at intervals
or“upon request; and is respons1b1e for distributing the .
wr1tten repo?t to appropr1ate departments ‘.

16. Any ‘paper work generatgd 1-15 above must be in the student s cum- . -
s Ulative fo]der together as a un1t within thaf”tumu]at1ve folder.
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DESCRIPTION OF THE FIVE INSTRUCTJONAL PRQGRAM MODELS . N
" FOR [EACHING EMOTIONALLY DISTURBEﬂlSTUDENTS \ .
) “ . .4 . J I‘ , ' ) ) ) ] . . . . . l.‘ ‘ ' ’
B "Model [: ~Self-contained Classroom ) . .

’ »

Ratibna]e' ) L I =

Tbe 1og1ca1 bas1s for the ug e of a se]f conta1ned classroom for
. iy s
. emot1ona11y d1sturbed children 15athe sevér1ty of the- d1sturbance It .

. ~
facilitates adm1n1strat1on and g1ves the ch1]d a-place in wh1ch he can

-

- feel cOmfortable for his ent1re SchooT day

L)

This: Fode] a]so prov1des the child with the same teacher, a]]ow1ng

LY

for the estab]wshment of better 1nternersona1 re]at1onsh1ps Wh1ch in- U7

»

Ve
grease se]f conf1dence 1n the d1sturbed child and prov1des a setting of

. 4

peers with whom the emotfana]]y d1sturbed ch1Td can relate.

-~

Th1s mode] prevents countermode11ng, i.e., norma] children gopy1ng
behav1or of the emot1ona1]y d1sturbed ch11d and faq111tates serv1c1ng
norma#hch11dren by remov1ng the emot1on%11y d1sturbed ch11d from the
c1assroom situation. The se]f conta1nei c1assroom for the emotionally
disturbed has a sma]]er téachér.pup11 ratio, thus a]]ow1ng more person-
a11zed téachlng with individualized content.. However; no ch]]d shou]d

be p]aced in a program “for the emotionally disturbed with the-1dea.that .

. he will remain there 1ndef1n1te1y - e . !

»

Wh11e the child -is 1n the specxa] teacher § room a]] day, th1s tea-

cher shoutld ma1nta1n c]ose contact with the ch11d s regu]ar c}assroom Le

3

teacher. She shou]d keep this teacher 1nformed as to the ch11d s* progress,

;: his strengths and weaknesseso so the teacﬁer w111 be able to work with him
S

effectively when he eturns to the “regular cLassroom.
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Suggested Educational. Techniques: . ) 'f .

. 2, Maiotain.an atmosphere of fritndlingss and acceptance.

A

f -

1. As severity of disturbance increases--number of children per

class mist decrease. .

4

—

R - ) ) S o -
3. Use group work and "fun" projects to relieve tension and learn
. social skills: . ) ’

»

t \
X . Plan’in Agvéncg for Educational Procedures: 3 >
, 1. Use arti? tra%fs,énd music aéltherapx,
" 2. Enhance chi]d"§ individual strengths to enable him to return
.- to mainstream. . : - i -
.»3. Follow up on studéntg'r§turning‘to regular program. .\
4. Balance classes from charactériétic types--r%tio of 3 acting--
. out/aggrgsgixe to 2 withdrawn. . . > .
’ 5. Team teachin§ to utilize maximum Feacher resoUpce where possib]é.
6Z° Outl{he privi]egeé and respdnsib?]ities. . Nu\“”l
7. ‘Rémediation of academics prior to transition to normq]'séjtfng.
8. Facilities for time out. .. . - . e \
g -Individualizatwen in teaching.
10. Utilize audio-visual ahd'motor §, teaching machines,‘]isteping *

¢ .

sets, e;o, . ot
1. Utilize room divi ers, adjustable cubicals, wet carrels. .
1 . : L .
Advantages of Self-contained. Classroom: N -

= -

«

1. Acceptance.of ¢hild by all who work with him. " :

2. Structured. environment where child can function in an_ upthreatened
‘ situation. .ot i , -

i

3. Greater success can be achieved and seen by the teacher.

4. Allows for greater individualization.

5. Flexibility of'scheduling including length of school ‘day‘adjusted

© to child's tolerance tevel. .. ro

‘

6. Permits a éontinua] concentrated effort to adjust inappropriate
behavior in shon}er period of time.

a
- v

. s

’ ”,
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1 . .
37. - Allows support personne] to be on hand when needed.
' . L N
8. Group therapy more easily fac111tated within se]f contained
« setting; also role p]ay;ng, social therapy, play therapy and \

! counseling. .

* 9. Peer pressure can be brought about to implement so]v1ng of
- ° problem at hand. -

10. A]]ows for continuous f]ow of students into and out of program.

" 11. Bu11t 1h prov1s1on for immediate change . ~

Disadvantages of Selffconta1ned C]assroom: )

1. Lack of natura] sett1ng

t2. D1ff1cuf%1es of trans1t1on to regu]ar schoo]

<
3. . Transportation. ‘

4. "‘When such a cléss eiists, @ child may be put there without regard
. to his problem.. It may become a "dumping ground."

5. Labeling will be on child's permanent record.

6. No “normal peer behavior! to model after. -

7. Much time and paper work angd superv1s1on 1nvo]ved in s]ow1ng
] pha51ng child back into regu]ar class. ’

' 8. Little success W1thout full- t1me aide Vh1ch is extra eXpense to
‘ school budget. : )

® i i B
.
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Model II: Resource Room

Ratiomale: _ : L

The resource room ¢an be utilized to serve students who need a special

program, but are not so disturbed as to indicate placement in a fulltime .

special.class. The, teacher ‘can function as a resource to/both students and
teachers. The student who can profit from this program will be able to
spend much of h1s time in the reguTar classroom. Each student w111 be,
scheduled into the resource’ room accord1ng to h1s needs Students may be
flexibly schedu]ed 1nd1v1dua11y and/or in groups. Length.of time and
frequenc; of schedu11ngs will be dependent upon the nature and extent “of

each student's disturbance. The teacher will a]so work w1th the regu]ar

cTassroom teacher in pTann1ng for the student's needs.

Characteristics of the Students to be Served:

Students who have been carefully eva]uated and prdper]y diagnosed
7 . '

as mild to modérately emotionally disturbed should have a resource room

provided, fdr\them The p]acement in the resource room is cont1ngent upon
© .a student being ab]e to be ma1nta1ned in a regu]ar class program for a
manr portjon of the schooT day. . . ) .

.Educat1ona1 Strategies:

-

The resource room prov1des for an atmosphere in: wh1ch_a variety of %

. teaching methods can and: should be empToyed to best meet the needs of each
z‘.
individual. The fo]10w1ng strateg1es are suggested for use in a resource
" room: ' - I . '
T. Cont1ngency management with emphasis on positive re1nforcement
1nd1v1dua1 contract1ng; and "i1me oyt" contro] methods.
2. An engineered type cTassroom plan where the cTassrd@m is divided
into sections which are used to he]p max1m1ze learning and con-
tro] behav1or

) 17 -




c.
ventual self-motifjation and self-direction.

6. Rew rds for good behavior in the regular c]assroowrmayube redeemed
. ’the reso x? roomj i.e., tokens may be given by the regular =.
teacher and exthanged for pr1v11eges in the resource room.

%

7. Onj occasion certa% children may be allowed to come to the resource
ropm during time$ when they feel they cannot contro] themse]ves ;///

A

in their regular class.

. ' . . ° v

‘Advantages of Resource Room: : . ﬂ’”//;//f/ .

. 1. The resource roopm provides immediate in<school resources -for the
- emotionally dist rbed “chiNd. .
xS | v
2. The resource rop prov{dys. more-1mmed1ate and smoother transition
Lot and carryover. of appropriate adaptive behavr?g, skills and tech-
. niqueé’1nto ther regular classroom. The regular class provides a
- testing ground for.newly. learned sk11ls '

fond

‘ 3. The resource room can prov1de services for a greater percentage
. of the total %chool population. . i . R

4. The resource room offers a source of reference, gu1dance and
assistance for the regu]ar classroom teacher.

5. The resource room prov1des a means for a smopth transTtion from
, self-contained spec1a1 programs to the regu]ar classroam.
v«

¢ Disadvantages of Resource ‘Room:

1. Diffi;ui§§/1n scheduling. Some ch11dren w1]1 miss academic work,
wh1ch w111 upset the regular teacher. ) . -

.

2. "ot suitable for those disturbed ch11dren who need more* time in
a spec1a14§§tt1ng

t

" 3. Because of poss1b1e m1sunderstand1ng of FTE funding by local admin-
1sfrators, respurce room may be séen as a "money- mak1ng“;program
1n which case too many children may be "dumped" into the classes.

(. SR T S B
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*Model III: Cris}s Intervention Room o e

-
. - *
v t \\

- 0‘, -

-

Rationale:

The disturbed student is removed or removes himself from the regular

]
!

't@1a5§room‘at the time he ;annot functibn in the regu]ar‘classroom situation'
. . However, in order for the cr1s1§'teacher to be effect1ve in a crisis. s1tu-"
at1on she must work w1th the student on a regu]ar bas}s as we]], 1n order

“ to establish rapport with the student. . .
- J '

-

The disfurbed sﬁudent may behave in an acceptable manner for a period

of time and then very suddenly may react ih such a djstractabre-mqnnér that

. " . +
N . he disrupts the regular classroom. While tension-is at such a high level, ..
¥ the student is remoxﬁz to the crisis teacher\uho works through both academ1c
4 .
. and emot1ona1 sonsternat1ons, using on the spot techn1ques When the stu-

dent has recovered and perhaps been g1ven some academ1c support, he goes
a o (% L4

back to hié regular classroom teacher. This is in addition to regular ses-

sions with the crisis teacher.

The crisis teacher ;érves as consu]tant to, and in liaison with, the

regular c]assroom teacher. It is 1mportant that they work close]y together

It is usually best if they can confer on the day of the crisis after the
* )
student becomes 1nvo]ved in the crisis program. The crisis teacher can

? also he]p the student by assisting %he regu]qr classroom teacher to be
more‘aware.of some of toe student's posigivé beoaviors: : !
" Toe set up of therroom -Ts importoﬂt. A corner should be avai]abie where
- a disturbed student can work 1nd?v1dua]1y,|shou1d he come in while the cr151s
- teacher is working w1th a group. The students can be 1nstrocted as to the
procedure’ to fo]]ow if they soould come.in during a time when other students .

: Ro
are in the room. All students with whom the crisjs teacher works shou]d be

- -aware of her uncertain routhne so that they may expeét ‘to be returned early’

to their regular classrooms ip case of a &risis with another student.

l '\) ) [3 . . (]‘3) . . ’ \
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-!t is-important, howe@er,“that the teacher be aware of*the possi-
bility of'reznfercing crisis situations by'a1]owihg the:ctudent to use
the room-when he's upset. If the\frequencie§ of crises ihcreasesg the.
teacher‘can turn this around by ma&jng his v%sits to™the crisis room con- '

-

tingent on a certain span of acceptgﬁTe behavior, or a specified amount

. of academic work. "It should be understood that no student is to use the

_ / :
* crisis room-.regularly on an unscheduled basis.

The program design require§-a very close working he]ationship between
R ] \ . C .
the regular steacher and- the crisis teacher. The latter is especially

skilled in techriiques useful in dealing with the disturbed individual. ~ He

: I . . . .. s . . e
- or she uses. techniques for minimizing the unde51rab1e impact of.tensions.

The crisis teacher program does not requ1re the student to become separated

)

from his' peers except for intervals when he needs spec1a1 help. ° :

» *

“Before a crisis intervention model 1§_1mp]emented, it is 1mpérative,.

o

that the entire faculty be, given sufficient orientation to enable them to -

make a deci%ipn as to the merit of this modgl to meet the.needs of the

! —

emagionally 'disturbed Students in their school.

Educational Strategies:

Focus on immediate problem uti]izing'mpst efficient approach which

will 11m1t t1me spent away from peer group and decrease probab111ty of

-~

behaV1or reoccur1ng

Advantages of(Cr1s1s Intervention Room°

1. Increases opportun1ty for teacher involvement.

Space w111 not be Timiting factor ’\\\ufhrﬂ '

w

Resource for all students.

4. Provides for in-service }raining.

5. Students remain in mainstream.
. 3\ . _

- Y
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© 6. Emphasis on prevention.. ' : '
. . ) o ,
-—Bisadvantages of Crisis Intervention Room: .
1. Success depends on clear]y defined role. ,} 4

2. Poss1b]e misinterpretation tbat model duplicates existing ¢
services.

3. Program success depends on a broader range of competenc1es -than
: . expetted in other-special education units. ) .

4. Danger of giving positive reinforcement to negative behdviors. .

»

o

e . -
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Model IV: [Itinerant Program '

Bgtionale'
f

The 1t1nerant program will operate s1m11ar1x to the resource room’
with maJor d1fference being that the spec1a1 teacher will not be 1ocated
i one bui1ding, but will have a responsibility to serve students in
more than.one Tocation. "Because she will not be én one -school all week
long, she“must work euen\more closely with the regular teachers to eTicit
their cooperqtion jn maintaihing an effective profram fgf the students..

The ‘number of locations that one itinerant teacher can serve will be”’

/
dependent upon several factors: '

S

1. The geographical location of the schools. -

R}

2. The number of students needing service within the school.
3. The severity of the students' problems.

4. The availability of .materials and the amount of support froh
the educational stafftand extent of cooperative follow- through
in the local schoo]s

©

The -Goals of the Itinerant Programfare:

1. To give support to teachers--to promote adaptive behavior.

2‘*\Jo facilitate a var1ety of community resources to promote
~adaptive behavior. . .

3. To, ass1qt in the se]ect1on of students with mé&o; behavioral
prob]ems before they become so severe that student has to be
removed from regular school setting. -

4. "To promote deve]opment of positive behavior by work1qg§d1rect1y
with students, teachers, parents, and/or community redources.
(Many teachers and parents are unaware of potential community
‘resources and effective classroom techn1ques to facilitate appRO~.
priate behavior.) .

5. To promote 1mprovement in academic skills through individualized
work and increasing the difficulty and number of tasks by a
schedule of reinforcement. ¢

u/‘ .

6. To give. pos1t1ve feedback to the student and the teacher to help
73> each change. . The student will improve his self- -image and the
teacher will have a better feeling about the student if he/she can
view the student in.a positive light.-

(16)
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Some Personality Competéncies needed by tﬁe Itinerant Teacher:

1.
2.

5..

-6.

~N

Should be capable of moving from one situation to another.

Should be able to toTefate having a small office (or none at all).
Should be able to accept limited sdccees.

. Should be capable of sparkiing enthusiasm--act{ve involvement.
Should havé a sense of humor. o T

. > N
Should display creative application of behavior management skills.

Advantages of Itinerant Program:

1.
2.

Sy O

Serves more students - in varied locations.
Facilitates independent prob]em solving by teachers.
St1mu1us for change of student teacher and system change

Resource for in-service training of other teachers.

“Allows person to have different perspective of problems.

Ident1fy prob]ems and needs ‘that are common among a number of
schools.

~

Disadvantages of Itinerant Program:

1.
2.

Spreading thin--visits too many schools.
Lack of space.

Lack og materials.

Time spent in traveling.

Itinerant‘teacher often unévai]ab]e at time when school feels
they need her/him.

. Limited time to develop effective public relations with schoo]

and conmun1ty
Having to account to too many schd¥ls on data recorded.

Some teachers will not accept recommendat1ons from people who are

--not on the faculty of that schobl.

The more moderately.disturbed student needs support service every- ..
day and as 1t1ner nt the teacher may not see each stugent everyday.

A\,

(]7) ]
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Model V: Diagnostic-Prescriptologist ‘ .
{ .

Rationale:

The djagnostic-prescripto]ogist ajids the regular classroom teacher

in setting ap guidelines, offeriﬁg recommendations, prescriptive 1earning
suggest1ons and mater1als for students who man1fest mild to moderate
adJustment prob]ems in the regular c]assroom : . ' -
The teacher will prescribe academ1c, soc1a1 and pre-vocational learning

programs for the student.

Characteristics of the Students: . Cy

Mildly to moderately emotjonally d1sturbed as opposed to severe]y
d1sturbed -

1. Needs help in building and maintaining satlsfactory 1nterpersona1
— relationships with peers and teachers (e.g., mildly w1thdrawn,
sporadically acting-out).

» . . ) .
2. Exemplifies inability to successfully accomp11shiacadem1c tasks
geared to his grade 1eve1 and/or commensurate with h1s own potential
- - ability. .

7

Educational Strateg1es

The educat1o/al strateg1es of the d1agnost1c prescr1pto]og1st should,

we feel, include/the following:
- . “a C Y
1. Be able to communicate with the regular classroom teacher and.
other. school personne] on a one-to-one basis'

2. Be able to conduct parent, teacher, or principal conﬁﬁrences for
the purpose of explaining the educat1onaT and behavioPal needs
¢ of the studenyr

3. Be able to outline and list recommendations, briefly and spec1f1-
cally for the classroom teacher. .

4. Be able to recommend adequate and appropr1ate p]acement accord1ng
to the student's needs.

!

5. Be able to_d1agnose student's specific educational-and emotional
needs and make ‘initial and fina] eya]uations on the student.




b

Be able to prov1de necessary and significant teaching afds(:or
the teacher that might include cont1ngency contraefnng forms,
progress charts and graphs.: , '

Be able to set up a workable reward system for the teacher's
implementation. .

. Be able to assist the teacher in the 1mp1ementat1on of the pro-

posed curriculum and management modifications. . .

. ‘Be abie to utilize formal and informal educational testing

materials and procedures for the assessment of the .student's
strengths and- weaknesses.

Be able to 1ist priorities in the recommendations to the class-
room teachet, enabling her/him to.have some initial success in
garrying out the recommendations.

Advantages of Diagnostic-Prescriptologist Program:

1.

w,;

6

Regular classroom- teacher retains resEons1b111txffor student's

educational progress. “(Is therefore "forced" to seek the mogt
effective means for helping student.)

.. The diagnostic- prescr1pto]og1st g1ves the regular classroom tea- .

cher support1ve services, apqther v1ewpo1nt broader perspective,
another opinion, etc. (shou]der to cry pon.

The modef has inservice 1mp11cat1ons in that the regular class-
room teather may ‘benefit from the special skills of the diag-
nostic- -prescriptologist and may incorporate any new ideas and
sk111s gained from the d1agnost1c prescriptologist throughout v
his dr her’ carqér

‘Transition made almost imperceptable from special educat1ona1

strategies to those of the regular classroom, and vice-versa.

The diagnostic- prescr1pto]og1st can anticipate needs for addi-
tional profess1ona1 serv1ces and make recommedat1ons

In-depth dLagnos1s offered.

-

Disadvantages of Diagnostic-Prescriptologist.Program°

-0

\

- Amount of time available to work cons1stent1y with each student

Timited.

FTE funding makes model currently difficult to operationalize
monetar11y

Effective only for the mildly d1sturbed student.

Negative attitude of some teachers that the d1agnost1c prescripto-
Togist serves as.a threat in that they already feel they are doing

the best for the student without someone telling them how to change,

”~
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PART II

COMPILATION AND EVALUATION OF DATA ON THE
FIVE MODELS, THE FIRST TWO YEARS OF THE PROJECT
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With an evaluatign of progress in meet1ng them for the second year of the

for teach1ng emot1ona11y d1sturbed children. These/hodelg'are: (1) resource

,npom, (2) self-contained room, (3) itinerant, (4) crisis intervention, and
. > : N

" _ o was administered pre and post for purposes of under-
<standing how the student saw himself in terms of social ¢

. .- - N

Y DESCRIPTION OF PROGRAM OBJECTIVES AND EVALUATION OF
PROGRESS MADE IN MEETING THEM FQR THE FIRST TUO‘YEARS, 1972- 74

(] * .
., i

" F1ve generiy,program obJect1yes have been 1nc1uded in the prOJect

[} »
.

since 1ts beginaing July 1,.1972. Thesé ohJect1ves are descr1bed he;ow

project. A11 aspects of the project relate to fivé organizatiopal models

|

-~

Vg

(5) diagnostic-prescriptolog{st.&~' -
“"1. To educate emotiona]iy-distorEEH‘Eﬁildren through the use of five
different’ state recommended organlzat1ona1 arrangements in order

to assess the relative ya]ue of each model. for increasing:

8 © 8 Appropr1ate behav1or of ;he 1dent1f1ed students in any type

~)
[

’ﬁ% classroom,

. o Students 1n the project were given the Devereux
Elementary School Behavior Rating’ Scale (DESB), com-

‘ -pleted by the regular teacher except in the self-con-
tained classroom.” Thé DESB was administered in the
. fall and the spring "of each "year or whenever a child
i¥ was d1sm1ssed'from the program. Behav1ors which were
) p1np01nted on the fall administration were focused on
. . ‘by the teacher for disturbed students.

b. Soc1a1 skills so _that they may work both 1ndependent1y -and
T . e

appropr1ate1y in group sttuat1ons .
. ‘ . Ut111z1ng prec1s1on teaching, charting. behaV1ors, and ’
other wbservational .techriques the teachers p1npo1nt~
- certain social skills which each child seems to lack.

ol In mddition, a self-gpncept scale, How [ See Myself,

. .
’ ‘s
L




skills. This type of idformation was used in planning
. group soc1a1 act1v1t1es and deve]op1ng behav1or rein-
forcement s1tuat1ons .

c.” The' number of academic skills in response to prefgpted - e
) . T

for -

materials.

v

Each student was administered the W1de Range Ach1evement »
Test (WRAT) and the Peabody Ind1v1dua1 Achievement Test
(PIAT) in the fall and the spring of dach year. Data

from these inktruments were combined with information
from-precision teaching charts and the student's perfor-
mad&e %n a regular c]ass:gom to aid in developing an
individual academic plan for each student.

. / . ’ ¢
2. To return students, full time, to their regular classroom with the

skills necessary for successful life adjustment.
0f the total 154 studedts served in the project in 1973-74,
27 were’ returned to the regular c]assroom fu]] time. With

t except1on of the-self-contained room, a ma30r1ty of the stu~

v dents in the special classes were-only seen for a small part
of each day, and rather than dismiss aigfudenf from the pro-
gram, the teacher adjusted a student's tide schedule to-allow
less and less coﬁ%act in the spec1a1 class. Some students
—. were seen very little dug1ng the year, but the teacher was

' -

there for support when needed. Before a student was con-

.
. : sidered for dismissal from the program or a reduction in time

i

. spent in the special cdass, information gathered from persons -
working with hiﬁ was discussed in a staffing conference. \
’ 3. To prov1de in- serv1ce tra1n1ng for both the regular c]assroom and

” spec1a1 educat1on teachers involved w1th emot1ona11y disturbed

-~

- “students.” ‘

-

(22)
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a. To-better understand and work with, these children by using P
a psychoeducational approach, academic and non-academic “tech-
niques and a variety of teaching techniques to individualize

' instruction and measure achievement.

.ln 1973 the project psydho]ogist a"di?hé cqprdinator met with

all the faculties of the schools which were se}ved by the
. Title VI-B projact: ‘Thede meetinds were to hg]p them under-

stand more of the nature of emotionmal disturbance' help them '

- identify the students who. might need help; and t6 help them.
understand how to deal with these students in their regular
classes. Following such,presentations, follow-up conferences.:

wjth indjvjdua] teachers were held when requested. The special .

<

- " ., teachers felt that such presentations helped them in estab-
L

A lishing rapport with the regular teachers, and in eliciting

, ‘ , their help.in planning programs for their students.

- In 1974 the same‘tyne of pnogram:was.presented during in-ser-
" : ‘vice préy{ods to the onaning-of school. Again, individua]
- ‘ > teachers have neen contacted and he]pad:with‘their problems
pertaining -to working with particular students: or their class
in general.: In addition we have he]d seve 1 seminars with B
. .un1vers1ty students work1ng in the schoo]s’::§n:TB\$hem thder- L
stand the phitosophy and techniques of working with emotion-
' a]]y disturbed students. Some of these students are working
in the program for the emdtionaliy disturbed, and we have
_ongoing relationships nith fhem. Tndse who are p]anning,to'
become regular class teachers, generally, were seen'only once

or twice. . (23)'
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4.

"student with special emphasis on curriculum planning.. //
. , 4

o Coe
b. To compareveffect1ve procedures used w1th students w1th.

'd1fferent types of emotional’ problems.s .
. . -l ‘

In meetingawith the special teachers we have discussed the

[

drob]emg they have me£~Nin working with children. '?hrough
these d1scuss1ons and the data wh1ch they kept on the1r
ch1]dren, p]gs the’ background data’ava1]ab]e at the staff1ng

conference and in the student's file, we have been able to

[
-

note which kinds of programs seém to us to be most effective

for various kinds bé problems.

)

To provide special study/in-service for teachers of emotionally = -.
1 . % ‘

disturbed on educational planning for the emotionally disturbed

S
The teachers for the emotionally diéturbed have ‘met on °a reghlar
basiS‘a]] during the year. Dur1ng the meetjings spec1f1c/¢rob]ems
were d1scussed which had come up; materials were d1scus§ed and

/
ordered programs were planned w1th each teacher Teachers had

/
d$f1n1te objectives for each child with whom they worked and

programs were planned to meet those objectives., . .
. / -

and

teacher individually to help in planning #ndividual and group

* programs which would move the.student/tégard being able to. func-

tion at an optimum level.

(24) . o .
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In 1974-75 one of the teachers w3s knowledgeable in the field

*

of precision teaching. Therefoﬁq, we held a three-hodr meeting
around his Eypertise, going intb.the mechanics of charting, which

most of the teachers were somewhat fami}iar with, and the problems
of béhavior management. _{ . -

;’ “ o
During sC ol year a numbgr of new teachers were hired by the
distri¢t W\n the/area of emotibna]ly disturbed} Although they were

not teachingin the Title VI-B_projecf schools, project,ﬁersonne]
' §onducted a series of in-service programs designed to help them

provide fhe most effective §eryices for their students. We also

worked with the Yniversity of Florida to-drrange ‘a special pro-

!
gram whereby these new teachers were able to take the beginning

course in the education o%}thg‘emotionaliy disturbed in’the spring.

To prov%de the students and 'their parents with the most en]ight-
\ R4 -
ened mental health services available, using the school system's

psychologjcal serv}ces, county Mental Health Association and the °

o ! \\ J. Hillis Miller Chi]dre;'s Mental Health personnel and services.

i3 staffed a psychological evaluation is made by
/ / "
“the school psychologist, and a report is sent to the school. At

4

that time important special problems are noted, such as home pro-
N . . - .

"Before a‘child

blems, which may need family coUnse]ing,ior'bhysica] and neuro-
1ogica1 problems, etc. These are npted during the staffing con-
fereﬁce; Qith gomeone being assigned to following up on éeeing

that they are checked out. B -
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While the child is ‘in the program,”tﬂz-coérdinétor and/or director
) ~ is in contact with th? parents. A special prbgraﬁ wds available
for such parents‘hho<had a need for it. During the 1973 year'this
~_program consisted of special groups. Three pérent groups met on
a regular basis twice a month. Thé average attendance in thesé
groups wa%/tégm(]O) parenfs. Parents Fa]ked about their piSP]ems .
- and{hcted“as sqppért and help for each other with their problems.
- Theigroups movéd durin;,the year from a general féeling of embar-
rassmené and apger.that they had such a child, and were faced with
- ' a prob]eﬁ, to a beEter understanding of the problem, a realization

that fhese problems were faced by many parents, and strategies to

L " [} - '
help them cope with these problemg in the homes.
N ) ¢ .

e
During the 1974 yea; a special parent group met aghE;Wberry, a

‘- rural commun%tx in A]gchua County, during the fall. Behaviér man-
agement programs were worked oﬁt for seQera]’fami]ﬁes; fo]]ow-up
was done on an” individual basis through the pobrdinatpr, director
or teacher. One meeting of Gainesville parents was held to explain
the program. .Following this weré {ndividual conferences with the
teacheriand/or'tﬁe director and coordinator. In an effot} to.main—
tain contact with more black parents, one teacher of students from
a housing project, and her principal, met several times with fam-
. ‘ ilies at the project. From January to the end of school much of
the project einphasis focused on individual ‘conferences, individual K
parent counse]jng, aﬁd Home'visigs. These contactsjwere made by

the projéEt teachér,vcoordinatorg psychologist, and director and

continued on a basis- of parent need.

/ s (26)
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*In additién,.mény students were referred durirg the course of
their treatment for more intensivé—thérapy. Referrals were made
to many of the\community agencies avai]iple jn this area, in-
cluding a newly opened Child, Youth énd Family Clinic. We have
worked yitﬁ the Division of Youth Services conce;ning our stu-
dents ‘'who have been involved with the law. In all cases we have .
attempted to involve personnel from these agencies in détermining

-

\ ~ , )
appropriate follow-up action.

N~

Efforts were made to meet whth the student's’psychiatrist,'the ’
%egcher,*and/or the coordinatoc and director when we. first started
working with a student who was already in therapy. This helped

us toqﬁbrk togethef and to understand our combined ohjectives for

helping the student.

33
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EVALUATION OF THE FIVE INSTRUCTIONAL PROGRAM MODELS
‘ R

The intent of this Title VI-B project was to: provide sérvices fbr

.emotionally disturbgd students and gather comparative data on the rela-
tive effectiveness of five organizaf?onal models for instruction. Com-
ments on the following pages relate to the perceived effectiveness of

-

the five models as experienced during the school year 1973:74. Comments

made by principals and counselors in project schoafs a;e incorporated
into.the narrative sectionsl A copy of:;he evaluation form, completed
by‘éounselors and princip?ls is included. (See Appendix F.) ‘

A prg]iminary study was made of pre- and post-test ddministration ofq

the WRAT, PIAT, and DESB for_f}scal year 1974 to allow for an evaluation

a R - / £y

of patterns and trqndg. Tables 2-5. contain certain data used in the

N . - -
pre]imina;& study. At this reﬁbr; time data from students in schools -
served by the diagnestic-prescriptologist were still located in student
records and were unavailable for immediate study. A more detailed:-
analysis 6f.a11 test ‘data was part of the third year of this projeéi.
Information on this data®s found in Part III of this handbook. ~

=% o C Tablel - -
. ©. FiscalYear 1974
‘ Number of "Number ofo." Number of Students: h
~ Schools " Students Returned to Regilar

Model - Served - Served Class Full Time.

- Self-contained 1, oo 3
Resource 1 ) 19 - 4
Crisis 1 , 31 ‘ -7
Itinerant 2 v J 2. : 4
Diagnostic- .
prescriptologist. . 4 °\ 51 - 9 "

Total 9 154. " 57

34 (28) © .- ‘4
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Model I: Self-contained Program .

+

Characteristics of Model:

This model is most effective with. children who are so seriously
disturbed that. they cannot to]erate_q»regu]ar c]ass For other ch11dren
.it is too limiting. Childrep with emotional problems need to be u1th
other children as much as possible to learn to fnteract with them and to
model their behavior after more acceptoETe patterns.* A se]f-eonta%ned .
! . classroom is very d1ff1cu1t for a teacher to handle, and shou]d not be

—

attempted,w1thout an aide. There should not be enough ch11dren)1n one

‘elementary schoo] to fill a room of this type to capac1ty - Children should
be sent to tst room from the ent1re county. //;hen every effort should be
%, made to help thesé children overcome > their pFoblems so that they may be

: phased back 1nto their school, through a different type of classroom for

—emotionally d1sturbed, as qu1ck1y_as possible..

Students are involved in-the classroom for their total school day,

with one teacher and approximately G:Tﬁ—students. Those students served

%

‘by this model are identified-as more sewerely disturbed and need much

- help before being phased back into a regular classroom.

- Number of students served fiscp]lyear 1973,- 7 ; 1974, 11 .

—

__Strengths: . o - ‘ _

1. Regular class teachers were receptive to the class when it removed
a Student from d1srupt1ng—other programs

~

2. No d1ff1cu1ty arose with schedu11ng students out of or into a reg-
ular class because of the minimum amount of time students spent

-in the regu]ar class. ! ey
. 3. C]ass appropr1ate1y f1tted in with funding procedures under the
FEFP
.b\ . . . ‘35
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Weaknesses:

The project class served only those students in the elementary
school where it was housed. Several students in the class nay
have benefitted most by partial day placement. .

v

Very little time was available for the special teacher to con-

sult with classroom teachers.

Some regular teachers were non-supportive and resentful of the
small class size in the special class.

. The special class was consistdittly difficult to control, espe-

cially since~no aide was availablethrough the project to assist
the teacher. .

Students in the class frequently upset each other and tended to
model inappropriate behaviors. ; . .

Phasing students back into the regu]ér c]asg?oom was very diffi-

" cult because of attitudes held by some teachers.

Discussion of Test Data: ° . j

T.

Behavioral--the project teacher’s ratings, indicate perceptions
that at least one-half of the students showed normal behavior

in the self-contained ctass by.year's end affd that ail students
moved toward more consistent normal behavior over the year.,

Achievement--students did not "measure" as making more than ~—
. normal achievement gains in specific areas, but two-thirds did
make normyl gains in total achievement. ) )




Model II: Resource Room Program

Characteristics of Model: . .

The resource room is utilized with disturbed students wﬁo,do not
need a full-day special program. .Each student is scheduled into ther
resource room according to his individual needs with flexibility in
length of time and freQUenCJ of attendance. This model allows the stu-
dent to be maintained in a regular classroom for a major portion of. the ‘
school &ay. This model seems to be the most effective in ha&d]ing thé
majority of students with emotional problems i Alachua County. |

Number of students served fiscal year 1973, _16 ;"1974, 19 .

.Strengths:

1. Flexibility of schedu11ng allowed for sma]] g?oup contacts da11y
. and individual-work weekly for each student.
\ A
. 2. Students received daily reinforcement for apprggr1ate behaviors.
' both in the special. and regular classroom.

Regular c]assrooh teachers were highly involved in implementing
academic. and social behavior reinforcement plans.

Weaknesses:

1. Number of students served occasfona]ly led to difficulty in
arranging student schedules to fit with regular classes.

On a strict resource room basis for some students, crisis situ-
ations had to be handled on a routine basis, which did not al-
"« ways meet student needs.

. Because of the need to maintain a certain number of contact hours
. upder the FEFP, consu]tat1on time with the classroom teacher.had
to be restricted.

Discussion of Test Data: e ‘ f“”*x,
/ AR

Behav1ora1--teachgrs percept1ons suggest that 1éss than ha]f of
the Students served. exhibited normal behaviors by the end of
school, although a maJor1ty of the students were seen as moving
toward the norm.

0
‘Achievement--approximate]y twq-t)jrds of the students measured
as gaining in total achievement scores at a normal or higher rate.

(31)
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Model III: Crisis Intervention Program " .

Characteristics of Model:

4

" One major d1ff1cu1ty with the crisis medel is that its 1mp1emen-

hd \

3 tation in a regu]ar school setting demands some changes in the bas1c
philosophy of the model. While it is true that the crisis teacher is ;

availabie to work with a student when he has a crisis situation, - she R

cannot be free to the extent that she is wa}tiag fér a child to become
ubset. She makes herself ava11ab1e through rescheduling of her act1v-
itites when the crisis occurs. HWe felt, in 1mp1ement1ng this model,
that the cr1s1s teacher would be rather ineffective if she didn't know
the students who were 1ikely to have crises, and had not built up a role
in the schéol nor rapport with the students. %herefore, she schedu[edz
| udents on a regular basis (re]ating to their crisis time) and worked

with them with their eroblems. She did make a particular point of
leaving some time open for students to come'and talk with her also for
her to get into the classrooms to work with students, something more
difficult to achieve under the new FTE funding.. The difference in her
scheduling was that she was more f]ex1b1e than a regular resource teacher

Number of students served fiscal year 1973, 23 ; 1974,_;31_.
Strengths: '

1. Afterx1dent1f1cat1on of "crisis times," students were scheduled

for regular weekly times with the project teacher that corre-
sponded with "crisis times."

2. Students were seen for short periods (15-30 min.) da11y or two or -
three days per week; this allowed for consistent reinforcement - .
~ of behaviors w1thout a large demand on.regular class tine.

3. PrOJECt teacher spent much time consulting w1th c]assroom teachers
and received much ‘support for thijs.




Weaknesses:
* % . -
‘1. Under the FEFP the crisis room did not.maintain a sufficient
" number of contact ho#rs to: support a fy]] unit even though
thirty-one students rece1veg servicey
N » -
2. Occasionally, studeptcrisis situationy would overload certain
time periods for the teacher. - o

«

DiséysSion of Test Data:
.1. Behavioral--apparently teachers perceived fluctuating changes
' in student behaviors." Approximately one-half of the students
'were seen as moving toward normal behaviors and a large majority
, attained normal patterns on factors relating tosacting-out class,
behaviors. However, less than half of the studgggs were seen
as having norma) behaviors on factors related to nderstand1ng
individual respons1b1]1ty for actions. :

2. Achievement--approximately one-third of the students measured
. as making normal or higher gains in %ota] achievement scores.

S




Model IV: 1Itinerant Program .

Characteristics of Model:

This model is somewhat effective, but is limited since the teacher

doesn't see the students‘everydgy. Its egfectiveness depends, of course;
on the 1oad'of‘theiteacher. In Alachua County the teacher spequ,two‘
days in one school ‘and three days in anpther. Even thoygh this gives

the teaceer a significant amount of expesure to ;he students, it is_x
generé]]y felt by the students, teacher end School that it is not eneugh.

These Students have more severe problems than should be handled on a

part-time basis. They need constant reinforcement . The'model_should

only be used if more effective means are not available. e
Number of students served fiscal year 1973, _30 ; 1974, _42 .
Strengths:
\ .
1. Under the FEFP this. program generated sufficient contact time
because of the every-other-day schedule. o
2. Schedu11ng requ1reﬁ that regu]ar'élassroom teachers become in-
“volved in reinforceing students in order to provide a continu-
ation when the itimerant teacher was not there. ]
-
X A

3. .leachers from both schools supported the itinerant teacher by
utilizing suggested materials, etc., in their classrooms.

B

Weaknesses:

-~
v

1. Because of geograph1ca1 distance between schools, project tea-
X cher used an every-other-day schedule rather than half a day at
< each school. This restricted the teacher's effectiveness in
providing consistent re1nforcement for students:andnofher teachers.
- ,uw
~ 2. There was a strong tendency for regular class teachers to perceive
the itinerant teacher as a Mvisiting tutor” to help the student
make up work he m1ssedJWhen taken out of the regular class.

A\

Both schools had a suff1c1ent number of students for each to sup-
bort a full- time unit, and because students.had the needs, there

was a tendency tg overload the jtinerant teacher..
. . - ¥

-~ 7 ‘
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y 4. The 1t1nerant teacher .had to utilize duplicate sets of p]ann1ng
e materials rather than 10/9z€3themiﬂn one area.
% .

- 5. Because of a partial pa t1c1pat1on at each school, the itinerant ;~
.- teacher was unable to bdild rapport with each facu]ty unt11 near
" ,. the end of the school yeax. - .

<

6. Space in dng\i:hool restricted certain program attivities.

-

“Discussion of Test Data:”’, - "o

.

1. Behavioral--lessA half of the students served were perceived | °
as moving toward or atYaining norma] behavior patterns over the

‘. -year .
2. Achievement--approyifiately one-third of'%hé students measureg
- as making n or higher gains in tdtal achievement scores .

”~
-




* Model V:' Diagnostic-prescriptologist Program

¢

CharaCteristics of Model:

Al

. “ :
This mode] is quite important in helping the regular teacher to

understand the problem student and in helping deal with the student by

\

" setting up guidelines for acceptable behavior, diagnosing ]earning

and behavior patterns of the student and recommends learning strategies

3

' and materials for assisting the student. However, its use with severely
disturbed,students is quite limited. It would be our recommendation
that this type of de]ivery of ‘service might be anfﬂxce]]ent adjunct to
other models, someone who cou]d work with the resource teacher andgﬁhe
regular teacher to he]p them coordinate their efforts. It is also useful
for he]ping students who have adjustment problems that are not severe,
as’weT] as helping teachers deal with behavior problems. Counties that °

- areable to find ways to finance he]p for their regular teachers in dea]ing

P
with specia] prob]ems and in working Emotiona]]y disturbed students back

¢

into the regu]ar c]assroom, will find that the diagnostic prescripto]ogist

does a great deal to reassure the regu]ar teacher and suggests various

L. d

ways of coping with problem behavior.

Number of students served fiscal year 1973 {two 'schools), 20
1974 (four schools), 51 . ‘

Strenghts: ' o .

1. Supported by faculties in a]] schools and teacher was ab]e to
-build rapport with a number of teachers -

Because of "consultation" nature of program, the teacher was abie
to become involved with a large number of ‘parents whose children
Vwere in the program. .- \




3. D1agnost1c information gathered on each student was incorporated
into regular classroom activities and procedures. This allowed
- the classroom teacher to develop more understanding of the'dis-
turbed student and ways of helping him in a regular class.

-
7
'

Weaknesses:
—_— 3

i
1. Under the FEFP this program generated very little student con-
tact time and, therefore, did not .support the unit. For this- |
reason Alachua County Schools did not select this model as- -the
pr1mary one for teaching disturbed students.

2. The weekly amount of time spent at each schoo] was ]1m1ted to
one.day per week.

3. For the more severe emotional problems this model was too limiting
' and did not provide enough consistent support.

Discussion of Test Data: ' ) _

Result$s of pre- and post test1ng for students served by th1s : )
model were not ava1]ab1e

-




Fiscal Year 1974

TFable II

Percentage of students who weré perceived by teachers as moving intq the
range of normal behavior on DDSB from pre- to post- testing.

-* DESB Factors

N

.~ Model 1 2 3 4 s 6 1 8 9 -10 11
% . b
Self-cgntained ‘ i '
(N = g?ﬂ _ 33 0 0 17 17 17 17 ‘0 0 0 0
Resource < )
(N = 15) 27 13 7 7 7 13 113 133 |13 7 7
Crisis . . i
(N=17) . 29 14 29 0 0 14 22 14 0 0 1
- Itinerant i - , .
(N = 20) 20 5 10 15 10 10 15 25 30 10 25
' &
] Tl
e
\ :ﬁ
Table III
Percentage of students who were perceived tedchers to be in the range .
of normal behavior on DESB post-test only. -
- . DESB Factors
Model 12 3 4 5 6 7 8 9 10 ‘11
‘Self-contained T g T
, (N = 6) " 183 |83 {67 |83 |67 [50 j50 |67 50 50 | 100
v N W ' L] i -
Reéource ’ . . .
(N = 15) "1 40 67 ,27 27 67 47 133 ]60 33 60 60
. Crisis - ' - .. : ‘ , ‘
(N = 15) 86 86 86 (100 86 29 57 57 43 "1 43 57
Itinerant . . ’ )
(N = 20) 125 25 |35 {40 {40 {25 |25+ |25 |20 | 20 | 38
-8




. T Table IV

Percentage of studengs who were*petceived by teachers as moving toward
the range of normal behavior on the DESB from pre- to post-testing. .
> — R

DESB Tactors

“

Model 1 2 3 4 5 6 7 8 9 10 11
Self-contained - ' %y
(N =.6) 50 1 83 | 33§ 33 |33 |67 | 50|'33| 33 67 7| 50
Resource < 1
(v = 15) 73 167 | 73 | 60 | 47 | 67 | 33| 80 | 53 | 33 | 60

u .
Crisis , . )
(N=7) .1 57 | 57 | 71 | 57 0 | 57| 43] 86 | 43 14 29

] B

Itinerant .
(N = 20) 45 | 55 |55 {35 [ 40 40 | 40 ] 65 | 50 | 75 65

Table V . ’
. i, A
Percentage ,0f students who gainééfin achievement score more than .1 in
grade equivalent for each month between pre- and post-test on the WRA

and PIAT. r o oo . 4
.o WRAT ) PIAT
' b L General Read. Read.
Model Read. Spell. Math Math Spell. Info. Recog. Comp. Total
Self-contained ‘_ !
(N = 6) 17 17 67 {| so 0. 33 50 33| 67
Resource, : { . ) “
(N = 15) 60 53 .27 47 20 53 40 27 67
: ’E;IEI; 1 ]
(h=7) . 29 14 * 29 29 0 29 43 29 43
Itinergﬁt ' \
(N = 22) 123 27 18 41 23 36 32 41 36




BRIEF TECHNICAL ANALYSIS OF SELF-CONCEPT SCALE
FROM FIRST TWO YEARS OF THE PROJECT

The pﬁoject coordinator for ]g]4-75-worked very c]osély‘wifh
Dr. Ira J. Gordon. Dr. Gordon is Director of the Institute for the

Development of Human Resources and Graduate Professor in &Q; Foundations

Department of the College of Education, University of Florifla. The

How I See Myself self-concept scale the pro%gct used for pre- and
post-testing was devised by Dr. Gordon. '

Please see Appendix:B for Dr. Gordon's brief technical analysis of

. :
this pre- and post-test data on the How I See Myself scale.

A _ /(/'
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PART III, .
., ‘ COMPILATION AND EVALUATION OF DATA FROM THE
TWO MODELS USED THE FINAL YEAR OF THE PROJECT
’ 4
1 . /
s
47
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BRIEF DESCRIPTION OF PROGRAM OBJECTIVES AND
EVALUATION OF PROGRESS MADE IN MEETING THEM FOR 1Q74-75

\

Data frém the previous two years of the project has shown that two |
of the five mode]s tried are most effective for this county. On]y these
two, the resource and self-contained models, were continued for_further
ana]ygis under the Title VI-B project for this year. There were five
Title VI-B project schools, four resource and Sne self-contained. Al1l
the same testing %nstruments were used for the pre- ang post-daté as in
the previous two years. The following ;;e the five prograﬁ objectives
and their evaluations for the 1974-75 gchoo],year:

. 1. To return these students, full time,gfo their‘regu]arhschoo]
classes with the gki]]s necessary for successtul édjustﬁent, and

especially to aid the student and the reqular teacher in the

transition. ‘

Of the total 85 students served in the project during the school
year 1974-75, 27 were returned to thé:pegu]ar c]a;sroom fu]] time
" from _the four resource rooms and 3 were dismissed from se]f cén—
ta1ned class and returned to their home base school with the‘
§upport service of a resource teacher. The resource teachers
haQe a systematic process to help }eturn the student to his/her

classroom full time. This transfer ?s'aécomb]ished by gradually

transferring control over the student's program to the regular

classrodm teacher. Before any student was considgg;d for dis-

-missal from the program or a reduction in time spert in the
special.class, information gathered from persons working with

him was discussed in.a staffing conference.

-
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The self-contained teacher kept detailed logs on the Students'
behavior changes and academic behaviors. At the end of the-.
school year austaffing was hetrd in ﬁhich parents, the principal,
counselor, Director of Exceptional étudent Education, coorqinator
for the project, fhe teacher, and any representative of different

agencies that may be involved with the children all attended.

To provide in-service trainihg and suppdrp for teachers in order
to facilitate emotionally disturbed pupils being properly pro-
grammed and uhderstood in the. regular class which will facilitate

their eventual full-time placement there. .
. . - \

]

[

a. A tyo-week pre-school workshop was conducted for regu]a¢ and ’»
special teachers wha would be involved with emotjona]]y dis-
“turbed children. This was an opportunity to faéi]itate‘
communication, assess pre-program teacheq at}itudes,'work
together planning behaxjd}al strategie, .review and learn
preéision teaching, énd to diséuss togetﬁér specific infor-
mation~aboﬁt emotionally ‘disturbed children.

b. A one-day poét-evﬁ]uation workshop was held at fhe close
.. s /

of school in'dune.

c. Project coordinator worked with'schoo]_facu]ties on under-

standing the disturbed student and helping him in a regular

.
»
)

school program.

d. The project resource teachers and se]f—contained.teachen
/ ‘ .
worked with the regulay classroom teacher and the emotiona]t&

-
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disturbed student in {he'regular classroom, as well as

the special class, to help phasé him back more easily.

>

Thé project coordinator, members of the Program Development
Committee (consisting of some project teachers) and a con-
su]iant‘from the Special Education Department at the
University of Florida completed a projgct to help promote
understanding and provide written detailed information about
the g&gls and objectives for the resource room model for
emotionally disturbed students. Also included in the
written report wa§ a description of the instructional pro--
gram for thg;g ;tudents.' A cop& was sent to principa]g,
counselors, -and teachers. The committee regrets-not being ¥
able at this fime to proJide the same information for the, ’
elementary se]%-contained model.” Hopefully this will be

a project for next school year. -(Please see Appendix C for

J

‘the report.)

-

Thé project coordjnator and members of the Program

.‘Development Committee did a two-part video tape presentation.

—

'The first pért was about the identification and referral
process;\ The sécond Part answered thirteen often asEgd
queétions by faculties in Alachua County concerning progsgms
for emotionally dkéturbga students. This was shown and eval-

uated very highly by the teachers of the emoFiona]]y disturbed.

" The purpose,is for the tape-to be a part of in-service or work-

shops for principals and regular classroom teachers in the fall.

(Please see Appendix.D for copy of the script content.)

\ - (44) 00




3. &o continue assessing the relative value of the most pre9a1ent'

organizational arrangements for teaching disturbed students in

terms of increasing (a) qpbnopriate behavior of identified

'students in any classroom, (b) social skills so that they may

work both independently and apprepriately in group situations,

and (c) level of academi@ achievement.
>

Dr. Ira J. Gordon did a twenty page technical analysis of pre-

and post-data on the WRAT, DESB and the elementary form of the

How I See Myself (HISM) self-concept scale. In summary of the

pre- and post-changes and a correlational study of these three

sets of variables, "The prdgrams seem to be influencing both

the academic achievement and classroom behavior of the boy§ in °

positive directions and influencing the self-views, and toa

'J]esser extent, the classroom behavior of«the girls. Correlational *

analysis of HISM, WRAT, and DESB indicate that entering children's

views of themselves (HISM) tend not only to become more related

toward the end to academic achievement (movement toward reality)

, but also the entering scores are predictive of final academic

achievement particularly in'spelling.~ The patterns are different

for girls and boys in reading. Entering classroom behavior'(ﬂESB)

in comprehenS1on and to a lesser extent creat1v1ty is pred1ct1ve

of academ1c achlevement in read1ng, spe]11ng, and math Generally,

the prediction of mathematic scores is in the opposite d1rect1on

. to what mjght have been asSumed. It is not clear whether these
¢ 2 -

relationshipsare unique to this popu]ation or to the population

at large. The teachers ratings of ch11dren tended to relate to

the1r academic achievement at the beginning of the program

(45 '
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There was no relationship between the teacher rating of child

-

behavior and academic;achieveﬁént at the end of the program.

4 *a

Children's performance at the end fiay be more a function of

their self-concepts than of the teacher's perceptions of them.

"The utility of a multi-variate approach, using academic, teacher

rating and child rating is demonstrated. Analysis from both a

standard pre- post- framework and a corre]ationa] framework ,

indicate that more can be learned of program effectiveness from
- . 7

the combination than from only an achievement geﬁg\iéproach.“

(Please see Appendix E for detailed report.)

-
\
%

To provide in-service training for teachers in special classes
\ .

to facilitate various approaches, academic and nop-academic, and

a variety of teaching techniques to individualize instructions

and measure achievement.

a. Due to budget problems in this school district, all program
and staff development jn-service meetings on school time had
to be cancelled. However, the coordinator of this project
provided the Title VI-B teachers as well as the other teachers -
of the e%Ptionally_disthrbed in the county with in-service

workshops after school hours. The project coordinator also

- provided some workshops on Saturdays for those who could not

attend during the week after school. During the meetings,

specific problems were discussed, materials were discussed '

-

and ordered, programs were planned with each teacher, and

ideas were shared.

<
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b. The project coordinator mét with each-teacher individually
to help plan indivijdual and grohp'programé for students in

the program for emotionally disturbed students.

©

c.' The in-service programs %or feachg}s with emotionally disturbed:

students involved systematic behavior observation”techniques,

¢

}//Béhavipr management, individual programming, diagnostic evalu-

"ations and test instruments, affective education through the i1

"

basic subject areas, most effective kinds of materials to use
with these children, and a video~tape presentation concerning

questions about the programs for emakional{y disturbed students. .

To continue to expand and 1mprove our parent 1nvo]vement with the

. ‘-"-p.(f(

program through communication of methods useful for dealing with

thesé prob]ems at home, understandgng of the school program;?and

Based on the exper1ences of the 1ast two years in work1ng with

el

a number of parents of children in programs for the emot1ona11y

7
disturbed, it became obvious that a more intense and concenﬁrated

effort needed to be implemented. This yegr such a pilot program
was implemented in gonjuncti&n with the se]f—coﬁtained class.

We deliberately chose a small poputation of parents to work with
so that certain approachég/gr techniques could be tried to find

the most eFfective form of parent education.

A
— L4

Under the Title VI-B project\he contracted for services with the

Child, Youth, and Family Center of the North Central Florida

Community Menta] Health Center. Mr. Russell Clifton, Coordinator

(47)53
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*of the center, the project coordinator and-the teacher and

teacher's aide worked tégether to try and find the most effective }

parent education approach and worked with the parents on a reg-
~ - > N "f‘ .
ular basis. ' - ‘ M

The project coordinator and the coordinator for ‘the Child,- Youth,

and Family Center have written a report of this pilot study and

<
te

this report js found,in Part IV of this handbook. WPlease refér

to this sec%;?n for more information.

.,

In addition to ‘this, the following agencies have cooperated and
helped us to provide parents with knowledge of -appropriate com-

munity agencies that are able to provide additional help. s.These

are also the agencies the county coordinated with in'@stab]f%hing

our brogramsﬁfor the';motiona]]y disturbed.,

, - ) ’
a. J. Hillis Miller Health Center at the University of Florida
provides assistance through sevéré] channels:

(1) Children's Mental Health Unit: staff from this in-patient -
unit provide consultation regarding services for disturbed
children. Occasionally students from the unit are phased
into regular school progrdms via county except1ona1 stu-
dent classes. Staff at the unit also provide in-depth S
evaluative work-ups which the county is not adequate]y

. equipped to do

(2) -Cchild Psych1atry Outpatient Clinic and Psychology Clinic:
many referrals are made from the program for the emotionally
disturbed to the staff at ‘the clinics. These referrals

* primarily involve evaluation and follow-up therapy where
necessary.

(3) Pediatric-Neuroldgy Clinic: referrals are made to this |

clinic when a student's problems appear complicated by
neurological or ]earn1ng disability patterns.

~.
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(4) Supp]ementary physician support: we are fortunate this
1974-75 school year to have six pediatricians from. the-
. _teach1ng hosp1ta1,ﬁﬁo gi've one-half day per week at'six
elementary schools. This service has given quicker access
to gathering medical data on emotionally disturbed stu- .
dents at the schools. :
/ . ' ~ p
Alachua County's D1v1s1on of Family Servicesy/Children's

-

Serv1ces Sect1on cooperates with Exceptional Student Educat1on :'_;
in sharing serv1ces and 1nformatﬂon We have worked closely .

on several cases 1nv01v1ng fam11y abuse or breakdowns in famjly
’ ~ . e
dynam1cs

4

. v .
The Division of(outh Services is also a valuable source for ]

identification of younger studenfs with strong emotionas pro-

b]ems In’ add1t1on we are able to offer serv1ces at school

Fare

that prov1de Juven11e court judge a]ternat1v9 for dmrecf1ng -~

[ ]
. parents Our efforts aré coordinated closely wi'th D1v1s1on of .
. =
%ggth Serv1ces intake and probat1on counselors. <
In deve]op1ng the exceptional Student program; we are. f1nd1ng .

many logal ped1atr1c1ans and family doctors w11]1ng to prov1de ¢

patient information.” They frequently request 1nformat1on and

.recommendations from our fifes.

‘An adqetional community project, Ehe Home gggj§§hqb1 (HandS)

program, has p%ovided a link between exqeptiqpé] student .

I

services’ and parents. The Hand$' coordinators at several

schools have Been of great assistance in-visiting homes and
. “» “
.communicating school services te the parents.

— . -
,
TN

ST N | -

" S (89) :




.-
.
-
[

“ relate to the perceived effectiveness of these two models as experienced

. EVALUATION OF THE TWO INSTRUCTIONAL PROGRAM MODELS FOR 1974-75

- ) ‘ . . .
fg/r%ﬁbéintént of this. Title VI-B preject for its third year was ‘to con-

;3fihde to provide Services for emotionally disturbed students and to con-

— 4

" tinue to cofleét data on the relative effectiveness of the self~contained -

and resource room models for“instrbctidn.' Comments on the following pages

-

-
-

during the school year 1974-753 Comments made by principals and counselors

»

in project schools arg inborborq;ed %nto the narrative sections. (Please
see Appendix F for a copy of the evaluation instrumeﬁt used. )
As in the previous years, a study was made of pre- and post-test

administration of the WRAT, PIAT, DESB, and the HISM for fiscal year 1975

to allow for an evaluation of patterns and. trends. Please see -Table VI

-

for information on the number of schvols and studehté sérved gnd for the

v

number of students returned to regular class full time. This table only

e

concerns the number of studepts and schools under the Title VI-B project.

.

~ This school year Alachua County‘ﬁad thirty teaéherg for the emdtionally

~disturbed. Nineteen of~thé'£wenty elementary schools had a resource pro-

<

gram, three of the six middle §Ehob15 had a resource program and one of '

the ;%é high schools had a resourcé program. There are also six teachers

on the secondary ]evé] who haye se]f—contéined classes and the one teacher

for self-cdntained on the elementary level. Next year A]aéhua County will

}

PR
expand the self-contained program on the elementary level.

’ - . . Table VI
. ! 1974-1975 School Year
+ Number of Number of Number of Students

Vs Schools Stutlents Returned to Class
Model Served . Sqﬁyeqo Full Time
Self-contained .~ 1 8 3
Resource . . 4 77~ K 27 ..

Total 5 -85 30

0 56




. Mode] f' Self—éontained Program \ CL . L

' | This modgl is most effegt1ve ‘with students who are so serious]y

l

di'sturbed that they cannot tolerate ‘a regu]ar class. Based on our
exper1enée forthe last two years, we fourtd that there were not enough.
students in oné e]ementarx schoo] to fill 2 room of this type to capac1ty
) Therefore, we’ had one se]faconta1ned class for e]ementary grades on a

i T county wqde operat1on This concept seemed to work well and was accepted.

_The se]f:oontained room was housed at a regular elementary school and
o ‘transéortatﬁon was provided for the students. We have found that this

tyoe'modei works best with a fu]]-time aidea.and“should not be attempted
- without this support person. A deta11ed “phase in" process w111 begin
3,1 ) when ‘the student demonstrates his ability to the teacher to function’
T with less and less 'structure in more acceptable ways. Much work, planning,

and supervision time ‘are necessary to make this transfer as smooth as
a4 - . . . 4 12
- possnble

Number of students served fiscal year 1975, 8.

Strength : Ly

1. Regular class teathers were reoébt1ve to the class when it removed
a student Eﬁ@? d1srupt1ng other programs.
2 ¢

Id

2. C(Class apprOpr1ate1j‘f1tted in with funding procedures u?der the FEFP

3. Because of the gradual "phase in process," the children who seemed
to be ready to handle the regular class were able to do so with ’
careful supervision from the special teacher. This allowed for a
smoother transition back into regular class. )

4. A structured environment where the student can function in an
unthreatened situation. .

5. Special teacher was able to plan and monitor a very. individualized
program. .

~— 6. Students from all elementary - schoo]s were eligible to take part in |
.this program if they so needed--not just the school it was housed
in.

Q (51)
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Weaknesses:

1.

7.

Summary of Data:

- o

Very little time was available for the special teacher to consu])
and plan with the regular classroom teachers. )

Some teachars were non-supporfive and resentful of the small class

—

size in the spacial class. . \ -

Students in the class frequently upset éach other and, tended to
model inappropriate behaviors of each other. -

There were some problems phasing students back into the regular
classroom because of attitudes held by some teackiers.

Because students came from all over the county, problems in trans-
portation had to be worked out.

Because of the FTE finding, it is likely principals. maygiant to
provide the program without the full-time.aide. THis should
not be attempted.

There is a certain lack of the natural setting.

a

1.

¥

Of the eight students, three will be returned to their home base
school full time with the support service of a resource teacher
for ‘the emotionally disturbed. The project teacher's ratings
indicate perceptions ‘that academically all but one student pro- -

. gressed from three to eight monghs growth and was ready for the

next grade level academically. One studeht was retained in the
same- grade level., \

Behaviorally, the project teacher's ratings indicate perceptions
that six of the eight studknts showed normal behavior in the
self-contained class by year's end; three showed consistently
acceptable behavior in the "phase in process" 'in the regular
classrooms, and that all students moved towards more consistent
normal behavior over the year.

-
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Model II: Resgurce Room'Program ‘\x\
This 1is "the model Alachua Couﬁty nas the greatest number of. Tyis
model seems to fit the needs of the 6ajor1ty of students in our county.
The students were scheduled into the résource room according to their
fngﬁVidual needs. They were allowed to.be sch;duled up to the maximum
> of twelve hours per week. Ne tried to keep the resource teachers; case
loads to the state recommended number of twenty. This model allowf the
studénts to be maintained in the regular classroom for a major gortion
of the school day. '
Number of students served by these four resource rooms fiscal year
1975, 77 .
Strengths:

[}

1. Students were able to receive daily reinforcement for appro-
- priate behaviors bogh in the special class and regular classroom.

v 2. The resource room provides a means for a smooth transition from
self-contained special programs into the regular classroom.

3. The resource room provides services for a greater percentage 6f
the total schaol population.

4. The resource room provided immediate in-school resources for the
ya emotionally disturbed student.

Weaknesses: ) . \
? [
1: The number of students served occasionally led to difficufty in
arranging student schedules to fit with regular classroom.

2. Resource room programs were occasionally given last priority for
classroom facilities and often resulted in inadequate space to
operate. . N

3. Because of the need to maintain a,certatn nﬁmbéﬁ of contact hours
under the FEFP, consultation time with thexVegu#§¥,c]assroom tea-
cher and individual time with students was almost totally eliminated.

4. There is a tendancy for the resource room to be overloaded because
it is seen as a money making program. :

Ul
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* 5. There is a tendancy for principals to cBntique the students in
the program for the next year instead of dismissing them because
of the concern that the school may not have enough enrolled in
the program for the early October FTE count.

il

-2

Summary of Data: L

AR

1. Behaviorally many of the students were perceited by the special
teacher as ready to be dismissed from the program for the next )
o year. However, because of the problem mentioned above (#5), many
- of these students were continued in the program for another year.
Thus it is very difficult in making an accurate account of how
‘many were perceived able to be dismissed and how many actually
were. Of the 77 served, 27 were dismissed by the end of the year.
It is generally felt more than these 27 were able to be dismissed.

. Academically--the majority of these 77 students, especially the

_ boys, measured a$ gaining in total achievement scores at a normal

4 or higher rate. Please refer to Dr. Gordon's summary of this data
’ in Appéndix E; ) ) ) ]

N
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PART IV c -

PILOT PROGRAM FOR PARENT EDUCATION




SUMMARY OF PARENT EDUCATION SERVICES

L]
H

During tHe negotiation of services to be rendered;to the self-contained
‘g]emeniary E.D. class by the Child, Youth, apd Family Center, the Center's co-
ardinafor andithe'sta%f.of Exceppioqal Student Education quickly agreed that

"the facilitation of parent involvement in cénsu]tatjon or counge]inb was the
most essentja] service jn provid}ng a more comprehensive program of supported
behavior change for the students. The événthalaébntrpbt for services called for
parent consultation or counseling both individua]]y and in a gréup The goal
of the delivery of serviees to the parents was to respg:d to the needs and con-
cerns of parents whose ch11dren had been 1dent1f1ed as need1ng spec1a1 educa-
tional p]acement.and to increase their skills in cop1gg~W1th their youngsters

-

‘ and in shaping appropriate behavior. - ' N

The class itself began to function in December, 1974, and reached its full
complement bf students in January, 1975. Consequently, the Center's involvement
in the delivery of services in March, 1975, was established about six weeks after -
.the class was functioning.fully. Because of the belated offgrihg of services to
parents, an open houée was scheduled to allow the parents to meet one another,

/ and the coordinator of the Chilq, Youth, and Family Center and to announce"‘thei
availability of services fo the parents. In spite of careful planning and com-
munication, only five of the nine_youngsters i the class were repéggénfed by one
or béfh parents. Of the parents who were presentJZ?our were unaccompanieq by
their spouses. The Center's coordinator ;nd the teacher—explained that both in-
dividual consultation with parents and group consultation or counseling were beiné
offered to help the parents understand their children and develop skills iﬁ manag-

ing and relating to them. , . - -

(56) (3;2 - -




Page 2 .
Summary of Parent Education Sérvices

’
. . '

The parents ignored the offer of individual sessions but offered-]imited
endorsement to the possibility of-a—group. Five of the six.pérents présent
agreed £5'attend weekly evening se;sions in thémclassropm. They*WéQe afforded
%h oppdrtun%ty td share speégfié concerns so-that the group sessions woula focus
on problems important to them as parents. '

Attendance was consi;téntly poor. The‘méetings were usually attended by
only iwo'famiiies, a couple-and a mother. A-third mother attended sporadically.
Phone calls by the teacher, the aide, anﬁ.by tﬁe participating parents them-
selves were fruitless. The three or four parents continued to meet biweekly .
for several weeks. They dealt with their éoncerns about the effeétiyeness 6f
the special classroom program, with specific topics re]ated.to behavior management
such as dealing with temper tantrums. .When the group finally terminated near
the end of the school year, the parents reported that.the meetingsmhad.been
helpful and more responsive to their specific needs than other similar parent
meetings but the& also voiggg_disappointment.ahdAfrustration at the limited
mvolvement of the other parents. |

Needless to say the Center's coordinator and the teacher who actually
co-led the group were qu{te disappointed. But the experience suggested al- ,
ternatives and confirmed early suspicioné about the ﬁature of parent education
services which may be more Tikely to "succeed." First, the need for home v@sits_
was evident, especially for those parents who were unab]é or unwilling to coﬁe
to the séhoo]. We feg] that both a Center staff member and the teacher or the
aide should make the home visit as a_team and should focus on getFipg to know,
the family and its specié] needs. An informal needs asses;ment would serve as

a source of meaningfuT topiCs for consultation. Early consultation may have
r - ,

to begin in the home in folTow-up vidifs in order to egrn the trust of the

3
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Page 3 - RSN
Summary of Parent Education Services

parents. Second, we have reso]veq to structure any droup(s) by focusing on
concrete topics such’as behavioré] management skills, communications skills,
or tommon tﬁougiesome‘situaﬁions and how to handle them. We hope that the
1ess\per§ona1 focus will prdve less threateﬁing to the already sensitive parents.
We also hope that beginning the year as a team in meeting parents and students

may create a stronger expectation in the parents réﬁarding the benefits of

_parent consultation. As the structure of the group partially implies, we

expect to move more deliberately to a consultation model of sérvice delivery
focus'ing on parent-identified prob]éms and on problem reso]utiop in the in-
terest of the child rather than on a peréona] or family counseling modet. The "o
latter will notf be excluded from services avdilable to parents but will not
be the initial thrust of services to parents. This conclusion was inf]uenced
by our feeling that we need to.respond to concrete problems by sharing toncrete.
skills with the parents wh1ch are more likely to produce some behavior change,
however superf1c1a1 The parents will value our skills enough to learn them
4 .- . .

more completely only if we can help them succeed in a small but real way with

their chi]dren./

NOTE: : For a more detailed account of this cooperative effort between the
Child, Youth, and Family Center and the School Board of Alachua County,

p]ease see Appendix F.

- /

64
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APPENDIX A

FORMS USED FOR SCREENING, REFERRAL ,
IDENTIFICATION, PLACEMENT, AND DISMISSAL
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- ) - AN
INSTRUCTIONS TO PRINCIPAL: Complete all items, forward. ORIGINAD to
PS)LhUlug)( al Services, Stcond Copy retained at school until sent to’ E\cephonal
Sfudent Lducation. Retain the Th1rd;opy in pupil's Cumulative Guidance Record folder.

CASE STUDY CONFERENCE REPORT

’

fud( e Name: ‘ - School: |
(‘: rade: ‘ Birthdate: . Date of Conference:
}’nmigi]mnts:\C'ounselor: ] ' Referring Teacher:
Parent, Guardian, or Parent Surrogate: : .
Other: ‘ o )

STATFMENTS OF THE PROBLEM: ' ‘ . _

\ -~

REFERRING TEACHER'S OBSERVATIONS: .

\

SOCIAL HISTORY BY PARENT: ., | , ‘ oo

i

‘ ﬁ%
I
s

Relationship with Parents:

Number of Sibling's: Relationship with Siblings:

Describe Behaviors at Home:
\ ) w

Means of D1SC1p11ne at Home

Studcnt s Interests®

Interaction with other Children: O

A

Eating Habits: ” ‘ ' Any Physical Problems:",

Sleeping Habits:
SCHOOL PROBLEM SCREENING INVENTORY (SPS1) COMPLETED BY:
DATE SPSI ADMINISTERED

T
»

COMMENTS: ‘ fw o .
v \ -

(N

DATE s - _ PRINCIPAL

Lt




. F) A - * ! ;
. - ) y \
- K : '
—r ¢ 3 9 .
AR "*/‘k \ Y
b . * . i »
- ' . - .
¢ . : >
. \'- ) . e~
N ' ‘ ’ o ) ’r‘
» ~ - A ) bl
» - /;’ . , ‘ *
v . School Problem-Screening Inventory (SPSI) )
T A11 rights reserved. Caﬁnet be reproduced. May be purchased
~o ’ from Facilitation House, Box 611, Ottawa, I1linois. <
N
- T . . +Manual .and 20 analysis worksheets..... $4.00
| c : P , ‘
1] ‘f.' )
) -
-
» >..
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INSTRUCTIONS TO PRINCIPAL::

Complete all items, forward ORIGINAL ’ ’ ) /
to Psychological Services. Second Copy .

retained at school until sent to Fxceptional . Received at Psychological
Student Fducation, Retain the Third Copy Services:

in pupil's Cumulative Guidance®ecord folder. Date

-

3

RI&FERRAL FOR PSYCH'OLOGICAL SERVICES - ALACHUA COUNTY SCHOOLS
€ . \

Pupil's Name: : ‘ School;

Birgludate: . Race: Sex: Grade:

Home Addrc'ss: Home Phone:

Parents' Name(s): ' Occupation(s): ‘ )

Parcnt Contacted: Date: , By Whom?

~

Parental Statud: Marriced () Divorced () Adopted () Guardian ()

Previous Ilducational Program: EMR () Speech () TMR () Gifted () ED ()
: ‘ SLD () . TitleI ()_Regular () Other () ~

Retention:

Basic Skills: (Describe levels at fhich student is performing in class)

v

Reading:

‘uswling: - ‘ ~-

] by

* Math: . . . A

Corr;mixnf’catidn; (sp(;aking/listening)
Attendance Iistory: ; -

. - - . ‘ i . - “‘f
Discipline History: . , . - Suspensions:
.4

'y .

Significant Medical Data: (medicatiaon, etc.)

v
“

Spe'ec'h/IIcaringJ Screenihg Results: ‘ . __Last Date:
Visual Screcning Results;, 2 Last Date:
Datc of Last Y’hysical: \ Z@ . By‘Whpm ?
Motor Coordination: “Good ()" Ave}?ée [) Poor () - T -

,Eaucational,Test Data (tests, results,‘ dates): - N

Referring Teacher: Principal:

ounselor: . Date:

s

e|-

f““’“@‘ Zase Study Conference Report and School Problem Screening Inventory with
CRIC., 4 L == ==
:....m ! ) ) 7 (J ‘A 4 ) . L 4 ) .

r

o
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** CONFIDENTIAL **

. \ Division of Pupil’Personnel Services
THE SCHOOL BOARD OF ALACHUA COUNTY Page of .
' Gainesville, Florida pages
STUDENT'S NAME DATE OF BIRTH: SCHoOOL
- -

)
\ ‘ 4

[2S

Examiner v ' Psychologist
cc: School Principal - Gold
Counsgldr - Pink
ESE - Yellow
PPS - White

7l -
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. . SCHOOL BOARD OF ALACHUA COUNTY
. " EXCEPTIONAL STUDENT EDUCATION

‘ SCHOOL STAFFING CONFERENCE REPORT . -.
. \ > ‘
Student's Name: School:
® Grade Birthdate: . Date of Conference;

Participants: principal
counselor
referring teacher

receiving teacher’ /

others

ALTERNATIVE-OR TREATMENT PLANS TRIED AND THEIR RESULTS:

*

AN

- &
CONCLUSIONS AFTER EVALUATION OF PERTINENT DATA:

STUDENT'S PRESENT BEHAVIOR STATUS:

PROGRAM RECOMMENDATION:

ANY ADDITIONAL COMMENTS: -

White - PPS
Yellow - ESE .
Pink - Cumulative Folder Principal's Signature
o - :
g Ly .
NG 72 s o

IToxt Provided by ERI




Student . Birthdate
(last) (first) (middle) .
School . - Grade - -

RIS SIS ST IS LS LIS EE LIRSS EE LS IMET IR R T P R R R N R L]

§LIGIBIL[ZX
Date - . ‘Comments ' ;-
Prograq . e ‘
) ______Eiigible v
7 ___ " Not Eligible:- .

. Does not meet criteria
Insufficient Data

Director, Exceptional Student Education

R R R Ty R L R T Ty L r ot L T

SCHOOL EDUCATIONAL PLACEMENT/PLANNING

Date Parent Notification: o
I. Action: Date o, :
A} 2 ,
Placed Proof on file T - )
Date - * ’

Placed pendlng avéllablllty of services

Not Placed:

Reasons for non-placement ° "

I1. Additional Treatment Strategies (what and by whom):

T — QL//
’ ) [

D

III. Plans for follow-up:

-

»

Parents must be notified by the, school of this action. Proof of parent notifica- &
tion must be on file in the student's cumulative folder before placing the student
, in an Exceptional Student‘Edueation program. . . .
. - ™
Counselor T Principal
cc: PPS - white - ‘ - ) ,‘
. ESE - yellow, ° " - )
o 7 Principal ~ pink (for/student's cum folder) : 3

I ERIC . ‘ v 73 AT
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.
A :

A, R - .

The specific terms that must‘be'uéeqfén 1etten% of due-procéss’

to parents are: o B
“ *\'Q ° Fl . -7 <
Trainable Mentally Retarded oo %

Educable Mentally Retarded
Speech'and Language

Deaf and Hard of Hearing
'V1sua11y Impa1red/Lega11y B]1nd
Spec1f1c Learning Disabilities.

¥ Emot1ona]1y D1s§urbed
Sopialﬂy'M51adjusted ’;’ T .
- Gifted '
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" _the 15 days of the date of this letter, your child will be placed in the program
recommended above. , ] L. : /;

SCHOOL BOARD OF ALACHUA COUNTY
(School Letterhead) ’ y

Date

Dear
The Exceptional Student Placement Committee has advised that it is in the best
interest of your child, , that he/she be
placed in an exceptional student class for the , .
at
(Type of Class) _ - (Name of SchooT)

will be enrolled in a

- {Child's Name )

Self-contained class (for the entire school day)
Resource class (for part of the school day)
Speech Therapy program (for part of the 'school day)

Py

. 5" &

We beLievé‘that participation in this special class will best meet. his/her indi-
vidual needs. The placement will continue until such time as“the school admin-
istration or you determine that it is no longer in the best interest of your child.

Please be advised that you have a right to.a review of this recommendation. If
you desire such a review, please contact me within 15 days and a review will be
scheduled at a mutually convenient time. : : ‘. . .

Please be advised further that if we do not receive a response from you within

/

If, however, you are agreéable to the proposed placement, will you please sign in,
the appropriate space below and return.this letter to this office.

- Sincerely,

- ' ' .
4 U

N ' School Principal--

Please check as appropriate: (_. ) I approve 6f this placement.
- ) I'wish to review this placement.

=

Date ] - Parent/Guardian Signature

“
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Student L . Birthdate
-(last) (first) (middle)
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SCHOOL PLACEMUNT REVIEW STAFFING (Contdﬁsgtion or Dismissal) '

————gr— - J—

-

bate Participants ‘-
Present Exceptional Student
Fducation Program placement: . : .

. A

I. lecommendation: ) -

Dismissal from Exceptional Student Lducation Program
Continuation in Exceptional Student Education Program

Ll. Supporting data (indicate evaluation instruments and/or procedures):

-—

Academic

Social-Béhavioral

Intellectual ) .

Process §k111

Parent Request

_ . —

1If recommendation is made for dismissal, pleasé attach any relevant test data,
behavioral observation charts, etc. and send all copies of form to Exceptional
Student Education Department for finalization ‘and distribution.

Principal Counselor
’ Chairperson, School Review Committee

**************************k********7’(******k‘k***fv**********1:***********kv’:**;’(***

DISMISSAL ACTION

‘Recommendation for°dismissal approved.

More data requested: ,

- Date

Director, Exceptional Student Education

a

ce: 'PPS - white
ESE - yéllow . L
Principal - pink‘(for student's cum-folder)

. 760 a-10 - C
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Statement to the Director, Exceptional Student Lducation Program

and

v

The Coordinator, Title VI-B Project, Alachua County

May 15, 1975

H

EY

This is the brief technical analysis of data on thirty students

who pdrficipated in the Title VI-B Project for the past two years in

terms of their scores on the elementary form of the "How I See Myself"
scale.  There were twenty-six pupils on whom there were matched data
trom third grage:and above. Of these, twenty-three pupils were males,
fourteen Black and nine wyite. Since the ﬁorhative data contained in
tﬂc "How I See Myself'' test manual is broken down by sex, the following

analysis was done for the twenty-three boys in the sample. Table 1
. .
presgnts the pre- and post- means and standard deviations by race on

the four appropriate factors of the '"How I See Myself' scale. Table 2
presents a comparison between the pre-tesf scores of the pupils in

the special education program compared to the scores of the students
from Alachua County used in norming the "llow I See Myself' scale.
Thcf&iwere 1,5é7 White boys and 6SOLBlackybpys in the normative’ group.

Tests were run comparing .pre- and post-test scores by race for
‘the students in the Title VI-B Project. Analysis of the data on

!

Table 1 indicates that for.the fourteen Black boys there are no

“

significant differences between pre- and post-test scores on the 'How

I Sece Mysel?” scale. Scores on inter-personal adequacy decréased from

s
-

pre- to post-test for the nihe White boys.

E A-12
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Since a major Lonsxdcratxon in uqlng such scales 1s not the ~
absolutc score, ohtaxncd by the thld but the meaning of the score,

it 1s my view that youngsters assigned to special education c¢ldsses

1]

may report more positively on themsclves; that is, they may have a

tendency to protect their self imaée by reporting themselves higher
than ;heir performance would indicaié. This.form of defensivg
behavior might be indicated By an examinatién‘of their scores in
comparison to the norm group. Table 2 inAicates that this view is

,r;,«

partly sustained. For both -the teacher- school and the inter- persﬁnhl
= /

adequacy factors the boys rated themselves highet than.the mean of‘the
boys used 1n the normative grdﬁp. They were not significantly different
on autonomy or academic achievement. The White boys over eva@paffcn
in termé of inter-personal adequacy was even more substantial than for
the Black -youngsters. ' . ‘

The decrease therefore from pre- to post-test on inter-personal
adequacy of the White boys may represent a movement toward a more

realistic report of themselves and thus a positive indicator of the

effect of the program. That is, theﬁextfemely defensive indication

9 -

- %
of presenting themselves as highly adequate in inter-personal

adequacy gives way to a more normative view on the‘post—tegt. There
is no significant difference between the post scores ;nd the gr6up
normative on teachig—sphool and inter—pérsonal adequacy for the White
boys, although these two differencess continue to exist for the Black
youngsters.

The maximum attainable score on inter-personal adequacy is 85. The

‘pre—tesf scores of the White boys is 70.11 whikh means that their

average rating on the seventecn items was 4.12. Their average rating

' -

A-13 .
7 )




> .

o
decreased to 3.78 in the post-test wh1ch torresponds to an average

» t‘ LY |

';ating by the normative group of 3.487- <

[t. must be recognized that the Title VI-B sample population is “\

4n extremely small one and that self-report fcales’have the problems \

of social desirability and overestlmatlon. Ngnetheless 1t is possible _\ )
~ vy
R I say that: 1) There were no 51gn1f1cant dlfferences as a result of ‘ & . ‘-.
. ~
i- - w=s the ptvgram=far-the*SCOreEwﬁf the fourtéehlﬁiaek youagéters from pre- , %ﬁl
. to post- ESZEin/ ). There were, some, cha@ges for the hene White ' sw

\ N/ K

e direction of reductlon of\%venestlmatlon in the% .

youngsters in

areas of teather- school and 1nter personalsadeahacy toward resemblance
j b

S TP Bt A ”» LY -
oo [l { 1 . [}
to the normative group. In the casé of 1nter Personal adequac;ﬁ T R
! )/ o, ‘ ) ": @ B ‘,.
ﬂ !
there is a 51gn1f1cant change ff’h pre- to pos} 1n ‘the SCOres Of,xh p

\.'/jﬂ: ’ s :
nine boys. Final scores on, thesé two 'factors dﬁ’not dlffer 51ghif%qant'y '
‘ ° Y ,/rt *
from the norms, although both factors de,dlffer"%k the pre—test; ime.w

v ey . /

e o e If-y£<assume that'posrtiVe self conce t is ngt Slm ly 'a* high
et . P ply 2

LN o,mt

i
L
" ot

o .
. et 4

- ., et e eads

score on a factor but a score that resemble fac1ng oneSelf and
‘ T = - '?A'N T S e - “a .
T g L ey

e . ._..-.._..-..

Seezng meself accurateT;; theg it mlght be saliathat the
N 5.

Title VI-B Project had small effects 1n thls d1rect10n for thg Whlte

.
[ .
i -\4-.- .

boys but no effec s for the Blacks: We can make no statements about

+

the prograi's effecté on the three girls on whoT there were matched
. 4 .

pairs. ’ : \
£

ERIC 80 , E
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CTABLE I
' ’ Means and Standard Devaatioﬁé,ufre‘and Post
: for Title VI - B matched pair boys -
. o0 -, Black. (N=14
: A S
Factor Post
s X =8, X sD .- 't p
v oo . . ) '
Teachqm~. 22:35 4.83 22.78 3.29 .31 ns
school ' . *
Interpersonal  66.00 . 10.03 68.07 11,74 ¥ ' .72 ns:
Adequacy B
Autonomy - 27293 7,02 30.7r  7.59 1.36 , ns
t ) . ‘ . .
Acad?mic . 20.21 5.70 21.50 5.91 .76 ns -
Achievement : R :
* ‘; R iv
White (N=9) ‘
X SD X SD t p 7 e
Teacher 24,33 4.15 20,77 4.09 -2,17 ns
school ’ )
" Interpersonal ., 70.11 8.67 '64.22 6.83 -2.95 <,0%
Adequacy .
Autonomy 31.44 6.56 30.89 4.%6 - .22 ..ns
§ -
wAcademic 22.44. 5,10  20.33 - 5.36& -1.85 'ns
Achievement b




TABLE 11
J: E

Means and Standard Deviations, Pre-test of
Titlé VI-B boys and Norm Population

N

Black (N=14)

.

Pre

A-16

Factor Normative Group
X SD X SD t  p
Teacher -22.35  4.83 19.76 4.12 .2.01 <.05
school ' ‘ ' - -
. s, > .

- Interpersomal: . 66.00 1003  58.88 . 9.38  2.66 °<.05
Adequacy ' T °
Autonomy ., 27.93  7.02  28.53 5.51 - .32  ns
Acadenic 20,21  5.70  20.36 4.58 - .10 ns_
Achievement S ’ "

” ’ . 1
4 . !
- /
i White *(N=9)+ }

‘ ’ X = sp R t P

Teacher 24.33 4.15////;9.79- 3.97  3.29  <.05
. : v, ’ 'S
school - : . '
e :
Interpersonal | .20.11 8.67 ' 59.23 9.59  3.76 <.0l
Adequacy : )
: I
-:Autonomy 31.44  6.56 28.11 5.95 1.52° ns
. /,7: N g
;' Academic 22.44 5,10  20.26 4.93  1.28  hs
Achievément N
by J
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MEMORANDUM C ,

9,

TO: All Principals, Counselors, and®Teachers for Emotionallf Disturbed Students
s . - —
FROM: Lucy T. Beckum, Director, Exceptional Student Education
. .Dce Munyer, Coordinator,, Emotiorally Disturbled

RE: Philosophy and Geals of the Program for Emotionally Disturbed §tddent§
"Enclesed is the end product of the meetings of the Program Development Comnittee
in the area of emotional disturbance. Also enclosed is a copy of the definition
and crlterla and characteristics of an emotionally disturbed student taken from
the Stqte Dgpartment Guidelines for Spec;al Programs for 1975. The goal of thls
.cormittee was to first become familar with the results _of the first two years'
evaluations of different program-models implemented under the Title VI-B.
PrOJcct, ; . .
‘The second ycar evaluation found.that the resource program model seemed the
most effective in serving the identified needs of chjldren in Alachua Couaty.
_._Basad on thesc reqults, the committec was charged fith the task of developing
the PhllOSOPhy anﬂ goals of a ;esource program fo

4

<

e This end produqt 'serves as a third” year- eva ion of the resource model under
thp, Title VI-D Project. More- importantly it .serves*as an excellent descrip-
tion.of what ig expected of both the prgfram and the resource teacher. We
hope this paper will help those of you, who are writing comprehensive plans.

We also feel‘Lhese guidelines will help those scho®s that may wish to start

.a program fo cmotionally disturbed studemrts next year. The suggestions are

in accordan with State recommended Guidelines for 1975

-

Ve. would like to- pq;sonally acknowledge and thank the members of the Program .
Development .Committee for.thedr, Ltime and hard work. They are all certified

/ teachers in the, area of- emotional disturbance: «June lor, chairperson from .
Idy]w1Id Elemen;ary, Janis Benet erm Ncwberty High School, Lucy Erstllng from
Lake JForest Elementary, Bill Evans from J. J.,Flnley Elementary, and Jon _
Saulson-from Westwood Middlé School. More’ thanks go to Dr. Mapy Kay Dykes and
Dr, Lyndall Bullogk.from the Special Educatlon Depdrtment at the Umiversity of’
Plorlda for their frank criticisp and helpful comments, and to Jane Nelson A

" for her hclp in the final-editing. . . ; N

by

) . ra= ’ .
hS \ R \'2, g . ) .l .
> - . . )

. . » X
Enclosure . X ‘ % o . . /

. ’ .
. v . N

' fc: ¢k B. Christian ° . 7 o . - \ .
James W. Longstreth ST A1 V.. . e

Don Williams

-

emotionally disturbed students.

8 -
. 4 ” %_ s - R /
‘Psychologists 84 2 T A ST
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. . . * -
‘Phiipséphy and Goals of the Educational Resource Program I
: o for the Emotionally Disturbed '

PHILOSOPHY STATEMENT

—
.

Since an appropriate education for all exceptional students was mandated by-

the legislature of the State of Florida effective beginning the school year

1973-74, the School ,Board of Alachua County developed an educational program

to facilitate the educatlon of children and youth who are behaviorally dis-

ordered. Thu%, it is the position of the Alachua County Public Schools that -

all ‘children have the right to this program which meets_their speblflc needs

and enhances their quality of life. The program is designed to identify con-

tributing factors, develop an appropriate/individualized program, and help the
"student to return and function in a positive way in the regular classroom setting.
Appropriate educational intervenfions as determined by the student's present
"needs, may focus on skill development in the cognitive, affective and/or

psychiomotor domains. The professional education team, parents, and community

as well as the student are all vital components in developing, ‘implementing, and

evaluating the educational experience designed to facilitate the student's

growth., It is the responsibility of all members of the professional edu-

cation team (regular classroom teachers, special teachers, administrators,

psychologists, therapists, etc. ) to work toward achieving the optimal learning

environment for each identified student. . . .

Therefore, it is our belief that the oyerall goal for the educational program -
of the resource class for emotionally/disturbed students, is to develop a .
coopcrative effort among school persdnnel to help teturn the student to the
basic school program as well as to sotiety in general as‘an effectlvely con-
tributing member. Other general -goals and their’ global objectives to help
meet the goals are as follows: ” .

Y 4 « o » -
’ kel -

¢ -

1. The Exceptional Student Education personnel w1ll strlve toward developlng
an understanding, acceptance,, and integratlon, of the progr¥m for emotlonailz
disturbed students in the individual school where it 1is to be 1mp1emented N
A 3

S
4

a. To aid school personnel in identificatlon of emm!ﬁonaliy disturbed
students, ' . : e o
e L. ‘.-.

b, To provide direct and continuous feedback .to the identified studenx s
other classroom teacher or teachers. . h

’ JUSPOR
Y

C. To help regular classroom teacher$ establish @ more positive classroom
atmosphere, .

v "
LN ,

(AL ",,

.o
-

d. To help school personnel employ behavior managéﬁent and observation technique

\

./ = e, To continually seek information and .feedback from school personnel on
academic and behavioral performance of the student. . |

. f.:’To rticipate in school wi tions and/ mittees.

g ‘To pa f\de—f-xu;?c d , }.

2. To facilitate a workirg reYatigpéhip among sché&1# ommunity among
~ personnel and/or family members in order to provide consiéstent interventions.
‘ a. o know community agencies that may provide services for the student
andYor family in locdl community and state. i A

b. To. provide direct ‘and frequent communication wé h parents, school person-
nei and/or community agencies (i.e. behavior management, consistent .

-, 9 -

'~

: B actg” 80 . ‘
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interventions, behavior and academic growth),

3. To maintain ongoing assessment and evaluation in order to pinpoint needs in the

student's individual educational program. = .
£y . K

a. To develop an appropriate assessment package to ascertain the needs of the
identif icd student. ’ .

“b. To administer behavioral, achievement, aptitude and/or motor assessment
measures as needed by the student. s

c. To Fevelop a needs profile of each student.

d. To determine priorities for social and/or academic skill development of
each student. * ~.

4. To provide an individualized program for each student to facilitate the devel-

opnent of desired social apd/or academic skills. T,

a. To plan, implement, and evaluate a comprehensive plan designed to promote
social/emotional growth in the student.

b. To pléh, implement, and wevaluate an individual program designed to amel-
iorate an individual's deficits in academic areas by means of an instructional
program consisting of sequentical tasks geared to the student's achieve~
ment level. _

5. To guide the student to- develop an awareness of his/or her behavior and its
consequences.
o

a. To facilitate growth and development of the student in adapting and coping
skills. . y

b. Tb help the student adapt to situations which produce stress in such a way’
as to become less vulnerable to emotional stress. v

“ ¢. To improve the student's skills in interperéonal relationships (g.g. peers,
parents, authority figures.") :
"d. To provide opportunitie¢$ and experiences for the student in order to en-
hance his/her self-concept. ’ .
. .
, Implementation . \

Organization

a. Facilities “ ) ]
|
‘In order to have a fully functioning program, certain minimum space'réquire-
ments myist be met. Please see acreditation standards. A regular size class-
room or a room not less, than one half this size, is strongly recommended.
The classroom for this resource program must be large enough to accbmmodate
both individual and group aétivities going on simultdneously with minimum

* -distractions to each. Ideally the classroom should be equipped with sink
and counter space, storagé cabinets, adequate lighting and ventilation.
Bathroom facilities should be/adjacent to the calssroom. Unique to the imple-.
mentation of this spécial program, a time out.facility should also-be pro-
vided. Please see State recommended Guidelineés for 1975 for equipping the

resource room. Page 44. , . /

. R0 86 -
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b. Case Load _ ‘ -
In order to meet state fgpdlng requirements and still have an adequate edu-
cational. program for emotionally disturbed Students, the absolute maxinum
nuwbnr of students to he seen in the resource class should be twenty. The
averabc number of students to be seen in an hour should be four. This is a
case load recommended by the State Department of Fducation based on a survey
of programs for eom{aonall) dlbturbed students -throughout the state-of Florida.

c. ﬁchchLhyl

The time spent in the resource room should be scheduled flexibly according,

to the individual program of the student. In mest cases, consistent daily
time blocks are most advantagpceous. In addition, time must be made available
to see students individually. Because of the need for on going educational.
asseosment, time during the school day must also be avallable to the re-
source teacher for direct classroom behavior observation and/or for testing
of fdentified students and/or possible.. candidates for program services. The
resource room should never prevent patt1c1pat10n in special school activities.
Should a conflict arise, ‘the regular classroom teacher and the resource  ~

teacher will accommodate their schedules to allow for this activicy.
- & ‘ . .
&

2. Instructional Program :

a. Curriculum ’
[ ) )

e L AT

The curriculum must be set up on the basis of the student's nature and his

needs.  This would include both affective and academic needs. Although much

wonk has been done in the affective domain in ‘the development of .a taxon- "
omy of educationaltobjectives, very little has been specifically oriented to

the development of an educational curriculum for emotionally disturbed

students: A need tor this has been recognized and hopefully publication of

thesc projects will be forthcoming. However, while not following a strict )
skill hierarchy in the affective domain, the resource teacher must incor-
porate affective objectives for each student and a variety of acfjivities to
implement them. A good example of a book ofgaffectlve activities, while not
written specifically for emotiohally disturbed students yet helpful to thé
resource teacher,. is entitled Affective Elements of Career Education in the
Elementary Schools by Caplinger, Gallaghler, Leighton, and McComb from Br

County School System, October, 1973. This book is presently available t
schools. ; .

K . “

o

The academic curriculum is based’ upon existing Alachua County elementary and
secondary reading and math objéctives. An individualized educational program
is developed from the skill hierarchies presented in these objectives. Thusy
this portion of the resource curriculum directly correlates to the curriculum
that the student w1ll use when he returns to g full-time regualar class

These ObJCCthGS are: . » v
4 N ! P
(1) hlementary Program Objectives for Language Arts and Math - . . ’
. | ) .
(2) Right on. Kith Reading . -
' - Decodihg and .§tructural - ’ <
Introduction ‘and Comirehension 1 .
- l .
o - - ,
FRIC 87 A2 ' ' : ’
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(3) Secondary Social Studies, Science and Math Curriculum Course ObJCgtl\‘O
Revisad May, 1974 -~ /

L 3
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b. Techniques/Methods .

A combination of individualized methods and techniques are used on a flexible
basis as dﬁgermined by the needs and progress of the students. These methods .
amsl techniques are derived from pr1nc1p1es underlying different,philosopliical
abproaehes to teachlng emotionally ¢1sturbed students. A wide variety of
methods and techniques must be imployed to meet both long term goals and irme-
d4ate objectives for soecial/emotional and academic growth of each student. Y

The following are examples of behavior principles from whlch a variety of meth-
. ods and techniques may be derived:

-

To strengtlten new behavior, principles that may be used are: .
. .

-Premack Principle (ngh probability behaviors--those behaviors that
are likely wo occur, such as eating, playing, perhaps reading--arg
reinforcing to low probability behavior--those behav1ors that are
less likely to occur, such as doing math, getting to work, or be-
having in a classroom.) :

-Positive reinforcement (selective use of varying schedules of rein-
forcement for appropriate behav1ors)

. . . P
To develop’ new behavior, principles that may be used are: \p//

- -Successive Approximations Principle .
-Modeling Erinciple .
-Cueing Principle ' 3
-Discrimination Principle . -

fo maintain .new behavior, principles that may Pe used- are:

-Substitution Principle . . ‘
-Intermittent Pring¢iple Q

\ To stop inappropriate behavior, principles that may be used are:
] Q
-Satiation Principle
-Extinction Principle
-Incompatible Alternatlve Principle .
~Time~rout :
To mod1ty emotional behavior, principles that may be'useé are:
. . | , .
-Avoidance Principle o :
—~Fear Reduction Principle* . . "

Q’——)

v

] . . -

« ! .
SR . - ' %

~

*Taken from the book ghang;qg_Chlldren s Behavior by John D. Krumboltz and Helen B.
Kruiiboltz, onegpf the many books published about«behavior principles. .

e L ogd e A 5
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The following fis a partial list of aELLvitiesmalsa,pscd to. change behavior. . °

. a leader apd a follower, to follow directions, to .establish positive rela—, . .

-~

-

., !

A variety of methods dnd,techniques may -also be derived from these: N
e - * S ' ,
-Role Playing i . : . "
» ~Interpretive ‘ ’
-Musgic
-Art : ,
-Bibliotherapy ) A -
. -Reality'Theraby : . B
2 . -Simulation Cames® ' i
© -Magic Cirele )
'=Values Clarification
. -Individua®/Croup Interactions . e
-Creative Dramatics '
. -Puppetry
"~Open ended sentences/stories | .
-Pant omgme .
-Play Therapy ~
-Active Listening -

. .
. - .
“ . ' « = -
. . .
-

Various standard as well as non- standard materlals are utilized in the re-

source program for emotionally disturbed students in order to meet the 1nd1—
vidual student's academic and social neeéds.‘ Many. commefcial as well ds ;;_"se““ae_w
teacher made games are used to teach some of the follow1ng socaai objectives:
to share and take turns, to respect the rights of others, to participate as

’ 1 r

- ..
.

"

Materials

tionphips With peers and adults. The list of commércial games to achieve

these is cndless, Therefore, the resource teacher should purchase mdterdals

ﬁ%ly after she considers the soc1a1/emot10na1 and academlc needs of each

studert. v . - . .

Token systems of relnforcemqpt are often Used by the resource teacher in the e
management,df classroom behaviors. Some items not’ commonly found in ,the

regular classroom setting are necessary to implement’ such token reinforcement
systems. For example, a child's correct response may ‘be rewarded immediately

with tangible or ineangible tokens such as candy or p01n:s,“ A number of .
these reinforcers in turn may be saved and exchanged‘fox spec1a1 privileges,
activities, or other tangible itmes such as model cars, crayons etc. These
tangible items should be considered as consumable supplies IF developing the
budget for the resource program for emotionally disturbed s?udents. - )

-~

Transfer to Regular Class
. !

The hagor goal of the resource foom is to help return "the student full time to

the basic school program as an effeCtlvely contributing member. Therefore,

when the studerit demonstrates the ability to function as ap effectively

contrlbuting member within the school'scttlng, a systematl process then begins *

to help return 'the student to h1s/her.classroom full time.| This transfer

i;.accoMpllshed byt gradually transférring control over the| student's pro- ' .

gram to ‘the regular- class;oom teaeher. Examples of how thlis can be done are:

8 N Y -
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* (1) Reducing content areas covered in the reséurce room.

- M - e

(2) 'Reducing the time scheduled im thé resource room. . - ) .
- : N

. (3) Aid the classroom teacher in establishing.contingency manggement
< program. , .o Vet

2 —

(4) "Placing regular classroom participation ‘on a~higher contingency.
- [N

’

» - ~ A
<+ . - (5) Follow up activities (i.e. use of resogyrce room as a weekly or monthly -
- ‘place for relnforcement intermittent conferences with teachers and, '
students). Fans R e

3. Evaluations o ; .

Oue of the ubjectives stated earlier for the resource teacher of emotionally °
disturbed students is to maintain ongoing assessmént and evaluation and to de-
velep an approprildte assessment package to ascertain: the needs of the identified
student.  One part of this package must include 1nstrumeﬂts to ‘assess and eval-
uate the ~tudent's behavior patterns. ertten evidence on file must include
several systematic classroom behavior observatlons, done by the resource teacher,
and a normed behavior ratlng scale such as the Devereux, completed by the re-
ferring teacher. Anecdotal records by the regular classroom teacher should also
be included as well as.any informal behavior checklist the resource teacher nay
develop.  This part of the assessment package should be done before the child’

is pluced in_the program. All other instruments used as_gyaluatlon_measurﬁs_ﬁan_gw__~;‘
pre-teSting and diagnosis, must also be ugsed for post-testing and evaluation,-
and.this hestlnb should take place after the student is identified and ,placed ”

in ‘the progra All these instruments uséd should—help the resource teacher
develop an approprlate individualized program for each student. Other examples
6f diagnostic and dssessment technlgyes may include:- ‘ N

. Y . B

a. Individualized conference, counseling, and tutoring .

* 2
b. Croup counseling - - . -

-

v - - ,

c. Rap sessions, peer counseling, magic circle and

d. Sociograms ’ g

"e. Systematic reporting for students, parents, and scliool personnel ‘ .

<

The assessment package is to be developed by: each indlvidual resource teacher.
FEach teacher may prefer certain test instruments over others or may feel more
comfortable and experienced in administering certain tests. Therefore the
following list of instruments 1is not all inclusive,_ but serves only as a

rqggesontative'sample,of those most commonly utilized by profe531onals in the. = .
field. | - : . - . - .
* ’c . 1 s — ‘
) | ) ST .
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4.

Prqgram Personnel
R

a. ie_i)na_v—ip_r Rat fdg Scales

-CASES Profile ‘ _— nea
-Devereux Behavior Rating Scale ,
~Erequency counts of pinpointed behavior by direct observation’
-Walker Problem ‘Checklist i
° -Ottawa School. Behavior Checklist—
- ~Bower-Lambert Behavior Rating-Scales ° :
-Behavior Problem Checklist (BPC)

he - . -

b. Achievement

~Gates McKillop Readlng Inventory

-Informal and Formal Inventories

-Key Math

-Peabody Individual Achleygment Test (PIAT)

-Spache Diagnostic Reading Test

-Mills Learning Methods Test -

-Wide Range Achievemeént Test (WRAT) .

-Durrell Analysis of Reading Difficulty . '

c.. Process Skills -

N - -

- —

-Ill*inois Test of Psycholinqulstlc'KEllitles (LTPA)
-Peabody Picture Vocabulary Test (PPVT) )

f—

-Mills Learning Methods Test \ .
-Psychoeducational Inventory of Basic Learnihg Abilities

,.) § B , . . , ol {
d. Metor ) 7 .
- .

duePerceptual Motor -
. ~Frostig
-Lincoln Oseretsky
-Dubnoff School Program

As in all areas and levels of education, it is the teacher who actually makes the
program effective. To have success in program implementation, the employment

of competent teaéhfrs is of primary importance. Nationdlly, there is a shortage
of qualified personnel in this area of specialization. However, the following
statements listed in the recommended State Guidelines-1975, will serve to assist
administrative pérsonnel in the selection and placement of: teachers to work with
emotionally disturbed students.’ ) - -

s AP

The teacher of the emotionally disturbed should not only have a knowledge of,.
but also have the ab111ty Co demonStrate the follow1ng

> ": * - -
q.f Have, a knowledge of behavioral and academic characteristics of emotlonally
‘ disturbed children. .

. .

' - Y ¥ ’ o
»
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b. Have a knowledge of educational strategies utilized with disturbed children,
tes i Mg~ the various strategies and be able to

describe and defend a personal orientation.

~—— ¢+ -Have a-knowledge of realistic-alternatives-in-the nanagement of disturbing ~
behavior. ) ’

d. Have a'knowledge of how to individualize instruction within a group setting.
3 . 4

e. Have a knowledge of materials and approaches to be utilized in teaching
reading, arithmetic, social skills, vocations and other school subjects.,

f. Have, a' knowledge of behavioral and academic assessment instruments and how
these instruments may be utilized in educational planning.

Y \
§. Have a knowledge of general policies regarding referral and placement
procedures for emotYonally disturbed children.

K

h. Have a knowledge of ancildary services which teachers of the emotionally

disturbed may utilize in order to assist children.

-

i. lave a knowledge of public relations procedures in soliciting assistance and
. . 3 r3 ~
support from various service organizations and/or clubs.

. . «
* v

- c o, N Tt
J Have a knowledge of state and federal laws which govern provisions for
" Temotionally disturbed children. -t

§

. ; 1 _ - ; ’ !
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DEVELOPMENT AND EWMIHHTC& (& INSTRUCTIONAL
' PROGRAMS FOR THE EMOTIONALLY DISTURBED

-~

A. Definition ’ )

An. anotlonally dlsturbod student is one who exhibits *consistent and *porsistent,
signs of bchaviors such as withdrawal, dlstractablllty, hyperactivity, or .
e hypersensitivity. SBER 6A-6.301(6) o

“

’

'+ B. Criteria for Eligibility for Special Programs : .
* A child is eligible if: o
-
1. enrolled in or ellglble for enrollment in the public schools of a -

“district;

2. exhibits learning problems that are not due primarily to mental
- yetardation;

[y . s

3. ' exhibits severe behavior dlsorder that cannot be controlled. or
ellmlnated by nedlcal intervention;

&,

a

Lol by
4, exhlblts an 1nabllrty to build or malntaln satlsfaptory 1nterpersonal

7 relatlonshlps with aJults and peers; . ‘ N ;
SNSRI ¥ S \.b.. s 1 o

5. exhibits the fpllOWlné characteristics to, th tﬁthatAhe,or sbck.
cannot- take advantage of or respond to the basic|program:

a. general characterlstlcs j L, )
* “ /‘ * ) . '
L. an rnablllty to learm that cennot be explalned by Lntellec— -
( “dzal SeAsoOry or health factors; o
(2) approprlate types of behaviors ‘or. feellngs ‘under normal -
circumstances; - . .
o . (3) gcneral pervasive mocd of unhapplncss or dépressron,
(4) & tendancy to develop phy51cal symptoms, pain or fears

- ! . assocrated with personal or. school preblems.

b A‘more precise list of behav1ors that may be observed in the

//* student are as follows: ‘ , Co
'’ L ¢ . . '
A ' \ . -
. (1) "short Attention Span unable to cq@ncentrate; not able to
pay attention long enough to flnlsh an activity; / :

(2) Restless or Hyperactive: moves around constantly, fidgets;
docsn’t seem Uaxnave w1th a purpose 1n mind, picks on other.
children. "

(3)( Does Not Conolete Tasks: Careless, unorganlzed approach to

- activitics; does not finish what is started, does not sce7
]

" to'know how - to plan to get work done;

*Persistent - existing for a long or longer than usual time; continuing in a
course of action withcut regard to opposition or previous failure.

‘_','*Con81stent - markcd by harnony, regularlty or steady continuity throughout,
et showrng ho srgnlflcant change, uneveness or contradiction. . ‘

.," . A ' Ql) A27 - - . . ’ 37 '.“‘ \
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(4) L)},Lc‘mnq Dx fficulthrcs, Does Not <‘>C\m to Under stand:

s trouble tollowing ditections; Gwns away while others

_oare talking, Jdoes not seam anterested;
(5) Avoids bartac l;kl_t_l_()'l‘_\_l_t.h Other Children or Onlyv Knou s How
Lo -Play by lm:(mu others stays away fran oter chldren,

always plqy‘* alone, J(xxvu; a group of children when an
_ activity 1is going on, bites, hits, or bullies; -
(6) Avoids Adults: stays away from adults, docs not like tow
- Zame to adults for attention; - ¢
Repetitive br-havior: does séme unusual noverent or ‘repeats
rds over «wxi over, cannot stop activity himself;
(8) ut_ua;l‘l.f_t_l_g“u‘rmlir_‘xgsua] Bohavior: has a fixed way of doing .
: certain activitics in ways not usually seen in other ‘children;
(9) Rcslst.ant___t_g_D_x_ic_mlme or Direction: impertinence, defiant,
resentful, dustructive or negative, does not accept directions
or training, Jdisaqreecable, hard to manage, dceroys materials
or toys deliboratelys
(10). Unusual 1 I:u*_‘u:u_(:__(‘ﬂl.t_("lp (bizarre, strange, fearful jargon,
fantasy) very odd or diiferent talk with others or in stories;
(11) Spcech Problems: (rate - specch ‘that is unusually fast or
$low; articulation-difficulty making clear spaoch, revcating
sounds, words or phrases, blocking words or souds; volce-
unusually loud,” soft, high or low, scratchy; no specech-chotses
‘not to talk or does not know hog to talk so that others can
understand; ' ,
(12) Physical Complaints: talks of being sick or hurt, seems tired
.or without crergy; )
(13) ‘Ixchocs Other's Sncech: repeats another person's words withodt
intending Lor tne words to mean anything;
(14) Lack of Self-tielp Skills: unable to feel.self, unable to éress
self, unable to conduct toilet activities unalc’.oa or to carry
out health practices such as washing hands, brusni:fiy testh, et C.8
(15) Seli-Agressive or Self-Deragatory: does things to hurt sclf,
, . says. things about self; > T,
(16) Taméramental, Ov&ly Qensitive, - Sad, Irrltable Jqoody, easily
- depressed, unnappy, shods extreme emptions ang feelings;
(17) Wwithdrawn: daydreams a great deal does not mmgle freely
with other children, gives in, .complies without much show
of feeling (but may occasjonally "blow-up"), ndt included by
other chlldren, doesn't have frlends, tends to be an "1solat:e,
out of touch with reality;
(18) Anxious: kecps asking "Is this right?”. "Did I do this right?"
+ /7 wants constant reassurance, has nervous mannerisms, fidgeéts,
"bites nails, chews pepcils, etc., seldam satisfied with own
- pexfopmance, tonds not to get finished, persistent, tends to -
# over-study; tends to be preoccupled with dlsaster, accidents,
. death discase: - .
Thesc c;rlterla shduld be used to ldcnufy scriously amotionally dis-:
~ turbod students, not students Sxhibiting classroan munagannt or
"behavior" “problans. Students should be provided carcful diagnosis
50 tshat. pldcczmcnt_ in mpproprlate programs can Ix avolded.
2
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VIDEO TAPE SCRIPT

FHE—MOST OFTEN ASKED QUESTPGNS~CONGERNING—$HE"PRGGRAM +0R
EMOTIONALLY DISTURBED STUDENTS

Program.Directdr: Dolores Munyer

Pane]ists:' * Dr. Donald Williams APsychologist
v Dr. Gerry Combs !
Janice ‘Benet . Teacher of the Emotionally Disturbed
Lucy Erstling- !
Bill Evans ! .
’ «Jon Saulson 3 "
June Taylor !
PART I:  IDENTIFICATION AND REFERRAL PROCESS . .
Psychologists . ‘ \ < 2/// .
PART II: PANEL RISCUSSION ' S
Gerry 1. How does the school become initially alert to the[ fact that a
—— Ehyld may have problems of an“emot1ona1 nature? Phat is an
D child? N . LT
(a) characteristics of an ED child L .
/(b) what a psychologist looks for in 1dent f1cat1 n - '
// (c) state def13ﬂt1on of ED ch11d I
Do 7. What should I, a regular c]assroom teacher, do when I spot a
Luc // ch11d who exh1b1ts some of these behavior character1st1cs7
~ . (a) discuss w1th school counselor . ,
(b) keep wr1tth record of child's behavior patterns '
(c) ED resource‘teacher 1nput,dn suggested aPternat1ves
Don 3. What if I think there is sdﬁe problem with the ch11d but I
June don't know what it is? -
Bill. (a) counselor interagfion and input B
(b) ED resource teagher 1nput on what to 1ook for’and what
to be aware of
(c) guidance on hgw to take down behav1or observat1on w1th-
out interprefation.
(d) 1nput of otHer resource personnel ) .
Don 4. What if I am tHe only one who sees th1s ch11d as having a prob]em?
Gerry (a) necessary to have detailed- behavior, observations recorded and
Jon written, this is necessary in-all cases for children reﬁerred

for ED . d
(b) -case study conference must be done with the m1n1mum of
” . counselor, ED resource teacher, and referr1ng teacher as
. participating members

(c) importance of ED teatHer being included in this case study .

~ conference; his or her participation may help cut down the™

. number of unnecessary referrals *

(d) observations done’ by ED teacher may help regu]ar teacher S,
percept1ons of child change Dt

A0 gp

o




5. Why can't you place @ ch116*1n twa or more except1ona1 st
programs?
7 (a}* law says identify according to the pr1mary disab1]1ty
* (b) cannot get funding- on dual pTacements
{c) if. children were placed in more than one ESE program, they
: would be qut of the ma1nstream of their educat1on

6. What do you do with a child who seems to\have more than one’
d1sab1]1ty7
(a g> psycho]og1st tries to 1dent1fy all of*the child's d1sa—

bilities and may make suggestions in how to ded1 with them
child's “primary disability is used for psychologist' S
‘recommendation ‘for placement in ESE program
(c) might mention that PPS must 1dent1fy and that ESE myst

f rdeclare eligibility

i

[y : P

How does a school, or a regular classroom teacher deal with the
child's ‘secondary disability if the child is placed in 4 pro—
gram to only work on his -primary disability?
(a) mention training and background of ED teacher to he]p
. in most areas of disability
(b) ED teacher does try-to work, wiAh child in a]] areas of
d1sab1]1ty ¢
(c)” mention the importance for time to be set aside during ‘the -
. week for special area teachers to meet together and discuss
theTr children so that they may help each other w1th the |
secondary disabilities
pu
What happens to a child Who 1s not eligible for the ED program,
but T stil1 feel the child has problems? .
(a) importance of time set aside for ED teacher-to-work or
. help with non-program children - ’
(b) ED teacher.can help prescribe different 1ntervent1ons for .
the’ cTassroom teachér,to try »
(c) counselor and ED teacher may offer 1nput together on

strategies to try d
i

. *dune 9. What is expected of me, a regular c]assroom teacher, onc a
Janice . child in my ¢lass is 'placed in an ED program7 f
Jon . (@) child who is ED can not be cured by ED teacher a]one
(b) stress the cooperative team effort to work with the.
child (may include entire school personnel)

. list some things the teacher-may and should do in work1ng
with you (behavior Zggervat1on, charting, trying different
teaching strategiesg“behavior modification)
for most effediive and successful results ED and classroom
teachers' must work-together, otherwise expect limited results
stress fhe importance of bringing some stability And con-
sistency to the child's day '

;’ + . #&
- . "




June 10.

Janice
Lucy
3ill
Jon

June  11.

Janice

Janice 12.

Lugy'

June 13.

" JanTce
Lucy’

C - BilT AN
© . dJdon

How does the ED teacher work with these ch11dren?
(a) ED teachers use combination of teaching methd@§,and
' strategies -
(b) give some examples o?’aethods and techniques
(c) mention that traditional as we]] as non-traditional
materials are used
(d) mention that some behaviors may get worse before
they ‘get better .
(e) mention that diffeneﬁf’faien and mreinforcement systems
rare used ¢ ) C .

o

G
How do I exp1a1n to other ch11dren why Johnny is getting

special treatment?
(a) explain different ways that your school may have dea]t‘J

with this question s
(b) ED teacher and counselor may help in speak1ng to the
class .- )

How and who decides when a child in ED program shou]d be

dismissed? ;

(a) wusually initiated by ED teacher :

(b) conference of ED teachtr, counselor, and,the child's
‘classroom teacher needs to take place

(c) ,psychologist may be asked for input in certain cases

) . necessary to have,written evidence that child no longer

needs the program (behavior observations, behavior
rating sca]egr . ) .

What do I do about grades for this student who is absent from
my class during the tipe he is with the ED teacher?

’
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More.detailed answer to #10. How does the.ED teacher work. with these
“.children? = : , : ;

T

Examples of approaches mentioned in the video tape: -

Applied Behavioral ana]§sis

Reinforcement systems

Reality Therapy

Values Califij€ation

Simulation Ggrles ,

Group DynamiCs

Magic Circle

Life Space Int8rview

SeTf-Awarness |Theory

Contingency

Psychoeducational approach

Eclectic _

‘Ecqlogical-Community approach
AY o

‘Others not mentioned in the tapez

»

y
Puppetry in Therapy
Role Playing
Dance Therapy
Concept of Therapeutic Milieu
Therapeutic Play Techniques: A .
The answer to-this question in no way. sugge$ts or 4mplies that teachers of
the emotionally disturbed must use one of the above mentioned approaches., We -
merely want to present a number of techniques or approaches used with.these
' [~ children by.professionals in the field. A1l members of the panel felt that-
" the best appreach to use with the child is .the one you feel most comfortable
with and have the most training and knowledge about. ) , '

>
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The pre- and post- data on the “Wide Range Achievement Test (WRAT),

.

bevereux Elementary Behavioral Rating Scale, and the klémentary
- 1]
form of the How | See Myself were analyzed.

. PRE - POST CHANGES : CL

-

, The first analysis was of the changes.pre- to post- on each of
these measures of the total population and separately for boys and
. !

girls. Table 1 contains the means and standard deviations and indi:

cations of statistical sigmficance (t test).

*

¢

Inspection of Table 1 indicates that scores on the WRAT for all

I'd b ' ’

three measures reading, spelling, and mathematics were significantly

higher at the.end-of the prograﬁ than at the beginning. This also
held trué for the boys as a group but did not hold true for the girls
as a group. For the girls, the mathematics scores are significantly

.higher at.the end of the program, and there are no differences in
* . [

reading and spelling.

Syhce one would expect improvement over time, and since the;g is
no control population, it is not possible to state that the WRAT gains

are strictly due to the program. Only by dn examination of grade level
norms would it be possible to state that the gains either equal or
» * \ ’ ¢ -
exceeded the expectation of these childreh. Further, in the case of
’ !

e the giffs, i; may be more safely assumed that the program did not

P S n

have a éignificant impact on academic achievement as measured by’ the
. ' < -
Wide Range Achievefent Test. .. ' .
) B . \ ¢

Examination of the Devereux Weans show several movements in a posi- L
! .
tive direction from pre- to post-.' The total population showed decreases

1n classroom disturbance, disrespect and defiance, inattentive withdrawn

behavior, and external -reliance; and increases in comprehension, creative
‘ ‘ 1 O ‘:j %o v
by /
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. - ? . . i i
* ) imtiative and need for closeness to the teacher. One might interpret
) . . KU . b}
the decrease in external relianfe and an increases in the nced for

e . - - - .
. % . . i,
. * losenessy to thc;feacher to mean a change ¥bward more enotional depen- -

dence on tHhe teacher but’ less instrumental dependence. This would be
: N - ¢
positive movements in both cases., It would mean a closer affective , 7_
L3 * ¢ /
. . . R Y.
relation with the tedcher while more independence to do one's own

A\

s *-.0Tk .

N [ . . . -
I'he Devéreux scoée§‘tor the boys show decreases in classroom .
3 : : - : . ) . ¢ N .
Jisturbance, disréspect and defiance, inattentive withdrawn .behavior; i
. ) & M hl .
and increases in comprehension, and creative initiative. The girls show
Al - .

t

» . . - 'n
Generally, as 1n the«ase of the WRAT)the results seem to be more B

N ~ only anvincreaﬁe in comprehension and in need for closeness to the teééher:(

profound’ for the boys than they are for the ‘girls. .
. ‘ ?

’ ' There were no significant differences pre- post- for the How I

: ’ ' ' o ,

See Myself Scalg either for the totél population or for the boys. In

L

- ‘the chse\ of the girls, scores on teacher-school went down, from -
’ to post-. This may reflect.positive movement. The+rfiitial scores were !
> ‘.

- extremely inflated when compared to the general Alachua County norms.  _
X . . ) .

"+ The post-scores more closely resemble these norms. In view of the fgct

. [ N

L. . ' ’ ¢
- - ° rthat extremely high scores on the How‘l See Myself Scale may really

* reflect defensiveness and anxiety, this movement is in the positive -

.

digection. When bays and girls are compared, there are no significant

- -~ -

- differences between the sexes at entry, and only two at the end. of the
"r. . Brogtém. \Girfé are seepiby teacgers as significantly more impatient .
RN than bqys, and report ‘themselves l;wer in tqache}-schéol poéitive
rélatiQﬂshipg dn the HISM. . ‘

. 104 4 .
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In summary,, the program seems to have a definite impact on the
‘ .- | .

classroom behavior 'of boys and probably an impact on the academic.
achievement of boys. The program seems to have little, if any, impact
on academic_achievement or classroom behavior of girls. It may have

some impact for the girls on their views, of teacher-school.

RELATIONSHIPS AMONG VARIABLES ' . .

‘\“ ' A second analysis consisted of a correlational study of these
) : . : - . . *
three sets ‘of variables. This study wag'ﬁesighed}as a cross-lagged

‘l . -

‘study, which meant an investigatixh of the re}atibQ§hips at the begin-
ning and at the end of.the program and the predictive relationship of

each variable pre- to each Variable post-.

i

"Tables: 2 through 8 présent the data. Table 2 presents the.

Ay

relafiqnships,between the How I See Myself-and WRAT Scores, pre- and

post- programs. The hypothesis was that ét'entry'into the prqﬂfam thers
would be rather little relationship between how a child reported.on ..~

himself and his actual academié performance, but that by the end of
the program these ‘two would more closely relate'to each other. The

N »
correlation indicates the relative standing of a child at éentry to the

~
\ -

' program in comparison to thefother members of the group, on the

A

. 4

* ?
two measures, where the relative standing.on one reflects-.relative

- .
3 -~

+ » N Ve .
standing on the other. A correlatioqvpf .0 betweén math and teacher-
' M ¢ ' “‘—‘/‘—'} . ¢ 2
school would indicate that eachchild's ramk within the group on math
: - 4 . . N .
was” identical with rank on teacher-school. Analysis of Table 2

2 %2 > ‘.‘- . ] > . J
indicates that there is a significant relationship between 4 factors

’ -

of the How I See Myself Scale and spelling, 2 of the”@ahtors to

reading and none to mathematics. At the end 6f the program, there are

3
.

4 out of 5 re1§fionships to reading, 3 for spelling, and 2 for mathe-

o 105 -

- matics. .




3
Teacher-S$chool
Physical Appbargnce '

:Jntérpersoﬁal A?eﬂyacy.

Autonomy

Academic -Achievement

.
- .

Teacher-School
Pﬁysical Aﬁ¥qarance
‘

Interpersonal Adequacy

AutoQ?my -

Academic Ach1evement

I

4

TeacheT-Sehool
+ Phydical Appearance '
Interpersonal Adgquacy

Autonomy

Academic Achievement

. . £
Rclatlonshlps Between HISﬁ and WRAT Scores, Lo
Pre- and Post-’ Program: - "~
Pre " Post
. . -Total -(N=49)
Reading Spelling* . Math Reading Spelling
S S D ¥ )| .07 .07
"L 27% 37%% o -.02 La9%x T 5oxx
- R //,-,_//
.19 VI .03 354 .32%
.23 .38+ -.01, - .28* :21
L30% ., 37*% ' -0 . .49%+ L50%*
*r=.27, p=.05 R
**r= 36, p=.01 '
1 Girls (y=18)
732 T .88 >-.18 .34 .37
320 .33 -.09° L61%* L70%*
' '
.28 7 .32 .06 L63%* L66**
- .35 .36 -.09 .38 .28
. a -
"30 . - .34 13 59 * 63*x
*r=,47, p=.05 .
**r=,59, p=.01 . T
} } 4
* ~ Boys (N=31 '
; ys (N=31) e
03 ,17 .03 .00 -,05
) B " L36% -.01 45 " L46*
> 110 10 .00 .28 .20
14 © 36* 03 . .25 .19
34 . Al -l SINILL L53%x
*r=.36, p=.05 ' . ’
**r=_46, p=.01 10 ()

‘"'“ﬂﬂBLE 2
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.35

Math v
:32*
.28*
02
.09

17

.47*

.02

.07

.20
.26
.00
.15

.23
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especially’ for reading and spelling. It is interesting to note that

The picture i$§ clearer in térms of.changes for the girls. At

entry into the program there are v1rtua11y no relatlonshlps between

how girls reported on themselves on the How I See Myself Scale and
their'actual standing on WRAT scores within the group. At the end

-~ 9

of the program, however, the relationships were extremely evident,

» «

there 1s a negative relationship in mathematics between standing N
e d n

) i~ .
within the group on that score and standing within the group on the R

~ . ¥

teacher-school factor. For the boys there is also movement from pre-

.

. . .

to post- on the reading domain. .
A

The hypothesis is generally sustained. Children's views of them-=--

»

\

gelves as reported on the How I See Myself Scale are in closer harmony
vy
to their adademic performance at the end of the program than they
\

“are at entry tO“QKENErogrgm. This is especially true f§% the g1rls.

-

v The cross-lagged test consists’ of an examination of pre- How

i Sée Myself to post- How I_ See Myself, pre- WRAT to post- WRAT and

]
then pre- sgores on each .méasure to post- scores on the other. These -
. 2 . .

-

are reported on Tables 3, 4, S, and’6. ' .

Table 3 indicates that while there are significant relationships
practically across the board between pre- and post- How I See Myself

scores, this is.less true for the teacher -school area. Teacher-school

pre-predicts only teacher-school post. Further, the amount of correla-
v .

- -~

tion (the highest being .57 between pre- and post—soores on physical

appearance) indicate that there is consideral movement within the

-~

group over the course of the program. This is further evidenced by the

<

fact that the pretest correlations among the How I See Myself factors ~

- . - ®
generally tun higher than these pre- to post- test correlations, (see " A e
attached computer printouts). 107 C . .
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Post-.
Teacher
D School
/ Pre-
/ Teacher
: School LA2%*
/ Physical
Appearance ) S
Interpéisonal
Appearance ° 34>
. Autonomy 28*
Academic
Achievement . 26.
“Teacher . ’
School - .29
Physical
Appearance .46
Interpersonal
Appearance .39
Autonomy .03,
Academic .
Achievement A3’
Teacher? = e
‘School L52%*
o .
Physical 4
Appearance .26
Interpersonal
Appearance . .33
Autonomy .36*
. Academic

, ® Achievement .22,

Pre-HISM to Post-HISM

TABLF 3 -

s e

Total (N=49)

L)

Physical = Interpersonal
Appearance Adequacy
.10 06
LST*x* .33
-36** .3.7**
.-
.26 .35*
36k ,38**
- A
" Girls (N=18) .
07 -.21
L4r*. 47*
46 .32
-.09 -.08
39 L61**

19 .09

56** .28

.

J36% 7. .42%
45% S4x%
S
_40%" .33

A-42

Autohomy
)

.20
.32*

A43*r

L38**

LA44%*

.29

. .56%*

Academic
. ~Achievement

.13

.33*

.46**

.38**

L44**

-.28

.34

.35
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w
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- .. " Table 3 also indidates that there is fdr more movément among the =7
. . L. ST R . ; . .
C e - girls in relatiye posltions on-the scale from pre- to post- than for the
s N i . ) . [
. ) . e -
SN poys. - for.example teacher schpol ahtonpmy and academic adequagy .
; o
P show nb s1gn1f1cant correlatlons pre— post- for the glrls “Whepeas °~ .
> o -
P . ‘ :
.t ‘ every factor relates s1gn1f1cantly to.some other factdrs pre- post- -

- )

1/for‘the boys. In‘the cdse of the girls, there are no significant%;;
‘ ) . ! . ) ) . ‘ }
1 . . - L. R ! \ LT _' . ) d .o
,* ~. gorrelations pre-.post- for each factor with itself, except 1n’the case

. L " A

. of physical appearance. hvery How I See Myself~ factor pretest L,
é- — * N

.o+ Ya -correlates with {ts posttest scote for the'boyé! IS . ['
),i . - ~.f ' Table'4"in@icates'thatnthere are substantial and Vvery high rela- h
M) .l . : A Ve .
Ii : tfonships hetﬁeen pre and post scorés n}the Wide Range Achievement rﬁ
%' 'a.r ,‘ .~ fest,'espeoially in feaoing and spelfding. )

F co . t A :

v . . ’ - . > . DN o ’
Academic scores are relatively stable within the total population,
W I " . * g ‘
- s This stability is more characteristic of boys than it is of girls. o
. ~ . "«

AN ot

Relative academic position within the;population is more stable across

» v .

7 % the program than is self concept as méasured by HISM. Th1s m1gh?

‘

- ) .'. mean that wh1le.£he mean scores on:H}SM do not reflect chﬁpge, ch1ldren s |
) i .views are mod1f1ed in t;o wa):s ‘First, they tend as a group to becomer ’
. ‘ AN . k3 .
i ) uj’ nore ‘realistic (fable‘;)4and second4 1nd1v1duals mod1fy the1r relative ,
:\_ C pos1t1ons within the groUp (Table 3. ' ) 3 ",y -~
L ' Fables S'@nd.é were'ﬁes1gned to examine the relative predictahility
. . . . . .

of academic‘achievement on.self-concept and self-concept on academic

\ ' . . ‘ o ‘ ' i - ,‘ i‘b‘ ) . e, N $ - .o--
&,\\{\ . aChieVeqent Tabie 8 indicates that how children’ view themseﬁves at
- : v 7 ‘ ’
. ’ the beg1nn1ng of the program is rel1ably a1though not substantrally pre- '
- ’: ' dvtt1Ve of how well they pefform in spell1ng at the épd-of the program .
- ~ * ” r
' In add1t1oﬁ how g1rls v1ew the1r Physical appearance and their rela—
A : }
. - ¥1onsh1ps tp teachers in school at tﬁe beginning of the program are
[ SN ’ - , [
. o . s~ . ~
. . Co R P \ . . .. ' 1 5} L. ‘ )
\)‘ v . » “ g P - Pt
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~ . S . b
H
s P . . - [ -
. ~
AW

: l . . .
! - ' TABLE 4 - e - {-

. [ Rel‘ationship‘s-.Between Pr’e—WRA']}_ .
< . _ ,and, Post-WRAT Scores - K

N
1 . "
s - - .
" - - L]

‘J. ' . '\‘-
.

llkeadi'ng ] - Spelling S M;ath

» - !feading : - - TN . | «
. ”l_‘ot al ., ¢ L80** . !. S 71 .- . .66 * ¥
S WGirls P .78*;' - -.54* ' .54*

¢ . e : . :
. Boys RIS LA P .84** 69**

.
. . . . » Nt N ‘
-
- ' . . 4

.- Spelling E L ‘

N . . L «
Total S ser ¥ ggex L g3
. . [ : : ¢ ) ’
. \ »
Girls n—. - 0% N 0 sgrx - g3s g
AN - o . . ' . y \ .
Boys ~ . 95w+ . _ i‘92*1‘ ' : .50%*
Math ‘ A D C . ' £on
., . * % . ' \M
Total | | .39 . 36%*% . L78**
Girls ' N : e Y e
' ‘ Ny ) .02 C N
L Boys « 7 ! .45* ‘ . J56** - .80*;‘
N ’ * / .
\ . s b
e . i &' ' i
-~ ! v . y‘: * . w b
N N N ' . t,”' - ot , \ . .
5 M . ’ 3 -0 v
:‘ - ‘ b M .
» ”}'
N ,{;' L )
o , ’
- » N F ]
.. P . / . ¢’
- . LI ~ ‘ ’ ’ ’
- - 4
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spredictave of both reading and spelling performanéek How boys view

- * ¢

thexr academlc adequacy s predactlve of * readlng and spellrng
Table 6, or the other hand, 1nd1cates that spelllng scores at the .
béginning of the progranm is'generalfy‘predic}iv% of How 1 Sce'Myself

—

scores except.in the area of teécher—school Reading* scores pnedlct

\

for the total pqpulatlon How one ewentually\v1ews personal appearance
dnd’ academlc adegyacy whlle there is' a negative relationship between

- . . s . .
enterlng performance in mathematlcs and cx1t view of o eself in the
1 . ‘ * ' ;o ‘
teacher-school domain. .

- f N -
- ’ e

» The girls show no significapt relationships of pre-WRAT to pbst—

o

) -~

HISM. Boys entering,reqding-is preddctive of personal appearénce and

" academic %deguacy and'spellinggof pérsonal,appqérance and academic

- °¢
. . . . /

“adequacy. . >

. «
L3 . -

T
Tbe enterlng selflconcept of fHe glrls seem to have more 1mpact .
. . S
oy y '
on their f1nal achievement scores in neadlng and spelllng than d1d
¥
theln achievement scorqe 1nfﬁuence thelr self -concept. Boys! relat10n—~

ShlpS tend to Flow both ways. How I Se¢ Myself factors which relate
-t KN
to the academlc scores are dlfférent for bgys and girls. " Girls

e -

enterlng views of oneself on teacher—schodl,and physical appearance
. . alhs- ; R4 :

were predictive of reading apd spgllinga The‘significant variable for

: ; PR * . B
boys is their yiew of academic adequacy., - - )

‘ v e

“In terms of the general theoretical issue'of the mutUal effects

‘ .
. -

of achlevement and self- concept, the data 1nd1cate that‘there-%re

‘ .

different patterns of relatlonsﬂlps for boys and glrls between v1ew§

[}

of themselves and acadefric achlevement .
- - r
DEVEREUX ITEMS - - : : cy

Thefcorrelgtional analysis of relationshipé between the Devereux -
- 19 ) ‘1—,1‘1 " . c /
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P _ .- ’ TABLE 5 ' K .
. . < - LY
. . Relationships Between Pre- HISM . e
.>and Post- WRAT Scores !
- o - N - l
. - - A L T ._? . n R - ¢
. » . . Y ) Post ¢ T 4
. 7 - - :
© - Reading : * Spelling Math
¢ P . -
. Total (N=49) ' .
* [Teacher S'choo} SO 3 | .o .30% ' .02
l’hysxc‘al Appearancé T.40 46> - .09
Interpersonal Adc‘quacy: IS S .28* . o-.02
- - - . * .
‘Autonomy . . 33 . L3l .09 \
I o ad . ., ' b
& ** ' ‘
Academic Achievement . - 38 33 .07 .
! . ¢ o . . . - . ' v
. + . + Girls (N=18)
. ‘ . * . . J o . .
T,eacher“ Schoo]) . .47 LO2** ( .12 )
Physical Appearance .55% oL Tlearx .09 .
Interpersonal Adequacy .35 i e .45 . ’ " 27
Automodry . .34 . W32 Pl
] ‘ g l
’ s . .
) Academic Achievement W27, Yo .31 . .34
/’ . .. g G -
» ' ® ‘ ) ) »
) " ’ Boys (N=31) : )
. '"P/eac}‘mer "School 100 .15 ~+02
. ] o » . . []
Physical"Appear,ance .26 .26 = " .06
.Interpersonal Adequacy . .14 e .11 Coe -.18 R ’
Autofiomy ‘ 30 - ' 27" . .01 '
Academic Achievement -® - AL I - .40% , /.03" )
. . ‘ B - R . /! . i
- h. ' :' ” ,
’ . 3




*

-~
Teacher
School -
Pre :
Reading -.12

"Spelling. .04
Math - .29%

- —
Reading .03
Spelling .11

: !

Math -.27
ll

Reading -.10

Spetling __ .13

Math -.29.

’

TABLE 6

_Relationships Betwen Pre- WRAT
and Post-'HISM Scores

Post

Physical’ ‘Interpersonal.
Appearance

Total (N=49)

>

. 36* t22.
L48%* J31*
.20 - -.01

Girls (N=18)

R .37
.34 ©.40
.13° « -.03
Boys (N=31)
. 40* .22
LS6** .34
.23 \ *00
4

Adequacy

L3

Autonomy

.22

.32*.

.40
+ .38

.05

v e
Academic
Achievement

32

/6**

« 13




K

the case of autonomy N

. -13=

scale scores, HIS& scale scores, and WRAT scores were_a)so performed.
Table 7 indicates that there are virtually no rclationships between
Devereux items and the How 1 See Myself Scale either pre- or poét-.
What ever cor;elations did e§ist occurred between ihe HI?M autonomy :
scale and D vereux’items achievement anxiety; comprehension, creativity
A R .
.and between HISM acadenic adequacy aeg>D ereux comprehension on‘ihe N
posttest. Cenerally, whatever is belng measered‘by the teachers' views

of ‘the children on D?vereux scale is independent of children's views

7
IS

of themselves as reported on the How I See Myself Scale, except in

-

Table 8 présents the relationships between Devereux scores and WRAT

. . ¢ '
, Scores. at the efitry and exit from thé program. There were a number,

‘e

of relationships at the beginning of the program and pracficall} T

'none’at the end. Eight out of the eleven Devereux items related to

J v

math performance "None relate at~€he erid of, the program. Achievement
7{ v . fl,;'q

anxlety' .comprehension and creatiulty Yaere p051t1ve1y related at the

beglnnlng of the program to readlng and math scores, and comprehen51on

wWas also p051t1ve1y related to Spelling. External reliance was

-

7
»

negatively related to reading and spelling at the -beginning. At the

v

end of the program, compf%hension was related to reading and spelling,

and creativity to reading. Thare were no significant relatjionships ,

at the end for the girls and only between comgrehension. reading and

spelling for the boys. : c

%hterpretation is difficult. One might say that whatever it is

r

that the teachers were looklng at in observing the chlldren at the

beginning of the program was related to how the children performed at .

14

- N ’

C114 I

.
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' . TABLE 7 ) K
< !
Relationships %jiyeen Devereux Items and HISM, ?ré & Post Program (N=49)
, ‘ f -~
| PRE ' AU PRE
TS PA' 1A A . AA . TS PA_"1A Aut A .
Classroom , . .
Disturbance -.24 - 10 .03 .07 .15 21 -.,12 -.,06 -.02 -.18
Impatience -.18 .11 .10 .10 .14 Z.16 -.06" .02 .00 -.06
Disrespect- . \ b . .
_ Defiance -.18 .00 ~-.10 -.12 -.10 -.11 .02 -.06 .02 -.01 *
External . A ’
Blame , -.10 -.06 -.02 -,08 -.11 -.20 .14 -,03 .03 .16
Achievement ’
Anxiety -.13 -.09 =,09 .02 ,-.08 .09 .16 .03 .27% .14
- External . . // ‘
Reliance . -.15 -,12 -.12° -,05 -,21 11 -:12 -.05 .05 .-.19 \
Compreéhegsion .16 .02 -,05 ,08- .15 ¢« .08 .26 .24 . ,32* .36*
Inattentive - o ]
Withdrawn :,03 .17 .17 27,19 .23 -.09 .02 .05 -.05
Irrelevant ; ? . N e ’ N : N
. Responsiveness ' -.27* -,06 -.,16 .00 -.01 °~ -.07 -.13 -.06 .09. -.19
Creative E ] i 'l . .
Initiative -.01 -.05 .17 .00 .03 . .06 .25 .25 .35* .20
. Necd Closeness ] : .
\ to Teacher .03 -,26 01 -~.12 -,13 - .22 .06 .09 .16 .02
. v o
N ~ : 0
/ ¢ -
/ 4 - f“’%‘ ;‘d ’
) \ . | ! - B -
J ,
4 » , ’
115 )
a ‘ -
Q o '
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DEVEREUX

Classroom
Disturbance

. . h)
Relationships between Devereux and WRAT

_Emwfwo:no

Disrespect-
Defiance

External
Blame

Achievement
Anxiety -

External -
Reliance

Comprehension

Inattentive -
Withdrawn

Irrelevant -
Responsiveness

Creative
‘Initiative

Need Closerness
to Feacher

- )

N

v Scores, Pre and Post Program
* PRE POST
Reading | Spelling | Reading Spelling ﬁ Math
B T G J] B T G ;T G , T 4B T
.04 .02 .15 | -.04 .00 .24 -.18 -.22 |-.15 -.15 - .16 .08
18 -.06 .18 | -.26 ~.12 .11 -.12 -.16 | -.22 .10 - -.03 .00
.04 .11 .28-(-.09 .04 .37 -.02 -.14| .08 -.02 - .24 .24
[
10 .13 .09 [-.r5 -.02 .09 .06 -.04 | .10 .01 - -.21 .24
.25 .32% 33 | 21 - .29* .32 - .04 .12 |-.05 .05 -.19 -.08
L 39%- . 35%- 25 |= 55%%x_ 44%%,24 -.25 -.¥ |-.32 -.18 - =% -.20
L62*%% 54%* S1*|  4** 53%x 44 J36%*% 24 | .44% | 31% .07 .09
12 -.14 -.16 |-.21 -.16 -.04 -.07 -.18 |-.05' -.08 - .09 -.03
.. . ) -
206 .03 .05 | .10 .08 .12 | .37%* 33* -.10 -.27 |-.07 -.18 = -.14 -.12
. 3
7 .37%x.47%| 13 26 .38 .33* .55%| 19 .25 «.09 -7.04
.16 -.04 .18 |-.15 .00 .25 !-.05,.11. .55% -.07 -.07 {-.08 -.11 - -.07 -.01
. \ - ! = - .
= .05 o ’
= .01 . v
, ' - &t .
. ° 3
- ,
a ll
. - " < .
¢* %.
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" That is, boys who tend to do weIl‘in,mathdin comparison to ‘the rest of

' . . T
. N ' '16" LI ,

»
' \ -
that time, but that over the program time, academic¢ performance becume
s ] . > : '
more and .more scparated from classroom behavior.

Tables 9 and 10 present the cross-lagged correlations. Tahlc{

9 1ndicates that how teachers saw children as they entered the program

-
in external reliance apd comprehension related to how the children

*

performed at the end of the program in readiﬂg, spelling; and math.
In all cases, comprehension related positively and external reliance ™~
related negatively. In‘addition, thefe were a %atal of five Devereux

items at the pre-time which related to post-test mathematic scores for

the total populagion. Two of these related in, ways one would not expect.
—_— . ' 1
That is, disrespect defiance and exterfial blame related positively to
od

math scores: Achievement anxiety also related positively to math.

Tdbleé 10 presents the reversed felationships %hat is, from pre-

< ) ‘.

WRAT to pos?—Devergux scores. There are very few relationships between

academic performance at entry to program and ctassroom behavior as

-

seen by teachers at Tthe end of the program. Where rela@ionships exist, they
are between reading and spelling at the beginning and comprehension at

the end in a predictable fashion and creativity at the beginﬁing,,ééelling

at the end in a predictable fashion. Again, the relationships between

classroom behavior and mathematics scores are not as one would predict. .

- v

the_group in the begihning are more likely to be seen as higher on

classroom disturbance and placing external blame at the end. Girls .

———

who score higher in math”in the beginning are moreAlikely to be seen as

Y

disresbectful and defiant at the end. For the total group, disturbance

disrespectfﬁi clgssroom behavior and external blame as post behaviors

_—

' -are related to higher math scores at pre-time,

-
.

R

—
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’ RCldthﬂS Between Pre - Devereux Scores to.Post - WRA Scores
R
. ' POST - WRAT » 1/
. ~ )
PRI, - DLVLREUX TOTAL BOYS . GIRLS
Reading Spelling Math Reading Spelling Math Reading SpelPing Math

allassroom , ' . -~ - ’

Disturbance -.12  -.06- .22 -.09 -.03 .22 -.07 -.01 .36
) Ank
. Impatience =15 =13 11 | -.21 ~14) a2 ] -0s  -.12 .10
- Disrespect- : . . . .

Defiance -.02 .04 .28* |° -.15 -.0B .24, .24 .20 .41
External T ! N '
Blame | . -.08 .00 31 -.17 -.04 .24 -.04 -.03 * .39
Achievement - - e - i ] : T
Anxiety .13 07 - .31* .16 17 .29 .01 -.11 .30
External . R ’
Reliance t - 47*% - 42%  -.28* | -.56** - 61%**-.26 | -.32 -.21 -.30
Comprehension J58** . 48** 32* L67** L67** 35 50y .32 .31
Inattentive - ] ‘ . . \
Withdrawn -.16 -.16  -.21 -.18 =26 -.13 | =.11 -.02  -.37
Irrelevant - L ' R ' .
Responsiveness - -.06 -.03 L2671 . .07 14 0 34 -.25 -.22 .15
Creative . " - -

 Initiative . - -32* .30* .08 .22 .20 .0l .40 .36 .12
Necd Closenes$ » ' : .
to Teacher . -.06 -.09 . .04 -.13 -.15 -.14 .02 -.06 .43

) - 1
L4 .

.05 ) ,
.01 , Yos
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- . TABLE 10

¢ Relations Between Pre - WRAT Scores and
* Post - Devereux Scores

A

PRE - WRAT

‘ L Total Boys ) Girls
POST - DEVEREUX .

Reading Spelling Math Reading Spelling Math Reading Spelling Math

‘yClassroom . >
* - Disturbance .04 -.01 L31* .02 -.14 .39%* .03 217 .17
Impatience ~.04 .04 .09 -.13 - 20 .10 -.11 -.02 .02
.Disrespect- . ) - .
' Defidnce. .14 15 U38*| .18 .09 ..34 .04. .19 .49*
External o . . '
Blame * 120 113 .39* .13 12 37+ .01 .07 .44
Achievement ) : ~ . . = '
Anxiety - | -.04- .14 .08 -.10 " .11 -.0L.. .07 .19 .33
~~ External . . ‘ g ' . ’
Reliance .16 .18 .00 -.19 -.27 .03 -.09 -.01 -.05
Comprehension 2% 37 .04 .29 .45* .07 .25 .24 -.04°
[nattentive - ' .
Withdrawn - .01 .05 -.11 .06 .00 -.05 -.13 .10 -.30
Irrelevant - ) . . )
Responsiveness .02 .04 -.03 .01 .03 -.15 .00 .01 9
Creative . . ’ . :
Initiative . .22 .30* .15 .10 .27 ;14 .56* .46 .21
Need Closeness
to Teacher -.07 .00 .03 | --.16 .00 -.20 *.01 -.10 .38
T ©
. . |
* P = .05
** P = ,01 -
. Y R

. o
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. 1
Over all, the relationships between both self—concept and class-

room behavior to mathematics are quite different from’the rélationships
betweenrreading and spelling and Sﬁth classroom behavior,and self—’
concept. The HISM seems indepéndent of mathz the‘Dev?rgux more related.
There are no clear reasons why this should bé sO.
Generally, the cross;iagged techﬁique applied to.the How 1 See
Myself scores and the Devereux scores indicate that the How I See My;eLf
Scale is a more consistent predictor ‘af academic scor;é for reading and
spelling than are the teaﬁPer’s ratings of classroom behavior.~ There
5eeﬁ; Qq.be a,close network of reﬁationships between spe&ling.anqrseif-
concept both p;e- and post- and between coﬁprehension as measured by
the Devereux Scale and academic achievement, Of the eleven Devereux

Scales, two predictreliably to all WRAT scores (external reliance

and comprehension) and one reliably to reading aﬁd-spelliﬁg (creativity).
' A

Of the five How I See Myself factors all five predict reliably to spelling

\ -
" and two predict to reading. None predict to math..

[y

The only clear relationship between teachers' views of the children

‘v s .
and childrens' views of themselves emerges at the end of the program

in the relationship between Devereux comprehension and HISM autonomy

and academic achievement.’  Note that it is comprehension and HISM academic

achievement which relates to the WRAT at the exit point. This might
indicate movement by all teachers and children to clearer and more

realistic concepts of performance. ' : , .

-

In summary, the program seems to bé influencing both the academic

,/“\\\\achievement and classroom behavior of the boys in positive directions,

and influencing the self-views, and to a lesser extent, the classroom

v

behavior of the girls. Correlational analysis of How I See' Myself,
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Devereux, and WRAT indicate that entering children's views of themselves
(HIéM) tend not only to_beéome more related toward the end to academic
achicvemen£ {(movement éoward reality) but also the entering écores'are
predictive of final academic, achievement parqjéularly in spelling.

The patterns are different for girls and boys in reading. Entering

N -

-classroom behavior (Devereux) in comprehension and to-a lesser extent

creativity is predictive of academic achievement in reading, spelling,

@
4

and mdth. Generally, Yhe prediéfion of mathematic scores is in the
opposi1td direction to what might have been assumed. It is not clear

\ 3 . »."'J“. . .- : .
whether these relationships are unique to this population or to the s
. N g

population at large. The teachers' ratings of children -tended to e e

relate to their academic achievement at the beginning of the program,

v

there was no relationship between the teacher rating:of child behavior

and academic achievement at the end of the program. Children's .

v

perfprmanee at_the end may.be more a function'of‘pbeir self-gconcepts
. - _ ]
than of the teacher's perceptions of them. . -

‘ The utility of a multi-variate approach, using academic, teacher

rating and child rating is demanstrated. Analysis from both a standard '

pre- post- framework and a corrplatiénal framework indicate #&hat more

3

can be, learned of program effectiveness from the combination than

- N i
r
Kl

from only an achievement test approach.

«
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PLCASE RATE THE FOLLOWING QULSTIONS:

.

RN PROGRAMS FOR [MOTLONALLY DISTURBED STUDENTS -
¢ . - ( '-.’ : . LY
- s <@ : . % ) ' o R
' The following is a .part of the ‘evaluation of the resourcc programs
tor- edycating emotionally alsturbed pupils in the schools. We would
\.dppr(tlate your qpmp%g;;ng the enclosed questionnaire and returning it . .
l() us. . o F )
il ‘ - -, —F

. Lucy T. Beckum, Director
- Dee Munyen, Coordinator

' §

THE SCALE GOES FROM/LOWEST TO HIGHEST l -5

4

Effectlveneés with Puplls Staffed into the Program

"
ﬁodel evaluéted:

7

. . ¢ .
1. . How effective has the program been an helping studepts with their -
cmotlonal problems? \ T~ 12345
Z. low mych improvement has there been in the overall behavior of .
these students? . - 12845
3. llow effwctivé ‘has the program been,in helping these students
Eat acadcmlcally7“ : : 12345
‘e . . ‘ ) ~ )
M : GenerallEffectiveness i the School °, . .
1. Was the program helpful in prov1d1ng a viable alterpative for students
‘ with problems? . ‘ - 1234
2, llow valuable has-the staffing &oﬁference Yeen in ﬁfo&iding infor-
mation and su"gestlons to help the ch11d7 1234
3. _ How effectlve ‘has the program been in serving all the studentss .
"o vwho needed the program7 N - ~1234%
o
4.7 Has the reSource teacher'been able to provide resource .information .
s s to othcr classroom teachers7 ‘\ 123%
5.e llow. favorably would you react to the p0551billty of having a :
similar program again? . . - 1234
- »
6. ~low “effectively did this model meet the needs of the 1dent1fieg
*population? . _ 1234
7. How favorably did your regular clasSroom teachers react to hav1ng . “
the program in the school? i 1234
>~ 8 _.ﬁow'efﬁfctivq was the prnogram in'assié;iqg parents? 12345

Your title: B \
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' CHILD, YOUTH AND FAMILY CENTER - J -

4

3615 S.W. 13th Street

-and fuand by+an award to the Schopl Board of Alachua County under Tit1e°yI-Bf

.

YU BIK SN : Gatnesville, Florida 32601 , Phone(904)37rzz%8
' ' j
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2 . -

A Cooperative Effort Between the Child, Youth, and ,
Family Center and the School Board of Alachua County |
to Support the Parents and Youngsters in a class for |
Emotionally Disturbed Elementary Students.

2]

This Report’ summarizes a cooperative venture between the staff fqr Exceptional
‘Student Education of the School Board of Alachua County, Florida, and |the Alachua
Area Child, Youth, and. Family Center of the North Central Florida Community Mental
Health Center in providing services to a single.self-contained class for emotionally
disturbed elementary students. The venture was a pilot for our cooperative efforts;
and in planning a program which could be reasonably implemented in four to five
months, 30 elémentary rescurce programs, 9 middle and high school respurce programs
and six self-contained middle school and high school classes which serve emotionally
disturbed students in Alachua County were not included. The cooperatiye project .
was funded by Title VI-B grant. .

R

The project was initiated for the schools almost two years ago by Mrs. Lucy
Beckham, Director of Exceptional Student Education. It¥passed through several
hands,-chanding form on itsway. to becoming a functioning program for nine.troubled
youngsters. From the beginning the proposal for services to emotionally disturbed
students in Alachua County centered in a psycho-educational model using an educationdl-
therapeutic milieu. The function 6f the curriculum was to. facilitate behavior.change
and to promote academic achievement. Specific therapy-with students and therapy or
consultation with parents was to be prpvided by contracting for delivery of those
specific services with an agency outside the school system. Administrative reor-:
ganization shifted responsibility for the project in October of 1973. ’

With the designation.of a Coordinator for Psychological Disabi]itieéi the ori-
ginal grant proposal was amended slightly, submitted to the Department of Education,

In the late Spring of 1974 with the awarding of the grant, Dr. Judith Phillis,

' Director of .the Child, Youth, and Family Center was contacted apout providing specific

therapeutic services to the students and their families. -A contract was drawn between
the School Board and the Mental Health Centér for services to be delivered to.the

E/D programs in five schools supported by the Title VI-B grant. Specific f%sporgsibﬂ-
ity for programs for all emotionally disturbed students was delegated to another ‘
staff member within Exceptional Student Education during the summer of 1974. Review
of the original contract for services raised some questions and concerns about the
kinds of service needed and the scope of the program.. While the contract was being
renegotiated, reorganization of the children's program inthe Mental Health Center
shifted responsibility for the delivery of services to a newly appointéd Coordinator

-

of the, ATachua Area Child, Youth, and Family Center, .- ,

In February, 1975, after several meetings, the terms of a new contract were e
established. The new contract called fo¥ the Center's provision-of school-based
individual and group psychotherapy for the students, school-based counse11nglor
consultation for the parents, consultation with school personnel, and training of

the E/D teacher and the aide in parent counseling/copsultation through their par-
- _ A-59 - )
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. e -
cipation in group or individual sessions. Bofh the. Exceﬂtiona] Student Education
staff and the staff of the Child, Yoyth, and Family Center viewed the delivery :
of seer/;s to the parents or fam11ies of 'the students as the most s1gn1f1cant/’“"”
specific/therapéutic service. when the contract was officially signed in March,
1975, both parties were eager to acn1eve as much as possible in the rema1n1ng four
months , - : B -

A]though the shifts in responsibi]ity for the project within the School Syctem
and within the Center delayed tne_implementation of the program, it is important to
emphasize our perception that the delay was‘'not wasted or méaningless. The meetings
between school people and Center people facilitated greater mutual understanding of
the hopes,-frustrations, operations, and 1imits of the two organizations. ,

Each dne had special skills which provided a part of the kinds of comprehensive,
supportive response needed ty these youngsters and by their families. Both groups
hoped to see the cooperatave, hence more comprehens1ve, program facilitate meaning-
ful change in the youngsters and families who would be ‘served. :

§

Before descr1b1ng the 1mp1ementat1on of the project 1tse1f it may be useful -
to share the percep%1ons of the Mental Health Center in joining this venture. The
Comprehensive Chijdren's Services of the North Central Florida Community Mental Health
Center and the Alachua Area Child, Youth, and Family Center as one of 1its five
geograph1ca1 programs, have as an ob3ect1ve.the delivery of preventive and inter-
vening mental health services to the children who especially nded those services
‘because of unusual stress in theiy lives. As a federally funded comprehens1ve child-
ren's mental health program, the Center is responsible for prov1d1ng the five essen-
tial community mental health services: outpatient treatment,. inpatient care, par-
tial residential care, emergency service$, and consultation and education for the
. community on mental health issues. It is immediately obvious that the greatest

concentration of youngsters throughthe age of 18 years is in the public schools.
Adthough the children in private schools are not excluded; the public schools struge
gle to nurture and educate the great majority of children whose environments and
heredity contribute to a high probability of dysfunctional behavior and emotional
distress. Becayse of better accessibility to these high-risk children through the
school system and the support which teachers and counselors can provide as a part of
their normal functioning, cooperatign with the public schools in dealing with the
needs of youngsters provides one of the most effective and comprehensive channels
for delivering mental health services to youngsters and their parents and families.
The delivery of services through the schools has the added advantage of providing
the chance to work with the youngsters in a natural environment. Finally, even when
specificially worded permission must be granted by parents, the approval of "mental
health" 1ntervent1on by the schoel board sometimes opeps the door to permit inter-
vention or prevention with children who wouid never be brought into. the center itself.
In other words, the opportunity t6 function in the schools provides an effective
and e¥onomical form of outreach from the center. In our case, then, we were grate-
ful for the opportunity to cooperate with the staff of Except1ona] Student Education
in delivering specific therapeut1c services to the youngsters in the self-contained *
e]ementary E/D class and their parents. .

s

In order for a cooperative venture such as this one to function, cooperation and
communication must occur at all levels. Although the initial re]ationship was estab-
Tished with the staff of Exceptional Student Education and the scope of the program.
was determined at that level, the actual implementation of the program required the
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spec1gl cooperation and involvement of the teacher and the aide. The third tom-
ponent in this cooperative venture, another level of the school system, was the
self-contained class for emotionall, disturbed elementary students itself. Co-
operation and coemmunication at tnis-.level involved the certified E/D teacher.and
his aide and usually throuyr tnem, the principal. - The tedcher and the aide main-
tained the ‘contingency manajerent structure, provided emoftional support and car-
ried out the individualized irstruction for the nine youn rs in the class. The
educational-therapeufic milieu focused on personal and interpefsonal behavicr change
as well as progress in academic skiils. Though the basic structure established
the teacher and the aide as behavior managers, they maintained a warm, supportive
re]ationship with each of the youngsters They also established regular contact
with most of the-parents and shared with the parents the growth and occasional

regressions of their youngsters.

The importance of communicition and cooperation was evident at the firsl rieeting
involving the teacher, the aide, the coordinator of the Child, Youth, and Fam1]y
Center, and the coordinator for the Title VI-B project from Except1ona1 Student
Education. Of the two major therapeutic programs outlined in the contract, only
one,counseling with thé parents,seemed immediatelsy appropriate. Because the class

’ggdfbeen functioning with its full complement of students for only four weeks at
the time of this first meeting, the teacher and the aide felt strongly that the
1ntrus1eﬂ of a therap1st for group sessions or the removal of a stydent for individ-
ual sessions would be very d15rupt1ve After some discussion, the group resolved
to begin with parent counseling individually and/or in a group; and the group began
with an informal open house two weeks later. Several weeks later, Cooperation and
communication also led to the 1nitiation.of school-based group therapy for five of
the ‘eight remaining students. And finally when the structure, or lack of structure,
during the weekly group session created behavior problems for the -lunch hour fol-
lowing the session, communication facilitated the addition of some structure and
the teacher himself to the group sessions.

From the beginning of the cooperative effort, we hoped to learn as we attempted
to facilitate change in tne students and in some of their parents. This venture
_was rew for all of us, and we expected to grow as we hoped the youngsters would grow.
Perhaps the most signifi¢ant growth came as a result of struggling with problems.

The most critical probTem was the timited voluntary parent involvement. It was
most critical because we were united in feeling that facilitation of parental growth
and understanding with respect to their children was the most important part of our
effort. The contract called for parent counseling or consultation both individually
and in groups. Because the clasg had begun’to function in the middle of the school
year and because the Center's involvement came faur to.six weeks after the beginning
of the class, an open house was planned to foster persomal,.acquaintance with each
of the parents. In spite of careful planning and communication only five of ‘the
nine. youngsters were represented by one or both parents. Only one pair of parents
attended. During the open house the availability of consultation and/or counseling
was announced, A parents' group was suggested and met with limited endersement by
the parents. Nevertheless, those present agreed to attend weekly evening sessions
in the classroom in order to understand their children and themselves as parents
more completely and to develop skills in managing and relating to their children.

The parents were afforded great freedom in determining what they wanted to'learn or
discuss. The group was co-led by a staff member from the Child, Youth, and Family
Center and the teacher. But the attendance was poor. The meetings were usually
.attended by only two families~ one mother, and one mother and father. A third mother

attended sporadically. Phone calls by the teacher and the h1dg4 and eventually calls
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by those who did attend the sess;ons were fruitliess. ¥ The offers for individual -
parent consultation or counseling likewise drew no response. When the sessions -
for the parents were terminated after five or six sessions, the parents reported
that the meetings had Leen helpful but fru§urat1ng because of poor attendance.

The experience with parent consultation/counseling produced several resolutions
for future efforts with parents ¢f E/D students. First, the need for home visits

-was evident, especially for those parents who were unable or unwilling to come to

the school. We feel that both a Center staff member and the teacher or -aide should
make the visit and that the visit should focus on getting to know the family and
identifying needs that might serve as a focus for consultation or counseling. We
hope that beginning the year as a team in meeting students and parents may create
a stronger expectation in the parents about the need for and benefit of parent
consultation. Because group sessions were preferred initially, & group for parents
should be organized next year. Ue have resolved to structure thq%group by focusing
on concrete topics such as benav1ora1 management skills, communications skills, or
simply on common situaticnal tecpics such as how to respond to temper tantrums, etc.
Finally, because it seems that some parents will.contact us only if they need us to
help resolve a problem, we may move more deliberately to a parent consultation
rather than a counseling model#df service de]ivgry.
. 3

The group session for the five youngsters in the class also encountered some
difficulties. The frequency of the session (once weekly) combined with the 1imited
time remaining in the school year (less than three months) to create a difficult
mission from the beginning. That difficulty was further complicated when the limited
structure of the youngster's group session conflicted with the careful structure that
governed behavior during the lunch hour which followed. Finally, the boys themselves
asked why the group met only once a week and expressed their wishes for more frequent
sessions. Consequent]y, we cooperatively resolved to schedule sessions for twice a
week and to improve continuity between the group and other activities by having the
teacher participate as co-leader of the group. If the classes continue to use care-
fully structured curriculums, then the groups will at least begin with more struc-
ture, using topics or activities and then perhaps reduce external structure in incre-
ments.as the group develops a sense of identity and purpose. ~
. 7

Finally, a]though communication and cooperation between the Center staff member
and the teacher "at the grass roots" were ‘good, irregular consultation and planning
were insufficient to insure a well-integrated, cohesive program. Beginning with
initial teacher expectations and continuing through the year as the program evolves,
weekly conferences must be schedu]ed if only for a half hour.

What was the essence of the Cboperation which enabled the project to serve this
self-contained E/D class? First, communication between the Child, Youth, and Family
Center and the staff of Exceptional Student Education was frequent and open. Although

"communication was simplified because only one Center staff member was involved in

the brief-project, communicatipn continued both at the classroom level and at. the
administrative level throughout the pro'ject. Second, mutual need enhanced the co-
operation between the Lenter and the E/D program. The E/D class needed trained

therapists to deliver specifi¢ services; the Center wanted greater access to high

" risk or problematic youngsters in a natural environment. Third, both parties demon-

strated flexibility in implementing the project. Finally and probab]y -most cruclgl,
the people involved in the project recognized the 1limits of their knowledge and
skills along with a clear appreciation of their respective strengths. Recognition of
limited experience in this sort of cooperative effort created an expectation for
mutual growth. Ne1ther group had all of the answers; Both were willing and hopeful
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o
of learning unique skills practiced by the other as well as the art of cooperating
in a comprehensive and hence more complex program serving the multiple needs of
emotionally disturbed youngsters. ° :




