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1.

Introduction

This document contains the proceedings of “With Bias toward None,” a
national planning conference on nonbiased assessment of handicapped children
heid in Atlanta in January 18-21, 1976. The conference was conceptu\alized and
implemented by the Coordinating Office of Regional Resource Centers {CORRC)
and the Regional Resource Centers (RRCs) in behalf of states whose responsi-
bility it is to utilize procedurcs which assure nonbiased assessment with respect to
race, culrure, ethnicity, and socioeconomic status.

The RRC network, consisting of 13 regional centers and CORRC, the national
coordinating office, is responsible for assisting states in their efforts at providirg
exemplary diagnostic and prescripfive services to handicapped children. The
relationship between an RRC and its constituent state(s) differs markedly from
state to state and region to region, depending on such variables as the specific
needs of the state; the resources available to the RRC; the nature of the region,
i.e., single versus multistate; and so on. All RRCs, however, address a common
workscope, developing from federal legislation and emphasizing diagnostic and
prescriptive services for handicapped children. '

Because of the common workscope, certain issues are, of concern to all RRCs
and to all states. The passage of P.L. 93-380 (and now P.L. 94-142) created a
situation in which all states need to respond to a set of very specific compliance
provisions. Some of these requirements (specifically diagnosis and assessment of
handicapped children) were verv much within the parameters of RRC support
capacity. .

CCRRC and thc RRC directors agreed that those issues within P.L. 93380
which were of significant concern to their constituent states were as follows:

1. full service

2. nonbiased asscssment

3. due process

4. individaalized programming

5. least restrictive environment

6. confidentiality of data

7. child identification.

With these as potential issues for consideration, the question became: Would any
one of these issues be of such concern to most states that a national conference
on that issue might be appropriate? To find out, a survey of state education
azencies (SEAs) was conducted by CORRC and the National Association of State
Directors of Special Education (NASDSE).

Results of the survey showed a preference on the part of state directors of
special education for a national conference which

1. addressed nondiscriminatory assessment as a content issue and

2. provided awareness, training, and follow-up possibilities.

Having determined that nondiscriminatory assessment was the major issue,
CORRC returned to the RRC directors for further input and clarification on the
nature of a nationat conference which would best meet their needs and the necds
of their states. The essence of their input is as follows.

7



2 WITH BIASTOWARD NONE

1. The conference must be a training effort utilizing a sauitipliereffect training
model. '
. Participants should be able to replicate at their state or regional level the
conferen~ ‘with no additional training on their part.

3. All materials, products, and training 1ids developed for the conference

should be 100 percent transportadle back to the participants’ regions.

4. Participants should be selected by the 13 regional resource centers and

placed on teams, cach of which should be committed to follow-up training in
its home state or region. y ' .

Based on this input from RRCs and SEAs, the following objectives were
decided upon for the national conierence: N

1. to increase awareness in the area of nondiscriminatory assessment

2. to develop tentative models of nondiscriminatory assessment

3. to plan follow-up training activities.

Further. a decision was made to develop a resource manual on nondiscrimina-
tory assessment, a document which served as the major vehicle for content input
to-the conference. Ail participants who preregistered for the conference received
the manual at least two ‘weeks prior to arriving in Atlanta or were able to pick up
a copy during the conference registraticn so that they might bc thoroughly
familiar with its contents. : ' '

The conference itself was designed as a model set of procedures which the
teams could transport back to their home states. All presentations, clinic sessions,
and other conference activities were supported by handouts and other documents
which were provided to participants. All training aides, for example, simulation
activities and task sheets, were produced in 2 manner consistent with the goal of
transportability; that is, complete sets of conference documents were available for
all participants who requested them.

The conference was designed in a manner to assuse that more than a sufficient
number of activities and resources would be available for the conference partici-
pants: This was done to accommodate individual team needs and the varying
types of resources the tearns might n:ed to replicate the training model in their
own regions. It was never anuicipated that all teams, or for that matter any.one
team, would elect to use the full array of products and procedures presented in
Atlanta. Participants were therefore provided with order forms with which they
‘could request copies of those items which they intended to use in their follow-up
training. Further, conference activities were structured so that teams would
develop theig own versions of assessit ent models and plans of subsequent training.
Examples of assessment models and raining plans are included in section 5 of this
document. ' :

The proceedings included in this document follow as clearly as possible the
actual activities at the conference. Major sections are as follows:

. filmstrip introduction’ '
. general session presentations

. clinic sessions handouts

issues generated at the conference

. assessment models and implementation plans

. conference directory.

to

—
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Conference Director -
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with bias toward NONE

This filmstrip and audio-tape w-s presented to the opening general session of the conference. Copies of
the film and tape are available from CORRC.

Ve have always tried to assess our
students. We have tested . ..

... graded, evaluated and examined.

We've used a variety of ways to
look for special abilities . . .

. . . and disabilities; to see where
children should start . ..

...to see how much they’ve learned,
and what they should learn next ...

...and to decide when they'vc
finished with our educational programs.

In special education, we have tested
children in order to place them in
programs. . .

e
LN

. . and in order to plan programs.

- -
We have tried to make finer and finer
discriminations batween students.

In looking for these individual
differences, we have had to assume

Q that most children had the same
l: MC opportunities for learning . ..
9
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... even though we knew that some
children came from different language
backgrounds . ..

. . . different economic backgrounds
and different cultural backgrounds.

We have knowledge that many of our
tests give biased scores when used with
these children . . .

. .. and even our traditional individual
tests are not free from bias.

In fact, none of the tests we typically
havc used can be considered free of blas
when used with all types of children.

Community groups have been reminding
us of this, by direct action . ..

. . . and through legal action in the
courts and in the legisiature.

We can no longer tolerate the use of
assessment procedures which unfairly
discriminate aniong children on the
basis of ethnic, recial, national or
econotnic background.

Does this mean we must throw out all
of our past assessment procedures?

Do we have to abandon assessment or
fall back on unproven means?

Or can we, as educators, develop
assessment procedures which can work
now without bias?

The task is not eas; and calls for our
best thinking . . .-

...and all the help and insight we
can get.

10
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Our placement procedures will have
to take into account differences in
family background. ..

o

... but for program planning we need to
know exactly what a child can do,
regardless of background.

To assess progress, we need specific
in formation on individual growth
from day to day ...

. ..and to predict the pbtential progress
of a child we need to consider all aspects
of his life, including the experiences and
attitudes of his family.

Probably no single instrument or
procedure will perform all the functions
of: ’

‘-

—Placement of children,

~—planning of individual programs,

—progress recording,

.—and prediction of future progress.

Instead we will have to be flexible and
varied in the procedures we use with
special education children.

The task is yours, the need is great,
the time is now . ..

...in order to ns§ess ihem -
WITH B"AS TOWARD NONE
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considered to be. well within the scope of realistic expectations.
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Major Presentations

General Sessions
Introduction

The purpose of the general session presentations was to
emphasize the nature and extent of problems associated:
with assessment of minority group children. Several param-
eters of special-child assessment” were presented from the
perspectives of acknowledged experts from the field of
nondiscriminatory assessment. Conference participants
~ were given the charge of examining those assessment vari-
ables, which are or may be culturally or racially biased, and
to seek answers which could be employed in resolution of
2se identified problem areas. That a final sclution to
those concerns would emerge from the conference was not
~ suggested, but interim solutions achieved during and as a
- resutt of the conference were considered to be well within

the scope\of realistic expectations.
Ms. Sharyn Martin set the stage by opening the session
" with a presentation of suatistical findings related to place-
ment of minority group children into classes for the handi-
capped. Citing Title VI of the Civil Rights Act of 1964 and

i3

seétion 613 of P.L. 93-380, she identified practices which
appeared to result in highly disproportionate placement of

_ minority group youngsters in special education classes. The

responsibility for compliance with the legislation, she
stated, rests with school districts.

*“Cultural and Academic Stress Imposed on Afro-Amer-
icans: Implications for Educational Change” is the title of
the keynote address by Dr. William Parker, who states that -
“education remains the primary lever by which the social
situation in the country can be controlled and changed.”
What- we need fully to be aware of, he continues, is ‘“to
consider the importance of deep-seated cultural and hence

~ social differences that characterize black youngsters in our

attempt to educate, counsel, and assess them.”
Dr. Jane Mercer presented and discussed methods of

" assessing minority children. Her topic was a “System of

Multicultural Pluralistic Assessment (SOMPA)”, which was
designed for assessing current levels of functioning and
potentials of children from English-speaking Caucasian,
Chicano/Latino, and black. cultural backgrounds. It does
not discriminate on the basis of race or cultural heritage.



.. . our experiences at the Office for Civil Rights have revealed a number
of common practices which kave the effect of changing equality of opportunity

on, the basis of race, color, and national origin.
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Discrimination in Special Education
. Sharyn Martin
Office for Civil Rights

An analysis of the 1973 elementary and secondary
school survey conducted by the Office for Civil Rights
shows that minority students are placed in special educa-
tion settings at a much higher rate than nonminority chil-
dren. In 1973, the first year the survey was conducted, an
attempt was made to collect figures indicating the number
of special education classes in the nation by the type of
handicapped pupiis served. The handicapping categories for
which data were collected were educable mentally retarded
(EMR); trainable mentally retarded (TMR); spec:al disabili-
ties; and other special education. -

Educable mentally retarded and trainable mentally re-

“tarded, 1 think it is safe to say, mean about the same to
most of us definitionally. EMR classes are for the mildly
and moderately mentally retarded, those pupils with 1Q
scores below 75 or 80 but above 50. They represented 39

percent of the total special education programs surveyed. .

TMR classes are for those pupils with more pronounced
retardation—IQ scores below 50. These classes represented
5.6 percent of all special education programs surveyed. In
the special disabilities programs category we asked districts
to report those'children with physical handicaps including
the blind, deaf, speech impaired, or orthopedically handi-
capped, as well as those students with specific learning
disabilities. This category of pupils represented 26 percent
of the total special education programs surveyed. Other
special education programs included those pupils who were
considered severely emotionally disturbed, socially malad-
-justed, or slow to learn; these programs represented- about
29 percent of the special education programs surveyed. The
Office of Civil Rights is aware of the imprecision of these
categories and is currently working to develop ones which
will be better understood in context of the 1976 s'irvey.
"‘Nevertheless, we were able to reach some fairly solid
conclusions about the representation of black, Spanish-
" surnamed, Asian-American, and American Indian children
in special education programs. The survey examined 2,908
school systems. Systems were included if they were deseg-
regated under a volunt.:ry plan filed with the Department
* of Health, Education, and Welfare (HEW), in litigation over
.a desegregation plan, or under a federal court order to
desegregate. Also included were all systems with a minority
enrollment of more than 10 percent. The survey excladed
school districts in Hawaii, Maine, New Hdmpshire, and
Vemmont. The districts in,cluded in the Survey represent
47.3 pe-cent of the nation’s schHool age population.
In general, it was found that minority rates of partici-
pation for the EMR and other special education programs

were nruch higher than that of nonminority participation in
all regions of the country. For TMR programs, minority
participation was-higher in the South and West. However,
minority students participated in special disabilities pro-
grams at a lower rate than nonminority students through.
out the country, particularly in the Northeast and West.
Minority children participate in EMR programs at a rate
that is 62 percent higher than would be normally expected.
Their participatior in TMR programs was 20 percent higher
and in other special education 34 percent higher. Thus for
total special education, the rate of minority representation
was 35 percent higher than would normally be expected.
Loaking more closely at specific geographic areas of the

-country, we find that the Northeast shows somewhat

smaller overrepresentation of minority children in special
education when compared to national datu. In this region,
the rate of overrepresentation for the total special educa-
tion population is only 22 percent higher_than would be
expected. However, it is important to look at the distribu-

“tion of participation in four of the categories. In EMR,
~minorities participate -at a rate which is 31 percent higher

than the rate expected if race did not affect patticipation,
while the rate for TMR is only 2 percent higher. For other
special education, the rate is 39.7 percent higher, but the
rate for participation in special dxsabxlmes is low by 9
percent.

In the Midwest, overrepresentation of minority students’
in special education is similar to that in the Northeast,
about 24 percent higher for the total special education
population, but participation in each of the specific pro-
grams varies ‘considerably. The rate of participation for
minority students in EMR programs is almost 47 percent
higher than the rate expected if race has no effect on
participation, but for. TMR programs it _is more than 1

. percent below that expected. In the TMR category, there

seems to be a definite tendency to identify fewer minority
children as severely handicapped by retardation. The over- .
representation .in the other special education programs is 12-
percent, while there is no overrepresentation or underrepre-
sentation in the special disabilities programs.

The South-ptresents still another pattern of racial vartici-
pation. Minority children are involved in special education
at a rate which is almost 50 percent more than would be
expected; three of the four program categories-show large
deviations from expected proportional representation.
Minority children are in EMR programs at a rate 83 percent .
higher than their representation in the regular school popu«
lation. TMR and other special education programs show
rates of 41 percent and 48 percent higher representation
respectively, while in the special disabilities category the.
rate of minority participation approximates the proportion
of such children in the regular.school population.

The West, as a region, shows the least racial dlsp.mty
between the general school-aged population and those stu-
dents in special education. Participation in all programs is
only 12.7 percent more than would be expected. Never-
theless there are sizable discrepancies in both programs for
the retarded, 47 petcent minority overrepresentation for
EMRs and 20.5 percent for TMRs. In the other special
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education and specific disability programs there are slight
underrepresentations of 3.9 percent and 6.6 percent re-
spectively.

Thus, we see that although districts included in the
survey had a minority enroliment ot only 37 percent, EMR
programs across the nation were 61 percent minority: TMR.
45 percent minority: other special education, 50 percent

- minerity: and specific disabilities, 36.9 percent minority.

Why does this overrepresentation of minori.y students ir
special education progranis occur? Our experiences at the
Office for Civil Rights have revealed a number of common
practices which have had the effect pf denying equality of
opportunity on the basis of race. color, and national origin
in the assignment of children to special education programs.
One: of the greatest problem areas has been that of child
assessment. Often testing and evaluation materials and pro-
cedures used for nunority children considered for place-
ment in special education prograns are inappropriate. They
fail to consider racial, ethnic, cultural, or linguistic differ-
ences. Examiners and others involved in the evaluation
processes are atso quite often found to be insensitive to
these differences. Qur primary reliance is placed on the
results of the individual intefligence test in making decisions
about placement in programs for the retarded, Factors in
the learning process. other than intellectual development,
such as sensory-motor abilities and physical and socio-

porb

cultural devetopnient as well as adaptive behavior, are
almost always ignored. |

Bec, se of the magnitude of the problem of discrimina-
tion in special education, the Office for Civil Rights in
August 1975 issued s memorandum to all chief state school
officers and local school district superintendents on “lden-
tification of Discrimination in the Assignment of Children
to Special Education Programs.” In that memorandum
scveral possible «:olations of Title V1 of the Civil Rights Act
of 1964, which requires that there be no discrimination on
the basis of race, color, or nationzl ortgin in the operation
of any programs benefiting from federal financial assis-
tance. were outlined. At that time school districts were
requested to review their policies and procedures with re-
spect to assignment of minority students to special educa-
tion pi - ams.

Being here today with so many concerned professionals
seeking ways to develop nondiscriminatory assessment pro-
cedures for the handicapped is certainly gratifying. 1 hope
this will be just the beginning of a continuing cooperative
effort between the regional resource centers (RRCs),
Bureau of Education for.the Handicapped (BEH), State
Education Agencies (SEAs), Local Education Agencics
(LEAs), and OCR to work together to solve this problem.
After all, we all represent agencies whose goal is to help ..
children.-

-
-
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* (This citation is taken from Dr, Parker's oral .
presentation and will not be found in the following paper.) .
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Cultural and Academic Stress Imposed on
Afro-Americans: Implications for Educational Change
william C. Parker
Educational Testing Service

The purpose of this presentation is to make it reasonably
clear to its particip: 1ts that there is a need to consider the
importance of deep-seated cultural and hence social differ-
ences that characterize Black youngsters in our attemipt to

;s : h
-educate, counsel, und assess them. For some time now a

variety of efforts have been directed toward: the ameliora-
tion of problems which are ostensibly a function of certain
social disadvantages suffered by Blacks throughout .their
experience in America. Rescarch efforts of a bewiidering
variety have been designed and implemented to discover if
the apparent poor performance of Blacks as a group on
various measures of intellectual and academic ability is a
function of inferior genetics or of inferior social status.
Donald Henderson (1972) contends that few, if any, of
the programmatic efforts based on researchers’ findings
have resulted in sustained and substantial increments in the
educational performances of Blacks over time. The major
shortcrmings of attempts tu educate and evalvite Black
youngsters have been the inability or unwillingness (for
whatever reason) of professionals to corne to grips with

‘deep-seated differences between Black and white young-

sters; these disparities spring from cultural forms and im-
peratives of the Black community which are in some in-
stances shghtly different and in other instances profoundly
differenrt from those of the white American community.
The contention is that such things as Biack culture and the
Black uvxperience exist and have historical perspectives that
extend tc Africa and contemporary impartances that in-
fluence the lives of almost all Black people in America. It is
further asserted that the influences of Black culture render
Blacks proficiently different from whites in very important
ways and that such profound differences must be con-
sidered in any attempt to educate, counsel, assess, or ev.l
uate Black youngsters.

Sociologists contend that the lcgltlm:u.y of a culture is
based on 11 criteria. namely . .

History: Does a cultural history exist?
Lifesstvles: Is there a life-style?
Society witrdn the culture: What is the lmportangc
of “the good” status? What is good? What is bad?'
4, Communications: 1s there a disinct and valid com-
munications system within the culture?
S. Work occupations: s there a.relationship between
~ worker and employer? Are there rewards for work?
6. Sexistm: How are the sexes treated within the
culture?
7. Time: How is the day organized? What does time
‘mean?

Wt -
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8. Child-rearing procedures: What is proper upbring-
ing? Who teaches whom? What is taught, academics
or survival skills? ’

9. Recreation: How do pcople have a ‘“‘good- time™?

What is the juking relationship? Offensive behavior

vs. defensive behavior? Does the culture have an art

form, music, drama?

Protection: How does the society within the cul-

ture protect its community? Its women. children,

men? 4

Matenalism:

materials? .

Henderson (1971) further states that Black culture and
the Black experience must begin with those Africans who
were transported to the New World-as slaves. Contrary, to
the assertions of E. Franklin Frazier and others, the social
and cultural heritage, of Africans was not destroyed and

. replaced by a pathological imitation of.social and cultural

1. What is valuable? What are worthy

" practices.

Historically the basic fqundauons of the two cultures,
white ‘and Black, have always been diverse. (See Figure 1.)
Europeans -or persons with the western cultural back-
grounds are offspring of a lettered culture, and Afro-
Americans’ roots lie . 1n oral culture. -

. The dominant ¢ulture of the western world has ﬂuled to
assess the values and effects of the oral culture (orality).
Orality demands different life-styles, thought processes, be-
havioral learning patterns, concepts of time, perceptions,
morals, value ‘systems, communications, and assessment
procedures. As the European and the Afro-American
trekked to an alien land (America), both brought with them
specific and different cultural patterns, and in sgite of the

assumed amalgamation, these patterns have been nurtured

"sepaiately.

Orahty

I'hc Afnc.m Lulturcs from which slaves were taken kept
no written records. The fact that Sidran (1971) states that

" African culture has an oral rather than a literary or lettered

base makes it possible to suggest a new method for exam-’
ining the Afro-American experience 1s a continnum. If
Afro-Americans managed to perpetuate’ their oral culture
and extend its base into the greater American society, then
we must admit that there exists a Black culture with its
own social and value structures and mode of perceptual
orientation capable of supporting such structure. Because
the lettered culture and_the oral culture have alternative
views as to what constitutes relevant and practical informa-
tion, they impose alternative modes of rerception for gath-
ering information. The western culture, it seems, stresses
the elimination of perceptual information.
_ Oral -cultures use only the spoken word and its oral
derivatives. The sounds of speech.are tied to the time
continuum. and the hearer must accept them as they come;
time is the current of the vocal stream.

To paraphrase McLuhan (1964). “the message is the
medium.” Oral man thus has a unique approach to the

phenomenon of time in general; he is forced to behave in a

8



spontaneous manner, to act and react simultaneously. As 1
consequence oral man is, at all times, emotionally involv+d
in. as opposed to intellectually detached from. his environ-
ment through the acts of communication. This can be
called the basic actionality of the oal personality.
McLuhan (1964) has characterized this lack of intellectual
detachment as contributing to a superior sense of com-
munity.

The advantage of the lettered orientation is well known

‘1o be the advance of modern technology and literature. The

advantages of the oral mode become manitest in the ability
to carry out improvised acts of a group nature. Sidran
(1971) states that oral man makes decisions and acts upon
them.and communicates the results through an intuitive
approach to a phenomenon. The lettered man’s criteria of
what constitutes legitimate behavior. perception, and com-
munication often shut out that which constitutes a legiti-
mate stimulus to th oral man. Sidran (l97l } further states
that in language. the African tradition dimns at either cir-
cumldcutions or using as few words as possible to convey a
message: tonal significance is thus carried into the com-
munications process (consequently we have what lettered

“scholars have labeled Black English or the Black dialect or

Q

ghettoese).”

Sidran (1971) further states that it is not surprising that
the oral culture, being physically lnvulved in communica-
tion, should rely on rhy thmic communication. Rhythm can
and does create and resolve physical tension. The per- .
ception of relieving tension is very close in feeling to the
perception of pleasure: it is at best a positive sensation and
at least a release from boredom.

In the oral culture as derived from Afro-American cul-
ture there is no distortion between the artist and the
audience (antiphony. or call and” response, which is the
basic made of interaction in the Bliack church).

Another general theory of an oral approach to time can
be found in the examination of oral grammar. In Werning's
(1968) research he discovered through the examination of
West African grammars that “‘the African in traditional life
is little concerned about the question of time.” Time is
merely: a sequence of events taking place now or in the
immediate future. What hasn’t taken plate or what will
probably not occur within a very short time belongs to the
category of nontime. But what will definitely happen or
what fits into the rhythm of natural phenomena comes
under the category of porential time.

Sidran (1971) contends that great cultural changes oe-
curred in western civilization when it was found possible to
identify time'as something that happens between two fixed
points. Time is only a European notion. The rhythm of the
human body is human and will always be slightly different
from although refated to the metrical beat of time. Con-
sequently Spegler (1958) may have been more than mercly
ingenious in 1dentifying the post-Christian obsession with
time, metrically exemplified in European music, with the
decline of the West. Time in the western sense js a transha.
tion from motion through space. Time in the oral sense is a
purer involvement with natural occurrences and perceptual
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phenomena. (An Afro-American phenomenon called Ethno-
psychoconceptualism is the result.of this. Black people do
not listen to music. they are the music, artists do not sing
to Afro-Americans: they sing for them. Blacks do not dance
tvo music, they dance the music.) Thus, the time concept
has affected the social situations of _the oral culture.
Rhiythm provides an outet for Black aggression and, as
such, is their “cultural catharsis.”

Fanon {1967) has suggested that thythm is necessary 1n
the Black experience. Rhythm is the expression of Black
cultural ego. “inasmuch as it simultaneously accents and
preserves the oral ontolegy or nature of being.” Black
music is a source of Black social organization; an idea must
first be vommunicated before it can be acted upon. The
process of communication is the process of communicating.
Consequently it is. predictable that Lawrence -Welk, Guy
Lombardo. Bach, Mozart, and Brahms will compose, or-
chestrate, and play music unliker that of James Brown,

'Qumgv Jones, Ramsey Lewis, Aretha anklln and Manu

Dibango.

Sidran (1971) reveals that the European concept of time
is’ that space is a mathematical division of moments and
therefore it is not precisely quantified. Time is an ambience
in which all men live. Past, present, and future are‘wrapped
up in one. Time is an aesthetic and a metaphysical concept,
a felt experience. The African concept of time is not linear,
it does not exist in a progression of moments. In this
transaction time becomes a social, not mathematical, di-
mension. As one African told me, “‘time is 'a time of
meaning, not a time of chronology or clock hours. What is
important is how you feel at this moment.” ,

The African concept of space is not a mathcmdtlul
assessment of intervals between points. Space, too, is a felt,
surrounding experience. Space is not cut up by dividing
lines into length, height, and depth. The succession of area
or volumes is irrelevant. Space in this sense is one dimen-
sional (whole). In the African and Afro-American mind
space is circular. Space is a circle and the sky is another
circle surrounding space. Crossing lines made for angularity,
break-offs, and continuity and completeness.

As shown in Figure 1, once the two cultures merged
physically. they reseparated ideologically, and the division
has existed for over 400 years. This is not to say that the
dominant culture did not have an influence on the Afro-
American culure: quite the contrary is the case. Western
culture has had a great effect on the Black churches (Figure
1), however, Africanization of white churches also took
place. Therefore, it is predictable that a Baptist church in

.the Black community and a Baptist church in the white

community will have little in common on any given Sunday
morning. Africanizing the Baptist church has caused the
minister to preach differently, the choir to sing with
rhythmic African musical concepts, hands to clap, and the
congregation to calt and respond to the ceremony as cannot
be duplicated in a lettered culture.

Figure | demonstrates that Blacks are protoundly dif-
ferent in their concepts of philosophy, art. sculpture,
drama, music, communication, lifesstyle, time. space. life
perspectives, learning patterns, sexism, and even assessnient,



wonically African and American music represent the
only cultural phenomena that have been amalgamated to
form a new art—jazz. The blues of Africa and the classics of
Eutope merged to form a ncw music. Le Roi Jones (1967)
states that without the two cultures merging jazz could not
have become a reality. The question then is: Why was this
new form of music allowed by the majority culture to be
nurtured unchallenged? fronically the evidence reveals that

it was because of the interpretation of the concept of ”

music. In the letterad culture music is for listening and
entertainment. Music is a0t psychological. In orality music
is a form of communication; singing and playing music is
like talking. Consequently, ever. slaves were allowed to sing
songs. clap hands, and make rhiythmic sounds. White slave
masters assumed that singing slaves depicted happy slavcs.
Quite the contrary, singing in the Black community can
denote anxicty, happincss, remorse, or dignity. Itisa torm
of communication. Therefore,  Blacks have always been
allowed to say what they please—-if they sang the words!
Because music was given this freedom by the majority
culture, merging of the music of the two cultures was
inevitable. No other art form, phenomeno::, concept, ideol-
ogy.or philosophy has been permittcd the same freedom in
the two cultures. .

The Black Experience

Rose (1970) stutes that basically .whul is presently
known about Black culture has come largely from the areas

Black culture. One of the basic values in the Black culture is
that of communai existentialism.? One learns early in life
that he must share his physical self with others. The child is
born into an environment. of on-going social processes
which are carried out in an extended family. For example,
the child interacts wiih not what is *‘yours is yours.” It
would seem thut fezlings resulting from the belief in the
latter statement would lead to individuals who are selfish,
who always think of themselves first and their family or
group second. For sure, such a philosophy would not lead
to the kind of coramunal sharing that exists in the Black
culture. | am nut suggesting that all Black people have the
basic value of sharing their material and nonmaterial posses-
sions with oihers. &t I do feel that Blacks who were raised
in working<class tamilies, although they may no longer
belong to this class, possess the values ‘of communal exis-"
tentialism. Thus, it becomes nearly impossible for newly
arrived Black middle-class people to detach themselves from
their extended families. Instead they see obligations to help
their families who ‘have, more than likely, helped them to
get where they are. -Thus, middle-class Black families are

~more extended than middle<class white fainilies. We can still

of literature, music, poetry, and history. We do not know, °

for example, to what cxtent the literature of Black tulturc

is valid scientifically. We do not know to 'what extent Black

people embody the ethos of Black poetry ;nor do we know
haw or to what cxtent our history relates to the ways in
which Blacks presently define their culture.

We know that culture is defined as the totality of what is
learned by individuals as mcmbers of society —that culture
is a way of life, a mode of feeling, thinking, and acting.
- Writing in 1871, Tylor said, *“culture is that complex whole
which includes knowledge, belief, art, morals, law, custom,
and any cother capabilities and habits acquired by man as a
membeér of society.” If one relies on this definition, one of
" the difficulties in analyzing Black culture in America is the
notion by sociologists and anthropologists that Blacks do
not have, nor have they ever had, a society of their own.!
That is, one is not bom knowing his culture. He must learn
it through his parents and Various significant others, who
filter the culture to him, We must be concerned with the
question: To what extent do Black parents and other signifi-
cant groups teach the Black child a culture that is-diffcrent
from thc dominant American culture?

Communal Existenitialism

Rose (1970) maintains that what Black parcnts tell their
children and do with their children is significantly different
from what white parents tell their children and do with
their children. Further, this communication process forms a
dominant value and belief system thdt in turn mukes up the
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see the pattern of grandparents and other relatives as part
of the family unit. On the other hand, one may find
middle-class Black families who would like to sever the ties
with their past—with their extended families and past
friends—but find it difficult to do. Such families may find
themselves in reciprocal obligations thai they cannot elimi-

“nate. Likewise, there are Blacks who were not raised in the

pattern of communal existentialism. and consequently can
neither appreciate nor understand this pattern in Black
culture.

Uniqueness of the Individual

Another major theme in Black culture is that of a belief
in the uniqueness of the individual and his rights. This may
at first scem to contradict the above analysis, but the two
themes actually fit together. One is free to develop at his
own speed, in his own way as long as this development does
rot hinder another person. Thus, a certain amount of
individual as well as societal unselfishness is a necessity.
Early in the socialization process parents try to recognize
what is unique in their child. They may arrive at this
position by noting the similarities between their child and
some relative, but the feeling is not that the child’s char-
acter or personality will be the same as those of the person
he resembles. In this way, they are suggesting that **we have
a unique child that is like no other child.” Strauss (1968)
has suggested that to name is to identify. It is to place a
meaning on an object. Names say something about identity.
They may suggest the character of the person. Thereforg,
Black parents make much over the names they select for
their children. They say, in effect, we have just given birth
to a unique being who inay changc thc course of human
events.

The process of naming is a continuous one. As Black
children grow olde:, we find that they may takc on
new names. Nearly everyone in the Black community

w
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has a nickname, and one may grow up in a neighoor-
hood and never know the given name of a friend be-
cause he was always referred to by his nickname. The
nickname says something very specific about the per-
son’s character. For example, my vircle of acquaintances
has included the following. (1) Devil-a person in my

youth who would have been described by sotiologists as’

an undeiworld character, but 1o Blacks in my com-
munity, he was a person who knew how to nianipulate,
deal with, and get along with nearly all people. He was
also a smooth talker and quite handsome. {2) Mungo-a
person not particularly handsome, but a strong person
who was an outstanding football player. (3) Rabbi-a
person who was not necessarily religious but who talked
like a minister. Again, a person who knew how to deal
with others. (4) Pig—the name was initially given be-
cause the person ate so much. Although how an adult,
he is still referred 10 by that name, and 1 find it ditfi.
cult to call him "James.” (5) Flea—a young man who i

know presently: he insists on being called Flea rather

than by his given name. He probably got the nickname
because he is very sinall. (6) Little Sis or Big Sis--in
this case my youngest aunt and my mother. These two
people are still referred to by the above nicknames. In-
cidentally. the names indicate the birth order in the
tamily and also certain kinds of rights and responsi-
bilities. ’ '

One ulso finds in the naming process that Black
families quite often-refer to siblings as brother and sis-
ter in place of their given names. 1 have also found
severzl variations on the names for mother and father.
Particularly. 1 knew one family where the children
always called their mother mother dear. From the short
list- given-ahove. one may note that nicknames are basi-
cally a male phenomenon rather than being distributed
equally among males end females. In fact. [ can think
of very few nicknames for girls other than Sister.
Peaches, Pudding, Baby. Hippy. Streamline. Busty. Legs.
Mama, and Fox Sweetic. :

Another aspect of equality, as scen through the
uniqueness of the individual, is the lack of competition
within the family. There is little needd in the Black
family for one to compete with one’s brothers and sis-
ters if each individual is unique. When competition does
exist it is not with the thought that one is better than
another, but rather competition serves as a_method of
keeping one prepared for other forces in the environ-
ment. " To compete fer the same girl. for example.
simply sharpens one's method of developing lines of
strategy. Thus, closely reiated to strategy building is a
kind of ribbing and signitying that goes on in the Black
comniunity. When one person runs another down, the
individual rarely gets angry becuause it is understood that
the whole mutter is not serjous, but that it is really a
tactic or mode of operation. It teaches “the individual
how to deal with hostile forces, As Joseph White (1970)
suggested, Blacks on a regular basis deal with existential
psychology without really knowing it. One learns carly
how to analyze the basic beliefs of others. He learns

how to attack these beliefs; and the person being at-
tacked learns how to defend his position. The ribbing
process may center around the existential analysis oi

~what the person is wearing, how he walks, tatks, or
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relates to others. Playing the dozen is the epitome of
existential analysis in  Black culture. To run down
another's mother is 1o be on the brink of physical con-
frontation or a good hearty joke, depending on the sit-
uation and the friendship of those involved. Whites
analyzing Black culture miss the signiticance of ribbing
and playing’ verbal gumes. Also, they fail to understand
it or appreciate it.

It would seem 1o me that in the process of signifying
the individual is being prepared for the outside white
world. He is learning how to defend himself by any
means necessary. Therefore, in this process of strategy
building, one is never defeated. He is simply down for
the moment and will come up again fighting, sometimes
physically and quite often verbally. -Thus, it. becomes
difficult for me to understand the assertions by edu-
cators that Black children lack verbal skills. What |
would suggest is that they abound in verbal skills, but
these are not the same kinds of skills that the teacher is
typically looking for. In fact, if a Black child starts his
existential analysis on his teacher, he will more than
likely be sent home, be defined in a host of negative
ways, and his personhood may be questioned. That is, .
he may be defined as a hostile, negative, aggressive
child. ’

Humanistic Values for the Affective Existential
Basis of Black Culture

Much has been written about the expressive nature of
Black people. Research has ranged from a negative inter-
pretation of this value in Rainwater (1966) to a very
sensitive analysis of it as found in the works of Jones
{1963, 1967) and Keil (1966). What we find is that
Black people have not given up on their humanism-
they are a feeling people who express this feeling in var-
ious ways throughout the culture. One must see that
the affective existence of Black people is very closely
related to their values of shared existence and their
emphasis on the unique individual.

Black parents emphasize the right of the child w ex-
press himself, to show feelings of love and hate. The
two are not separated. That is, one recognizes at an
carly age that he can both love and hate at the same
time. He is taught diunitel existence, as Dixon and
Foster (1971) define the phenomenon. Thus there s
little need to repress feelings of love and hate. Fumily
life is not sedentary. rather the child is born into an
exciting, active environment. Several things may be
going on at’ the same time, and as the child matures he
learns how to tune in or tune out things that do not
involve him. ‘ .

A specific aspect of the expressive nature of Black
culture is secen in the use of language. The way Black
people talk—~the rhythm of the language. the slang, the
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deleting of verbs are examples of the expressive use of
language. The significance of this is seen in the number
of dimes white sociologists have mssed the meaning of
wourds and expressions by Black people, the number of
times they have not understood the subtle meanings of
words. For example, Rainwater (1966) in describing one
Black mother's reaction to her child, missed the mean-
ing of the whole conversation. The mother said, that
her child was bad. Rainwater took this to mean that
the mother hated or disliked her child, rather than the
fact that the mother was characterizing one aspect of
the child-which says nothing about her love or hate for
that child. .

The expressive aspects of Black culture may also be
seen in music, dance, literature, religion, and rituals of
“root” medicine. Jones' Blues People (1963) and Keil's
Urban Blues (1966) are excellent analyses of the blues
as ‘part and parcel of Black culture. The use of dance is
scen by many. as being basic to the way Black people
express themselves. The word sou/ is quite often defined
in relation to the ability .of a person to dance-the
thythin of Black people’s dance can be traced directly
to its African heritage (Herskovits, 1941). Closely re-

lated to the dance is the expressive way that Blacks use

their bodies. They walk in a unique maneuver, and part
of this uniqueness is that cach person has his own
special walk. He uses his body to give oft certain identi-
fying stances. Likewise, Black people show greater free-
dom in touching one another. This ‘touching is not
linked with, sexual overtones, as sociologists would have
us believe, but rather there is no clear-cut distinction
between my body and your body. Thus, in conversa:
tion. Blacks stand closer to one another than whites do,
they use more gestures, and physical contact is greater.
When sensitivity training became popular in the early
1960s the emphasis' was on peopie touching one another
and not feeling ashamed about” that feeling. 1 have
always maintained that sensitivity training was not for
Black folk, since we have always been and centinue to
be a feeling people who have no-hang-ups about touch-
ing one another, about dealing with one another in a
frank and open manner. All of this relates to the trust-
ing values in che Black culture that grow directly out of
the relationship that the young child has with his
extended family and friends.

As one moves away from the community of shared
Black existence. the situation changes. Themore a Black
person has internalized the values of white America, the
more his beliefs in the values of the Black culture
decrease. Therefore. we find middie-class Black people
who are overly concerned with punctuality. who cannot
understand  why Black people are always late. who
cannot appreciate the affective nature ol Black people.
They may feel that Blacks ape overly tfamiliar wath
them. do not respect their positions. However. these

same Black people who profess a lack of knowledge of

Black culture can he scen as st} enjoying soine ot the
behavior patterns of that culwue. They sull have thewr
soul parties that nmy start off quite format but break

down to the natural rhythm ot the Black culture as the
evening wears on; they still eat soul food and listen to
the music and dance the dance of Black peopie. What
we fail 1o do in analyzing the attitudes of the Black
middle class is to study their actual behavior patterns. |
would maintain that the behavior of the Black middle
class around other Black middle-class people is quite similar
1o the behavior of Black people in general and thus is part
of thie same Black culture.

A final aspect of the expressive value theme in Black
entture is seen in the use of clothes. The unique outfits
of Black people are part of the expression of freedom
both as a group and as an individual. The bright clothes
in Black culture indicate the -attitudes of the people
toward life in- general. That is, an overall optimism
exists in Black culture, although the objective conditions
of Blacks have been less than optimistic. What better
way for a-people to say “we love life,” than in the
clothes they wear and the way they wear their clothes.
Although Blacks are” oppressed by a capitalistic system |
that keeps thers in low-paid jobs, keeps them per-
petually unemployed, keeps them in substandard hous-
ing, and keeps them trapped in obsolete school systems,
their outiook is one of hope. And with this hope they
continue to strugglé for 1 better existence.

The Diunital Relationship between Good and' Evil

The final dominant vaiue or belief to b2 discussed in
Black culture centers around the diunital relationship be-
tween good and evil. One is taught early that good will
triumph over evil—that one’ must be fair in dealing with
otners. The proverb is: Do unto others as you would
have them do unto you, and likewise, do unto others as
you have been done to by others. To believe in the
triumph of good over evil does not necessarily mean
that one must be good all the time. In fact, it becomes
necessary to teach the child ta protect himself, but
never, for example, to start a fight. To defend oneself

_against evil is very appropriate. To fail to do so would
question one's selfhood. Parents teach’children not to
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let anyone take advantage of them. Also, being good
does not mean that goodness is an absolute concept, for
Blacks believe that cach individual possesses a varying
degree of good and evil. What is analyzed, then, is the
overall sense of the total character. A child can be both
good and bad at the same time—that is, he is diunital.
Consequently, when a parent tells a child that he is bad
or evil, it does not mean that this is the final assess+
ment of his character. The statement may only hold
true -for the moment, the day, or for several years.
There is always the possibility that a person may change
characters—be converted. Likewise, as stated earlier. to
say that a child is bad does not mean thet his parents
do not love him. They may simply be making what
they define as an objective statement, White social sei-
entists have been puzzled by this factor in Black life,
They have. therefore, come up with all kinds of hate
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syndromes in Black: people that bear little resemblance
to the reality of the situation.

Black Truth

Dr. Basil Mathews of Howard University (1972) states
that in the Black cognitive progress it is not claimed
that self makes truth. What is claimed is that self is the
medium, and the only adequate medium, through which
truth “or reality, in its total existential dimensions is
wholly perceived and assimilated. Without the interven-
tion of self in the cognitive act, knowlcdge falls short
of true knowledge, not only in comprehensiveness, but
also in in-depth intellective penetration of the life force
or life pulse of reality. A purely abstractive insertion of
intellect into a subject disqualifies itself by dcﬁnmon

from live contact with the living and operating princi-

ples in things. ‘

In any event, self in the Black cognitive process is
seen' as the intellectual mediator and not as the intellec-
tual fabricator of reality in that state of mental exis-
tence which we call knowledge. Seif is also the com-
plete assimilator and reverberator of truth in the Black

- cognitive system. In theory at least, self is not presented

as a.substitute for* reality. Nature "is the norm. The
work of sell is to get in harmony with nature. which
rules all. Nature then is the controliing reality, And
realism is an imperative for African suryival and for
African thought in every fonn. This is a first principle
of African existence.

Principle is one thing, practice is quite another. We
must now ask what practical safeguards there are in the
Black cognitive process to prevent selfl trom prejudicing
truth in thinking. What are the guarantees of objective
validity in this method .of thinking through, feeling?

Basically the Black cognitive process sets up a dual
control for ubjeetiveness in the use of symbolic imagery.
The collective experience of the group is the sanction
for the use of symbolic unagery by the individual, By
this-{ mean that Black symbolic imagery is a participa-
tory imagery, The second control for objectivity is by
appeal not.to ‘people but to the facts observed in nature
or the environment. It is inelevant whether these facts
were the subject of observation by the thinker himself
or the subject of observation by the group over a
period of time. Both forms of appeal operaté as con-

- trols against the interference of self to prejudice truth

in thinking.

Conclusions

As Ballard (1973) states, the fustory of the Black
struggle “for education s punctuated by the basic com-
placency_ of white educators. The problems ot educating
Blacks have changed very little over the wvears. Some
Blacks believe that the mere thought of educating
Blacks strikes terror into the hearts of the opproessor,
Education remains the primary lever by which the racial
situation in this country can be controlled and changed.

£

3

. Childs,

If Blacks are to be taught and educated, it is im-
perative: that methodology, processes, and procedures
that are buried in the cultural aspects of one’s being be
considered. If Blacks cannot be educated 2.} counseled
within the vein of their culture, the Black community
will retain its 15.) percent dropout rate as contrasted
with 6.7 percent for whites. ‘

Curricula, teaching methods, teacher training, counsel-
ing, assessment, and evaluation must be devised to
create and perpetuate educated Blacks. Unfortunately
the process to achigve this goal and the product of that
goal are not compatible.

FOOTNOTES .

1. If onc accepts the previous statement, it becomies impos-

sible, then to speak of culture without a socicty or a so- |

ciety without a culture. Thercfore, it becomes necessary to
make a case that Blacks indeed have operated a socicty’
within a larger socicty, that we, at least; have had our own
subculture within the American society. At least, the Kerner

(1968) report suggested that America is moving toward two

separate cultures-one Black and one white. And John Hope

Franklin (1966) maintains that historically there have always

been two separate worlds of race in American socicty.

Existentialism here mcans that one's total being and one’s

total process of becoming arc wrapped up_ in others. We are

who we are becausc we are an extension of those around us.

3. Much credit must go to Dr. LaFrancis of Montclair State
University. Monu.lmr New Jersey and Dr. Donald Hender-
son, University of Pittsburgh” for their input and insight and
their. provision of unpublished documents. Without their
cuupcru(ion‘;this document would not have matenalized.

o
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SOMPA is baséd on three conceptual models—the medical mode!, the social .
system model, and the pluralistic model—each based on a different'definition

of the nature of abnormality.
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“sian, 700 Chicano/Latino. and 700 black children S through

\

A System of Multicultural Pluralistic Assessment (SOMPA)
Jane R. Mercer
University of California, Riverside

" The System of Multicultural Pluralistic Assessment
(SOMPA) is designed to be a system for assessing the
current level of tunctioning and the potential of children
from English-speaking Caucasian (Anglo), Chicano/Latino,
and black cultural backgrounds which does not discriminate
on the basis of race, cultursl heritage. or ethnic group. The
measures were standardized on 700 English- speakmg Cauca-

11 years of age. Each ethnic sample is representative of the
population of children attending the public schools of Cali-
fornia from that ethnic group. There were 100 chitdren, 50
males and 50 females, at each age level for each ethnic
group.

SOMPA is based on three conceptual models: the medi-
cal model, the social system model, and the pluralistic
model. Each model is based on a different definition of the
nature of abnormality and a different set of assumptions.
Thus, each model provides a different conceptual lens
through which the child’s performance can be viewed.

The medical model defines abnormality by identifying
symptoms of - pathology.” It assumes that pathological
symptoms are caused by some biological condition and that
the sociocultural background of the child is not relevant to
diagnosis and treatment. Measures based on this model are
not culture bound. tend to focus on deficits. and tend to
have low ceilings. Measures in SOMPA which meet the
assumptions of the medical model are the Physical Dexter-
ity Tasks. the Bender-Gestalt Test, the Health History In-
ventory, and measures of vision, hearing, and the weight-by-
height ratio.

The social system model defines abnormality as social
deviance. behavior which violates social system norms.
Since norms are both role- specific and social system
specific, there are as ‘many derinitions of norinal-abnormal

" as there are roles. Definitions. of normality or abnormality

are social-system and role bound. The social system model
is multidimensional and evaluative. It yields assessments of

‘hoth assets and deficits. Measures which meet. the assump-

tions of this model have high ceilings and ‘normal distribu-
tions and reflect the expectations of specific social systems.
Measures in SOMPA which meet the assumptions of 1he
social system model are the WISC-R (using the standard

. norms) and the Adaptive Behavior Inventory for Children

Q
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(ABIC). The WISC-R is tic.icd as a social system measure
because it is designed to correlate with successtul perfor-
mance in the student role in the social system of the school.
The ABIC is a social-system measure because it is designed
to measure the child's role behavior in the family, com-
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nmunity. and peer group: the child’s rionacademic school
roles: and his or her self-maintenance and earner- Lonsumcr
roles from the viewpoint or the family. .

The pluralistic model assumes thdl all tests measure
learning. Subnormality is defined as low performange on a
test of learning when compared to the distribution of scores
for others trom similar sociocultural backgrounds. The .
model assumes that children from similar sociocultural
backgrounds have had approximately the same opportuni-
ties to learn the material in the test, have been similarly
reinforced in that learning by their major socializing agents.
and have had similar experience with test taking. Using
multiple regression equations based on the sociocultural .
characteristics of the child’s background, the predicted per- .
formance for children of batkgrounds similar to that of the _
child is used as the norm. Each child’s performance is then
compared with that of others from similar sociocultural
milicux. This® definition of ‘normal-subnormal is culture
bound. The pluralistic model is an ass¢t model. 1t tends to
uncover potential in children which has been masked by
cultural -differences. It yields a score called Estimated
Learning Potential (ELP),

Information nceded for assessment is gathered from two
sources. a test session with the child and an interview with
the child’s principal carctaker, usually the mother. The
mother’s interview takes approximately one hour. Infor-
mation from the mother’s interview is scored into three
measures. Four Sociocultural Modalities measure the dis-
tance between the culture of the home and the culture of
the school; urban acculturation, family structure, family
size, and socioeconomic status. The Adaptive Behavior In-
ventory for Children (ABIC) yields seven subscales and a
total score. The subscales are family roles. community
roles, peer group roles, nonacademic school roles, self-
maintenance roles, and earner-consumer roles. A Veracity
Scale detects the validity of the responses. The third mea-
sure in the mother’s interview is the Health History In-
ventory wiich yields four subscales: pre-post natal in-
ventory, traumatic events mventory pathology and disease
inventory, and vision inventory.

The test session with the child includes administering the
WISC-R, the Physical Dexterity Tasks, and the Bender-
Gestali Test. The Physical Dexterity subscales re place-
ment, ambulation, involuntary movement, fine motor se-
quencing, synchronized movement, equilibrium, finger-
tongue dexterity, and a total score. :

All measures have been standardized for profiling on
three sets of broﬁles: one set for the medical model, one
for the social system model, and a third for the pluralistic
modei. Measures based on the three models are used to
triangulate the assessment process. When findings are sim-
ilar using all three models, interpretations can be inade with
a high level of assurance. When findings differ for different
models, caution_is required before making definitive deci-
sions, and individyalized programming is indicated. The
SOMPA profiles can provide a basis for reaching decisions -
about appropriate interventions.
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. .. purposes of specific issue-related input to [conference]- participants and

small group interaction between resource persons and [conference]

pérticipants.
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4.
Clinic Handouts and Sessions

Description of Clinic Sessions

Clinic sessions were designed to provide specific issue
related input to conference participants and for encourag-
ing small-group interaction between clinic resource persons

" and conference participants. In each instance, the clinic
resource person provided a brief position paper or other
handout to participants: Resource persons also summarized
the major conclusions and/or concensus items which came
out of the sessions. Handouts and summary statements are
reprinted as provided by the clinic resource persons.

All issues of potential relevancé to conference partici-’
pants were- included in the selection of toplcs and resource.
persons for clinic sessions. The listing of these sessions is as
follows:

Issues Related to the Assessment of Black Children—
Dr. William C. Parker.

Pluralistic Assessment—Dr. Jane Mercer

Some Observations on Nondiscriminatory- Assessment—
Dr: James Ysseldyke

Regional Resource Centers—Dr. James A. Tucker

Legalistic Precedents—Dr. Thomas Oakland

Bureau of Education for the Handlcappcd —Dr. Gerald

* Boyd

Office of Civil Rights—Ms. Sharyn Martin

Conference Planning—Dr. Robert Macintyre

Issues Related to Assessment of Chicano Children-Dr.
Ernest ‘Rerna)

Issues Related to Assessment of Native American Chll
dren—Mr. Geiald Hill

Issues Related to Assessment of Asian: Amenr‘an Chil-
dren-Dr. Toshiaki Hisama

Issuss Related to Assessment of Puerto Rican Chil-
:dren—Dr. Olga Mandez

Resources for Nondiscriminatory Assessment and Pro-
gramming -Ms. Joan Bartel
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Issues Related to the Asses men:
of Black Children
Summary of Clinic Session
William C. Parker
Educational Testing Service

Bias, Webster defines as a tendency of a statistical esti-
mate to deviate in one direction from a true value, in other
words, a slanting prejudice. Are standardized tests de-
veloped to deviate from the true values of ail cultures? Are
standardized tests slanted toward white Anglo-Saxon Prot-
estant values? These questions have become the crux of a
controversy since the early 1960s. In 1961 a work group
under the chairmanship of Professor Joshua A. Fishman
was formed. The group’s specific objective was to explore
ways in which the talents and capacities of all minority
children could be assessed so that they might be wisely
guided with régard to their futu.e education.

Why Test?

American educators have long recognized that they can
best guide the development of intellect and character of the
children in their charge if they take the time to understand
these children thoroughly. Educators must also realize that
they hold positions of considerable responsibility and
power. Often a seemingly unimportant decision affects a
child’s entire life. A poor test score in grade three may

" result in a youth being tracked in a slow learner group

which stigmatizes him or her for life. In_some states such
placement may result in a youth being placed in a class for
the mentally retarded. )
No lorg effort will be devoted to the history of testing,
but it is relevant that we say that Binet developed the first
standardized test in France to separaie the mentally slow

. from the normal in order that they could be educated

through nontraditional means—a noble and humane en-
"deavor.

In reviewing the literature one can discover. that the
originator of the 1Q test, Sir Francis Galton, knew from the
onset that tie results of his test could not always be
regarded as conclusive. However, American psychologists

aved the thought and perpetuated it into its present ﬂour

ishirig form.

The first world war brought an astoundmg expansxon in
scientific measurement of human intelligence. With millions
of young draftees as their victims, psychologists had a field

“day. The “‘experts” knew very well that their tests were not

infallible; but at least commanders could distinguish be-
tween morons and bright “officer material,” or so they
said.

The Amencan Psychological Association and the Na-

HANDOUOU IS AND SEDDIUND P

approval of military authorities. So were born the famous
Alpha and Beta Tests. The results did not begin the tradi-
tion- of black genetic inferiority, because this had begun in -
written form, in the mid 1800s; howevet the test results of
the Alpha, Beta Battery of the U.S. Army showed that.
blacks and white immigrants were not as intelligent as white
Americans. Data also revealed that northern blacks were
much more intelligent than southern blacks; one factor that
was never revealed, however, was that northern urban -
blacks were more intelligent than rural southern whites.

Consequently the testing and measurement movement
was born in America. Great psychologists brought their new
terms such as “raw scores,” *‘coefficients of correlation,”
“sigmas,” and ‘“‘deltas,”” and many a funny anecdote was
based on the esoteric jargon of experts. Brigham was the
only psychologist that cautioned educators not to expect
too much from psychological tests.

Are Tests Biased?

Yes. Tests are racially, environmentally, and culturally
biased. In fact we will always be confronted with the
problem of test bias because to produce any type of cul-
ture-free test is an impossibility. Some biased items include
the Mississippi Delta Intelligence Test (regionally biased‘, _
Vocabillary Test, TRICKY, and Picture Test.

Because of the implications of test bias, critical minority

issues have begun to surface. First the meaning of intelli-

gence is rather diverse, and although considerable attention
and effort have been given this concept, it is still ill-used

~ and poorly misunderstood. The ambiguity and senselessness-

of the research on ESP definitions of intelligence are so
diverse that it would be impractical to list all of them here
A few examples are:
1. Intelligence is what the intelligence test measures.
2. Intelligence is a repetoire of intellectual skills and
knowledge available to a person at any one point in
tinte.
3. [Intelligence is the summation of the learning exper-
iences of the individual.
4. Intelligence is the aggregate or global capacity of
the individual to act purposefully, to think ra-
" tionally, and to deal effectively with his environ-
ment.
It is clear from the preceding definitions that there is not
only no consensus among psychologists regarding the mean-
ing of intelligence, but there is also no absolute meamng of
the term.

Second, the most frequently accepted definition is that
intelligence is based on the solution of brizf problems of
various kinds and on the quantity and quality of one’s
responses to a wide range of questions. The terms IQ and
intelligence are often uséd interchangeabl *1Q is a
symbol which refers to a set of scores cu n a test
which means nothing in spite of all of the criuics that make
an attempt to state that the tests are not biased. Sam
Messick and Scarvia Anderson, both of ETS, state in the
spring edition of The Counseling Psychologist in 1970 that

o tional Rescarch ‘Council formed plans in 1917 which won

31

the same test may measure ‘“different attributes or pro-
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cesses, in minority/poverty groups than it'measures in white

" middleclass samples.”

1. Validity is concerned with what 2 test intends to

“measure. Currént ability tests do not and cannot measure a

black child’s capacity “to deal effectively with his environ-
ment.” The tests were never intended to do so. It is obvious
enough that a black child engages in many intelligent be-
haviors which are not validated in white middle-class so-
ciety. For example “What would a mother teich her child
to do if he or she is hit by another child?” This is a value
judgment--not a right or wrong. )

2. Reliability and objectivity are the extent to which a
person earns the same score or rank each time he is mea-
sured by the same test. The most common case of reli-
ability of a test is the inclusion of items which are scored
on the basis of subjective judgment or in this context, a
white, middle-class norm. For example, persons from differ-
ent cultures will respond to this question differently. “What
is the thing to do if you find a purse with ten dollars in it?"

o

3. Standardized tests must represent the group for whom
thev were designed. The Stanford-Binet and Wechsler Intel-
ligence Scale for Children excluded blacks from their repre-
sentative samples.

In -conclusion 1 contend that there are seveial critical
issues that act to delay the elimination of test bias. These
issues are: -

1. lnattention to reconstruction of psychometric
design
Psychometricians, anthropologists, and socnolognsts
cannot agrec upon the implications of culture on
learning and intelligence
3. Superiority complex
4. Lack of consistency relative to mterprntatlon of
test information
5. No test discovers what you know—only what you
do not know

to



. . . SOMPA assumes that the distribution of “scholastic potential’ is similar

in all racial and cultural groups.
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Pluralistic Assessment
Summary of Clinic Session
Jane R. Mercer
University of California, Riverside

Several issues were raised during the discussion section.
A group of questions centered on the philosophical basis
for the SOMPA, and several value premises were made
explicit in the discussion. First. the SOMPA assumes that
the distribution ot scholastic potential is similar in all racial
and cultural groups. The work ot Rick Heber in the Mil-
waukee project and the work of Kamen were cited as
supporting this view. Heber has shown the inper-city infants
of mothers wit\1 1Qs below 85, when socialized in a highly
stimulating verbal environment, achieve an average 1Q of
122 by four years of age compared to a contrasting group
of infants with similar mothers reared in the inner city
without any interventions. whose mean 1Q was about 85 at
four years of age. Kamen in The-Science and Politics of 1Q

-exposes the faulty data base on which the oft-cited twin

studies of Burt are based. His work discredits the entire
empirical framework on which the heritability studies have
been done. ’

A second value premise which is'implicit in the system is
that of preparing children to cope with the role of student

. in the public schools. There was some discussion as to the

merit of such an assumption. In general, the audience
agreed that the schools need to be changed so that they are
more multicultural and iess Anglocentric. However. given
the fact that we live in a highly industrialized society,
persons who wish to participate fully in that society must.
at some point in their lives. master the skills required to
perform in the student role. The schools are a critical link
in the system of social mobility. Therefare, it was con-

‘34

cluded that o/ children should be helped to master the,
student role.-The primary purpose of public education is to
educate rather than to label those likely to have difficulties
and send them to special classes. To be effective, children
likely to have difficulty should be identified before they
have suffered repeated failures in the-school. They should
be given whatever assistance is necessary to cope with the
culture of the school. ‘

A second set of questions focused on the educational
implications of the use of the SOMPA in the public schools.
Several implications were identified. First. participants

noted the danger that the SOMPA might be used to under-

cut the basis for funding of special education programs if
latent scholastic potential scores are used- s the basis of
determining need for additional services rather than the
standard 1Q scores, that is, the scholastic functioning level,
It is important that this situation not occur. To assure that
this situation will not occur, funding will need to be based
on educationdl necd as defined by performance on the
standard norms, not on the scores adjusted for sociocultural
differences, and funding will need to move away from
categorical aid programs based on self-contained classrooms
to funding of services to children within the regular educa-
tional setting.

A second implication for the schools is that a wider
variety of needs will be identified than has heretofore been
the case. especially the need for persons who can assist
children from non-Anglo cultural backgrounds in coping
with the culture of the school and the demands of the-
student role. In addition, broadening the basis of assess-
ment should reduce the amount of labeling because the
SOMPA vyields such a large number of different con-
figurations of scores that a user will not be tempted to

. develop a new set of labels. Rather, educators will have to

look at each child as an individual with his or her own
unique pattern of performance and sociocultural- back-’
ground. Finally. the system could be used to move toward
more cultural democracy in the schools, a term developed
by Castaneda and Ramirez to describe schools which -are
sensitive to the differing cognitive styles and cultural back-
grounds of their students.



. . . intelligence is an inferred entity, a term or construct which we use to

explain differences in behavior and to predict differences in future behavior.
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Some Observations on Nondiscriminatory Assessment
Clinic Session Handout
James E. Ysseldyke
University of Minnesota

The topi'cal theme of this conference is “nondiscrimina-
tory assessment.” I would like to back us up a bit by asking
“nondiscriminatory assessment of what?” For years. norm-

referenced devices have been used to classify and place

children. When it was observed that members of minority
groups wert overrepresented in public school special educa-
tion classes and within the lower tracks of the regular

. education mainstream, a number of individuals began to -

question the fairness of the devices used to classify and
place. Items, and indeed entire tests, have been cited as
biased against members of specific cultural groups. The
debate regarding the culture-fairness of tests and test items
has been a long and heated debate, aired in both profes-
sional and popular literature and on radio and television.
We have missed the point.- :

It must be remembered that any test is merely a sample
of behavior. For example, no one has seen a thing called
intelligence. Rather, we observe differences in the ways in
which persons behave, either differences in everyday be-
havior in a variety of situations or differences in the ways in
which persons respond to standard stimuli or sets of
stimuli; and we infer a construct called initelligence. In this
sense, intelligence is an inferred entity, a term or construct

which we use to explain differences in behavior and to '

predict differences in future behavior. Regardless of how an
individual’s performance is viewed and interpreted, intelli-
gence tests and items on those tests simply sample be-
haviors. A variety of different kinds of behavior samplings
are used to assess intelligence; in most cases the kind(s) of
behavior sampled reflect a test author’s conception of in-
“telligence. : . :
There is a hypothetical domain of items which could be
used to assess intelligence. In practice, it is impossible to
administer every item in the domain to a child whose
intelligence we want to assess. Tests are samples of behavior
from the larger domain. Salvia and Ysseldyke (in press)
have identified 13 kinds of behaviors sampled by intelli-
gence tests ranging from discrimination and generalization

to induction and abstract reasoning. Different test ite:as '
sample different behaviors; we have recognized this- for

some time. However, the same test item may sample differ-
. ent behaviors for different children. :
A child’s acculturation is of primary importance in
evaluating his (her) performance on intelligence tests. Ac-
culturation refers to the particular set of background exper-

iences and opportunities to learn which a child has had in |

both formal and informal educational settings. This. in
turn, is dependent upon the experiences available in the

2]
(¥

child’s environment (i.e., culture) and the length of time
the child ‘has k-2 to assimilate . those experiences.. The
culture in which the child lives and the length of time he
(she) has lived in that culture cffectively determine the
psychological demands a test item presents.

To ascertain the psychological demand(s) of an intelli-
gence test, item, one needs to consider the interaction
between acculturation and the behavior sampled. For this
reason, it is impossible to define exactly what it is that
intelligence tests assess Identical test items actually place
different psychological demands on different children. For
sake of illustration, let us assume that there are only three
discrete sets of background experiences (this is a very

.conservative estimate; there are probably many times this

number in the United States alone). To further simplify our
example; let us consider that there are only 13 kinds of
behaviors sampled by intelligence tests-rather than the
millions of items which potentially could be used. With -
these very restrictive conditions, there are still (mn)!/m'n!
possible interactions between behavior samples and types of
acculturation. This very restrictive estimate produces more
than 1.35 x 1032 interactions. No-wonder there is con-
troversy regarding what it is that intelligence tests measure.
They measure more things than we can conceive of; they
measure different things for different children. :

The above example was used to ‘illystrate the futility of
efforts designed to identify items and tests which are non-
discriminatory. We could do that for a very long time.
Instead, in my opinion, we need to focus upon the person
giving the test and the particular kind of test given.

We have a considerable body of literature to support the
contention that persons charged with the task of assessing
school-age children are biased in their assessment efforts.

~Salvia and Ross (1975) demonstrated that teachers make

differential placement decisions as a result of the physical
attractiveness of children they are asked to evaluate.
Algazzine demonstrated that teachers interact differently

~ with children as a function of facial attractiveness. Rubovits

and Maehr (1973) demonstrated that teachers interact dif-
ferently with blacks and whites, regardless of the diagnostic
label attached to the children. Johnson (1976) demonstrat-
ed that school psychologists are biased by race, sex, and
socioeconomic status in making placement recommenda-
tions. The considerable body of research supportirg the
deleterious effects of labeling (c.f., Foster, 1976; Foster-&
Ysseldyke, 1976; Foster, Ysseldyke, & Reese, 1975; Lee,
1975 Salvia, Clark, & Ysseldyke, 1972) should cause us to
question the extent to whieh the unrepresentative makeup
of special classes and their lack of demonstrated efficacy
may be simply a refiection of our own biases and expecta-
tions. We need to begin systematic efforts to modify stereo-

‘typic attitudes and expectancics and to make both teachers

and psychologists more objective in their interactions with
and decisions regarding childien.

Not only do we need to become more concerned with .
who assesses children, but we need also to be concerned
with what is assessed. Traditional assessment efforts have
provided teachers with global scores, arrays of scores on
subtest continua, and psychological reports characterized



more by jargon than by practicality. Teachers, on the other
hand, have found this information of little help in their

instructional efforts. More recently, especially with the rise -

of the learning disabilities movement, we have wiinessed a
dramatic increase in the use of norm-referenced devices to
plan educational programs for children. The currently pop-
ular activity is to be engaged in diagnostic-prescriptive
teaching. Repeatedly, we witness the administration of
large batteries of psychoeducational tests to children for
the purpose’ of identifying process or ability strengths and
weaknesses in order to prescribe appropriate instruction.

* There is little support for such efforts. We have not demon-

strated that specific processes or abilities underlie the
acquisition of academic skills, that the processes or abilities
can be reliably and validly assessed, or that they can be
trained. In short, assessment efforts on behalf of all chil-
dren should be objective-icferenced efforts designed to

‘identify skill development strengths and weaknesses. Assess-

ment of skills facilitates program planning and is nondis-
criminatory. It is time for us to cease our efforts to identify
the hypothetical causes of childrens’ academic failures and
to focus instead on the assessment of skill development
strengths and weaknesses; our emphasis must be on moving
the child from where he (she) is to where we desire him

. (her) to be.

Clinic Session Summary
James E. Ysseldyke

The main topic of this session concerned alternatives to
current norm-referenced assessment practices. The point
was made that there will never be a culture-fair norm-
referenced test. As such, several issues must be faced. First,

"~ when using norm-referenced tests the psychologist must
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select technically adequate devices. It was demonstrated
that most school psychologists and -other school personnel
are largely unaware of  the technical characteristics and

normative populations for most currently used tests.

Second, interpretation of pupil performance on any test
must be psychological rather than psychometric. Any
child’s pe-formance on a test must be viewed as an inter-
action between the child’s acculturation and the psycho-
logical demands of the behaviors sampled by the test.
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Third, elimination of the use of tests or use of separdtc
regression equations will not eliminate bias in the place-
ment and education of children; not will it suddenly create
an effective education for minority group children. And
this is indeed the issue. To the extent that special education
services are inferior to regular education services, to the
extent that special education classes terve as dumping
grounds for minority group children, and to the extent that -
tests contribute to disproportionate and inappropriate
placement of minonty students, the tests do deserve attack.
However, we need to be equally concerned about the qual-
ity of services, about assessment practices in general, and,‘
about factors other than tests which contribute to bias in
placement. -

A considerable amount of time was spent discussing
evidence regarding the contribution of naturally occurring
biasing variables in the . decision-making process. 1t was
demonstrated that given identical test data and informa-
tion, school psychologists, teachers, and other educational
personnel do demonstrate. bias on the basis of sex, race,
socioeconomic status, and physical attractivenessin making
placement decisions. Elimination of norm-referenced tests
does not eliminate the bias. Indeed, the more subjective we
allow decisions to become, the more bias enters.

Criterion-referenced assessment and task-analysis were
presented as alternative apprcaches to the assessment of all

.children. The group raised several issues regarding criterion-

referenced assessment but largely agreed that this approach
was 2 viable altemative to current assessment practices.

It was recognized that our concern in educational
settings should be more on the establishment of appropriate
educational programs for individual children than on the
making of placement decisions. Norm-referenced assess-
ment provides fittle or no information for use in program
planning. Knowledge of the extent to which a child deviates
from normal is of little assistance to a teacher. Instead, he
(she) needs specific information regarding those skills which

‘a child does and -does not demonstrate. Such information

can be gained from task analysis and criterion-referenced
assessment.- We need _to focus efforts to two factors: the
development of appropriate educational programs and the
changing of biases, stereotypes, and expectations.
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... stressed that RRCs had expertise specifically related to agencies such as

OCR and it would be negligent not to provide communication linkage between

the RRCs and school programs which could benefit.
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A
Regional Resource Centers ) /
Clinic Session Handout /
James A. Tucker /

Region 5 (Texas) RRC - o
LEARNING RESOURCE CENTERS OF USOE/BEH/DMS/LRC (United States Office of Education—

Bureau of Education for the Handlcapped Division of Media Services—Learning Resource Centers
branch) v

Effective September 1, 1974 the foIIowmg contractors will provide a network of regional centers and
specialized national offices which are to assist the handicapped child to achieve-social and -
vocational independence via an appropriate education. These centers are to help states establish
intrastate educational services and provide said services as a backup to extant state and intrastate
agencies. Rather than moving the target-child from resource-poor to resource-rich education en-
vironments (the classical parent action of the past and present), it is believed that federal assistance
in stimulating and developing educational services in the.child’s own community is the, proper
pedagogical and humanitarian approach. In cases where the technical assistance, demonstrations,
consultations, and. other regional center strategies have yet to establish an adequate service in a
given community, the national units are expected to provide the services sought. Budgetary limits

and an attempt at avoiding improper assumption of local and state roles will temper the amount of
services and criteria for service-giving.

Authorizedby Public Law 91-230 parts C and F, and administered by the Learning Resource denters

Branch of of USOE/BEH, the Learning Resource Centers (LRCs) can be differentiated by role and by
IeveI in the hierarchy (regronal nat|onal) There follows a directory of LRCs so differentiated:

LRC (Learning Resource Centers). ...32centers

. role: to assist states in developing an intrastate capacity in regard to the following educational
services and to provide said services to the states’ service-clients within service rules which
are clearly reinforcing of local and state capacity: identification of handicapped children,
diagnosis of learning disorders, prescription of educational programs for handicapped
children, and providing specialized instructional materials which compensate for learning
disorders.

* RRC (Regional Re;ource Centers). .. .13 centers plus a coord/nat/ng office

role: to assist states in developlng an. intrastate capacity in regard to identification, dlag~
nosis and prescription of educational programs and to provide those services to indi-
vidual handicapped children within service-criteria which clearly:show direct services
1o be reinforcing of state and local capacity, demonstrative of best methodology, .or

- otherwise stimulatory of service development by local and state education agencies.

CORRC (Coordinating Oftice for Regional Resource Centers). . . . 7 center
role: to provide the substantive work which is dmenable to single-system treatment
on a national scale and to articulate the regional centers into a network which
permits sharing of problems and solutions from locality to locality, state to
state, and region to region. ' '

* ALRC (Area Learning Resource Centers). ... 13 centers p/us five national units

role: to assist states in develop|ng an intrastate capacity in regard to |nstruct|onal ma-
terials, media, and éducational technology supported education and media services
to the handicapped learner; and, the provision of said services as a supplement or
substitute for state and local supply of service in those instances where said supply is
found inadequate to meet the service-need; and, helping pre- and in-service educa-
tion facilities to increase the competence of teachers and parents in the selection and
use of instructional materials.
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NCEMMH (National Center on Educational Media and Materials for the Handicapped). . ..
1 center
role: to prowde national Ieadershlp in the research, development, training, and dis-
semination activities related to the use of media, materials, and educatlonal .
technology in the education of handicapped children; and, to provide the na-
tional backup servuggs required by local, state, and regional units: information
services relative to instructional materials for children and media-training ma-
terials for teachers, production and distribution assistance to creators whose
efforts increase the materials supply, and clearinghouse tunctions for the na-

tion's problems, ideas and solutions in the realm of media for handicapped
learners.

SOVI (Special Office for Visually Impaired-S1). .. .7 center
role: to find, select, adapt, create, c|assufy, index, evaluate, field test, and other-
wise exercise substantive responsibility for those materials alleged to have
educational value for the visually impaired child. '

SOHI (Special Office for Hearing Impaired-S2). . .1 center
role: to find, select, adapt, create, cIassufy, index, evaluate, field test, and otherwise
exercise substantive responsibility for those materials alleged to have educa-
tional value for the hearing |mpa|red child.

'SOOH (Special Office for Other Handicaps-S3). . . . T center
role: to find, select, adapt, create, classnfy, index, evaluate, field test, and other-
wise exercise substantive responsibility for those materials a||eged to have
educational value for the child whose handicap is other than visual or hearing
impairment ‘(mc|ud|ng those whose multiple handicaps include those
dlsmiers) e \
SOMD (Special Oftice for Materials Dlstrlbutlon-S4) .1 center
role: to store, ship, repair, schedule, keep records and otherwise manage the logis-
tical system for instructional materials supply ‘of those items found in the
NCEMMH-operated information base. A service charge which is non-profit and
cost-covering will be made to borrowers of materials for purposes other than
teacher-examination or teacher-training. Classroom usage will be permitted
only when and if local and state sources of supply are inadequate and only
" when user-fee payment is guaranteed.

Thé specitic work elements contracted to each of the above units of the LRC centers network
(ALRC/NCEMNMiH network and RRC/CORRC network, combined) can be seen on the workscope
charts available from USOE/BEH/DMS/LRC or network offices. The following directory gives the

address of each uf the above described centers and the states served (or windew-units through
which service is given):.

note: please contact project directors, directiy, for definition of services available; USOE/BEH/
DMS/LRC does not have center-services information capacity, address program ques-
iions and suggestions to “LRC Branch Chief, USOE/BEH/DMS; ROB3Rm 2020, 400
Maryland Ave.; SW Washington DC 20202"
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Clinic Session Summary
James A. Tucker

This session consisted of providing an overview of the
RRC network including its availability for assistance within
workscope-relevant areas.

The major portion of the session consisted of a discus-
sion of interagency cooperation between such organizatiorns
as the Office for Civil Rights and state education agencies
via the Regional Resource Centers. It was stressed that the

RRCs had expertise speciﬁcélly related to the concerns of

“agencies such as OCR and it would be negligent not to

43

provide communication linkdge between the RRCs and

school programs which could benefit. ‘

B: way.of specific action in this direction the partici-
pants drafted- a set of proposals which they wished to see
considered by fhe\RRC Jirectors. These recommendations
are as follows: = _

1. National and regional OCK specialists should re-
ceive periodic mailings of RRC contact persons in
various regions. Alsonotice of relevant workshops.
RRC network should proyide OCR with exemplary
school programs throughoutthe country. :

3. . There should be a joint conférgnce between RRC
leaders and OCR leaders at all lewels for increasing
cooperation. P "\\

4. RRC network could provide a national pool of
minority educators who would be willing*to go to
areas needing more minority professionals.

to
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. . . tha decision to put a child into a lower ability group or special

cation class often is made on the basis of little information—usually

achievement and intelligence data. Other relevant factors are not considered.
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Legalistic Precedents
Clinic Session Summary
Thomas Gakland
_ University of Texas, Austin

Discussions generally centered on explicating legal issues
developed within chapter 3, on “Professional, Legislative,
and Judicial Influences on Psychoeducational Assessment

" " Practices in Schools,” Non-Bissed Assessment of Handi-

capped Children, the conference resource document. The

following issues were considered first.

1. Assessment practices are discriminatory when chil-
dren are not tested in their dominant language.

2. Tests are discriminatory becuuse’ they reflect only
white, middle-class values and abilities and thus do
not effectively assess the abilities of lower-class and
minority group children.

3. Many psychometrists are poorly trained and are
insensitive to relevant characteristics evidenced by
minority group children.

4. A dispropertionate number of minority group chﬂ-
dren are assigned to lower-ability groups and spe-
cial education classes.

5. No provisions are made for systematic (annual or
biannual) reviews of children assigned to special

45

education classes. In many systems, getting a child
into special education is easier than getting him
out.

6. Parents often are not consulted regardmg the advis-
ability of placing their children in lower-ability
groups or special education classes. Nor are they
informed of the academic progress their children
are making.

7. The decision to put a child into a lower-ability
group or special education class often is made on

. the basis of little information—usually achievemnent
and intelligence data. Other relevant factors are not
considered.

The discussions attempted to determine (1) the rele-
vance these issues have on-the psychological and educa--
tional services provided to minority group children within
those areas represented by persons in attendance; (2) other
legal issues of which we need to be aware; and (3) methods
and practices attempted in various regions which serve to
comply with legal issues. An attempt to arrive at ‘a con-
sensus was nct made.

Participants in one session discussed at length the issue
of rights of students, parents, and professional personnel.
Their respective rights often are not clearly identified and
frequently appear to be in conflict.

During another session, a recent publication from the
Bureau of Indian Affairs (on nondiscriminatory educational
assessment of native Americans) was discussed. This publi-
cation describes the major characteristics of an educational
assessment program as well as students’ and parents’ rights—
an issue which was discussed quite completely.



.. . many children who actually have no special needs will continue to show

up as having such because of assessment and placement practices that are

discriminatory.
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Bureau of Education for the Handicapped
Clinic Session Summary N
"Gerald Boyd
Bureau of Education for the Handicapped
United States Office of Education

The discussion in the workshop sessions was to have
centered around nondiscriminatory testing and placement
as addressed in P.7.. 94-142. Both sessions commenced with
a brief overview of federal agency structure, that is, how
the Office of Education relates to the Department of
Health, Education, and Welfare, how the Bureau for Educa-
tion of the Handicapped relates to OE, and how the Aid to
States Branch relates to BEH. Many federal presenters often
fail to clarify this organizational structure, and it can be-
come very confusing to listeners who are not familiar with
the- internal affairs of the federal government but must
comprehend certain management unit relationships in order
to grasp fully what is being said to them.

This overview was followed in both sections by a clarifi-
cation of P.L. 93-380 and P.L. 94-142. Tt was explained
that both of these laws are actually amendments to the

47

Education of the Handicapped Act (P.L. 91.230), which
has ‘several distinct parts. The only part of P.L. 91-230
affected directly by P.L. 93-380-and P.L. 94-142 is Part B,
which deals with assistance to states. It was then pointed
out that the Education of ALL Handicapped Children Act
of 1975, as P.L. 94-142 has been titled, mandates that
states find and service all handicapped children even if there
is no federal support money available. .

Most of the session participants were state education
agency or local education agency personnel. And they were
very interested in P.L. 94-142. We spent the bulk of the
session time dealing with money and other issues related to
the full implementation of P.L. 94-142. I explained the
sections in P.L. 94-142 that talk to the issue of nondiscrim-
inatory assessment and explained why reference to this
issue appeared in all these sections (i.e., procedural safe-
guards, applications, state plans, eligibility). Further, the
issue was raised of possible problems arising from the fact
that as we properly identify, screen, diagnose, place, and
serve handicapped children according to the requirements
of P.L. 94-142, many children who actually have no special -
needs will continue to show up 2s having such because of
assessrnent and placement practices and procedures that are
discriminatory. Will this situation create a new look at an
old dilemma, this time for the special educator? None of
the session participants seemed especiaily interested in this
issue, and they continued to 2sk questions about other
sections of the new law.



.. . disproportionate over, or underinclusion of children of any race, color, or

national origin, or sex in any special program category may indicate possible

non-compliance.
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Office for Civil Rights
Clinic Session Handout
Sharyn Martin
Office for Civil Rights

DEPARTMENT OF HEALTH, EDUCATION AND WELFARE

OFFICE OF THE SECRETARY
Washington, D.C. 20201

-AUGUST 1975

MEMORANDUM FOR CHIEF STATE SCHOOL OFFICERS
AND LOCAL SCHOOL DISTRICT SUPERINTENDENTS

SUBJECT: Identification of Discrimination in the Assignment of Children
to Special Education Programs

Title VI of Civil Rights Act 1964 and the Departmental Regulation (45
CFR Part 80) promulgated thereunder require that there be no discrimina-
tion on the basis of race, color, cr national origin in the operation of
any programs benefiting from Federal financial assistance. Similarly,
Tirtle IX of the Education Amendments of 1972 prohibits discrimination on
the basis of sex in education programs or activities benefiting from
Federal financial assistance.

Compliance reviews conducted by the Office for Civil Rights have revealed
a number of common practices which have the effect of denying equality of
educational opportunity on the basis of race, color, national origin, or
sex in the xssignment of children to special education programs.

As used herein, the term "special education programs" refers to any class
or instructional program operated by a State or local education agency to
meet the nevds of children with any mental, physical, or emoticnal excep-
tionality including, but not limited to, children who are mentally retarded,
gifted and talented, emotionally disturbed or socially maladjusted, hard of
hearing, deaf, speech-impaired, visually handicapped, orthopedically handi-
capped, or to children with other health impairmernts or specific learning
disabilities.

The disproportionate over- er underinclusion of children of any race, color,
national origin, or sex in any special program category may indicate possible
noncompliance with Title VI or Title IX. In addition, evidence of the
utilization of criteria or methods of referral, placement or treatment of
students in any special education program which have the effect of subjecting
individuals to discrimination because of race; color, national origin, or

sex may also constitute noncompliance with Title VI and Title IX.

In developing its standards for Title VI and Title IX compliance in the

area of special education, the Office for Civil Rights has carefully reviewed
many of the requirements for State plans contained in Section 613 of the
Education Amendments of 1974 (P.L. 93-380), which amended Part B of the
Education of the Handicapped Act.

o
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Based on the above, any one or more of th: following practices may con- -

‘stitute a violation of Title VI or Title IX where there is an adverse

impact on children of one or more racial or national origin groups or
on children of one sex:

1.

Failure to establish and implement uniform
nondiscriminatory criteria for the referral

of students for possible placement in special
education programs,

Failure to adopt and implement uniform procedures
for insuring that children and their parents or
guardians are guaranteed procedural safeguards in
decisions regarding identification, evaluation, and
educational placement including, but not limited

to the following:

a.

(9]

prior written and oral
notice to parents or
guardians in their primary
language whenever the local
or State educdtion agency
proposes to change the edu-
cational placement of ’
the child including a full
explanation of the nature
and implications of such
proposed change;

an opportunity for the
parents or guardians to
obtain an impartial due
process hearing, examine
all relevant records with

respect to the classification

of the child, and obtain an
independent educational
evaluation of the child;

procedures to protect the
rights of the child when
the parents or guardians
are not known, unavailable,
oir the child is a ward of
the Ctate, including the

assignment of an individual,

who is not an employee of
the State or local educa-
tional agency involved in
the education of children,
to act as a surrogate for
parents or guardians;

d.

provisions to insure that
the decisions rendered in
the impartial due process
hearing referred to in part
(b) above shall be binding on
all parties, subject only to
appropriate administrative

or judicial appeal; and

nrocedures to insure that,
to the maximum extent
appropriate, exceptional
children are educated with
children who are not excep-
tional and that special
classes, separate schooling,
or other removal of excep-
tional children from the
regular education environ-
ment occur only when the
nature or severity of the
exceptionality is such that
education in regular ciasses
with the use of supplementary
aides and services cannot be
achieved satisfactorily.
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'Failure to adopt and implement procedures to insure that test

materials and other assessment devices used to identify, classify
and place exceptional children are selected and administered in

a manner which is non-discriminatory in its impact on childfev of
any race, color, national origin or sex.

Such testing and evaluation materials and procedures must be

equally appropriate for children of all racial and ethnic groups
being considered for placement in special education classes,

In that regard procedures and tests must be used which measure

and evaluate equally well all significant factors related to the
learning process, including but not limited to consideration of
sensorimotor, physical, socio-cultural and intellectual development
as well as adaptive behavior. Adaptive behavior is the effectiveness
or degree with which the individual meets the standards of personal
independence and social responsibility expected of her or his age
and cultural group. Accordingly, where ‘:resent testing and evaluation

‘materials and procedures have an adverse impact on members of a

particular race, national origin, or sex, additional or substitute
materials and procedures which do not have such an adverse impact
must be employed before placing such children in a special education
program. :

Failure to assess individually each studen. s nceds and assign her
or him to a program designed to meet thosr individually identified
needs.

Failure to adopt and implement unifnrm procedures with respect to
the comprehensive reevaluation at least once a year of students
participating in special education programs,

Failure to take steps to assure that special education programs
will be equally effective for children of all cultural and linguistic
backgrounds. :

School officials should examine current practices in their-districts to
assess compliance with the matters set forth in this nemorandum. A school
district which determines that compliance problems currently exist in that
district should immediately devise and implement a plan of remediation.

Such a plan must not only include the redesign of a program or programs to
conform to the above outlined practices, but also the provision of necessary
reassessment or procedural opportunities for those students currently assigned
to special education programs in a way contrary to the practices outlined,
All students who have been inappropriately placed in a special education
program in violation of Title VI or Title IX requirements must be reassigned
to an appropriate program and provided with whatever assistance may be
necessary to foster their performance in that program, including assistance
to compensate for the detrimental effects of improper placement.

N
[u—



HANDOUTS AND SESSIONS 45

Some of the practices which'may constitute a violation of Title VI or Title IX
may also violate Section 504 of the Rehabilitation Act of 1973 (P.L, 93-112),
as amended by the Rehabilitation Act of 1973 (P.L. 93-516) which prohibits
discrimination on the basis of handicap; and other practices not addressed'by
this memorandum and not currently prohibited by Title VI or Title IX may be
prohibited by that.Section. The Office for Civil Rights is currently
-formulating the regulation to implement Section 504.

School districts have a continuing responsibility to abide by this
memorandum in order to remain in compliance with Title VI of the Ci'il
Rights Act of 1964 and Title XI of the Education Amendments of 1972.

Martin Gefry
Acting Director
Office for Civil Rights

A
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first and most important is the assumption that the purpose of the conference
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is to change the bzhavior of the majority of the participants.
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Conference Planning: In-service Training
through Short-Term Conferences
Clinic Session Handout
Robert B. Maclintyre
Ontario Institute for the Study of Education

“I'd like to put that new idea to work in my school, but
how can I get my teachers to use it well?” “With this
change in regulations, most of our mentally retarded stu-
dents will be taught by regular teachers. How can we train
them to meet the educational needs of the retarded?” *I
can’t use the techniques I learned in college two years ago
because the other teachers here don’t understand them.
How can I help my colleagues to catch up with the field?”

Questions and perplexitics of this nature are expressed
again and again to anyone working to improve education of
exceptional children today. With the rapidly changing com-
plexion of special education during the sixties and the
changes predicted for the seventies, in-service training and
professional skill improvement of various sorts have become
crucial to the maintenance of adequate education for handi-
capped and special children. In addition, recent attempts to
equip regular classroom teachers to work with children
having learning problems, retardation, or emotional distur-
bance have generated a variety of in-service training efforts.
At the same time, traditional teacher conferences or meet-
ings with their series of lengthy lectures (with or without
media) and prestigious panels have come under fire as
having limited information—giving functions. showing nc
evidence of changing teacher behavior, and (perhups most
damning in the age of “hot’ media) being just plain dull.
Obviously, effective in-service and conference techniques
need to be borrowed, developed, modified. and tested for
the special education field (e.g., National Commission for
Teacher Education and Professional Standards, 1965).

Basic Assumptions

Several basic assumptions underlic conference planning
and management. First and most important is the assump-
tion that the purpose of the conference is to change the
behavior of thie majority of the participants in some signifi-
cant way. Participants should be able to do something
which they could not do before or do something much
better than they could before the conference. This assump-
tion does not deny the validity of the information-giving
conference but does suggest that the conference should
procéed from information passing to actual use of the
information by the participants. Since most of us read
much faster than we listen and since confcrences and meet-
ings consume a tremendous number of professionai fays
when each participan! is considered, print n:cdia would
seem better suited for simple information giving.
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The second major assumption is that learning is an
active, not a pasgjve, function. For adults as well as chil-
dren, most learning and change take place when the person
is doing something and not when he is merely sitting and
listening. Long years of college training have conditioned us
to think that taking notes while someone else talks is
enough activity to ensure learning, even after we’ve been in
the field long enough to realize that much of our prepara-
tion to be teachers was neither sufficient nor particularly
relevant. .

The last assumption involves the notion that it is not
enough just to help someone.learn how to do something.
He also needs to learn to do it. All of us probably know
how to teach better than we do now, but we probably have
not committed ourselves to implementiag and maintaining
such a technique. Therefore, a success:ul conference should
provide opportunity for commitment to action and some
means for support of that action.

Planning Stage

Statement of objectives. In planning a conference or
in-service program in line with these assumptions, a critical
first step is the clear statement of the objectives of the
program. These objectives should be stated in terms of the
desired behavior of the participanis and should imply evalu-
ation criteria where possible. A few examples might help
illustrate this point. i

Participants will write specific behavioral objectives

tu implement goals drawn from existing guides.

Each conference group will cdmplete a list of essen-
tial functions for public schoo! programs for seri-
ously disturbed children.

Participants will sequence selected materizls from
simple to complex-and will interpolate necessary
intervening learning tasks.

Participants will list sufficient data collection pro-
cedures to accomplish the objectives of their evalu-
ation, as previously stated. -

Participants will modify the room arrangement of
their classrooms in ways which will facilitate multiple
activities.

For purists, these objectives can be further refined to
include statements of _riteria and settings for observation.
The important thing is that these are objectives which are
behaviorally stated and capable of accomplishment.

Specific input. The specification of the exact informa-
tion to be presented is the next planning task. While it may
be gratifying to the ego to be able to throw out twice as
many bits of information as anyone can take in, such
ability is of limited value to the participants. Usually formal
presentations should run no longer than 15 to 20 minutes.
In that time it is possible to develop adequately one major
point with a couple of subpoints, or possibly two major
points. Where possible, these points are developed in
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writing in advance -ad are provided to the participants
immediately aTer the presentation, thereby dealing vth
any variation in note taking or attendance.

Active Jearning. Since it has been assumed that learning
occurs through activity, the conference must include some
provision for :asks to be performed by the pdrtrcrpam ;, and
the specificatior of these tasks becomes a major planning

function. They must be specifically stated, able to be ac-

complished in the time allotted (usually 10 to 30 minutes),
and able to provide immediate feedback and conﬁrmzmon
where possiole.

~wo-part no-carbon-required paper has been used with
good effects for preprinted task sheets The participants are
able to keepa copy of all their work, sessicn by session,
and the conference personnel also have a record of how
each individual is doing. The importance of this feedback to
the conference managers cannot be overemphasized. By
using hourly task sheets, it has been possible to moaitor the
learning of up to 300 professionals ..d provide individual
support where needed as well as to modify the formal
presentations to illuminate points on which the majority of

_the group were not clear.

Conference Organization

Srnall rroups. The actuai conference, institute, or in-ser-
vice progsem is usually designed to use small-group inter-
action as a major learning sefting. ‘These small groups,
numbering between six aiid nine members, are structured
shortly after registration and provide the place for individ-
ual discussion, questioning, idea sharing, and mutual sup-
port as wel. as become a relevant peer group for witnessing

one’s comemitruent toward a course of action. Group facili- -

tators are usu.lly chosen in advance, although some recent
experiences suggest that conference participunts can form

themselves into ad hoc groups and successfully select their

own facilitators. In any case, it is important that the first
small-group session invowe uciivities which will facilitate
the rapid development of a group feeling of belonging and
identification. Asking particitunts to relate some thing
which has happened to them or to which they ar: looking

forward or suggesting that they say something nice about -

someone  else in the group or themselves can have the
desired effect. Some of the communication games d=-
veloped for small groups by the National Training Labora-
tories of the National Education Association are alsc useful
(Burke & Beckhard, 1970).

Group facrlrtators however chosen. need special support
and training. They should be familiar with the tasks for
each day of the institute and should gt a chance to share

their experiences with each other and the rest of the con-

ference personnel. Where possible, one of the conference
staff should be skilled in small-gronp dynamics and should
be available to the group facilitators for consultation and
intervention 1f needed.

Task oriented, time loaded scheduling. in scheduling the
conference, a task-cycling pattern can be used effectively,

This involves dividing the conference day into blocks begin--
" ning with a short formal presentaticn and followed by

cn
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in. .idual or small-group work on the relevant task for that
titne block. Then the cycle begins.again. For example, at an
institute devoted to improving classroom management skills
among teachets of the educable mentaliy retarded, the
following was the second morning schedule.
8:30- 8:50 Presentation on room arrangements for con-
tingency management.
8:5C- 9:30 Participants design room arrangements on
task sheets. .
9:30- 9:50 Presenitation on selection of instructional ma-
terials and tasks.
9:50-10:30 Selection of materials by participants from
lists to match tasks on task sheet. Group,
discussion of selections.
10:30-10:45 Morning coffee break.
10:45-11:05 Presentation on relationship-of instructional
objectives to necessary characteristics of ma-
terials and media.
11:05-11:45 Participant analysis of previously developed
objectives to determine media requirements.
11:45 Lunch.

This rapid cycling between tasks performed in .small
groups and large-group presentation yielded several bene-
fits. Participarits were able to maintain a high level of
attentiveness because they kuew they would be immedi-
ately using information in the presentation and because
they were not subjected to long periods of sitting without'
physical movement. The tight time schedule also provided a
degree of pressure which kept groups on the topic and
resitlted i motivation to return to these activities, as is
characteristic v incomplete tasks.

Concern for the Individual

Because this type of conference oOr institute makes
unusual demands on the participant by asking that he
demonstrate his‘newly acquired skills and competencies at
each stage in the process, it is especially important that the

" conference organization and the conference staff demon-

strate a.concern for the individual and the effort he is
expending. This-concern can be shown in two formal ways
and many informal ones.

First, it is important that sessions begin and end on tit:te.
When -participants commit themselves and their time, there
is an obligation not to waste their time or denigrate the
persons by beginning sessions late or by extending them
beyond the planned termination time. To end on time and
not close out important interaction between participants
and speakers. ~nen interaction time should be allowed in
the evenin; ..v .: other times when participants may discuss
an issue at length with a speaker or leader.

Another indication of concern for the individual is pro-
vided by having detail work, such as registration, informa-
tion handouts, task sheets, room assignments, and equip-
ment, pcrf0rde well in advance and completely. Such
detail work sometimes seems to be too trivial to be con-
sidered part of the professional responsibility of running an
in-service program, hut education, of all professions, should
appreciate the importance of having done its homework.
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Informal indications of concern for the individual are
many and varied. In one setting it was possible to have the
management provide a small baskes oi fruit in the roomns of
the participants. It is usually possible to arrange for cocoa,
punch, or tea in addition to the omnnipresent cotfee at
break time. Fresh fruit in the ufternoon is sometimes a
welcome change from the doughnuts in the moming.
Allowing sufficient time for a leisurely noon hour, if the
conference is intense, or starting later in the mornings, it
evening activities are irresistable and late, are ways of ad-
justing the in-service training demands to human needs. In
the same vein, having teaciiers’ classes covered for arn hour
in the morning for in-service training rather than holding
the sessions after school improves the process and the
lrarning. Some planned socia! activities can add signifi-
cantly to the success of a two- or three-day programnt.

Conclusion

At this point, it is probably apparent that a good in-
service institute or conference contains many of the same
elements as dces any good teaching program: (1) clearly
stated objectives, (2) carefully sclected procedures and
techniques, (3) built-in feedback and evaluation for the
confcrence staff, and (4) demonstrated concern fcr the
individual.
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Clinic Session Summary
Robert Maclntyie

Although the two clinic sessions covered material pre-
sented in the prepared handout and considered various
aspects of the present conference as examples of different
types of in-service training, two major points weie raised

.which were noi evident from the preplanned material.

Q

ERIC

Aruitoxt provided by Eic:

Rather than recapitulate the entire clinic session, this sum-
mary will focus on these two points.

The first issue relates to the amount of novel material
and the nwmnber of procedures which one can include in a
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wolkshop. In general, it is advisable t» maintain a substau-
tial amount of procedure and ctructure which has bee:
tried in advance. Thic may be done by including presenta-
tions, types of group interactions, specific tasks, scnedul:
of activities, etc., which have proved successful at previous
workshops. in the cas. of novel material or ap~:vaches, it is
advizable to pretest these on a group similar to that for
which they are intended. The lack of adeguate pietest for
the siinulation material used here was a case in point. The
avoidance of too much novelty and untried material, how-
ever, must not be carried to the point that nothing new is
tried or no new auciences ar¢.approached.

The second point oi concera, *vhich was emphasized by
the present workshop, is involvement of the relevant stake-
holders in the planning of the workshop to what=ver degree
is possible. Although there was considerable involveinent of
various stakeholders in the present workshop, including
minority group representatives, this was not emphasized to
all participants, and some groups were not involved, for
example, American Native Peoples, retarded youth, and
others who might have felt they had a stake in these
proceedings

Involverent of stakeholders in planning consists of sev-
eral steps which could be added to the planning worksheets
used at the conference.

1. Identification of stakeholders. Who is involved, af-
fected?

2. Determination cf appropriate degree of investmeut
of various groups. For some segments of the stake-
holder group a particular problem may be only ong
among many: for another the same problem may
be centra'.

3. Establishing 1 degree of involvement in the plan-
ning. Participants may be involved, for example, as
sources of information only, as members of ad.
visory groups, in the review of plans, or in decision
making.

4. Choosing neuns for collection of input data Alter-
natives are through informal or forinal question-
naire, notes taken at advisory meetings (Who does
this?), recorded decisions, and so on.

5. Revision of plans based on stakeholder input.

In all of the above, it is necessary to establish and adhere
10 a reasonable time schedule for the completion of critical
stages of planning. Otherwise individuals not ftaving total
responsibility for the activity are in a position to delay
planning. of having a pocket veto in effcct, or the con-
ference might go on as planned with some individuals
feeling that their input was requested but not used.
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e é LESA [Limited English Speaking Ability] Chicano child may be English

morolingual, Spanish monolingual, Sg..nish-dominant bilingual, English-

dominant bilingual, or a balanced Spanish and English bilingual.
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Issues Related to Assessment of Chicano Children
Clinic Session Summary
Ernest M. Bernal, Ir.

In discussing nondiscriminatory assessmeat, special con-
cerns and considerations apply to the te.ting of children
who are non-English-speaking, limited English speaking, and
bilingual, for these children ordinarily represcnt popula-
tions which are not only culturally and experientially dif-
“ferent but also linguistically distinctive. The applications of
tests designed for the English monolingual child—and more
specifically for the speaker of standard English—cannot be
assume:l to be equally valid for children whose comjetence
in English is marginal at best and for children whose bi-
lingual capabilities may vary from very rich to barely com-
petent, from the standard form of the languages to a
dialectical variation.

A useful concept for understanding the psychomnetric
questions is that of limitred English-speaking ability (LESA).
A LESA Chicano child may be English monolingual,
Spanish monolingual, Spanish-dominant bilingual, English-

dominant bilingual, or a balanced Spanish and English bi- A

lingual. Cornpetency or proficiency in English, not language
dominance, is the issue here, for it is possible for a child to
be both Spanish dominant and competent in English (as in
the cuse of some gifted Chicano children). Furthermore.
each of these categories is independernt of normaley; that is,
language dominance is not to be confused with proficiency
or normal language develppment. A particular child, for

¢
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instance, may be dgminant and proficient in Spanish but be
appraised deﬁcientog\n a test of language in English, while
another Spanish-domigant child may be deficient in both.
Clearly, different diagn%\ses are in order.

To complicate the mattex further, Chicano chiidren from
the lower sociocconomic cladses are frequently speakers of
dialects of both English and Spanish and lack the experi-
ence to take typical standardized group or individual tests
validly (much like black populations), particularly those
which emphasize the extensive use of standard English or
Spanish language stimuli or responses, such as tests of
general mental ability.

This author’s rescasch indicates that a great source of
measurement error exists in the testing situation itself, ana
that the result i lower scores on tests of important cogni-
tive operations. To improve these results, this author tried

-several procedures which can be fcur in the literature on

eighth-grade blacks and Chicanos prior to administering
tests to them. These procedures were

1. Matching the examiner with the subject by eth-
nicity. o

2. Organizing students into small groups for testing
and warm-up.

3. Having the examiner spend a few minutes establish-
ing rapport with the subjects by speaking the dia-
lect or language with which they identified.

4. Preparing similar items for the subjects to practice
on, giving them an opportunity to articulate why
they answered in certain ways and ziving them

- feedback on these items.

Many group and individualized tests can be adapted with
some of these procedures without sffecting standardized
administration, and these tests are preferred over re:iormed
«ests or instruments which have been translated ad hoc.
Whenever possible, children should be tested in both En-
glish and Spanish, but resulis should be interpreted cau-
tiously. Adaptive behavior scales (such as Mercer's) may be
used for additional data.



. . . because of these inadequate procedureas of evaluating student abilities and
student attainment literally thousands of Indian chi‘dren have been put down,
discouraged from aspiring to formal education, and brought to be ashamed of

the culture to which ti:ey have historical allegiance.
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Issues Related to Assessment of Native American Children
Clinic Session Handout
Gerald Hill
‘Bureau of Indian Affairs

PATTERNS OF

STUDENT EVALUATION :
AN ALTERATIVE ASSESSMENT EXAMPLE
FOR USE WITH INDIAN STUDENTS™

F. McKINLEY, EXECUTIVE DIRECTOR, -
NATIONAL INDIAN TRAINING AND
. | RESEARCH CENTER, TEMPE, ARIZONA

J. M. HILL, PROGRAM COORDINATOR,
NATIONAL INDIAN TRAINING AND
RESEARCH CENTER, TEMPE, ARIZONA

e T. F. SAUNDERS, CONSULTANT,
UNIVERSITY OF ARIZONA

R. F. BLAKE, CONSULTANT,
UNIVERSITY OF ARIZONA

JANUARY 1976

*Adapted from materials developed by:
" Dr. T. F. Saunders,
Dr. R. ~. Blake,
Dr. C. S. Decker,
University of Arizona
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I
HISTORICAL PATTERNS OF STUDENT EVALUATION*

The history of evaluation of students, in general, has:

°followed a pattern of measuring how many of the facts
or data to which the student has been exposed have been
retained, understood, and can be given back on an examination,

°been to use tests constructed by national commercial testing
companies or agencies, and,

°been to assume that the tests of the data learning are an
accurate measure of what students can learn.

Some of the implications of this conception of evaluation
have been:

°tracking of students by ability (iQ tests) and unequal
access to the curriculum for those students scoring
in the top six stanines on nciional comparative tests,

°spccial education placement of many minority students whose

educational problems in the open school systems have less
o , to do with their abilities than with cross-cultural

influences, and, '

°that remediation is initiated prior to the initial learning
accomplished for which the remediation is a cure.

Many Indian children for instance, have been:

°jmproperly identified as low ability and uncooperative
students,

°placed in special educat '~ and "language incompatibility "
programs due to the many c¢. tural influences which may have
precluded successful achievement in the public schools, and,

°given special assignments aid considered remedial prospects,
when these Indian students have not learned the material
the first time through.

«presented at Conference, "With Bias Towards flone," held at
Atlanta, Georgia, January 18, 1976.
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Because of these inadequate procedures of evaluating student
- abilities and student attainment, literally thousands of Indian
. children have been:

*"put down,"
°discouraged from aspiring to formal education, and,

°have come to be ashamed of the culture to which they have
“historical allegiance.

~Indian children have often been considered as part of the
"Tinguistic incompatibility"™ classification in schools where the
curriculum is nrasented primarily in English.

The above error and others have been compounded when teachers
and osther nrofessional school staff have not become informed about
the vari: 2s which are of special importance to the different
tribal nauvions. :

, Teachers and other professionals, for instancz, who are not
‘aware of certain taboos and culturai variables which influence
the behavior and perceptions of Indian students, are poorly"
equipped tr set educational procedures for those students. Just
a few examples of these influences can be indicated in the
Navaho's concern for dead enimals, the general respect Indian
children have for elders, the avoidance Apacie students demonstrate
for physical deformity, etc. These are many i1nflueices which

are pervasive to different tribal nations. Those who would work
with Indian students should know abou% and be able to work within
these influences.

Some form of alternative assessment-has been needed for
Indian children whose school experiences often dictate the
futures which are possible for them in an cpen society.

Il

' ALTERNATIVE ASSESSMENT:" SOHE CURRENT TESTS

There are several writers today who have addressed themselves
to the alternative asses:znaent problem.

The B.I.T.C.H. test, 1 for instance is designed to assess
the vccabulary of B]acks in terms of their cultural
awareness in a way parallel tc the use of vocabulary
assessment of Anglos based on Anglo culture.

luyiolations of Human Civil Rights: Tests and Use of Tests," Report

of the Tenth National Conference on Civil and Human Rights in Education,

National Education Association, 1972, pg. 17.
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For example, the word "pick" is used in place of "comb."

An Afro haircut would not need a comb. This Black
Intelligence Test of Cultural Homogeneity is a plea for an
equal chance in the game of evajuation. Accord1ng to its
author, a child who knows Malcolm X's birthday and the

date of his-assassination shows as much intelligence as the
child whe knows Washington's birthday. This te=*, then,

warits to make the 1anguage of educational evaluz “on attentive
to the cultural syndrome of Black culture.

Another attempt to produce clearer test results for
minorities is the A B.I.C. test of Mercer and Lewis.
These investi: . have tried to find a way to
differentiate . Jnta11y handicapped child from the
minority. child . . merely tests as a retarded child.
Adaptive behavior was conceptualized as an individual's
ability to play ever more complex social roles 15 a
progressively widening circle of social systems.

The main point of the A.B.I.C. seems to be to compare
the normal distribution curves of children in their
own cultural habitat to the nurmal curve of the open
society on items drawn from the open society.

If a child scores Tow on the test designed for his own
system, he is probably mentally handicapped. However,

if the child scores high on the test based on his own
system and only normal or low on the open social norms,
it can be assumed that he is quite bright and even gifted.
The problem is ours as teachers.

These new tests are referred to here to indicate the
emerging concern for children's school evaluations.
They also peint up two other more devastating questions:

(1) Are we clear about what "norms" mean and how
tney must be clearly used ir all written materials
evaluating students?

(2) Are we clear about what measurement means in terms
of differentizting content items 3 and abstraction
skills, models used in constructing measurement
instrument agd models for identifying thought
patterns? .

Taken from an unpublished pamphlet by Jane R. Mercer and June F.
Lewis entitled "Adaptive Behavior Inventory for Children," 1972-73
Standardization Edition.
It should be pointed out that it is never adequate to respond to a
vocabulary item with a definition of the usage for the word. The
classification of the term in a generic frame is the 1ssue Abstraction
skills get the best score.
Colleen S. Decker and T. Frank Saunders, "Some Theoret1ca1 Considerations
of Measurement: A Philosophic Analysis," Proceedings of the Far Western
Philosophy of Education Society, Pomona, California, 1972.
Decker, 5. ColTeen, "Symboling: Thinking, Culture, and Alternative
Assessment " paper presented to the Far western Philosophy of Education
Society, San Francisco, December 1973.
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The major difficulties of these "alternative assessments"
then, are to b2 found in their continuation of the basic theme
that there is a norm or a base from which students can be compared
vith one another on different subject matter tests and on cultural
items. Yet, what does it gain a student to learn to fit in his
own culture as well as in the dominant culture in which he f1nds
himself in terms of two different norms?

These "alternative tests" do explain whether a student iz
indeed a "low-achiever" on both tests formulated for two different
"cultures." However there are no instruc*icnal components established
for correcting educational problems of the "low achievers."

‘. A different basis for evaluating for diagnosis and instruction
is needed to assure each stucent of success in education and
society. Non-failure evaluaticn must be designed to support each
student in his search for self- respect and for success in the open
markel place of ideas.

IIr
A TERNATIVE ASSESSMENT: A BASIC DESIGN AND AN ILLUSTRATION

Let us assume for a minute that each student has a way of
learning material. Each student even has a way of not learning
material. These "ways" can be defined as learning habits. Can we
establish some simple but incisive ways of diagnosing. and
instructing students in terms of their particular learning habit
patterns?

What is needed is a way of 1dent1fying the educat1oha1
problems of children which does not punish them for 1anguage,
culture, or motivational differences. \

What is needed is a way of Trzating tihe learning habits and
“thought styles of children such that the success-of-the student
in schools is assumed, by helping the student learn to le

\
6Saunders, T. F. with Decker, Colleen, Double Think, Farmington Press,

Tucson, Arizona 1973. . _
Decker, Colleen, Saunders T. F., Title III, Learning to Learn Proposal,

jucson (Arizona) School District No. 1, 1974.
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Blake, R. F., "Evaluation Report," T1tie III, Learn1¥g_to Learn Proj ct,

Tucsen (Arize a) School District No. 1, October 1975. |

Decker, Colleen, “"Model Meaning: Theory, Taxonomy, and Reconstruction,"
Unpub11shed Doctora] Dissertation, The University of Arizona, 1974.
Saunders, T. F. and Blake, R. F., "Evaluation: A Theoretical Analysis,"
Far Western Dhﬂosophy of Educat1on Society, San Jose, California, 1975.
Saunders, T. F. and Spector, I. L., "Evaluation Des1gn,“ FWPES,

San Jose, California, 1975.
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This concept carries with it the assumptions that:

°a student will learn by selecting a certain kind of material
from the data to which the student is exposed,

°that the student will repecat the same process of selection
time after time in different situations, and,

°that when a student can identify for himself the way he
selects material and the student understands the options
for the ways of selecting material, the student will
learn in the usual sense of the word, more effeciively.

The diagnostic/instructional strategies for implenenting
these Tearning habit identification procedures have been formulated
and used in several different educational frameworks with students
of all grade levels and with students representing a full range-
of cultural backgrounds.

While it is not within the parameters of this short statement
to make an extensive presentation of this alternative assessment
package, it is appropriate to present a brief explanation and example
of how the diagnostic process is used.

-The key to this concept is found in the assumption that students
and people in general, may "prefer" to deal with one of three
different kinds of data:

1. Specifies, details, or direct information.

2. Connections between ideas, critical reviews, interpretive
concepts, or inferential meanings.

3. Values, grand scale perspectives, goals, or purposes.

The Learning to Learn pattern classifies each student's responses
into one of the above categories. It has been found that each of
us does indeed "prefer" habitually to focus on one of the above
options, usually to the exclusion of the other two possibilities.

Students who have been "diagnosed" as forming their learning
habits through one of the three emphases can be instructed rather
quickly Tn the ways that they learn and in the possibilities of
their using one of the other emphases as a basis for other learning
situations.

Once a student can identify for himself the usual or habitual
learning patterns he uses, it is but a short step to improving
each specific learning attainment score. The increased deliberateness
of facing a learning experience in addition to the idea framework
of the three different emphases and all that they entail do produce
for each student the ways he learns to learnm.

Try. an illustration at the second grade level.

Situation: a student is shown a picture of something with
which he is familiar.

: °A 7orm is use? to record the kind of response given to the
Q : question of "<hat do you see here?"
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°The form Vq]ues places the student's

Infers

- Pescribes
n

response in one of the sequences on the basis of the criteria
set for each type of response, i.e.,

Was the answer a deszripticn of the compohents of
the picture such as "a boy," "a house," "an apple,"
"a tree," etc. .

Was the response an i{nterpretation Or an inference from
the components of the picture such as "The boy is happy
to be going home," "The weather is bad and the boy is
unhappy because he wants to go out to play," etc.

Was the resconsie of a value type which places a special
meaning on the picture such as "Everyone ocught to get
along and be nice," "The boy wants to cooperate because
he knows we do best what we do together."

The diagnosis from this single example of this alternative
assessment process is made when the student (From whatever culture,
with whatever language, at whatever stanine) continues to respond
on different tasks from one of these three emphases.. Once a profile
of the habitual emphases of performances is drawn, the student can

be given tasks which encourage a deliberate change in emphases to
different learning habit patterns, e.qg.,

A student can be asked to give only those responses that are
appropriate to a given emphasis, i.e., details, inferences,
and/or values. When the student "sees" the differences

made in the scores on standardized tests he takes, this
Learning to Learn is reinforced.

X
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IN_SUMMARY*

This example of the Learning to Learn diagnosis pattern
illustrates one item used in a comprehensive system aimed at
alternative assessment for students. It should be noted that
the three emphases referred to in the assessment sequence seem
to ‘exhaust the posssibility of responses to material. Students
can decide, infe:, or place values on anything which they confront.
For a student to know how to select an emphasis and to use the
attending strategies for each emphasis is to:

°give a student a special purchase on his own learning process,

°sive a teacher direction in instructicnal materials and
teaching strategies, and to,

°give the educational enterprise a subtle reorientation in
the ways of diagnosing and instructing children of all
cultural and linguistic backgrounds in a non-failure, highly
structured, educational pattern.

EPILOGUE

The importance of formulating cross-cultural educational
patterns of instruction and evaluation which are non-threatening
and highly motivating for students of all types cannot be
stressed too heavily.

Education in our society should assure each student open and
easy access to all facets of the school curriculum. Since assessment
tends to establish the parameters within which educational delivery
and materials are formed, the place of alternative assessment in the
public schools must be increased and made as system-wide as possible.
Assessment is meaningless unless it is meaningful for those being

~ assessed.

*Extensive material and modules have been prepared and are being
set into a composite package for use in all school situations.

g7
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. .. if onz fels to recognize [the] cultural diversity [mentionad above) perhaps
psychuiuyical damage will be inflicted.
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Issues Related to Assessment of Asizin-American Children
Clinic Session Handout
Toshiaki Hisama

wiew o - .. Department of Special Education

Southern lllinois University at Carbondale

The problems in assessing Asian-American handicapped
children are three-fold Vv -here is a lack of cognizance
regarding the diverss 1 t},> Asian-American group itself.
Second, the structure of langt. = in most cases is so unique
that a bilingual appr «ach applicaie to other Indo:European
languages may not be of use Third, perhaps the impact of
minority group status on Astan-American handicapped chil-
dren will be greater on their social development thun in the
cognitive area.

Diversity

It is very little understood that the Asian-Americin
group has a great deal of diversity within itself. A stereo-
typic rotion is that they all look alike, and therefore. they
think . behave. and act alike. In the United States. there are
more than half a million Americans of Japanese descent,
and the number of the Chinese Americans far exceeds that
number. In addition, there are Koreans, Phillipinos. Indo-
nesians, Thais, Indians. Cambodians. Pakistanis. Bangla-
deshes. Burmese, Vietnamese, and Micronesians. Granteu
that these people have commonality in their physical ap-
pearance, their cultures are so much diversified that it is
almost impossible to generalize about them under one label

of Asian Americans. Their languages. child-rearing patterns,

attitudes toward education’; achicvement motivation. etcet-
era. are as much different as those between blacks in the
United States and those in, for instance, Zaire.

It should be also pointed out that there is a great deal of
diversity even within one cthnic group. For example, while
the Issei (first-generation Japanese Americans) totally re-
fuined the culture from the old country. the Nissei (second-

- generation Japanese Americans) situated between the Issci

and the Sansci (third generation) in terms of their cultural
assimilation. The Yonsei (fourth generation) who are now
reaching school age are totally American.” unlike the Issei
and the Nissci. in that English is the only language they
speak. :

If one fails to recognize the cultural diversity mentioned
above, perhaps psychological damage will be inflicted upon
growing children.

‘

Structure of Language

When assessing the nunority group child for bilingualisim,
for instance. of English and Spunish. it is possible first to
test nis dominance in language and then adminisier the test

¢

in his dominant language. The Spanish version of the
Wechsler Intelligence Scale for Children (WISC) is now
available for this purpose. It seems to be a practice to take
the higher score the child achieved if the test is adminis-
tered in both English and Spanish.

In the case of Asian-American handicapped children,
however, the situation is entirely different. The three Asian
groups, specifically Chinese, Japanese, and Koreans, use
Chinese characters which number approximately 6,000 and
are committed to memory for everyday use. The number of

- characters used among the-Chinese- population-is..much... ...

greater. It is not uncommon to meet a person who is
bilingual in oral language in, for example, both Japunese
and English. However, it is extremely difficult to find one
who can administer the WISC bilingually because of the
language problem. This is particularly true when administer-
ing achievement tests in which the test administrator and
the child must use Chinese characters. In practical situa-
tions, if the teacher has a child of whom she suspects
pseudoneutral retardation because of language problems,
she should seek a qualified bilingual tester, as must legally
be done in the state of Illinois, or withhold diagnosis until
pertinent information is obtained.

The Impact of Being Asian-American on
Cognitive and Social Development

The existing literature, even though it is meager in quan-
tity, indicates that the impact-of minority group status on
intetlectual development is minimal. In most cases, extreme
low scores are due to the child’s unfamiliarity with the
English language because of his recent entry into the United
States. It appears that the effect of cultural deprivation and
problems inherent in bilingualism do not play a crucial role
in the case of blacks, Chicanos, and native Americans. The
impact. however, scems to be greater on social develop-
ment, in the motivational, emotional, and attitudinal areas.

As some investigators report, being a member of the
minority group in terms of physical and psychological dif-
ferences creates a crisis in identity. This is seen among the
Yonseis; that is, while a member of this group regards
himself as an American, in the everyday situations he en-
counters, he is treated as a foreigner. Also. the Japanese
group in particular is known for its high achievement moti-
vation. Parents tend to push their children to attain the
higher social status. Pressured from outside and inside,
these children often recognize a way to escape through
flight to emotional disturbance and suicidal tendencies.
There are some reports supporting the theory thac frustra-
tion among Asian Americans tends to take the form of
internal aggression. While it should be emphasized that the
dearth of literature particularly in this area does not war-
rant generalized conclusions regarding social development,
the development of the concept of self in terms of interests,
attitudes. motivaticn, and emotions should not be dealt
with in the suine manner as that for middle-class white
American. In the case of the handicapped Asian Americans,
the problem becomes severe in that they must cope with



general socia! adversities and their own physical and mental
handicaps.

Clinic Suirmary
Toshiaki Hisama

In two :imorning sessions concerning Asian-American
handicapped children, the foilowing were brought up and

discussed.,

Q
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1. The diversity within the Asian-American group was
discussed by this author in his problem statement paper and
_supported by practitioners who make daily coniact with

"“Asian-American handicapped chidren.’

Participants from

Guam and Trust Territory Islands pointed ocut that in .

addition to dealing with diversified ethnic groups, they
encounter such diifercnt languages as English. pidgin En-
glish, Japanese, Korean, Tagalog, Timorase, and Spanish.

Some unique cultural patterns in Guam and Trust Terri-
tory Islands were discussed. Traditional role, of female
meriivers place heavy emphasis on family chores rather than
academic pursuits. A consequerice of -this sociological dif-
ference could be that girls tend ‘o be academically retarded
and will thus be recipients of special education services,
although the inatriarchal pattern seems to be breaking
down.

in the case of some Oriental children, extreme shyness is
noted. This is noticeable in the forrn of reticence; that is,
sonie children speak orly when they are spoken to. This
may be mistaken for mutism in an extreme case. Ditfer-
ential diagnosis should be made by nrofessionals before the
child is placed in a special education class.

2. Psychological tests used for the diagnosis of handi-
capped children were discussed rext. For intelectual assess-
ment. the following tests are used tor practical purposes:
the Goodenough-Harris  Draw-A-Man Test. the
Progressive Matrices, Cattel’s Culwre-Fair Test.
Bender Gestalt Test.

As discussed in Hisuma's critique ot the papers presented
at the conference, there are problems in using the so-called
culture-fair tests with minority group handicapped children.
A group ..en suggested a moratorium’ on the vse of stan-
dardized intelligence tests until appropriate unbiased instru-
ments can be developed. The same suggestion can be made
about the culture-fair tests, because they are not culture

o,

i

Raven’s
and the
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fair as the name indicates. However, it would be futile to
wait for a culture-free or culture-fair test becasuse of the
very nature of the tests. Also, even though we can cxpect a
better test in terms of culture fairness, special education
services should be rendered to handicapped children while
we wait for the test to be constructed. For all practicai
purposes, it appears that the tests mentior.ed by the partici-
panis are the ones generally used for the diagnosis of
handicapped children. In the meantime, what the tester

should practice is_te be more keenly aware of cultural

biases involved in a test and to eliminate these items from
consideration for the finai diagnosis.’
This elimination_seems to be practiced in Hawaii, Guam,

and Trust Thrmory Islands. A participant entioned that

when using the Peabodyv Picture Vocabulary one must be
cautious about its cultural bias. Plate 20, for example,
shows a picture of a chiraney, which most children on those
islands have never seen.

Also, practical suggestions, in addition to the careful
handling of test results, tor the diagnosis of mental retarda-
tion were given by Dr. 1. E. Somerville of Guam. It was
suggested in case of doubtful test results because of the
child’s language problems to put more emphasis on teacher
observation and whether other mentally retarded children
are found in the family. The former suggestion is particu-
larly plausibic in that a well-trained, expericnced teacher’s
judgment is as good as that of & diagniostician.

3. The assessment problems connected with the latest
newcomers to this country, the Vietnamese. were discussed.
This group is so new that there seem to be virtually no
qualified persons to test ckildren in Vietnzniese. A partici-
pant mentioned that she had been asked to test a child
simply because she was the only qualified bilingual psychol-
ogist (Spanish and English) in her school district. It was also
mentioned that since Vietnam had been under the influence
of French culture. some children are bilingual in Vict-
namese and French. If this is the case, a qualified psycholo-
gist in French may be helpful. An interesting social phe-
nomenon was that children from upper-class families had
attended school where subjects were taught in French,
creating a psychological caste system between upper-cluss
and middle- and lower-clas. Vietnamese. Obviously. some
Vietnamese children have brought with them the remnants
of this system, making their adjustment to public schools
difficult.
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... complete descriptions of [the] program models are available in the collections

of ERIC and the CEC Informa..on Center.
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\\\RESOURCES FOR NON-DISCRIMINATORY ASSESSMENT AND PROGRAMMING

N EXAMPLES
\ FROM

,  EDUCATIONAL RESOURCES INFORMATION CENTER (ERI()

\\

. AND
\
\_CEC INFORMATION CENTER
AN
AN
AN
\

Complete descriptions of the Rrogram models are available in the
collections of ERIC and the CEQ Information Center. The numbers
following each program report ia‘gntify its location in RESOURCES
IN EDUCATION (RIE), a collection of abstracts, and in the ERIC

microfiche files available at mos%te Departments of Education
and university libraries. ’

AN
N\

\.
Descriptions of additional program models. and resources for assess-
ment and staff training can be requested fxom the CEC Information .
Center through its information retrieval se?\\ices and publications.
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PRGGRAM MODELS FOR ASSESSMENT

DEMONSTRATION CENTZR FOR LANGUAGE HANDICAPPED CHILDREN
Education Service Center, Region 4
Houston, Texas

Teter, Ralph O.. Ed.. Handbook: The Operation of Programs for Language
o SR = ~Handicapped Children, 167p., 1973... ED 09 791
Describes all components. of the program including needs assessment,
screening and appraisal procedures and instruments, instructional
materials and strategies, and staff development.

Teter, Ralph 0. Research Monographs: Vol, 1, No. 1-10, 31p., 1973

ED 096 794
Evaluations of the program in terms of incidence, instrument selection,
learner characteristics, use of media and teaching techniques and staff
attitudes.

Miller, Max D. Research Monographs: Vol. 2, No, 1-7, 23p., 1973

‘ ED 096 795
Evaluations of the program in terms of impact on child, staff roles and
administrative attitudes.

Miller, Max D., Ed. Research Design and Results, 57p, 1973.
’ - ED 096 792
Evaluation of three treatments 0O children: regular class placement
and provision of training and materials to regular teacher; regular class
placement with resource room; and special class placement. Children in
the regular class achieved less than "unidentified” children, but with
specialized support, children gain more than the "unidentified."

CRISIS INTERVENTION PROGRAM
Ecucational Research and Development Center
State University of New York
Buffalo, New York

Dirr., Peter J. and Anderson, Sarah M. Design and Documentation of Im-
pruved Instructicnal Programs for Disadvantaged Handicapped Children,
Final Repo:t., 58p., July, 1974 ED 094 535

Describes a learning style inventory to diagnose and prescribe instruction
at the primary level and the use of a computer for diagnosing needs and
prescribing instructional programs in mathematics and language arvrts.
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CHILD STUDY CENTER
Howard County Public Schools
8045 Route #32
Clarksville, Maryland 21029
Gertrude Justison, Coordinator

Little, Sara J. et al. Overview of the Child Study Center, Bulletin
of the Orton Society, V. 24, p. 106-121, 1974,

An interdisciplinary diagnostic service for learning disabled children ~~ 7~

(k-3) which includes parent interview regarding developmental history,
medical examination, psychological evaluation, speech and language
evaluation, psychiatric evaluation, and visual examination and a training
program for diagnostic/prescriptive teachers.

BEHAVIORAL CHARACTERISTICS PROGRESSION (BCP)
Santa Cruz County Schools
Santa Cruz, California

Guides for the Management of Special Education Programs.

1.0 Program Management System ED 070 212
2.0 Procedures for Use of Task Base Composite ED 070 216
3.0 Task Data Tables ED 070 214
4.0 Behavioral Characteristics Progression ED 070 215
5.0 Procedures for Use of BCP ED 070 216
6.0 BCP Booklet ED 070 217
7.0 The Project ED 070 218
8.0 Appendices ED 070 219

1he management system includes tools for determining individual learner
objectives, specifying manpower needs, evaluating staff performance,
and program budgeting.

CcOMP (COMPUTERIZLD OPERATIONAL MATERIALS PRESCRIPTION)
Cooperative Educational Service Agency 3
Gillette, Wisconsin

Peterson, Ludwig A. COMP (Computerized Operational Moterials Prescriptior),
17p., ED (094 539

An individualized reading program for EMR students which provides teachers
a record of reading skills mastered and ot mastered and materials for
subsequent instruction. This nationally recognized program has significarn’
reading pains at a cost of $10 per pupil.

~1
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A SYSTEM OF MULTICULTURAL PIURALISTIC ASSESSMENT
Riverside, Califcrnia

Mercer, Jane. The Pluralisti~ Assessménthroject: Sociocultural
Effects in Clinical Assessment, School Psychology Digest,
V. 2, No, 4, pl0-18, February, 1973.

Describes the development of culti-cultural pluralistic assessment

norms for Mexican American, Black and Anglo children, ages 5-11,

- Mercer, Jane. Crosscultural-Evaluation of Exceptionality,. Eocus on
Exceptional Children. V. 5, No, 4, p8-15, September, 1973,

Describes the development and use of the Adaptive Behavior Inventory
for Children (ABIC) for assessing the abilities.and exceptionalities
for Mexican American, Black and Anglo children,

Mercer, Jane. ~P' ralistic Diagnosis in the Evaluatior of Black and

_Chicano ~-i '+ - A P-ocedure for Taking Sociocultural
Variables i ..+ Account in Clinical Assessment. American
Psycholo, nal esociation Convention, Washington, D.C,,
Septo~i.zry, 1971, ED 053 145

The study exam nez Lo effects of considering cultural factors, social

adjustments ar-l rehavi: patterns in interpreting clinice’? measures.
Rediagnosis o. hi b, .ren using these procedures showed cthat 75%
of these chil¢ cr ~.o. 4 not have been placed in special classes if
cultare and ad . ** behavior had be... considered in their original
evaluation.

Mercer, Jane. A ‘ulicy 3tacement on Assessment Procedures and the
Rights of Children., Harvard Educational Review, V. 44, No. 1,
p125-141, Febru.ry. 1974,

PARENT;CHILD HOME STIMUL~:rTON “VHE MARSHA'.: 3 @ DNOJECTY
Marshall-Poweshiek Join. Tnaty School System
Marshalltown, 1owa

Roecker, Vicky L. :L. al. Behavioral Prescription Guide. Manual IIa:

Communicatina. ED 079 918
Keiser, Arlene F. et. al. Behavioral Prescription Guide. Manual IIb:
Motor. ED 079 919
Smith, Liwda I. et. al. Behavioral Prescription Guide. Manual Ilc:
Sccial. ED 079 9206
Donahue, Mictael J. et. al. Home Stimu.ation of Handicapped Children;
Par- 1t Guide. ED 079 921

Donnbmea, Mici iel J. et. al. Behavioral Developmeat Profile. Manual 1,
ED 079 917

Thas propram aas developoed behavioral obhijectives and scrategies to aid
pareass in the prescriptive “eaching of their handicasped cbildrern.
Included are a tra‘ning ,. ram tor parents and a diasnostic instrument.

re
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Clinic Suitnury
Joan Bar: i

The basic objective of tne ¢' .:ic or: informatict. s irces
was to give participants aii onyortunity to exaraine some of
the sources of informat::: wuet arg listed t 31ghout the
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conteren.e report. Copies of reference works, major papers,
catalogs, and bibliographies were circulated for the informa-
tion of the participants. The major information services and
the procedure tor using them were also presented.

To make the most effective use of the resource of the
participants, the clinics focused primarily on discussion of
resources known to them. In these discussions there was
considerable interest expressed in ideas for identifying and
using local resources. There was also a concern expressed
about the use of the local learning resource system to
disseminate resource information.



.. . one has to recognize that despite the dearth of instruments which could be

considered adequate for evaluating the efforts of bilingual education programs
and the learning process of bilingual Puerto Rican children, the need for

evaluating these siill remains.

3
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Issues Related to Assessment of Puerto Rican Children
Clinic Session Handout '
Olga Aran-Mendez
: Agency for Child Developnient
. New York, New York

METROPOLITAN READINESS TESTS

Tests Description and General Data

AUTHORS GROUP SIZE
Gertrude H. Hildreth A maximum of 15 pupils per group
Nell ie L‘ Griffiths tmmes dawmaien ma sl Lo ee S N e e e e s el s e ilo T e i oies e BN ELn e gm e e
Mary E. McGauvran AT INISTRATI".
FLELISHER ‘ Test is completed in three sessions.
However, if the Draw-a-man test 1s
harcourt, Brace & World, Inc. given, another testing session must

be planned for.
DATE OF PUBLICATION ‘

TIME REQUIRED
1965 ‘

Approximately A0 minutes Item-by-
Item timing required for tests 1, 2,
4 and 5. Separate time required for
tests 3 and 6.

FORMS
A and B
FORMAT

A booklet with the 6 subtests made
up of 106 items is provided.

GENERAL PURPOSE OF THE TEST: These tests 'were devised to measure the
extent to which school beginners have developed in the several skills
and abilities that contribute to readiness four first-grade instruction
and to provide teachers .with information helpful .in classifying students,
The authors' contention is that the most important elements for success
in the first grade are the follswing ones:

1) Comprehension and “he use of oral language

2) Visual perception and the use of oral language

3) Auditory discrimination

4) Richness of verbal concepts

5) General mental ability; capacity to infer and to rcason
6) Knowledge of numerical and quantitative relationships

7) Sensory-motor abilities of the kind required in handwriting,
writing of numerals and drawing

8) Adecruate attentiveness; the ability to sit quietly, to listen
o and to follow directions

ERIC . 78

Aruitoxt provided by Eic:
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GROUP TO WHICH TESTS ARE APPLICABLE: Designed for testing pupils at
the end of the kindergarten vear of the beginning of the first grade.

DESCRIPTION OF THE SUB-TESTS:

Test 1: Word Meaning - "A l6-item picture vocabulary test." The
child marks from three (3) pictures, the one that corre-
sponds to the word the examiner names.

TIME: 15 seconds MAXIMUM SCORE: 16

Test 2: Listening - "A 16-item test of ability to comprehend phrases
and sentences instead of individual words." From three (3)
pictures, the child marks the one which best fits the situation
described by the examiner.

TIME: 15 seconds MAXIMUM SCORE: 16
Test 3: Matching - "A 16-item test of visual perception involving

the recognition of similarities.” The child marks the one
of three (3) pictures which is similar to a picture presented
by the examiner.

TIME: total subtest-5-1/2 minutes MAXIMUM SCORE: 16

Test 4: Alphabet - "A l6-item test of ability to recognize lower-case
letters of the alphabet." The child marks the letter named
by the examiner from among four (4) letters.
TIME: 10 seconds per item MAXIMUM SCORE: 16

Test 5: Numbers - "A 26-item test of number kuowledge." The test

" measures knowledge of numbers ranging from simple recognition

of a written number tc simple arithmetic computations.
TIME: 15 second per items MAXIMUM SCORE: 26

Test b: Copying - "A l4-item test which measures a combination of visual
perception and motor control." The child is osked to copy a

series of figures.

TIME: Total subtest - 7 minutes MAXIMUM SCORE: 14

~J
.o

Test An "optional test Draw-a-Man', provides an ind»x of intellectual
maturity. This is an adaptation of one drawing from the Goodenough-
Harris Drawing Test, published in 1963 by Harcourt, Brace & World
Inc. The child is asked to make a picture of a man. The key for
scoring the test and the directions are provided in test inanual,

TIME: 10 minutes MAXIMUM SCORE: Defined

criteria for categoerics

rang ing from Category A

{Superior) to Category E
(Inmature; .

e}
om
AR
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TEST CRITIQUE IN TERMS OF ITS ADEQUACY IN ASSESSING THE PUERTO RICAN
CHILD:

The comments which follow represent an effort to answer the

following questions:

1. Is the MRT an adequate instrument to measure the
readiness of a Puerto Rican child to do first
grade work?

2. How will the use of the test results affect the
educational progress of the child?
3. Will the use of test results provide needed and
valuable information to the teacher to help her
or him plan appropriately to make certain that
the Puerto Rican child will acquire the necessary
skills to succeed in doing first grade work?

Is the MRT an Adequate Instrument to Measure the Readiness of a Puerto
Rican Child to do_First Grade Work?

The first reaction after reading the test manual of the‘Metropolitan
Readiness Tests and after gouing through the entire test is a very positive
one. The main point that comes across is the authors' great efforts and
technical skilis involved in revising these tests. The professional
work is evidenced in the concise, detailed and readabl: information provided
in the test manual with re:pect to how the tests were corstructed;
standardization and validation procgduresrfollowed; specific instruction
for administration, scoring and the use of the test results.

A positive innovation with regard to how the test results should be used
has been made by the authors. Besides emphasizing the fact that the total
scores should be used rather than the scores of the sub-tests (their shortness
produce low reliabilities); the authors, in assigring five letter ratings
(A, B, G, D and E} and setting them up in terms of standard deviation distances

to the raw scores; have enhanc: interpretability of the test results.

89
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However, a second look at the manual and tests from our stated frame
of reference dissir s rhat first impression. The reader will, hopefully,
agree with the' revi.-.:'r .ifter the initial discussion of two main . points.

First, the author's definition of readiness underlying the MRT is
"that of attainment of a sufficient degree of maturity, proficiency, or
gkill in a variety of abilities, all of which have a part to play in
facilitating the child;s successful progress through the work of first
grade.”" The main assumption here is that the best predictor of achievement
in first grade work is the child's present level of functioning based upon
the interaction of maturation and past learning. The stress is placed on
past achievement., not on present leval of functioning.

The second point has tn do with the authnrs' description of the typical
pupil who was included in the national norm group: '"In summary it may be
sajid that the typical pupil in this group lived in a qommunity of 35,000
population, and one in wiich the median level of schooling just missed
high-school graduation (11.6) years'; and one whose "first-grade class was
of 28 pupils, and he had been a kindergarten (nursery school) attendant
: »r half-day sessions over a pe.iod uf about a year".

If the premise, that child care practices have au effect in the kinds
of learning experiencés thaﬁ any cuild is presented with is accepted as
reasonablv valid; it follows th.t since cbhild care practices vary across
socioeconomie levels, as well as =ncross cultures: the expectation, then,
is that any c¢laims made by any instrument .. asuring readiness to do first—
grade work (ns‘defined above) must apply only to those groups of childrén
on which “here is reliable data as to what their past learning experiences
or achicvements have been; and the cultural context in which they took
place. The MRT fails to Jo just that ar it pert:ins to the Puertc Rican

child.

~~
LA
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First of_all, from thg point of view of those variables such as
parental level ~»f education and income (which can be fairly well inferred
from level of education) the Puerto Rican child could not possibly be
considered to be a member of that group of children described above as
"typical." The reason is very simple. Statistical descriptions of the
Puerto Rican population in the country appear to agree in their findings;
namely, that the Puerto Rican group as a whole is below the natiohal
norm in terms of income as well as educational level. These variables
define different kinds ¢f learning experiences or past achievements for
children; and they are considered crucial for a ch}ld to attain readiness
as already defined by the authors.

Fui thermore, the tvpical Prerto Rican child ‘lso differs from his or
her Anglo '"typical" child's description offered by the authors of the MRT
because vast numbers of Puerto Rican children enter the first grade without
benefit of the past learning experiences prbvided by atterndance in kinder-
garten or nursery educational programs. Test 1 of the MRT, Work Meaning,
"measures the child's store of verbal concepts'; the 'words are chosen
mainly from standard kindergarten and primary word li:ts"; and "it provides
for a representation of this gr:. ral mental maturity in the total readircess
score”’. Would it be far-fetched to infer that kindergarten énd or nursery
schooi attendance might have provided anv child with at least some familiarity
with some of those words and thus, might have helped increase "his store of
verbal concepts'?

The MRT definition of readiness to be successful through first grade
work as [t overemphasizes past learning or past achiegement is valid but for
ta se cnildren who had the opportunitv to participate in at least some of

those experiences considered conducive to making that acquisition possible.

oC
o
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" This is not the case in terms of the Puerto Rican child. Therefore, test

results of the MRT must be considered invalid for the Puerto Rican child
duevtb his or hér lack of meaningful representa.icn with respect to those
variables that have been taken into account to ®.pre-'nt other children
in the narmative éample; and consequéntly, inferc. o3 of any kind about
his or her readiness level are invalid.

Language and the Content of Items:

‘The MRT validly purports to measure in English ce;tain abilities which
are important for any’child to have déveloped to be able to S%cceed
academically in first grade work in Anglo schools. This, abéin, is not.
being questioned.® The point is, however, that to infer readiness to do

first grade work form tests scores obtained from a test which meéasures

\

¢

the desired abilities in a léngUage which the child does not speak,
undérst;nds.of comprehends with the required level of competency, is absurd; .
especially when the two lahguages, (i.e., Spanish and English) possess

such opposite phonetié svstems. This is bound to aéfect the Puerto Rican ~
child's perforﬁance in‘terms of marking an incorrect answer because of‘that
factor, rather than providing the desired information as to whether or not
the child has knowledge of ;he word,lor has acquired the specific conceét
in question, | ’

Content anal&sis of the items included in}Testbl, will suffice to high-
light tﬁe deficignces of the MRT with regard to language and cultural
relevance. This w1l be highlighted by imagining the approach possibly
followed by an average Puerto Rican child entering the.first grade or
kindergarten; who comes from a &orkidg class homelwherp Spanish is the
language spoken. Out of a maxmimum score ot 16, ;his child, if he has
acduifed some passing-by knowledge~of English and is "ready" Qi}l be ahble to

mark correctly very few items.
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TEST 1: WORD MEANING. "IARK (with an X) @ o
Ttem 1. moose (other two choices are a picture of an ape and one ¥
turkey). The average Puerto Rican child has not even heard that
word. If the c¢hild suddenly berones testwise when confronted

with this item, he might eliminate. turkey bgcause this animal
~is most probably known to him (both in English and Spanish);
then might proceed to eliminate the picture of the ape
(probably known to hom as gori_la); and then mark the right
answer. He is provided only with 15 seconds to go through
those mental operations! ‘

Item 2. globe (a picture of a pair of gloves and of a st.ve).
The likelihood here is that the chiid will mark gloves as the
correct answer. This is accounted fer in terms of the
phonetic differenzes involving the letters B and V in English
and Spanish. In the latter language the phonetic sou~d in
everyday speech between the two consonants is practicaily.
nonexistent.

Item 3, collie (picture of other two kinds of dogs). If the child
watches American T.V. programs at home, he might mark the
correct answer if W :ilates the picture of the collie to
Lassje.

Item 4. walnut (pictures of iwo other kinds of nuts). .The child
might have heard the word in relation to a kind of wood used
to make furniture, but this will not be of help to him, Most -
probably he knows the wood in Spanish (i.e. nuez) since this
wulnuts are available in most Puerto Rican homes during the
Christmas holidays, but this again will not help him because
he does not know the English word for it. He will probably
mark any picture at random.

Item 5. yaran (picture of a spool of thread and of a thimble)., The
child might choose at random either the spool of thread or the
yvarr. If he marked the cerrect answer, the yarn, he would be

doin’ so not because he is thinking in terms of wool yarn per

se bur because he has probably seen at home the thread used for
embro:dery, and this is wrapped in the same way as wool is.
except for the fact tliat the package is smaller. At uome, he
has also seen the spool of thread and probably heard in Spanish
hilo de coser (thread to sew) and hilo de bordar (thread to
embroider). Sewing and embroidering, besides crocheting,

are common activities in which Puerto Rican housewives frequently

engaged in. The thimble is not as f{requently used except by

‘expert seamstresses. : '

Item 6. pilor (astronaut and a picture of a stewardess). Kuowing the
word in Spanish.'piloto" (pronounced in English "peeloto™)
will not h.elp him much to mark the correct answer. He probably
knows "astronaut' from watching T.V. This word is very similar
in Spanish, i.e. ”gﬁgzgnauta”. The child will not mark ''astronaut''

because he did 1ot hear part of that word, "astro"; he will not
choose the stevardess because if he has traveled to P.R. (anyone
rd
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of his relatives must have), he probably has heard the
word in English and "camarera" in Spanish (instead of
““3zafata"). Thus, he probably ends up marking the correct
answer, "pilot', if he draws from "peeloto" to "pailot"
receiving the cues to do so from the letters p and t,
common to both words.

Item 7. aquarium (holding a spade as if he had been digging and
a bird cage). This word is very similar in Spanish, "gqcuario".
The child has probably heard the word from a visitor or a
relative at home but in terms of the sign of the zodiac. As
a matter of fact there is a famous Pucrto Rican artist who
has a T.V. program where he discusses at -length the signs of
the zodiac and the horoscopes. Most Puerto Ricans in N.Y.
watch this weekly program. The child might relate the water
in the picture to what he had heard in the T.V. program and
ends up with the correct answer; after eliminating the bird
in his cage (the mu:t familiar item to him), since many
parakeets are allowed as puts in the low income projects.
The word "aqurium", must also be said, is too middle class
for the Puerto Rican child being described.as '"typical."

Item 8. stone house (a'brick house and shingled house). The child
would probably be lost in terms of not knowing what to mark
here because of the similarities of the drawings representing
te kinds of houses which he has seen here. In P.R. most
houses are made of concrete. Even if he understands the word
"stone house', there is a strong possibilty that any of the
representations would be houses made of stone. He would
probably choose to mark at .random any of the pictures.

' Item 9. compass (hammock and a painting on an easel). This is another
middle-class word. The child would probably react to "compas'
which in Spanish means rhythm; might eliminate the hammock
because he knows the Spanish word for it, and reject the painting
because he knows it is a "cuadro" or a ''pintura'; and would
not know what to do with the representation of the compacs,
might, think it is a watch and this does not help either. ™ wever,
he might mark it correctly out of sheer luck.

Item 10. moccasin (an.eagle and a duck). The child will probably n:. 'k "
this one correctly knowingly? because the word is very cormon
among Puerto Ricans in N.Y. and in P.R. (moccasins); after
eliminating the other two representations, he might think the
eagle is a pigeon, and he knows the duck through Donal Duck;
in any event, he will be able to know they are birds while
moccasins are shoes.

Ttem 11. knitting (weaving and embroidery). He definitely does not

‘ know the word "knitting" in English. He would reject th. first
picture, would not know what to call it neither in English or
Spanish; he has probably seen his mother or a friend crocheting
but not in the same manner in which i* is represented as knitting
in the picture; might end up relying .o what is more famjliar
to him regardless of the word the teachcr says and marks
embroidery.

O
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tobaggan (sleigh and a wagon). Most Puerto Rican children
have not heard this word, which again happens to be very
middle class, but for English-speaking middle-class children
and adults. He might relate the phonetic word ending

gan with the ending of the word "wagon" and thus, mark the
wagon and forget about the other two representations which
make no sense to him.

spectacles (a rockirg chair and a spinning wheel). This is
another verv middle class word. The child knows the repre-
sentation, might know glasses in English and "lentes or
espejuelos" in Spanish; knows ''sillon" for the rocking chair;
but probably did not know that such a thing called spinning
wheel existed. Most likely, he will mark any picture at random.

blueberry (a strawberry and a raspberry). The child might think
of a cherry and mark the right answer. It would be very diffi-
cult for our child to make the mental operations of choosing

one out of a sub-class when the stimulus presented is one which
is quite alien to him (in most Puerto Rican homes berries is

not a common fruit), The child might be able to engage in the
same kind of wmental operation required by this item if the three
pictures were an orange, a lime and a. lemon.

umpire (a catcher and another baseball plaver). The child
might have this one correct after he marks any one of the
pictures at random because all of them are baseball players.

hoof (a horseshoe and a loop). The child probably will mark

the loop, basing his choice on the similarity of sounds of

hoof and loop. In addition, he igs familiar with the representa-
tion of the loop because at one time it was a familiar toy

in the neighborhood i.e. hoola hoop.

OQur "typical” c¢hild's score in this test would be 5 (after some liberal

scoring) .

This would be converted in a letter rating of D, which would

ciassify him in the category of low normal. The teacher would group him

or her accordingly for instructional purposes. The point here is that the

performance score of this child would not be helpful to the teacher.  What

it would do is provide misleading information about the child's recadiness

to do first grade work. Both the teacher and the child would be loosers

- from the point of view of the educational process.

A cursory analysis of other tests provide the same picture as the one-

described above. The two mosc penalizing factors are language and the quite
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consistent trend of measuring mental processes through content unfamiliar

to the Puerto Rican child. Few examples follow:

TEST 2 - LISTENING: 1ltem 2 "Put vour finger on the next row, Mark

the picture that I tell vou about. In the rall, Father rakes the leaves

and burns them.' Our "tvpical” Pucrto Rican c¢hild does not know the
verb rake; and the word "fall'; if he knows it in English, his knowledge
of the word is probably associated to the act of falling than to a specific
season of the vear. 1t is this kind of language "handicap" which he
wou'd have to overcome to mark the correct answer. This child is able
vo listen., but listening to this item will not help him to perform.

In relation to the cultural relevance of this specific item, the choice
of pictures offered as: a man raking leaves, standing next to a patil
“rom which smoke is coming out; a man dumping leaves from a small garbage
can into a larger one, [rom where smoke is coming out; and a picture of a
man throwing papers inside an,incineratdr. from which smoke is also coming
out. Our child who probably lives either in a low income housing project
or in a tenement, but ~crtqin1y in a ghetto, would choose either the
sccond or third alternative. This kind of activity is certainly one which
the Puerto Rican child would not see h;s father engaging ‘n.

TEST 3 - MATCHING: ‘''seeks to pet visual-perceptual skills akin to those

' The

involved in discriminating word forms in beginning reading skills.’
items here appoar to be adéquate to be used with our "typical' Puerto Rican
child. 7These rtems appear to measurce what the authors intended to measure
and the pictures are clear, uncluttered and attractive. However, the

instricrions seemed a bit too difficult to understand or confusing for the

Puerto Rican ohild.

«r7
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TES™ 4 - ALPHABET: The authors contend that this test has shown to

be the best predictor of success in the early grades and that it measures

"the ability * » recognize letters of the alphabet when these are spoken

by the examiner’ ‘2 Puerto Rican child will have difticulty in identifying
the alphabet lette-. 1 Epglish. The authors' statement ir che manaal

is self-explanat :ry - v of how this test would apply to a FPuerto

.tcan child evear "7t 3 -327on of language is ieft unmentioned: 'Even

4 .3t made up enciusivelv ot ve . ognition of lower-case letters is rat’ zr
apvw for typical first-graders. tupils making low scores on this test
appicently are those who hove had very lirtle en:ouragement tc attend to
arny of the formal characteristics of words, and are in need of special
aszistaace in this respecc.’

TLST 5 - NUMBERS: The kinds of numericai knowledge dernnded of kinder-
garten or first-gradets appear too difficult for them. It would be expected
thac these children would be learning most of thes= :ritamctic opcrations
during the tirst grade school year This test seems to mea=.:ve that
knowledze wi‘ih a first-grader has, after finishing his first year in

schoe .

1 appears that the MR1 is «n inadequate instrument to be used to measure
the 1.cdiness of a Pucrs s Rican c¢hild to do first-grade weck, In an excellent
review of the MRT published irn the Seventh Mental Measurements Yearbook,

Harry Singer igrees with the fee ings of this reviewer:

T. achers shoi1ld be aware that bilingual children
are likeiy toc bz handics.ped on the MRT, even when given
in the other ia. 1ag. because bilingual children tend to
be deficient in bouh languages. Also, the evidence
indicate: that the predictive validity coefficients for
Blacks <. Whites are similar, but low socioceconomic status
is assoc rted with less reliable scores on the MRT, However,
readine~s level on the MRT may be improved as a result of
reading instruction given in the kindergarten.

©8
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In surmarv, it is not only the language factor which invalidates these
tests when used with Puerto Rican children,_but it is also the irrelevent
coniext of the items. as well as the items biasea in favor of c¢ihri lr=n who
had the opporiunity to pariicipate in those L=arniny experiences ¥ lated

to the definition of readincss posed by the autnors cr the MRT.

THE USE OF TEST RISULTS:

The other wwo questions posed in the heginning of this review relates to
the use of rest :ustvlts: o) how do these affect the edccational piogress
of the Puerto Rican child?; and b) wil! the test results trovide the
teacher withk valuavle i ormation to plan effectively and thus, insure
that the Puor:> Rica. child will acquire the necessary skhilis to succeed
in du.ag f:rat-g ade work? A discus:i.n of rhese rcllow,

The authors state i:. the manual that these tests were designed to
mea . re readiness of chiidren to do first-grade work; and to "provide a
-uick, convenient. ~nu dependable basis fqr ear': classification of pupils,
and thus; helpiag teachers manage the instructional effort more efficicently.”

It has been a~knoledi-ed by experts in the field that the MRT is a good
predictor test of academic success in first .»ade for the children thaﬁ these
tescs are weared to, t-.at is, or the kinds of children who are meaningfully
representcd in the standardizatio. sample. But for children belonging to
the lower socioeconomic class, the MR. has been found to be deficient in
measuring their readiness to perform in first grade.

If one comsiders that the "typical' Puerto Rican child is a member of such
economic class, .nd also is penalized by his lack of knowledge of English;
then it follows that his or her test score is doubly less valid aﬁd less
reliable for mecsuring his or her readincss. The question, the must be:

What kind of an inference can be made in interpreting this ¢'ild's scere on

O
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fﬁé ﬁRT? The answer is that he is not ready for doing [irst-grade work.
The educational decision which will probably foliow this finding could be
any one ot the rollowing: a) he will be possiblf srouped in a class of
slow learners; or h) might be referred by a conscientious and well meaning
teacher for further psvchological testing; and or c¢) the child might be
retained 'n kindcrgurtcn or first grade, All these possibilities will
implement a poii:y of educational postponement which has been a result of
the concept of readiness linked to maturational factors in past educational
practice. Actually educational postponement for the Puc to Rican child
has been reality (for a long while), since the educational establishment
'has, in geod Jaith, tried to cope with the fact that his child is not
learning, as expected, in the public schocl system.
The policy meant that since the child was not ready to learn, he had
ro be scgrezsated to teach him English as a second language under the
suppousition that once he lcuran English, he would be readv to learn school
work. Readiness to learn was exclusivelv tied in to the knowledge of
Fnglish. “Motivational factors associated with this educational policy has
heen ignored.
What stands out is the fact that our "tvpical’ Puerto Rican child's score
in the MRT could correctly mean that he is not ready to do first-grade work
in a language in which he has not developed the required skills for performing.
But since teachers are able to pick this Y&rt up, as well as other behavioral
indices of inmaturity during the {irst weeks of clagsroom instruction, the
conclusion that follows is that the MRI test results are not providing any
new valuable information of help to her.
Tn addition, what is being ignored is that this child cou d very well be

readv to learn subie. .t mattei in his own lanpuaze: or covid be helped to attain
. i IS )
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readiress tfaster through the proviéign of the needed learning activities
in his own Languasze regardless of what are the assumed language deliciences
he mizht have in his mother toogue.

The following Jdata collected from a public school system in brentwood,
L.T. shows the inadequacy of the MRT in measuring readiness in Puerto Rican
children.  Although the sample is not a large one; and althou. ' there is no
Catormaricn on the educational policy (if any) followed with these children
onve the rest results were available to teachers; the data highlights
the point in discussion,

T wroves igrored to AQ Puerto Rican cnildren in six elementary

The MR

7 el 3
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schools. The table below shows the letter ratings distribution of their

SCOes.

MRT _(Total Test Scores) Number Letter Rating
80 | A
72 =75 ' 2 B
45 - 6H1 13 C
R A 17 D
11 - 23 7 E

Torak N = 40

T rhe test manual, the authors describe the significance of the letter
ratings as toilows: (Only descriptions of letter ratings C, D, and E are

reproduced because of their implication in terms of cducational policy).

Sotal Seors on R Letrer Rating Significance
L - A3 C Average "Likelv to succeed in first grade
work. Careful study shoutd be
made of specific strength and
weaknesses of pupils.”
RECEE D Low 0ormal "Likelv to develop difficulty

in first grade work. 5% uld
he assivned to slow scotion and
viven more individualiz. . help."

o~
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Total Score on MRT Letter Rating Significance
Below 24 E Low "o, ces of difficulty high

under ordinary instructional
conditions. Further readiness
work, assignment to slow
sections or individualized
work is essential."

Out of these 40 children, 60/ or 24 chidren would be classified as dull
normal or low. The educational policy recommended for them is Blacement in
slow learn’ i1g classes: and for 7 of those children (E) further readiness
work. It appears that normal distribution of intelligence does not apply
to the Puerto Rican group if the above results are taken seriously, in
terms of the adequacy of the MRT as an adequate instrument to measure the

readiness of the Puerto Rican child to be able to do first grade work.

P
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Clini¢ Session Sumimary
Olga Aran-Mendez

It is pertinent to make some comments which, althongh
general in nature, are related 1o the task at hand. The
comments will be cushioned on the premise that bilingual
educational programs represent equal educational vppor-
tunities for the bilingual child. In addition. it would be
imagined that as a result of total acceptance of this premise.
educationa} bilingual programs have been made available to
every bilingual school-age chila throughout the country.

First. all mstruments used to evaluate and consequently
place Puerto Rican children are stundardized tests. As a
rule. the student whose mother tongue is Spanish has not
been represented in the swmples used to standardize the
instruments. The impl-cations of this are varied. From the
start. the evaluation o: bilingaal programs and/or bilingual
children is hindered because the instruments used to mea-
sure achievement and other progrum effects which result in
placement decisions are neither valid or refiable for the

_ Spanish-speaking pupil. The situation is such that, on the

one hand, bilingual progrums formulate vbjectives which
are specifically geared to the Spanish-speaking child’s edu-

cationa! needs: but on the other hand, these objectives are

evaluated with instruments specifically designed to nessufe
the achicvement and abilities ot the monolingual I:yglish-
speaking American middle-class child. P

Second, the standardization process most comnionly
used is in terms of grade norms which are hopefully based
on representative samples throughout the country. These
norms are again inadequate because schools vary with re-
spect to the expertise and experience of the teachers. the
quality of the cducational programs. monies spent per
pupil. and vther tactors. Thus, bilingual programs which as
a rule are housed in the poorest districts and are instituting
a different kind of cducativaal program are bein: compared
with equally poor schools or with better schools instituting
educational programs other than the bilingual ones. The
important thing here is that the bilingual schools are being
represented in terms of factors other than the main one,
which is bilingual-biculturyl educational programming.

Third. bilingualism as a process has not been taker into
consideration with regard to its relation to achievement and
the mental ability of the Spunish-speaking pupil. This is a
legitimate vversight on the part of test constructors because
their instruments were desigaed tor Anglosmonolingual chil-
dren.

What is not legitunate, however, is cither to use those
mnstruments to evaluate the ettects of bilingual education or
1o use them to evaluate the achievement and abilities of the
Puerto Rican child. The reason for this is that pertinent
answers 1o such questions as: (1) How efiective has the
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teaching been? and (2) Which pupils have failed to learn
what has been taught?--will be misleading. They have to be
because the standardized tests are based on a general curric-
ulum geared to the English-speaking American child, and
theretore these tests do not it the specitic lcarning experi-
ctices being provided within the curriculum of bilingual
educational programs. Consequently, their use Is most in-
adequate lor the pupil, the school, the bilingual programs,
and in general. for the educational precess as a whole.

Concerming the validity of the sundardized instruments,
another pertinent point must be made. As a rule their
validity is legitimately questioned due to the lick of repre-
sentation of the Spanish-speaking child in“the samples used
to standardize these instruments. At present a trend has
been established among test constructors in correcting this
flaw and, therefore, Spanish-speaking pupils are being in-
cluded in the samples. However, the point which must be
made is that sheer representation in the sample will not
necessarily insure the validity of the tests. The question of
whether the instruments are culturally relevant in terms of
content has to be dealt with.

Although one acknowledges this situation, vne has to
recognize that despite the dearth of instruments which
could be considered adequate for evatuating the effects of
bilingual-cducation programs and the learning process of
bilinguad Puerto Rican cbilien, the need for evaluating
thesey still remains.

Basically. this protlem is being resolved by the educator
cither taking the position that because of the previously
cited reasons, bilingual programs and children should not be
evaluated with the existing standardized instruments, that
is, testing should wait until such time as adequate instru-
ments are developed; or that evaluation should vroceed, as
it"has in the Bust, using existing instruments b cause these
are the only Snes available and that. in order to maintain
the validity.of the instruments used, the bilingual child’s
performance must be interpreted according to the provided
norms. :

The above dichotomy indicates that the problem is being
dealt with unrealistically. It is felt that the highest priovity
should be placed on developing the greatly needed instru-
ments. However, until such work is done, a mure realistic
and fruitful approach coutd be employed in dealing with
the evaluation process. This would entuil using some of the
best instrutnents following specific recommendations which
would be based on knowledge of the test and its cultural
relevanee to the Puerto Rican child and interpreting its
resuits accordingly. Sound recommendations ftor the use,
administration. scoring, and/or interpretation of tests could
provide a way to offset some of the instrument’s biases and
would provide some valid information about the pupil for
the teacher to be uble to guide his learning process. Since
most instruments are invalid for measuring the abilities and
achievement of these children, the question of tampering
with the test’s validity because of the recommendations
would not hold.

Another alt.rnative is also available. Tt has to do with
the preat progress which has been made in bilingual educa-
tional prozrams in relation to the formulation of long- and

&
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short-range educational goals. Most projects consistently
express or translate their objectives into behavioral erms to
insure that the skills are measurable. Thus, it appears that
greater sophistication has been developed in this arec

For example, in reading practically cvervone rralizes
that if the terminal behavior hus not heen described, there
is no specification as to the criteria of acceptable per-
formance. The problem of cvaluation being discussed could
very well benefit tfrom such expertise. The thing to do next
is to use behavioral objectives maximally as diagnostic tools
which in the final analysis cculd be supplemented with
some standardized instruments.

The greatast justification for using behavioral objectives
in this marner is the fact tha' they are based on local
cusricula and consequently, are ame w provide a more
realistic reflection o ~hat the pupil has learned as well as
whaut he must attain. Furthermore, the teachers would then
be in a better position to plan These suggestions or quite
modest recommendatione couvld be instituted until ade-
quate inst.uments arc eonstructed.  ney are viewed as
necessary in the light of ihe liarmif 1 educational placement
and intervention decisions which involve the daily lives and
futures of Puerto Rican children throughout the country.

The Use of Achievement Tests in
Bilingual School Programs

All schools must be conceraed with the questions of
formulating and irstituting policies which guide the use of
achievement tests. Although they raust decide which tests
should be chosen, what to test for, and when to test, the
main concern in terms of policy relates to the question of
how to use the test results. In fact this issue is so important
that it is at the center of the present argument with respect
to the culture-fair tests Lontrovcrsy (Thorndike, 1971 ; Dar-
lington, 1971). o~

It is generally acknowledged by 1nd1v1dual educators that
the most- important function of a test is to improve the
educational program. It has also been acknowledged among
educators that the most important function of a test is to
obtain all possible information about the learner s~ that his
learning could be guided and his growth pronwotea. Schools,
as a rule, stress also those educational objectives wlich are
their major preoccupations whenever they engage in wide
testing programs. In the sanie vein. bilingual projects as well
as bilingual schools must stress those objectives which are at
the center of what bilingual education really is and means.
It is here that long- and short-range objectives must be
specified and related to the instruments to be chosen
and;ui developed to meet the_ educational needs of the
bilingual child. Keeping this in mind, one must realize they
are not necessarily the same objectives as those stipulatec
for other children in other schools with other kinds of
ecucational programs. This diversity might necessitate for-
mulatinz an educational phildsophy for bilingual education
per se.

The existing tests could be used to guide the pup11 in his
learning_within the context of a clear definition of what
bilingual education is, what its objectives are and how

RIC
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" education should meev the bilingual child’s intellectual,

2

psychological, and social needs. In relation to this, certain
questions must be formulated. Do we look at bilingual
education as a temporary bridge to assimilate the child
eventually into a society previously described as a melting
pot? Or do we want to develop an individual with true
competence in both languages, able to function within a
pluralistic society described in terms of pride in being what
e is and with respect for others who belong to different
cultural and/or racial groups?

Accepting the reality that standardized tests are not valid
instruments 1o measure the Puerto Rican child’s achieve-
ment and ability does not necessarily mean that they
cannot be used constructively until that time in which
adequate measures are developed. Positive use of the tests
would entail (1) tliat school personnel be sensitized to
interpret the test results within the instruments’ short-
comings. This is vital in the light of a long history of
educators’ looking at test scores as the magic.number de-
scribing a child’s fixed potential. This kind of interpretation
has even taken place, unfortunately, among profcssmnals in
school systems whose pupils are Anglos. What this recom-
mendation means is that tests could be uscd as 1 geneidl
gestalt from which an impartial judgment could be made
with due consideration of the child’s past development to
serve as a guide to direct his future progress.

(2) Norms must be developed within the local school
districts. Although the question remains of validity due to
the cultural relevance of content of the standardized tests,
if norms are developed, the Puerto Rican child will be
compared to members of his group, and this in itself is an
improvement. An important variable which must be taken
into consideration at the time when the tasks of developing
norms is taken up, is the length of residence of the Puerto
Rican child in the United States. Dr. Pablo Roca analyzed
for cultural relevance tne items presented in the Lorge-
Thorndike nonverbal test of intelligence administered to

- Puerto Rican children in the New York City public schools,

and concluded, “You cannot expect a child wlio has been
in New York City less than two years to understand such
drawings.” (Roca, 1968)

(3) The administration of tests should be changed to take
into consideration some behaviors which are culturaliy de-
termined and affect the child’s performance. It is impostant
to bear ° mind that while the Anglo culture has been
generally described as task oriented, the Puerto Rican cul-
turc has been found to be person oriented. as evidenced by
the vciue system which is reinforced and rewarded. In othr,
wonds during interpersonal situations, groater volue s
pleced on the relationship than on the task to be done
‘lertzig et al., 1968). Consequently, a valid recommenda-
tion stemming from this cultural reality is to administer the
tests with much smaller groups than usual and to use Puerto
Rican examiners. If these are not available, Spanish-speak-
ing examiners could be used after receiving training that
could ¢nable them to interpret the child’s behavior wittin
the contexi of Puerto Rican culture rather thea the doini
nant cultuie. The training should also supply the examiner
with knowledge of the specific c.itural biases underlying

e
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the items the child must answer. (In-this workshop we will
go through some specifics in this area when we examine the
vocabulary items in the Metropolitan Readiness Test from
the point of view of a Puerto Rican child’s experiences.)
Actually the ideal would be for individual administration
but in the light of the realities of time, cost, and personnel
available, it cannot be done. Nevertheless, if groups could
be smaller, performance could be improved, and more
detailed information on the child could be obtained. This is
even more important when testing children who are in the
early grades.

(4) The last recommendation in relation to dealing with
the problem of evaluating the bilingual Puerto Rican child
has to do with the time factor built into some achievement
and ability tests. Several studies investigating the effect of
time in the perfoymance of children belonging to different
socioeconumic levels have been made. Their conclusion is
that performance of the child who belongs to the lower
socioeconomic level is hampered by the pressure of time
required to answer the items. However, unce the time
element is controlled, the performance of these children
improves.

Since a vast puinber of Puerto Rican children belong to
homes which are socially and economically disadvantaged,
it seems appropriate that his findings be generalized to
them. In additi~~, ** .iso appears logical to assumne that a
child who is dominant in Spanish (or bilingual) might be
doubly penalized by the time factor.

>
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Consequently, if one refers (o the main purpose behind
the administration of tests, .. .mely, to obtain as much
information as possit .¢ to guide the child’s learning process,
it seems quite worthwhile to eliminate the pressure of time
built into some tests; doing this could result in providing
more realistic data pertaining to what the learner really
knows. The need for research in this area is great. The
greatest need, however, remains to be a change in policy
that could te derived only from a positive change in atti-
tudes towards social responsibility resulting in the imple-
mentation of assessment procedures that would take into
account not only the cultural reality of the Puerto Rican
child but also such specific variables as language used during
the administration of the test, time factors, and the ethnic
background of the examiner. Until such a time Puerto
Rican children will be misdiagnosed and unfortunately mis-
placed to their own detriment as well as to the detriment of
our society.
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Issues

Issues Forum

The following sets of issues were generated by various
groups in attendance at the conference. No at*empt has
been made to edit, modify, or in any way alter the issue
statements as they were presented. For the purposes of this
proceedings document, the several sets of issues were num-
bered so that they might be grouped for claricy.

The circumstances surrounding the generation of these
issues should be noted. Some participants felt that many
basic concerns relevant to discrimination in the American

social system were not adequately addressed by the con--

ference. It was proposed that by making participants aware
of these issues, théy might better puisue their team efforts
at planning meaningful follow-up to the conference. This
potentially beneficial impact on plans generated at the
conference was the specific intent of those putting forth
issues statements. o

Inclusion in this document in no way implies concur-
rence by CORRC, the RRCs, or the Bureau of Education of
the Handicapped, nor does it necessarily imply consensus
on the part of any participants.

Set of Issues Number 1
Resolution

Whereas this national conference on nondiscriminatory as-

sessment of handicapped children has failed to ade-
quately address the issues with which we are concerned,
and

whereas the population of special education recipients is
overwhelmingly disproportionately comprised of minor-
ity group members, and

whereas legislation (P.L. 93-380, 94-142) has been enacted
to correct these practices and to prevent such discrimina-
tion in assessrnent for handicapped children;

be it resclved that:

the complexion of the Bureau of Education for the
Handicapped, state education agencies, regional resource
centers, local education agencies, and other institutions
of decision making power must change. Aggressive re-
cruitment of competent minorities must kevin at once.

A delineation must be declared of the use of standard-
ized intelligence tests until appropriate unbiased instru-
ments can be developed.

Minority children must be assessed by a team of profes-
sionals who are conversant in the cultures of these chil-
dren. '

(4]
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An advisory committee must be established in which the
racial and cultural representation varies not with the
population as a whole, but in proportion to the racial.
composition of the population being served, to shape
and formulate policies concerning the needs of minority
children in special education. Among the issues to be
addressed by this committee are the following questions:

. Are tests discriminatory to the extent that they cause
irreparable damage and warrant a moratorium on’
their use? '

Are tests discriminatory to the extent that they
should be used only until alternative measures are
found?

Are there existing alternatives available? If not, what
.position should be taken in respect to discriminatory
tests and practices?

School systems properly reassessing and mainstreaming
minority children must demonstrate that these children
are provided with adequate supportive educational ser-
vices for their academic survival, and the full participa-
tion of these children in the mainstream of the educa-
tional process must be guaranteed.

The Bureau of Education for the Handicapped and the
Coordinating Office for Regional Resource Centers must
provide a written response to the aforementioned resolu-
tions to all conference participants within 30 days of the
close of this conference.

This position statement shall be included in the pub-
lished proceedings of this National Planning Conference
on Nondiscriminatory Assessment, which shall be dis-
serninated to all state education agencies, state and local
boards of education, and national professional groups
who have interest in and responsibility for children in
the educational process.

Respectfully submitted to the conference management and
participants on this twenty-first day of January 1976, on
behalf of the participant representatives of Region 1,
Northwest.

Set of Issues Number 2
Preamble

That there is discrimination in America is nothing new.
That it is embodied in the testing industry and the profes-
sionals carrying out and implementing judgments and de-
cisions is not surprising. The question is: What is the collec-
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tive wisdom of this group with respect to a national posi-
tion on discriminatory tests and practices? The following
issues must be addressed by this conference:

— Are tests discriminatory to the extent that they cause
irreparable damage which warrants a moratorium on
their use?

— Are tests discriminatory to the extent that they

should be used only until alternative measures are
found?

— Are there existing alternatives available? If not. what
position should this conference take in respect to
discriminatory tests and practices?

Whereas, there is a disproportionately large number of
minority children in special education programs, and

Whereas, this conference was designed to prepare partici-
pants with techniques and/or procedures needed to assess
handicapped children “with bias toward none.”

Whereas, it is believed that blacks and other minorities
were not significantly involved in planning the conference
agenda,

Be it, therefore, resolved that all conference participants
become involved in dialogue and respond to black partici-
pants and other minority participants.

Whereas, this national conference on nondiscriminatory
assessment of handicapped children has faiied to adequately
address the issues with which we are concerned,

Whereas, the population of special education recipients
is overwhelmingly disproportionately comprised of black
and other minority.group members,

Whereas, the -current compositicn of decision-making
personnel at all levels of speciai ¢ *ucation does not reflect
the population being served, )

“Whereas, we reject this form of leadership as another
means of institutional racism whose end is the educational
oppression of minority peoples in the United States and
trust territories,

Whereas, legislation (P.L. 93-380,-94-142) has been en-
acted to correct these practices and to prevent such dis-
crimination in assessment for handicapped children,

Be it resolved that:

— The complexion of the Bureau of Education for the
Handicapped, state education agencies, regional re-
source centers, local education agencies, and other
institutions of decision making power must change.
Aggressive recruitment of competent minorities must
begin at once. '

— A moratorium must be declared on the use of stan-
dardized intelligence tests until appropriate unbiased
instruments can be developed.

— Minority children must be assessed only by clinicians
who are conversant in the cultures of these chiidren.

— An advisory committee must be established in which
the racial and cultural representation varies not with
the population as a whole, but in proportion to the

RIC
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racial composition of the popnlation being served, to
shape and formulate policies concerning the needs of
minority children in special education.

-- School systems properly reassessing and mainstream-
ing minority children must demonstrate th.t these
children are provided with adequate supportive edu-
cational services for their academic survival. ana the
full participation of these children in the mai. stream
of the educational process must be guaraateed.

— The Bureau of Education for the Hendicapped and
the Coordinating Office for Regional Resource
Centers must provide a written response to the afore-
mentioned resolutions to all conference participants
within 30 days of the close of this conference.

No longer can the dominant culture be allowed to iden-
tify, interpret, and resolve the problems of minority
peoples.

Set of Issues Number 3

— Will a session be provided for discussion of the confer-
ence document resulting in recommendations on any
possible document changes?

— A major concern that the majority of participants may
leave the conference highly supportive of some pro-
cedures like SOMPA without knowing oposing view-
peints.

— What is the real problem this conferencc should focus
on:
— test bias?
— examiners who carnot assess in a i.onbiased way
{examiner competence)?
— decision makers (administrators)?
— or all of the above?

Set of Issues Number 4
Issues in Nondiscriminatory Assessment

: Multidisciplinary assessment

. Consideration of language of child

. Consideration of culture of child

. Construction of assessment instruments

. Inappropriate use of assessment instruments

. Lack of public awareness of existence of problem

. Exaggerated importance of testing by public

. Expectancies of evaluators and readers of evalua-
tions

9. Resistance to change by practitioners

. Funding and personnel availability

O~ O\ H Wi —

Set of Issues Number 5

What kind of follow-up mechanism could be created as
an aftermath to tlds conference?

8 .
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A watchdog committee (or assessment board) comprised

of minority groups and state officials should be created for
the discharge of the following functions:

I. To serve as a resource to the various states’ depart-
ments of education relative to the nput of culzural
behavioral patterns that are crucial to just, fair assess-
ment processes to be used in the training at the state
level. '

2. To review and make recommendations concerning the
adequacy of the states’ plans for training and for

eventual implementation of nonbiased assessment and
placement.

This watchdog committee will be working in coordina-

tion with the mentors of this conference as well as with the
civil rights committee.

Set of Issues Nu.nber 6

1. How do we sensitize for—and begin to resolve—
institutiona! racism, even as it relates to this con-
ference?

2. How can we expect to develop a culturally or
racially nonbiased assessment system and/or *rain-
ing materials without the active participation or
representation of those cultures or races for whom
the assessment is intendeda:

Set of Issues Number 7

J:

— Repetition of “‘issues” of which most are aware but no

presentation of the “ideal” or direction we should be
aiming for.

- Minority representation on writing of state-ofthe art
manual/conference planning.

Sinivsation activities, more “‘game playing” than “con-
sciousness raising,” as a strategy for the group present at
the conf. "ence.

Set of Issues Number 8

. Introducing instead of the statement on page 129 begin-

ning with, “A moratorium must be declared on the use
of standardized intelligence ‘ests . . . ,” a task force
should be established representing all mmor:ty groups as
an advicory committee policing and scrutinizing the de-
velopmen:, implementation, and application and the use
of all tests. Therefore, establishing a committee to advise

~ professional organizations on the implications attached

to all resting. keeping open lines of communications, and
gathering a dialog between the minorities and majority
groups.

The sole character of being human is the ability to
communicate, to learn and to respect one anotier.

—

[y

Set of Issues Number 9

. Lack of cultur\ally standardized instruments.
. The difficultv the Anglo majority has in having insight

inte ihe cultural and environmental life-styles, languages,
conceptual d2velopment, nonns, ¢tc. of minority groups.

. Lack of money to implement campreitensive procedures

and the associated manpower needs.

. LEA intransigence and the difficult in disseminating

information and convincing local educators of the im-
portance of nornbiased assessment and 1mproper place-
ment

Need for multidisciplinary assessments.

. The exaggerated importance of testing.

Set of Issues Number 10

. There are no simple answers.
. Couference has not focused on befrer ways to serve

minority children.

. Percent of placeinent of minority group children is not

an indication of fest bias.

. There has been too much emphasis on the nega.nve

orientation to assessmeut issues.

. Insufficient emphasis on the effect of socioeconomic

factors.

. National ‘ocus should proceed in the direction of proper

utilization of and sensitivity toward testing, together
with continued efforts to develop and implement appro-
priate guidelines for the placement of exceptional chil-
dren.

Set of Issues Number 11

. Isn’t the problem of assessment generic to all popula-

tions—all ethnic, children with sensory-motor prob-
lems, institutionally raised kids, etc.?

. What are some good adaptability scales? What part

should they play in assessment? What weight should be
given to them? -’

. How can a technigue—namely testing—-by definition a

discriminatory process—be nondiscriminatory?

. Given that testing is biased, why are we concerned with

only it and nnt also about a biased educational system?

. W.a*/who are some scurces of available people who

can give tests in the native tongues?

How can we adapt existing citerion-referenced mea-
sures to individual state needs?

Inappropriate expectancies of evaluators and readers of
evaluations.

. Resistance to change by piactitioners.

Need for training teachers and paraprofessionals.

. Need for trained examiners.
. Availability of information on minorities and poor

communication in this area.

. How do we sensitize for and begir to resolve institu-.

tional racism, even as it relates to this conference?
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15.

How can we expect to develop a culturally or racially
nonbiased assessment system and/or training materials
without the active participation of those for whom it is

-~ intended?
14.

What can psychologists do without 1Q tests regarding
EMR and EH placement? ’

Lack of specific assessment approach from referral on
language dominance, approach to COG strengths.

16.
17.
18.

19.

I3SUES 93

Even CRM refiects Anglo curriculum.

More bilingual tests and blacks needed.

Awareness of due process and parents’ and chiidrens’
rights. '

No professional action taken for test misuse, bias, -
misplacement, possible malpractice action, CASPP
action, district action.
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Tentative Assessment
and Implementation Plans

Tlustrative State Plans

The following examples of assessment models and train-
ing plans were produced by the teams from Delaware, the
District of Columbia, Florida, Hawaii, Idaho, Inuiana,
South Carolina, and Missouri. These are illustrative of prod-
ucts developed at the confesence and do not necessarily
represenc current planning in any of these states. '

Significant follow-up planniag has becn occurring 1n
most RRC regions since the conferenc? took place. Indeed,
a great amount of activity relative to the developn.ent of
state-specific assessment models and traning plans has
taken place in the many states whose participants attended
the conference. Tysk forces, planning groups, advisory
boards, and other RRC-oriented groups are meeting to
accomplish the task which was only begun in Atlanta.

101
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State Teams at Work Developing '
Assessment Models and Follew-up Plans

. . . the conference was designed 1o facilitate the deveIOpmeni of state assessment .
models and plans for follow-up activity. Commitment to this process varied
significantly from one state team to another. Following are examples of
forms upon which team; recorded their activities in model development and
follow-up training. '

b | 102
ERIC . | ' .

Aruitoxt provided by Eic:



96 WITH BIAS TOWARD NONE

AéseSsmént Plans




ASSESSMENT AND IMPLEUJENTATION

with bias .- } .. toward NONE

NAME Helen Hoile@er for

97

PoSITION LRSC MERRC

STATE Delaware

TASK SHEET THREE

Tentative Assessment Plan

What is the major problem focus for this plan?

1. To find out what is being done currently

2. To design a model that will try to assure nondiscriminatory testing

3. To share the model

Who are the cuildren most at risk of biased assessment in your state?

The Black children -

What procedures are you proposing which are most likely to avoid that bias?

Procedures which are designed o improve the quality of the multi-
disciplinary team effort and the kinds of assessments that are being used

What problems do you see in implementing these procedtres?

Coordinating with SEA
Getting the cooperation of the LEAs

. What sequénce of steps in implementation might avoid or neutralize those problems®

1. Development of position paper to share with state department team
and director

2. Collect data from preaudit forms from all Delaware schools

" Draw up a list of measures used for cotal assessment

4. Visit exemplary models in state and develop a sharing mechanism

W
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with bias .. f .- toward NONE

NAME Benard, Joseph R,

POSITION Asst, to Asst. Superintende

STATE Washington, D.C.

TASK SHEET THREE

" Tentative Assessment Plan

What is the major problem focus for this plan?

The proper assessment package contents. The attainment of a comprehensive
developmental assessment, with appropriate program planning and placement
conferences to follow there from at the local and city-wide levels.

- Who are the children most at risk of biased assessment in your state?

Students who are behavior problems at the late elementary school age
and junior high school age/grade.

What procedures are you proposing which are most likely to avoid that bias?

Local school planning and "assessmcat' by local school personnel; if that
fails, assessment by the local pupil personnel cernter; a local school conference
to attempt alternative placement within the school or local region; if that fails,
case referral and review by city-wide team (LEA and .SEA) to see whether a special
or regular placement is warranted. Annual case review.

What problems do you see in implementing these procedures?

- Obtaining procedural compliance from principals and regional level
administcators

-~ Overcoming the inherent political (city and federal) pressures applied
on behalf of the child, parent, teacher or principal

What sequence of steps in implementation might.avoid ov neutralize those problems®

- Draft a comprehensive state plan

- Obtain- policy and procedure by board of education, thus making policy
a legislative act ’

- Initiation of comprehensive staff development for local school, local
regional, city-wide staff, administrators

- Technical assistance in the development and maintenance of developmental
histories, profiles, and assessments

- Redefinition of disability categories and criteria for acceptance as

Q a special education case '
105
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Additional #659 Task Sheet II1 . Wa-hington, D,C,
o Additional
J ' January 20, 1976

Groups to be reached with staff cevelopment

1. Child and youth-study people I
2. Pareuts .
3. School-based teachers
4. Counselor
5. Administrators
6. Teachers
7. Outside agencies (medical, personnel, etc.)
Group 1 -- Counselors, school-based teachers, youth-study people, educational

assessors., Pupil Personnel Center people, and placement specialists,
Group 2 -- Teachers, principals, administrative staff persons.

Group 3 -- Child advocacy groups, parents, and ontside agencies.

There will be three different group presentations for each of the six
regions.

Strategies:

1., Video taping -- Taping child in classroom displaying "inappropriate"
' behavior; have interactiou with group members as to
what procedures are to be follcwed next.
2. Services offered by Pupil Personnel Centers.
Panel discuscions. '
4. Case study precentations with a facilitator.

w

Staff development which could extend to parents on differences between testing
and assessment, and on certain other terminology used. '

Developmental profile instead of psychological reports, educational assessment

and social workers' reports. The profile would automatically include all of these
things. It will provide room for follow-up for all children already in the program.
Continuous reassessment.

ed
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with Bias - j «~ toward NONEe Syfuett, Ellzey, Conley,

NAME Eikeland

POSITION

STATE Florida

TASK SHEET THREE

Tentative Assessment Plan

What is the major problem focus for this plan?

To eliminate discrimination in procedures for assessing and placing students
in classes for exceptional students.

Who are the children most at risk of biased assessment in your state?

Spanish speaking

Vietnamese

Indian (Native American)

Black

Rural and disadvantaged Anglos

»

What procedures are you proposing which are most likely to avoid that bias?

Gather information about possible procedures which will help eliminate
discrimination in testing and placing students in exceptional classes.

Disseminate information to Florida's 67 school districts,
Monitor district's utilization of procedures (perform program audits),

What problems do you see ir implementing these procedures?
' /

Difficulty in dissem.nating the information and convincing local educators

of the importance of eliminating bias and improper placement, ,
, /

;

/

What sequence of steps in implementation might avoid or neutralize those problems®

Through in-service training.
Provision of technical assistance to the districts in implementing procedures,
Promoting communication between agencies statewide.

o 107
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NAME Tim Yuasa

101

POSITION Pvog. Specialist

STATE Hawaii

TASK SHEET THREE

. pp——

Tentativ - Assessment Plan

What is the major problem focus for this plan?

1. Who does the a2ssessment?

Assessment completed but no follow-up for prescriptive program,
3. Delineation of what is comprehensive evaluation, screening, periodic
and annual evaluation. -

3]

Who are the children most at risk of biased assessment in your state?

1. Speech/hearing problem children ;
2. Learning disability children (LD is a catch-all now for MR, EH,
and neurologically impaired)

What procedures are you proposing which are most likely to avoid that bias?
Review.State Plan
1. Deemphasizing comprehensive evaluation and emphasizing criterion
testing

Exploring pluralistic model

More parent (consumer) involvement

Greater role (at the district levels) played by district
administrators (Better leadership)

£ N

What problems do you see in implementing these procedures?

- 1. That of in-service training of diagnostic team and special education
teachers. . ‘
2. That of initially impleménting sec. 613a (13) (c) (P.,It. 93-380) ~-
nondiscriminatory testing-and sec. ¢15a (P.L. 94-142) ~-’procedural
safeguarding in testing and handling or test reports—and informing
the public of these.

What sequence of steps in implementation might avoid or neutralize those problemsf‘

A statewide in-service program for: (1) district personnel, (2  school
administrators, (3) teachers -- by separate districts and (4) parents.

Dev-:lopment (completion) or program standards.

Reorganization of special education branch and district section,

O ‘ ) 308




A
Ll

with bias . § - toward norle

NAME Lynn Ellis & Bob West

POSITION

'STATE ~ Idaho

TASK SHEET THREE

Tentative Assessment Plan

What is the major problem focus fbr this plan?

: Short Term - (1) Attitudes of schonl/education personnel relative to
parent/child perceptions. :
(2) Eligibility criteria. . :
(3) Child-study team comppehensiveness, qualifications, etc.
Long Term - Relevance of curriculum to adult life. .

Who are the children most at risk of bilased assessment in your state?

Chicano
Indian
Poor

What procedures are y0u proposing which are most likely to avoid that bias?

' Conducting a comprehensive evaluation study.
(1) Identifying eligibilit; criteria,
(2) Declaring mandatory child study team members.
Published a due-process manual -- recently distributed.

What problems do you see in implementing these procedures?

Selling ideas to LEAs.
Getting agreement among practitioners, :
Bringing together an cffective child-study team to plan for each child, .

What sequence of steps in implementation might avoid or neutralize those problems?

Asked for input initially.

Asking for review and input on product of task force.

Will ccnduct program reviews in all LEAs to determine compliance and
neecs of districts to come into compliance.

Orientation not to force compliance but to find what is necessary to
help LEAs attain compliance.

Q . | 1039
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NAME K, Decker

POSITION IRC Coordinator

STATE Indiana
TASK SHEET THREE  (for the group)
Tentative Assessment Plan
What is the major problem focus for this plan?
. » l)} Role of the school psychologlst in terms of 1nte111gence testlng

and reporting in the ¢ase conference.

2) General education programming possibilities as part of serving
special needs of children,

Who are the children rost at risk of biased assessment in your state?

What procedures are you proposing which are most likely to avoid that bias?’

1) Planning strategy session with pupil personnel, equal educational
opportunity and special education staff at state level,
2) As a result of 1), strategies will be developed to work with

special education directors, school psychologists, and general
educators.

What problems do you see in implementing these procedures?

1) Funding difficulties ~- school funding formulas
2) Enforcement. '

3) Defensiveness, resistance.

What sequence of steps in implementation might avoid or neutralize thosé problems?
1) Careful planning.

2) 1nclude all key people.
3) Prioritize part1c1pat10n in the strategy development and 1mp1ement1tLon,
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NAME Gwen Johnson

POSITION Psychologist

4

STATE. S.C, Group
L ;

TASK SHEET THREE

Tentative Assessment Plan

What is the major problem focus for this plan?

To establish more complete behaviorally based criteria for the identification
and plecement »of children in special programs.

Who are the children most at risk of biased assessment in your state?

In present state guidelines, all children risk biased assessment,
. \

\/

What procedures are you proposing which are most likely to avoid that bias?

Tighter state guidelines (93-380, etc.).
Operational definitions ofvexceptionality.
Interdisciplinary assessment teams.

Upgrading of training of assessors (psychologis., teachers).
Monitoring of state guidelines.

‘What problems do you see in implementing thesa nrocedures?

Money.

Manpower. -
LEA intransigence.
Ignorance.

Time element.

What sequence of steps in implementation might avoid or neutralize those problems?

1) Strong legal support by SEA, state legislature, etc.
2) Statewide indoctrination.

3) Mobilization of parent and professional groups.
4) Strong financial- support.
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NAME _ Grc.up 12,2

POSITION

SsTATE D.C.

T ; TASK SHEET FOUR

Training Implementation Plan

Part I

What are the major training needs in my state?

What

[V R S VS

" What

N =

WHO ' . WHAT
Pupil personnel, placement (special Developmental profiles.
education) assessors, . Interpretatian of law and board policy.
Classroom teachers, counselors, ' -Understanding of criteria and prccedures.
administrators (local, regional, Availability and knowledge of state resou:
central, state).. Monitoring and observation techniques.
Parents., advocacy groups. Program evaluation techniques.

Follow-up procedures and techniques,

local or regional resources are available?

E€ORRC' conference participantz (D.C.).

Other CORRC regional (XII) representatives (state ferlLtators LRS).
Representatives of federal agerncies: OCR and BEH.

DHR, courts. -

Professional agencies.

—_

activities are most likely to gddress these needs?

. Panels.

Model case studijes.
Workshops on the development of sensitivity development of dEflnlthnS
and criteria.

Evaluation:

1.

2
3.

Qualityv of data for referral.
Appropriate referrals based on established criteria.
Increased support services at the regicnal level.

Yemar
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TASK SHEET FOUR (Part 2)

Activity No.
Population of Concern:

cf, training "who'.

Specific Objectives:
City-wide developmental profile to include:

- adaptive behavior assessment.
social history.

medical history.
psychological assessment.

Level of awareness or skill:

To be determined based on assessment model,

Evaluation:

114
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STATE Group 12,2
D.C.

TASK SHEET FOUR (Part 3)

Considering the months ahead, indicate when your major implementation activities
"will be initiated and completed.. Estimate the number of people directly involved.

No. of . , , .
People MJan | Feb Mar Apr | May | June July | Aug Sept Oct Nov | Dec

»égtivity

Regional § To be
Wk shops
jon draft §
of def.&
criterig

Approval

Design
Reg. wk
shop on
implemt.
& epran

A

Sensi-
tivity
wk shop

Wk shop
models

B Implem.
of
Assess
§ Model

V'

Review

Joat
[y
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STATE Group 12,2

with bias .- 5 .- toward NOoNa

D,C,
TASK SHEET FIVE

Critical Path Network and Time Lines for
Workshop Implementation

Using the critical activities checked on the Workshop Planning Rescurce Sheet,
design a critical path network and time line on this sheet. Choose a specific
target date. ' '

Things to remember: . .

Already existing pattern of holidays, conferences, etc.

Workload of responsible individuals - Can they do the activity?
Delay times for obtaining approval, funding, printing, mailing, etc.
If something can go wrong, i+ will (Murphy's law). '
Everything takes longer than expected.
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NAME Mary A, Ellzey

POSITION Consultant, Child Ident.

sTATE Florida

TASK SHELT FOUR
Training Implementation Plan

Part I

3

What are the major training needs in my state?

- State-wide special study institute for school psychologists.

- Work-study session for directors and coordinators of exceptional
student programs at annual spring conference.

- Work-study session for directors of statewide regional diagnostic
‘and resource center system.

What local or rPglonal resources are available?

- State-of-the-art document/review' of conference proceedlngs
- SELRC assistance -- consultants/materials.
= CORRC -- conference materials.

‘What activities are most likely to address these needs?

Presentation by consultants.

Review and discussion of state-of-the-art document.

Emphasis on minority groups in Florida.

Characteristics, concerns, etc.

Production of a Florida position paper including procedures for
irplementing any conclusions/recommendations.

Evaluation:

Utility and effectiveness of position paper as rated by all involved
groups through rating scales and documented, visible evidence of
positive change.

O
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NAME Syfuett

POSITION Counselor

STATE Florida

TASK SHEET FOUR
Training Implementation Plan

Part I

What are the major training needs in my state? ‘

1. To increase awareness as to the depth of discrimination that
stiIl exists in testing and placement procedures statewide.
Provide assistance and information to assist Florida's counties
in developing appropriate testing and placement procedures.

’

2.

What lccal or regional resources are available?
2 1

Staff of state department of education.
Regional resource centers.
State Advisory Committee for the Education of Exceptional Students,

What activities are most likely to address these needs?
In-service training conferences organized on a state, regional basis,
Assistance from BEH, RRC, etc., resource people.
Program audits to ensure compliance with appropriate guidelines,

Evaluation:

Placement procedures evidence elimination of bias,
Assessment of children is keved to needs and utilized for the student's
program planning, not for categorizing of groups.

5 118
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TASK SHEET FOUR (Part 3)

Considering the months ahead, indicate when your major implementation activities
will be initiated and completed. Estimate the number of people directly involved.

. No. of § : _ .
Activity§# People Q@Jan } Feb | Mar | Apr | May | June July § Aug Sept | Oct Nov | Dec

Florida
THis grqup dods not fhave ﬂhe éuthoritylar resgonsibi ipy
fdr mapging o%t‘timu lined for i%plemen:ation
Iﬂ our §tate qur cujrent grioritjes musk be fnlfillel
fqrsti!
THese pfioritjes ar
(.) Pevelopment §f SBE adminﬁétratioﬁ rulés to
teplacg "gui eliner".
(2) bevelopment §nd im lementhtion 4f audi ing

>rocedlres:
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STATE Florida

«-

|

TASK SHEET FIVE

Critical Path Network and Time Lines for
Workshop Implementation

Using the critical activities checked on the Workshop Planning Resource Sheet,

design a criitical path network and time line on this sheet. Choose a specific
target dace.

{
Things to remember:

1. Already existing pattern of holidays, conferences, etc.

2. Workload of responsible .,individuals - Car they do the activity?”

3. Delay times for obtaining approval, funding, printing, mailing, etc.
4. If something can go wrong, it will (Murphy 's lau).

5. Everything takes longer than expected.

~

In an effort to plan a workshop or conference for Florida, the
completlon of .this. .exercise is not necessary at the present time.
We are quite familiar with procedures for conducting in-service
and therefore a path network is not called for.

It is expected that our usual pattern of workshop will be followed.
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NAHE J. Yuasa

PéSITION Prog., Specialis:

/ “
,/ /STATE Hawail

TASK SHEET FOUR
Training Impleﬁentation Pian
A )

\ .
Part I ' !
| !

3
What are the major training needs in my state?

The delivery of services is our highest priority, Assessment (training in

nondiscriminatory testing) is second, and probably linked to a small number of
members in the diagnost.c team. -

Areas of training - (1) 1nd1v1dua114ed programs (written for each special
education child),
(2) Least restrictive placement (not main‘frcaming)

What local or regional resources are available?

NURRC: Direct purchase of assessment,

: Consultants for technical a331stance
Resources from NIMIS and/or NURRC.

Local: SEB; 0IS; UH.

What antivities are most likely to address these needs?

1) Teuchers have been very responsive to outside consultants -- lectures,
workshops, etc.; get more consultants.

2) URI workshop/fieid work.

3) Input from district levels and consumer groups.

Evaluation:

There LS a demand for a quick, instant-type instructional package --
teachers don't have time to take workshops

K
4
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STATE Hawaii

TASK SHEET FOUR (Part 2)

Activity No.
Population of Concéfﬁ:

Priority - l-Unserved,
2-Children in present special education class who have
or had at time of examination language barrier problems.
3-Severely, moderately, and LD children,

Specific Objectives:

1 - Search, locate, identify, and test the unserved.

2 - Reevaluate no. 2, above.

3 - Share conference data with district people and consumer
group for inputs on how we are to have a nondiscriminatory
testing program.

»

Level of awareness or skill:
1 - Need of assistance in service delivery.

2 - Need for adapting present tests to children with language
barrier.

- Evaluation:

Findings of reevaluacion mayv yield sufficient data for criteria norms,
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STATE Hawaii

TASK SHEET FOUR (Part 3)

Considering the months ahead, indicate when your major implementation activities
: will be.initiated and completed. Estimate the number of people directly involved.

No. of
Activityf People @Jan Feb } Mar Apr May June July Aug | Sept Oct | Nov Dec

District X
M Personne}

seB ¢ X ' >
jl Personne

School ’ i X
 Admin: | '

School - X
Sp., Ed.
Teachers

j School ' K , ‘ ’ X .
Reg . Ed. i )
Wl Teachers§ )

Parents X
§ Consumer§
| Group

Sp. Ed. X
B Adv.
8 Comm.
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with bias .. j .- toward NONE

NAME Lynn Ellis & Robert West

POSITION

STATE . ldaho

TASK SHEET FOUR

Training Implementation Flan

-~

.Part I

What are the major training needs in my state?

Regular and special education must explore their curricula to avoid
cultural bias.

What local or regional resources are available?

v SDE has minority group program persons.
Migrant and multicultural education -- Ms. Ardis Snyder and
. Mr. A. Ochoo.
Indian Education -- Mr. Don Barlow.
Boise State University has an office of migrant and multicultural education.

What activities are most likely to‘address thesec needs?

Workshop training.
Clarification of law by SDE to LEAs (93- 380 and 94-142).

Evaluation:

Determination of percentages of minority populations in special education,
followed by reassessment of these percentages to determine changes.

Parental satisfaction with placement.

Workshop/seminar/in-service effectiveness evaluation immediately following
training and at least twice annually succeeding training.

124
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- ™ i é‘/ |
with bias .- j .- toward NoNe
. ) NAME Robert C. West

: HEW, ISSH
! : POQITION Director of Trainin; Progranm

STATE _ Idaho

TASK SHEET FOUR
Training ImplementqtioniPlan
Part I : o,
What are the major training needs in my state?

A - Due-process procedures to insure accugécy and compliance with the
intent of the law and for the welfare and needs of students.

B - Components of the law €P.L. 94-142) requiring implementation.

C - Assessment models that minimize biased decision making or decision
making based on nonhandicapping conditions.

D - Staff development of those assessing students on HC definitions
and assessment models. »

What local or regional resources are available?

A - State department of personnel or designee(s) in due process.
Regional personnel on the components of the law. ~
C - Minority/academic/field/state department of/vegional expertise
~on assessment models.
D - Intrastate regional personnel for staff development on assessment
models and HC population.

=
]

‘

What activities are most likely to address these needs?

A - Seminars on due process by SEA to LEA supervisors of placement.
Sample of awareness and understanding of participants after seminar,’
B - Seminars on components of the law by regional persons to state and
LEA persons. ' '
C - Workshop(s) on production and consensus on assessment model(s)\to
recommend to LEAs and DHW personnel.
D - Lectures and seminars on methodology of assessment to LEAs and
DHW regions. '

Evaluation:

A - Sample of awareness and understanding of participants after seminar.

B - Participant ranking of seminar.

C - Sample of awareness retained by tralnee and rating of relevance for .
addressing problem.

D - Performance on simulations and rarkings.

[ 4
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e




ASSESSMENT AND IMPLEMENTATION 119

-

STATE Idaho

TASK SHEET FOUR (Part 2)

Activity No. :

Population of Cowucern:

district or regional administration
responsible for assessment and placement and
measures of progress.

A. LEA, DHW Regions: Designee ot

Specific Objectives:

Not applicable at this point in terms of measurable and time-frame
components.

P

Level of awareness or skill:

A. Action level.
B. Information awareness.
\\ C. Problem solving, action level.
N D. Informationm -- action level.
\\
Evaluation:
S~ \\.
‘ 3
126
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STATE Idaho’

TASK SHI =° FOUR (Part 2)

Activity No.
Population of Concern:

Initially LEA personnel (teachers, special education teachers,
and principals, etc.).

Parents.

Legislators.

University teacher trainers.

Local and state boards of education.

Specific Objectives:

1) To develop awareness of cultural biasing factors in education for all.

2) To determine state-of-art people listed above in comprehensive
nonbiased assessment. i

3) To develop method for implementing technical assistance.

4) To train in best practice models.

5) To evaluate LEA implementation of model they select,

6) Provide additional technical assistance as indicated by evaluation.

Level of awareness or skill:
It is hoped that our LEA personnel, SDE, etc., and parents working
together will eliminate cultural bias in testing and curriculum

programming in our state. Obviously total elimination will occur
over an extended period of time.

Evaluation:

Determine effect through program review now being implemented in
Idaho by the Division of Special Education,
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STATE Idaho

TASK SHEET FOUR (Part 3)

Considering the months ahead,;indicate when your major implementation activities
will be initiated and completed. Estimate the number of people directly involved.

€

Activity

»

rvill Jecommgnd thd actijities gnd suggested jcompon

Task $heet ]our. A timeline at]this fJoint i

conce]t wit} our Jirectof of thp Divigdion of

Tt of

ducatjon.
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i

NAME

POSITION

STATE Indiana ,

as a group
TASK SHEET FOUR

Training Implementation Plan

Part 1
What are the major training needs in.my state?

1. CGCreater impact on general educators as to the needs of children.
2. Program planning znd implementation techniques and general
consultation skills for school psychologists.

t

What local or regional resources are available?

In-service training by state department personnel,

All the pressure groups that affect university training programs.

What activities are most likely to address these needs?

In-service for those already in practice.’

Altering training programs for those not yet in practice.

e

Evaluation: (What is the intent of this item?)
In Indiana, the plan is not yet established to the point that evaluation
procedures can be outlined; evaluation components will be established
in direct correlation with the plarning strategies.



i

ASSESSMENT AND IMPLEMENTATION 123

ks

STATE Indiana
‘ as a group
TASK SHEET FOUR (Part 2)
Activity No.

Population of Concern:

1) All students with special needs who cannot be served by the
curriculum which is offered.
2) The individuals included in the case conference procedures
(i.e., psychologists, parents, teachers, special educators,
administrators, etc.).

Specific Objectives:

To eliminate discriminatory assessment procedures in Indiana.

Level of awareness or skill:

" To be determined during planning/strategy sessions.

Evaluation: 77 See above.

§30
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TASK 'SHEET FOUR (Part 3)

Considering the months ahead, indicate when your major implementation activities

STATE

Indiana

will be initiated and completed. Estimate the number of people directly involved.

d

- No. of
Activity|§ People QJan Feb | Mar Apr | May

-1 Plan~ 8 X X
ning ‘

2 Pilot ‘ X~ X X X

June

‘ : i31

July

Aug

Sept

Oct

Nov

‘Dec
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Orville Kirk
NAME  Walter Kopp

. - I oo ' Roland We :
with bias .- j - toward NONe o rville Kirk -

125

POSITION .

STATE Missouri

TASK SHEET FOUR

Training Implementation Plan

Part I

’

What are the major training needs in my state?

1. Awareness of and sensitivity to bias in assessment procedures
and practices.

2. Improving assessment procedures statewide.

What local or regional resources are available?

1. RRC Title VI B & D, CORRC.
2. Local human resvurces and maybe outside resources.

What activities are most likely to address these needs?

l. In-service

Simulation activities, explanations, suggestions for-improving
assessment techniques.
2. Training

Workshops, seminars, college courses, conferences,

Evaluation:

1. Pretest and posttest for all participants.
Evaluation of conference or training session.

[\

3. Post evaluation in terms of what has occurred as a result of conference

in-service tralnlng activities.

132
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Activity

STATE Missouri

TASK SHEET FOUR (Part 2)

\

No. : ' -

Population of Concern:

1. All children
a, rural poor.
b. wurban poor.
c. foreign-language speaking.
Specific Objectives:
1. Develop and implement training and in-service programs which
will improve competencies of statewide assessment procedures.
2. Present information written and oral, regarding P.L. 94-142.
- 3. Present information written and oral, regarding OCR requirements -
(Title VI). . :
4. Develop and distribute.intormation (video tape, brochures,
- pamphlets, TV) regarding nondiscriminatory testing to appro-
priate audiences.
Level of awareness or skill:
1. Exposure to and development of proceddresafor bias-free assessment,
2. Awareness of these issues.
3. Some understanding of the problems generated by these issues.
Evaluation:
1. Pre-post tests of participants.-
2. Evaluation of conference activities. .
3. .Information on conference activities.
4. Changes in assessment procedures at LEA level with community

involvement.

TRY
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STATE Missouri

TASK SHEET FOUR (Part 3)

Considering the months ahead, indicate when your major implementation activities
will be initiated and completed. Estimate the number of people directly involved. /

Steering
Comm.

Regional
jConf. '
Plans

Initial
Conf.

In-Ser.
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| STATE Missouri

with biass .- } .- toward NONE |

TASK SHEET FIVE

Critical Path Network and Time Linés for -
Workshop Implementation

Using the critical activities checked on the Workshop Planning Resource Sheet,
design a critical path network and time line on this sheet. Choose a specific
target date. ;

Things to remember:

Already existing pattern of holidays, conferences, etc.

Workload of responsible individuals - Can they do the activity?
De.ay times for obtaining approval, funding, printing, mailing, etc.
I something can go wrong, it will (Murphy' s law) ..

Everything takes longer than expected.

LIS
oW N
D

This will be a "first function'" of the awareness sensitivity

conference steering committee,
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CORRC/Conferenoce Staff

Boris Bogatz, CORRC Assoctate Directar
Conference Director
Melton C. Martinson, CORRC Project Director
Wayne Johnson, CORRC Assistant Director -Training
Kenneth Olsen, CORRC Assistan: Director - Intormation
Systems
Barbara Urfer, CORRC Administrative Assistant

Robert Maclntyre, Primary Conference Consultant
273 Majors Street :
Toronto, Ontario M355-2L5§

Conference Presentors ,

*Herbert Nash ;
Director of Special Education Progiams
Division of Early Childhowt and Special I-§ucation
State Departnient of Lducation
< Atlanta. GA 30334 .
Flwood Bland, Chief ~
Lesrriug Resources Branch
Bureau of Fducation for the Handicapped
U.S. Office of Education
400 Maryland Avenue, SW
Washington, DC 20202
*Sharyn Martin
Equal Opportunities Specihist
Office for Civil Rights
680 West Prachtree,
Atlanta, GA 30308 *
*William C. Parker
Exgcutive Assoclite
Educational Testing Seoce
Rosedale 'Road
Pnnceton, NJ 08540
Jane Mercer
Professor and Chairman
Departmert of Sociotogy
“University of Califorma, Riverside
Riverside, CA 92502
Harold Dent, Ditector
Consultatic a and 1'ducation
Westside Commumity Mental Health Center
2201 Sutter Street :
San Francisco, CA94T1S,
James Ysacldyhe .
Assoctdte Prafi cor of Pavchology
Department = Psgohoeducstoonal Stidies
NS4 | Thote Hall
Un Lerey of Minnesota
Minneaps by MY 554568
ooy A Tai
Tevas Repponal Resource Center
211 bast 7th
Austin, TX 72700
T omas Oabland (editor of snator guthior ol stafesal-art
nanvald
Anyociate Professor of ducanional Psyehialogy
{ carning Mhsabihties Center ' .
Waat 1 Street
Univeraty of Texas
Austin, I'X 78712
Gerat Bosdt
Stare Planone A o States Branch
Bure o ot 1 notor the Hanaeapped
2000 M oy A noe . SW
Woshatan, DO J0M00
"1 rast Femal
Prroctor of Amessient aml Dralinten
Compuanent
Ninaernngts o
for Wlinge 0 dacatr e
Unoversity of 1 ocas ot San Artoun
San Antonio, LY TRINS
tCotant Hil
Project Conpdinator
Natondl Indun Frainaome and
Rescateh Conter
2120 South Ml Avan e
Tempe, A7 =3280
Toshuiky Wi
T Auanlant oy
Socthern Bhine Does it 0 {
Carboodale
Departnent af Specnd D ducahios
tarhombale, 11 0l ’
boan Bartel .
{nformuation Speanilisg
MR- RS °
Urneraty of North Caroling
Chapel Thil, NC 27513

[

wat Conder
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Olga Mendez

Deputy Comnissioner

Agency for Child Development

240 Church Street

New York, NY 10013
*Iidicates member of stare-ol=at mgnual national review
hoarnd

Conference Facilitators
Reginn 17 !
Group 1 (Guam. Trust Tertitorics, Hawaii
American Samaa)
Group 2 {Washington and Oregon)
Group.d (hlaha, Alaska, Montana)
Group 4 iWyamimg)
Repon H
Group HCahtornia)
Repon LI R |
Group | {New Mesico, Anzana)
Group 2 (Utah, Nevada, Cotorada)
Group 3 (Burcau of Indian Attars)
Repion 1V
Group 1 iNmith Dikota, South Dakota,
Nebrasha, lowad Mike Fricdman
Croup 24Arka, s, Oklahoma, Missourn, Kansas)
Deva Goplerud

Dancta Chiesa
Jim Crosson
Laery Carlson
Jim Meleod

Karen Mclatyre

Vanee Fngleman
Judy Buffnure
frank South

Regron V
Group 11Texas)
Regpn V1
Group 1 {Indiana, Minnesata}
Geoup 2 (Wisconan, Michigar)
Regon VI
Group [ {Hhnois)
Regon VI
Groap 1 Oho)
Regon 1N
Group LiMame, Vermont, New Hampslore,
Massachuaettsy Rena Munsi
Group 2 (Rhode Liland, Connechicut, New Jersey )
Jamee Frost

Henry Marrow

(il Bliton
John Braccio

Dea Boker

Regron X
Groap L iNew York)
Reyon X1
Group 1 Hennsylvana)
Reon X1
Group LiVirmna, Tenneaee Kentucky)
Maty MeGalhiey
Group 2 (Wastungton, DC Deboware and John Llaigh)
Landa Foley
Group SONorth Carolin, West Vg, and Rick Olshint
Bran McNulty

Ralnh Bradicy

Jun Duftey

Kepron NI
Group 1+ (Vigun Tlands, Puerto Riced”, IFaye Brow
Group 21 Elorada, Georyia, South Caroling) Vernon Cain
Group 3 CALihona, Toasnng, Mssisippn) Flane Fowell

P .

Spevial Notice

Appresctation o hereby ctended o 1 Robert Crouse,
Arector of the Atlants Area Services b the Bhind and 1o
the bl L andvidoals whio asital s sith registration pro-

cedares
Participants

Abycepa, Nick
1420 'dith
sthuquerque, NM 87102
Acker, Patsy S.
Fexas Fducation Agency
201 Fast Vlth Street
. Austin, TX 78704
Adamns, Milburn
Arkhansis Department of Uducation
Spevial Fducation Sechon
Arch Lord Buibhng, “apitot Ml
Little Rock, AR 72201
Adoovk, Fogene 19
Maryland State Depr tisnt ot Jdaca on
PO Box 4717
BW1 Auirport
Haltnnore, MD 21240
Adsit, Wayne L
Fremont Couwnty Fducanonal Resource
oth a1d Popo Agie
[andes, WY 22320
AV ST
I'roteatonal Scandatds Cheporson
Calife ma Associate Schaok sy chi Dty
and Poc hologists National A< aotion
Depattment of Psvichology
Arcata, €8 .82

Dea Boker *

Aguilay, Margarita
Department of Health, Education, and Welfare
Office for Civil Rights
$5 Ericview, Plaza Nine
Cleveland, OH 44114
Akers, Sue B, .
Program for Exceptional Children and Youth
State Department of Liducation
416 State Office Building
Montgomery, AL 36130
Altschul, Lis
MELRS -SEA
P.O. Box 8717, BWI Airport
Division Special Education
Baltimore, MD 21240
Ansberry, Merle
Speech and Hearing Clinic
University of Hawaii
2560 Campus Road
Honolulu, 1196822
Apkarian, George H.
Department of Health, Education, and Welfare
Office for Civil Rights
760 Market Street,Rcom 739
San Francisco, CA 04102
Atkinson, Mary D.
South Carolina State Department of Education
Room 306
Rutledge Building
Columbia, SC 29201
Bahr, Dianne E.
K.E.D.R.VII
100 Crisler Avenue
Ft. Mitchell, KY 41017
Bailey, Agnes {Bernadette Quinn)
Pupil Personnel-D.C. Public Schools
Kalorama Road Center
1719 Kalorama Road, NI:
Wasliington, DC 20002
Bailey, Michael G.
Direction Center Coordinatne .
Cuyahos Speaial Bducation Service Center
. 1380 Fast 6th Sireet, No. 605
Cleveland, 0’1 44114
Bailey, Mona 1l
Office of Superintendent of Penlic
Instruction
O'd Canitol Building
Olying. +, WA 98501
Baket, Angelea
350 North Hart Plaza
Jackzon, MS 39209
Baker, Kenneth
Vermont Stale Depattinent of Fducation
Division of Special Fducation
State Office Building
Montpelier, VT 05602
Banks, Judi
Department of Health, Fducation, and Welfare
Office for Civl Rights, Region VI
1150 Grand Avenue
Tth Floor
Kansas City, MO 64108
Barcelo, Mark
FDRIX
32 South Chnsty
Morchead, KY 40351
Barefoot, Richard
Aresa No. 2
Logan, WV 25601
Banl, Lynda K
Denattment of Health, Fducation, and Welfan:
()d:u‘ for Civil Rights
1320 Second Avenue
Scattle, WA 95103
Batnes, Paulette Whetstone
wansas State Department of Fducation
120 East Tenth
Topexa, KS 66612
Batten, Murray O.
Mclngan Department of Fduaton
PO. Box 4.0 ~! ’
Lansing, MI 49802
Beatne, Cynthia
Msnssippi Resource Center
Massissippi SEate Unpveraty .
Drawer NY
State Cotlege, MS 39762
Beanmont, Gal
U5, Otfice of Fducation
Burean of Fducation for the lundrcapped
400 Maryland Avenue, SW
Washington, DC 20202



Bell, John A.
Depart ment of Health, Education, and Welfare
Office for Civil Rights
1200 Main Tower
Datias, TX 75202
Bell, Joni C.
School Psychologist
Halfax County Schools
Highway 301
Halifax, NC 27839
‘Bell, Ursuta
Louisiana Regional Resource Cenler
USL Box 515
Lafayette, LA 70501
By .t lmanm
“atment of Health, Education. and Welfare
.ee for Civil Rights
530 Independence Avenue, SW
Washington, DC 2020t
Benson, A. Jerry
RESA School Psychalogist
Board of Fducation
Lewisburg, WV 24901
Berjohn, Harold
Director, Regional Resonrce Center Nov 7
3202 North Wisconsin
Peoria, IL 61603
Berkan, William A,
Wisconsin Departinent of Pubhic Instrnction
Wisconsin Resonree Center
126 Langdon Street
Madison, WI $§3702
Bernal, Ernest M. Jr.
Dissemination and Assessment Center mr
Bilingual Fducation .
University of ‘Texas at San Antonio
San Antonio, TX 78283
Bernstein, Theodore E.
New York Stats Education Departmer.t
55 Elk Street
Albany, NY 12234
Bireley, Marlence
Wright State University
373 Millett Halt
Daytun, OH 45431
Bliton, Gilbert
Director, Division of 4; .cial Fducation
Indiana Department of Public Instruction
120 West Market Street, 10th Floor

Indianapolis, IN 46204 el
Baser, Dea
Regional Resource (‘uﬁcr No 7
3200 North Wmonsmi /"' N

Peouia, HL/STRO3 | . -
Bouffard, RyGerard ! -
riwate Practice Schobl, }’s)chnlugm

Box 70 ! K
Cenath, VT 05039 7,
Boyd, “i=raluB. : '

Bureaw oof L-ducatign l’m the Handicapped
400 Maryland ,\\enm
Washington, (' 10202
Braccio, John 1./
Michigan l)cp.mmcm nt £ dm.;.mn
P.0O.Box 420
Lansing, M! 48‘)0;‘
Bradley, Ralph
New York Regional Resouree Center
City University of New York
£44 West 125th Street
New York, NY 10027
Brandon, Flizabeth
Supervisur of Special Education
Brunswick Chunty Schools
Lawrenceville, VA 23868
Brantley, John C.
President-Flect
Natronal Association of School
Psychologists
17 Peabody Hall
Upiversity ot North Carolina
Chapel Hhll, NC 27514
Brightenbaucr, Andrea
Northeast Kingdom Mental Health’
Box 703
Newport, VT 05855
Brooks, Jeanne ©
Director, Division of M R
Kentucky Department ot Fducation
LS 127 Sonth
West Frankfort Complex
Frankfort, KY 40601
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Brown, Faye M.
Director, Southeast Learning Resource
Center !
Auburn University at Montgomery 1
Montgomery, AL 36109 .
Brown, Ronald C.
Natjonal Learning Resource Center of |
Pennsylvania |
William Flyan tHlighway :
Gibsonia, PA 15044 !
Brown, Thomas R. f
Alaska State Departiment of Education
Pouch F
Juneau, AK 99801
Bruse, Benjamin B.
Utah State Board of Fuucation
250 Fast $th South
Sult Lake City, UT 84111
Bryan, Danuet
Special Education Regronal Consultant
Box 815, Dow Hhll
Braille School Campus
Fairbolt, MN 55021
Buifmue, Judy
Director, Southeast Regional Resource
Center R
2363 Foothil Drive ™,
Salt Lake Csty, UT 84 108\\

Burgoyne, Mark N
Area Learning Resoures. Center®
P.0. 2550 :
Ketchikan, AK 99901

Bush, Katheryn B.
State Department of Fducation
State Office Building
Atlanta, GA 30334

Butler, Cynthia
St. Thomas Regional Resource Center
Virgin Eslunds

Camn, Vernon
Southeast Learning Resource Center
Auburn University at Monteomery
Montgomery, AL 36830

Campbell, Connie
Delaware School Psychologist
Marbrook School
2101 Centervalle Road
Wilmington, DE 1080#8

Campbe!l. Jack
University of Nevada
208 KB
Reno, NV 89109

Carcy, Dorothy
New Jerscy State Departinent of

tFducation

South Jersey EIC
Box 426, Glassboro-Woodbiry Ruad
Pitman, NJ 08071

Carlson, Larry
Northwest Regional Resouree Center
Clinic Services Bullding
University of Oregon
FPugene, OR 97403

Carlson, Nancy B
NELRS' New Hampshire Consultant
New Hampshire Department of Fducation

Speaial Education Sectinn

105 Loudon Road. Butlding 5
Concord, NH 03301

Carr, Donna .
Utah State Boanl of Fducation
250 East 5th South
Salt Lake City, UT 84102

Carroll, Andrea
Califorma Regrional Resouree Center
600 South Contmonwculth, Smite 1304
1 os Angeles. CA 90005

Carroll, Janis M.
Departmient of Public instrnction
Division tor Fxeeptional Chldren
Fducation Building
Raleigh, NU 27603

Carter, ¢ Donglas
Wanston Salem Fonsyth County Schools
Rax 2513
Winsten Saler, NC 27102

Cashnian, Willam |
Irector, Nottheast Regional Resource

“enter

168 Bank Street
Hightstown, NJ 04520
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Cata, Juanita
Bureau of Indian Affairs
Albuquzrque Area Office
P.0. Box 8327
Albuquerque, NM 87108

‘Cazayoux, Mary Nell

Louisiana Regional Resource Center
USL Box 515
wafayette, LA 7050t

Chavis, Gordon
Wyoming State Training School
Lander, WY 82520
Chenault, Jonas
Office for Civil Rights
111 Spencer
Lansing, M1 48915
Chiesa, Daneta Daniel
Northwest Regional Resource Center
Clinical Services Building
University of Oregon
Engene, OR 97403
Chrin, Michael .
President, National Assoviation of
School Psychologists
311 North DePeyster Street
Kent, OH 44240
Clark, Dorothy
Mississippi Learning Resources Sersices
Gulfpart Center
512 Pass Road
P.O). Box 6641
Gulfport, MS 39501
Chne, Damel H.
Lake Regional Special Education
Bewils Lake Public Schools
Devils Lake, ND 58301
Cobb, Carolyn T,
Department Public Instruction North
Caroling
i ion Hmldm
SHUNC 2701
Caneers Anne L.
Massachusetts Steic Departinent of Fducation
17% Tremont Steocet, Room 400
Boston, M 1)
('nu}‘(r. JoChor. .

n ('\,I\‘nhln Nheols
hennedy Stiess conter
SHd Kertged - 0t NW

Wahington ~ JUS66
Cordova, Lany |
Direcior of Sp
New Mexaco Hh
Las Vegas, N 87
Corley, Joel G.
Florida Departinent of Kducation
Room 319, Knott Buildify
Tallahassee, FL 32304 \

Cottrell, Ann
Community Mental fcalth Seriwes
4313 West Markham Street N

Little Rock, AR 72201 N\
Cross. Donald P,
Departiment of Speaial Fdncation N
Umiversity of Kentucky N
232 Taylor Fdueation Bunlding N
Levington, KY 40506
Crosson, James E.
Director, Northwest Regional
Resource Builiding
Chimical Services Bulding
University of Oregon
Lugene, OR 97403
Cunningham, Joseph
Bepartment of Special Fducation
George Peabody College
Box 165
Nashwille, TN 37203
Curtis, Nannie
+ D.C. Pubhic Schools
Pennsylvania Branch Center
32424 Pennsylvaia Avenue, S|
Washington, DC 20004
Dalton, Debra
Bepartment of Diealth, | ducation, and Weltare
Othice for Civil Raghts
680 Weat Peachire:r Street
Atianta, GA 30108
Davis, John E
Sonthwestern Ohio Regional Resource Conter
3147 Chfton Avenne
Crnoinnat, O 45220

aal Edncation
ands University
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Decker, Katherine N.
fndiana State Department of Public
Instruction
120 West Market Street
10th Floor, Division of Pupil Personnel
Indianapolis, IN 46204
DeMeis, Joseph L.
West Virginia Regional Education
Service Apency
300 McLane Avenue
. Morgantown, WV 26505
Dent, Harold
Westside Community Mental Health Center
2201 Sutter Street
San Faancisco, CA 94115
DiMco, Judith
Northeast Regional Resource Center
R! Resource Consultant
Rhode Istand College
Providence, R1 02908
Doyle, Cathy
Northeast Area Learming Resource Uentet
163 Bank Strest
tHightstown, NJ 08520
Drain, Theodore
Department of Public Instruction
Division, for Exceptional Childten
North Carolina Department of Public [nstruction
Raleigh, NC 27611
Drane, JoArne
North Carohina Department of Public Instriction
Division of Development
Raleigh, NC 27611
Guffy, Charies .
West Viggimia Department ot U'ducahon
Capitol Complex
Building 6, Room L. J§7
Charlesron, WV 25308
Duffey, James B.
Director, National Learmng Resoatce
Center of Pennsylvama
443 South Gulph Road
Kwng of Prussia, PA 19406
Duncan. Robert T
University of Montana
School of Fducation
Muiseoula, MT S9x01
Durrell, Barbara
Pleasant View School
Obcdish Brown Road
Proadence, R102900
Dyer, Kathaleen
St. hamas Regional Resouree Center
Viggam Islands
Fehohawk, Lucille AL
Utal State Board of 1ducation
250 Fast S00 South
Salt Lake Cuy UT B4ill
takeland. Janes M
Departiment of I'ducation
Student Services Section
Knott Batding
Tallahassee, IFL 323044
1 1der, Mckey
€lowis Schools
Sth and Mitchell
Clowis, NM X2 101
Flhs, Lynn b
fdaho State Depattiment ot Lducation
Borse State University
Box 1057
1910 Cullege Binlding
Bowse, ID 8372
tlhs, Phylhs M.
Kansas State Department ot ducatiom
120 Last 10th Street
Tupeka, KS 66612
fllrey, Mary
Flonda Departinent of lu atian
319 Knott Building
Tallahassee, FL 32304
I nglemian, Vance
Southwes! Regsonal Rew wree Fentet
2363 Facttull Drve
Salt Lake Cite U X4104
I-rast, William
Mirector, Great |akes Arey Roworat
Resource Cented
232 Kng Strecet
Madison, Wl 531703
1Tvans, Paul L
South Caroling State Departiment at Hducation

Rutledge Building

Senatg Street

Colunibia, SC 29201 Y
Everidge, Tom '\._

Oklahoma State Departnient of Fducanon

Speaial Education Section

2500 Lincoln Boulevard

Swuite 2-63

Oklahowma Ciey, OK 73195

Fasuld, Jesse V.
Associate Superintendent of Spevial
Fducation and 31 1l Schools
Oregon State Dc ~«nt of Education
942 Lancaster I~ Ry
Salem, OR 97310
Figueroa, Richard A.
alifornia Regional Resource Center
Department of Education
University of California
Davis, CA 95616
Ilames, George B.
Southeastern Area Services Center
for Special Fducation
Courthouse Building
Valley City, ND §8072
Flory, Patricia
Educational Resource Center
121 North Sth Street West
¢/o Schuol Distnct No. 25
Riverton, WY 82501
Flynn, Patricia B,
Maryland State Department ol Special
Fducation
friendslup International
Towers Building
Baltunore, MD 21202
Fodor, Barry J.
West Virginia RESA VI
Lincoln School
1000 Chapline Strect
Wheeling, WV 26003
Foley, Linda Adele
Mideast Regional Resaurce Center
1901 Pennsylvania Avemoie, NW
Swite 505
Washingtan, DX 20006
Freml, Stanford L.
Natiomil Learnimg Resouree Center
ol Pennsylvama, Urban Uit
IR0 Market Street
Plnjadelphia. PA 19103
Frank, Lynn
Tevas Fducition Agency
201 tast Vith
Austin, TX 78701
French, Jane J
ivinion of Special Fducation
D¢ partraent of Idudation
Government ¢f Amenican Samoa
Pago Pago, Amencan Samoa 96799
I'nedman, Mike
Mulwest Regional Kesouree Certer
brake University
1332 26th Street
Des Momwes, 1A S0
tnth, Grep,
Spectal Education Departinent
Jackhsonville State Univeraty
Jacksonville, AL 36265
Frochhnger, Vira J. .
Maryland State Department of Fducation
POy Bav X707
B¥E Aarpont
Baltimore, MD 21230
Trost, Janee
Northeast Regional Resosaee Center
168 Bank Strect
Hightstown, NJ 05520

Gatabedian, Greg
1 ducanon Services Consnltant
Stllwater Regional Fducation

Service Center

218 Bast 1 2th Ay aue
Stillwater, OK 74674

Coaudet, Rence
| owistang Repronal Resoaree Center
LS Bou SIS
Latayette, LA 70501

Gieboe, Charlesy
Vive Preadent, Sinte Glesha College
Roschud, SD 57570

-
v -
~

Gilham, Elise F.
Atlanta Public Schools
770 Elizabeth Place, SW
Atlanta, GA 30318
Gill, Berty
D.C. Public Schools
Bladensburgh Road Ce2nter
} 06 Bladensburgh Road, NE
Washington, DC 20004
. Givens, Adella W.
“._ Depactinent of Health, Educaion, and Wellare
~Qffice for Civil Rights
680 West Peachtree Streel, NW
Atlanta, GA 30308
Glancy, Barkara
Office for Civil Rights
6916 Ridgewoad
Chevy Chase, MD:20015
Glauner, Stephen N
Nyssa Public Schools *
Nyssa OR 97913
Glavan, Joseph W. T
Schoul District No. 60 E
210 Fairview i
tucblo, CO 81004 / N
Gobert, Carlene F. N
Bureau of Education for Exceptional T,
Children ~
West Frankfort Complex
Route 127 South
Frankfort, KY 40601
Gonzalez, Blanca
Department of Education
Hato Rey, PR 00919
Goplerud, Dena
Midwest Regional Resource Center
¢/o Drake University
1332 l6th Street
Des Moines, 1A 5031
Green, Windy
New York Regtonal Resource Center
144 West 125th
New York, NY 10027
Grimes, Jetfrey P,
Departinent of Pubhe Instruction
Division of Spevial Fducation
Grimes State Office Bulding
Des Momnes, 1A 50319
Gurley, Allan W.
Georgia State Department of Fducation
State Office Blding
Atlanta, GA 30334
Gutierres, Fle S,
State Departnient of i-ducation
State Educaticn Building
Santa i'e, NM 87501

1Laigh, John A,
Mideast Regional Resource Centet
1440% Sturtevant Road
Silver Springs, MP 20904
Hatey, Keith
Midwest Regional Resource Center
2500 North Lincoln
Oklahoma City, Ok 73105
Hall, Robert T
Buarcau of Indian Affars
PO Box | 788
Albuguerque, NM 87103
Ilardy, M. Thomasr
State Department ot Pablic Instruction
Room 426
tducation Balding
Rulegh, NC 27611
Hargan. Linda
State Depart.aent o ducation Region VI
138 Village vlara
Shetbyville, KY 40065

Hatos, Josepkh D
New York Regonal Resaaree Venter
144 West 125th Street
New Yark, NY 10027
Harvev, Ines
Last Kean School
St Thomas, VIGOSO|
Hansenen, Gerry
Williatmson County Board o £ dacion
Lranklm, BN 47000
Ttav 1, Marhin
New Yotk Regronal Resour e Uenter
144 West 125th Strevt
New York NY 10027




Heidgerch, Linda T.
North Carolina Department of Human
Resources
613 Albeatarle Building .
Raleigh, NC 27602
Heinz, Meyer
Bureau of Indian Affurs
Box 1788
123 4th Street, SW
Adbuquerque, NM 87103
Hetvey, Charles
State Department of Fducation
Unmiversity of Tennessee
Nashwille, IN
Henderson, Van J.
Pepartment of Heaith, Fducation, and Weltare
Office lor Cival Rights, Region
300 Sou'h Wacker Linve
Chicago, I 60606
tickey, William F.
Montana Office »f Supenirtendent ot
Public Instruction
1300 11th Avenue
Helena, MT 59601
Higbee, Waiter .
Black Thily Srate College
Spearfish, SD §7783
1ill, Helen ).
Virgmia State Department of Fducation
Richmond, VA 23216
Hill, Jerry M.
Naaonal Indan Traiming and
Research Cent ¢
2121 South Mill Avenue
Tempe, AZ 85287
Hinckley, Fdward C
Maine Departnrent of Fducationad and
Cultuza? Services
State House
Augusta, ME 043313
Hrest, Wilma |
Lararmnie County School Distirer No |
243 Praitic Avenue
Cheyenne, WY R2001
thsama, Toshiakr
Southermn {llinois Universitss at
Carbondale
bBepartment of Special I'ducation
Carbondale 11 62901
Holleger, llelen M

Department of Pubhc Instruchon

Townsend Bulding

Dover, DI 901

ollinger, Chloe

West Virginia State Departinent
of Fducation

Wo! Complex B-0OS7

ton, WV 25108

ousenian\Ann L
Departmed of Pubhv Instruction
Townsend Iding
Dover, DE 19

Howard, Thomas F)
Michigan Departme
Box 420
Lansing, M1 48902

flowell, AL) :
Department of Health, Edudtion, ind Welfare
Office for Civil Prghts
130 tndependence Avenue, SW
Washington, PC 20201 \

Howell. Chailes F AN
Department of Health, | ducation, and $eltase
Othice for Cival Rights, Ottiive ol BN

NEW Programs h
330 Independence Avenne, SW A0
North Building Raom 3460 AN
Washingtan, DC 20201
Howes, Aathony €

t of Fducation

rexas geglonat Resource Center %

211 Fast 7th Steeet
Austin, X 78741
ITu‘e, Martha 1. .
Department ot Health v ducstin ind Weltare
OlDhee Tor Civil Raghits
RKO Genera! Buildhing
tiovernment Center
Boston, MA 02114
Hanmter, Teaell
Texas Fducation Apency
200 Fast 1 1th Street
Anstin, X 78701
Hurty «n, Willam F
Anzony Dagnastic Deselopment Progedt

SN

1535 West Jefferson Strect
Phoenix, AZ 85007
Jacksun, Jacquelyn
D.C. Public Schools
Pennsylvania Branch Cepter
3242-A Pennsylvamia Avenue, SE
Washington, IX' 20004
Jackson, Robert B,
Fhe Untvetsity of Massachusetts
Specual Fdncation Departments
Sclhwol of Educatien

Amherst, MA 01002
Jacobs, Beverly

Albany County I'RC
309 South 9th Street
Laramwe, WY 82070
Johnson, Gwen
Winthrop/UAT lhiman Bevelopmer ¢ Center
McLaunn Hall
Winthrop College
Rock ML, SC 29733
Johnson, lenry
State Department of Public Instanenon
Gafted/ Talented Sechon
Raleigh, NC 27611
Johnson, Reid
Winthrop/UAF Human Development Center
Psychology Department
Winthrop College
Rock Hill, SC 29733
lohnson, Richard
Shelby County Board of Fducation
160 South Hollywood Street
Muemphis, TN 38112
Jones, George H.. Jr.
Department of Health, Fducation, and Welfare
Office of General Counsel
330 Independence Avenue, SW
Washington, X 20020
Jones, James €.
Department ot Health, Fducation, and Weltare
Othiee for Crvat Rights
Sutte 1963
One World Trade Center
New York, NY 10045
Jones, Velma S.
“aryland State Departinent of Flucation
O Bovs717
BWI Awurpaort
Baltimaore, MDD 21240
Kahdy, George AL
State Departirent ot Pubhic Instruction
Fducation Building, Room 322
Raleigh, NC 27611
Kakitis, Nick
Westbrook ity Schools
Curnculum Center
Westhrook, MI- 04092
Karez, Stan
Ihnois State Bepartinent of Fducathon
302 State Othiee Budding
Sprnghield, IL 62706
Kelly, Phylis M
Kansas State Department ot fducation
120 L-ast 10th
Tapeka, KS 66612
Kickhghter, Richard 11,
Georga State Department of |ducanon
156 Tnmty Avenue
Atlanta, GA 30303
King, Lewss
Cahtornaa Regronal Resource Center
700 South Commons calth, Suite 130
Loy Angsles, CA 20008 '
King, Rowa Mae
Department of Heatth, Education, and Weltare
SO 7th Streer. S
Atlanta, GA 3030
Kith, Orvalie
State Department ot U oaeatsn and
Secomdary | ducation
< PO By 380
Nettenon City, MO 63121
Farcode. T inly Butler
NeY Yok Heaanl R ¢ onter
EHEWest 1 21h Street
New Y Yy oot
Kl Sl N
New Yotk egmnal Resoar e Center
184 West 1 2¢h Street
Sew Ytk Ny 10027
Kocnne, Nilda "
Aot oy B bt hl\\'!

\
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Department atf Health, Education, and Welfare
Office tor Civil Rights
Surte 1968
One World Trade Centur
New York, NY 10048
Kolb, I, L.
Virginu State Department
S26 College Avenue
Safem, VA 2415823
Kopp, Walter
Director of Spevial Education
St. Louis Public Schouls - .
1616 Svuth Grand Avenue
St. Lowis, MO 63101
Kramer, Terry
State Departmient of Fducaiion
942 Lancaster Drve, NI
Salem, OR 97310
Kranez, Gayle
Ohro State Department of Fducation
Division of Special Education
133 High Street
Worthington, OIf 4305
Kreamner, Larry
Louisiana Regional Resource Center
USL Box 515
Lafayette, LA 70501
Krueger, Manon W,
Durham County Schools
Box 3823
Duthain, NC 27702
Kruse, Carole
Burean of Fdusation for
Ixeeptional Children
West Frankfort Complex
U S. Route 127 South
Frankfort, KY 40601
Kurceodyna, Paloma
Metlahatla School Distnct
Mectlakatla Elementary
Metlakatla, AR 99926
Leitka, Fugene
Indian Fducation Resource Center
Bureaund indian Affairs
P.O. Bux 1788
Albuquerque, NM 87103
Lenna, Carol B.
Mane Departinent of Fducation and Cultural Seevices
and Northeast Regional Resource Center
State Hoose
Auginta, ME 04333
Lennon, Thelpa €,
North Carolina Department ol Pubhe Instiuction
I'ducation Building
Raleigh, NC 27610
Fewis, Tamiesetta
Mianu Valley Regronal Center
Wagner Building, 1150 Beatniee Dive
Dayton, OH 45404
Loop, Leonard
Department of Health, | ducation, and Weltare
Othee for Cival Raghts, Region VI
11037 Federal Othee Bulding
1961 Stout Street
Denser, CO 80202
Lowther, ¢, Leigh
ASEHIMC
Anchorage, AK
I ynch, Al X
State Office Supenntendent of Public Instruction
OLl Capitol Building
Olymma, WA K506
MeAuahtte, Cathleen
Divsemuation and Assessment Center tor
ihngual Fdncition
Utiversity of Texas at Sen Antenge
San Antomo, FX 78285
MeCatfrey, Mary
Mideast Regronal Resour.e Center
Suite 808
1901 Pennsy lvania Avenue, NW
W.aslington, DC 20006
MoDermaott, faul A
Inviinn ot Schoot 1Tavchotogy
24 Henehik Hatl
thveraty o Nebraska
fincaln, NI ek axs
M Bomagh Harry
Departiment ol Health, [ dncaton and Weltare
Regionat Attorn=y's Dine
Room 121
A0 Tth Streer, N
Arlanta GA 0323
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McDonald, Lous
Roswell Independent School District
300 North Kentucky
Roswell, NM 8K201

Mcintyre, Katen I,
Cahlorma Regional Resource Center
600 South Commonwealth, No 1304
Los Angeles, CA DO0UF

MoKain, Charles W
£ RC -Wyounng
Region V
BOCL'S
Kemmerer, WY 83101

McLeod, him :
Northwest Regronal Resousee Center
Chawal Service Bunlding
University of Oregon
Fugene, OR 97403

MeNalty, Brun A
Mhideast Regtal Resouree Center
Suite 305
1901 Pennsylvanig Avenue, NW
Washragton, C 20006

Mangham, Marvin €, Jr

Departraent of Heatth, 1 dueanion, snd Weltar

Ottive o General Counsel
SO Tth Street. N
Room 323
Atlanta, GA 30323
Mason. lop s
Mirector ot Pavchoboeical Services
Carnculung Improseent Centee
A3 West Bang Street
Martinshure, WY 23401
Mazzone, Linest
Massachusetts Pepartiment ot bdacation
54 Rindge Avenue batonaion
Cambridge. M 12140
Mereer, Jane R
Soctoingy Department
Cnversity ot Caltgora Rivesside
Riversule, CA 2502
Messims, Lows b
Stradord Fearnmg Urntee
314 M Street
Surmmncersworth, N
Millard, Walbur A
D ¢ Pubhic Schocds
Department ot Pupl Peraonne? Sena
151 20h Strect) W
Woaslingron, DC 2000k
Ahller, 1 ouise
Burern of Indian N2
200 Cottape Wi
Sacranents A pee
Minise Rema .
Nostheast Regronal R ous ey epiet
16X Bank Sireet
Hight-town, N1
Mont: I nzo )
Montgomery Conn b ol Ddacation
30 Huseettornd Diive
Rockwille MP lussy
Mot Willin
DO Public Schoolds
Kaloramg Road Cenver
119 Katorn oy Road AW
Woshimeton [ 2oty
Maorns, Toan
Cornrgra Dopartment o Ldaeaher
Speanal Flucanon Pooviam
State Gltice RBadding
Athantn GV D5
Moaros clenry .
levas Regronal Revanroe Contar
2111 ast Tth Stieet
Audim, 1Y N0l
Mortan Arthur
Notthwest Beome strg ARG
Boa 13
None, AR T
Moser, Dt Pt

Dwision of Pupll Personnel
120 West Market Steeet, 10th Floot
Imianapohs, IN 46204

Murray, Charles
Northeast Regional Resouree Center
lo8 Bank Street
[hghtstown, N3 08520

Nantkes, Carol
| ducstionsl Rescuseg Center
121 North Sth West
Schoo! Dstret 23
Riverten, WY 82301

Nash, Herd
Diviston ot Speasl Fducation
State Department ol Frncahion
Atlaats, GA 30334

Nebson . Joseph DL
Salt Lake City School Dastnet
440 Fast 1st South
Salt Lake Crry, UT S4111

Nelson, Lynne M
Seattle School Distrct
520 Nt Rasenna Building
Spevial Fducatian
Seattle, WA 9%109

Nesiit, Manon )
Tevas Regronal Resource Centet
211 lFast 7eh Street
Austin, TX 78701

Noble, Paul
| aramie County School Dot
283 Prane Ave
Chiaphn Center
1100 Richasdson Court
Cheyenne, WY 82001

Oasland, Thonas
Unieersity of Texas
I ducation Bihling, Room 252
f ducationd] Psychology Department
\ustin, TX 38712

Ohie, 14
Al RC Coundinator
State of Alasha
050 In ernational Amrport Road
Andhotage, AR Q9304

(VBrien, Visgima (A Ivee [ Rawlins
Capitol Regron I-dacation Connal
s Cattage Grone Road, Basldine 4
oomheld, CFO6B02

O, Aae Rue

Department of Health, Ednoation and Weitare

Regiomal Aftorey s Offiee
Rowonn 323
SO Sesenih Strect
Atlaata, GA 0123
Olon . Richard
Muleast Regronal Resonrce Center
90T ennsylvanta, NWSmte 36
Wastington, DC 20006
Opperman, Iohn
{nstras tien Resoutee Center Conpdinaten
Cuv ahoga Speanad Pduacatien Sesace Center
lechmeal School Noo 160
00 Detrol
Cleveland, O 44102
Trhcdol Nothe
State Department of Lilacation
114 Condetl Huall
Noshadie, IN 37210
aler, Abrnabham
1oty ot Guan, Department Charnan
Bov IR
Aeana, U BOY 10
Iiinetb e |
Soathe st Fearnange Resour - enter
Auben U oiversite at Montpaerns
Sentromesy AL Tatae
Parker Wilbam ¢
oo atnal Pestinie Sersiee
Rene Lade Road
et ctan NTONSHD

Pase sace, Ulorles W

I wery Commumty School
Licoln Road and South Street, NI
Waslington, 1XC

Pecling, Robert
433 Lombard
St. Paul, MN'SS103

Peets, Ruth M.
Portland Oregon Public Schools
220 NI Beech
Portland, OR 97212

Philipp, William 1., 31,
Community Services hivision
Catonsville Commumty College
800 South Rolling Road
Baltimore, MD 21228

Prasse, David

Indiang State Department of Public Insttuction

Dvision of Puml Personnel Semvaces
120 West Market, 10th Floot
Indianapolis, IN 46204

Rawls, Alyee T,
atttord Board of Education
249 thgh Street
Hastlo:d, CT 06103

Rechany, Tris M.
Puerio Rico Department ci Fducstian RRC
Department of Fdacation
lato Rev. 'R 006 1o

Reed, Helen
St. Cromy Regiondl Resouree Center
Vugn Islands

Reed, Jowph €7,
Region v, BOCIES
Box |12
Kemmerer, WY 83101

Renard, Joc
N.C. Pubhic Schoois
Supernmtendont’s Ortice
fresidential Rnlding
415 12th Sireet, 2N
Washington, D¢

Robmson. Boh
Olgo Regonal Resource Center
03 Stentes Awenue
Ahron, O 45301

Ross, Fileen
Rl NEFRRC
Brstol Schouk Departiment
Andrews School
Hope Street
Bristol, R1 02804

RosssLThampson letty
Great [akes Regional Resonnee Center
232 King Street
Ladison, W S3T03

sabtno, Thomas §.
Branch of Speaal Pducstion and
Pupil Personnel Sepaces

New Jeney State Deparinent of |docation
225 West State Strect
lrenton, N1 OS2y

Ruac, Fhomas Allsn

Departient of Health, F¢ucanon.and Weltare

Regional Attorney™s Ottice
Su Seventl Street, Ryt 323
Atlanty, GA 30323
Ruleau, C. Launne
Bngean ot Indian Afttars
Simlow Rk AZ 8eld 1S
Satau, Togologo, Y.
Government of Arwenan Sunog
Departent ot Bdacation
| valuagon and Research Ot
Pago Pago, Aniencan Sameg $n™au
Sahate, Cela b
Othee 1or Civrl Righits
A30 Grand Avenue
Kansas Crty, MO 63106
Sargent, Robert
1 ¢ Pubhic Schools
Madison Buldding
10 and G Stieet, N

Arvtona Taek Tosoeon the Beoctarn bl AR Waslnnpron, IXC

1700 1 ast Don Catlow S 1L St hsabeth Sroeet Sathas, Barbara

lempe, AL R IR . Chirteston, W 240 Catitornng Reponad Resontoe Centet
Mo, Jon Pact rson, Ssataiw 73 santa Barbara Road

(S TPRNTR S TR TULPRREN FUIRTINETAL IR S A oo sthe 6ty ot Pleavant Thil, CA 945213

Doy ot Spe bbb ot ol b PNt et Sancedo, Mardel Retoge

1536 West Jettersan [rviaget cl SPev i Sappart Seiviees Eanversite ot fexas at xan Anfone:

IPhoenmix, A/ sSn07 oot oo RY 10502 Dissermnation amd Assessmient Contet
Mocadder Barbara Iy Dias tor Bihogaat | ducition

Indiana State Drepartient v B0 h bodrn reen (IR AR TN T San Natemo, |Y 7S
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Schauss, Sharon
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Appendix

EDUCATIONAL DECISION MAKING
A group simulation activitvahich examines
educational responsibility and placement.

Robert B. MacIntyre
Ontario Institute for Studies in Education

based on a design by:
Nancy Carlson and S. Joseph Levine
Michigan State University

OVERVIEW

Educational Decisicn Making is a small group activity that asks group
members to make decisions regarding possible educational programs for a-
particular student. During the activity the group members are provided
information about the student from different sources. ‘Then, assuming

the roles of the persons who have contributed the information, the members
of the group examine the issues of a) responsibility for the student,

and b) placement of the student.

Through the group activity, the participants will:
- be exposed to a variety of viewpoints from professional fields
related to education. :
- be encouraged to look for alternative information sources
prior to making decisions.
- be aware of the necessity of responsible decision making in
educational placement.

NOTES TO SIMULATION LEADERS

This activity, as designed, calls for participants to place themselves

in specific roles defined by the various reports and information sources.
The roles have been chosen to highlight some of the complexities of this
process and do not reflect the ideal for the professions involved.

The process, as illustrated in this simulation is also not an ideal one,
since the intent is to involve the group in attempts to better the process
of educational decision making. -

FETECN
NS
N
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TIME NEEDED

- 10 minutes, individual task on Worksheet
40 minutes, small group task, group Worksheet
20 minutes, large group discussion on decision
15 minutes, small group discussion on process
15 minutes, large group discussion on process
Total time- 1 hour 40 minutes

MATERIALS NEEDED

One for each person

- Instruction Sheet and Worksheet

One for each group

- Memo - to be read to the whole group
Information Sources - to be read to whole group
Individual roles (reports) - each to be given to one group member

Regular classroom teacher School Social Worker

School Principal Farents
Specialist (Remedial) Teacher Special Education Director

School Psychologist

Group Worksheet
Feedback Sheet

Wrap-up - Comprehensivé individual assessment
One for’ each person :

- Assessment Model from CORRC Resource Manual "

One for each group

- Feedback sﬁeet

ok
prava
(R




APPLENDIX 139
PROCEDURES

Announce to the group that they will be involved in a simulztion of a series
of committee meetings at Bicentennial Elementary Schonl around the educational
problems of a fictional student.

Have your group break up into groups of seven. It is usually a good idea to
ask people to work with individvals with whom they do not usually have much
contact. If the numbers do not work out evenly, one or two individua may
be asked to be process observers ov two persons may be assigned to the same
role in the process, '

Once the groups have been formed, distribute enough copies of Instruction
Sheet and Wo..sheet for each participant. Give one member of each seven
person group a copy of Memo and Information Sources to be read to the whole
small group. Allow each membrr of the small group to select one individual
role and the report which goes with that role. Ask them to study the
information and take notes on Worksheet in preparation.for the upcoming
case conference. ’ '

After allowing 10 minutes for each person to study their reles, ask each
small group to discuss the case for approximately 40 minutes and to fill
in Croup Worksheet based on their disc:. -sion,

At the end of this time have all participants return to the large group to
share their decisions and concerns. In facilitating this discussion, the
emphasis is on bringing critical issues to the surface, These may have
emerged as part of the role playing or may be expressed as objections to

the ro’es or limitations of the simulation. ("We don't do it that way in
my school.”" '"Wo teacher would be that insensitive."” etc,) In response

to these sorts of statements avoid excessive sharing of the particular
problems of specific district. Avoid premature closure and solution giving.
At this stage we are attempting to explore the extent and complexity of

the problem.

Following this, the groups are given the feedback sheet and the Comprehensive
Assessment Model as a basis for their final discussion.

The large group should then be brought back together to discuss the entire
evercise and to beg’ . identifying the important components of an individual
assessment Jor their local situation which might ‘avoid the real or potential
opportunitices for bias in special education placement.

Depending on the intent of the simulation leaders, other emphases may be
made in the last larye group discussion.

O
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INSTRUCTION SHEET A AN

You are a member of a Special Education Placement and Planning[CqmmitFee calleil

{

Atogether to discuss a specific problem. Typically, Speciél Edecation;Placement

and Planning Committees make at least three different types of educational

decisions:
those that
those that
those that

As a participant on the

two of these decisions 1

For each of the two deci

1. Read the MEMO whi
must make.

[aS]

Select one of the
carefully.

3. Complete the Works

relate to educational responsibility ) R
relate to educational placement '
relate to educational programming

planning committee, you will be invo‘v%d in the first

nvolving a young lady named Lurdes S.
sions, your group will follow the following procedures:
ch outlines the decision that your commlttee

four roles for yourself and[reﬁd the report

sheet on the following page.

4. Discuss the case with the other g*ouD members and complete

the Group Workshe

et.

5. Receive feedback on your decision.

/

6. Large group discussion. ) /

st
"o
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APPENDIX

MEMO | :

\

November 18, 1975

To: Speéiai.Edubation Placement and Planning Committee, o
Bicentennial Elementary School , : \

1 ;
Student: LURDES S. ¥

| /
The above named student has been referred ;é the Committee for a
/
\ P
decision and recommendations regarcing educational responsibility.

4

Lurdes has been doing poorly/sihée she gé ered school three years

v

ago. Her kindergarten teacher referred h é/for assessment at that time

/

and various remedial programs have. been z%ded in first and second grades.
At this point she still has not made sag'sfactory progress in academic

Your committee has been asked to détermine if the responsibilitv /
/ /
for educating Lurdes sﬁould remain gith her home school or whether it /
should bte transferred to the special cducation division, /
The following major programs are available at present: o /
1. An EMR class;’consisting of 13 children ages 8-10 in /

Lurdes home sghool. . , /

2. A learning disability class of nine children ages 7-9 /

. /
without second language background., Would require /

transportation to class. /
i C
Resource rcom program in another school since thiS/is

Thal

unavailable at her home school.

/ 4. Consultant help for her present classroom.
! /‘1 / ‘
!
1y
;

1]

/
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INFORMATION SOURCES A

The following six information sources are available to your group:
1. Classroon teacher's observations this vear. This teacher
has collected a series of observationa. reports and some

group test data.

e

Principal's/report. The principal has reviewed Lurdes'
school records for the last two years.
3. Specialist teacher's report. This report was made three years

ago as part of an early identification of educational problems
R ~.

~
~,
N

project.
4. TFollow-up evaluation, grade one, of psychoeducational progress,
5. Social worker's report. This is based 51 recent home visit.
6. Purent's opinion sheet.
Sequence of Activities
E}£§£,‘have each member of your committee choose an incividual role and
read the information source for that role. After vreading this information,

complete Worksheet A. You will have 10 minutes for tnis

Role Information Source
Classroom Teacher Teacher's summary of observations
Parents Parents' opinion
School Principal Principal's Report
School Social Worker Social Worker's Reporﬁl
Specialist Teacher « Specialist Teacher's Report
School Psychologist Psychological Report
Spuecial Educat n Director None-Chairs Meeting
o ' . \
ERIC 149
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INFORMATION SOURCES A (cont'd)

Second, discuss as a group the recommendation that your group will make
to the school (see memo). Each member of vour group shodld play the role
of the person represented by their selected information source.

Finally, as a group complete Group Worksheet. Yoﬁ will have §9>minutq§
for vour group tasks.

Following the completion of Group Worksheet there will be a team discussion.
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INSTRUCTION SHEET

You are a member of a Special Education Placement and Planning Commictee
calléd together to discuss a specific problem. Iypically, Special Education
Placement and Planning Committees make at lecast three different types of

educational decisions:

those that relate tov educational responsibility
those tha& relate to educaticnal placement
. those that relate to educational programming

As a participant on the planning committee, you will be involved in the

first two of these decision involving a young lady named Luardes, S.

For each o th= two decisions, your group will follow the following procedures:

1. Read the MEMO which outlines the decision that your committee
must make.

3. Select nne of the six roles for yourself and read the report
carefu.lv.

“w
L )

3. Comple'  the Worksheet on the following page.

4. TDiscuss the case with the other group members and complete
the Group Worksi 2et

5. Receive feedback on vour decision.

6. Large group discussion.

[EW Y
n
ot
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SCHOOL SOCIAI JORKER'S REPORT

Mrs. S. was visited and the interview was conducted with the helip of a
Portuguese speaking aide. Mry. S. appeared to understand all of rhe questions ’
in Eanglish quite well but welcomed the chance tc give the majority of -her
answers in her primary lantuage. Both she and her husband are bringing up
their five children in a pattern reflectiny their Eurcpean tradition. The
girls ave expected to come home directly from school anc to help in the
housework. Lurdes and her sister Margar=zt are reported to be quite competent
in routine ﬁousehold tasks at»this rime. Despite the one year difference
in their agés, theif“mother seems to treat them about equally regarding
household responsibilities. This is possibly due to the fact that the
next girl in the family is oaly four years old.

In the five years that the S. family has been in this country, they have
managed to do fairly well economically. Mr. S. brings in additional money
by daing home repair aud remodeling work for 2 cousin in a small business
operation. The family.is feeling some financial étress at present since
last year's‘downturn in tﬁe ezonomy cost Mr. S. his job and the family was
on unemployment insurance for several menths. In spite of this, Mrs. S.
does not chink she would be able to take a job outside the home,

Both Mrs. S. and her husband use Pcrtuguese primarily in talking with
their children, partially out of comfort and par.iaily from a desire to
preserve this ascpect of their culture alsc. Bath Lurdes and her sister
continue to attend Portuqdese school, as does thelcousin with whom they live,

It is my impression that thé rate of school progress being made by Lurdes
is adequate'and what is to be expected from someone with her bilingual
background. The biasing effect of most school tests Is well known. The

picture of Lurdes at home is in sharp variance with thet reported by the

)

O
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AN
SCHOOL SOCKAL WORKER'S REPORT (cont'd)
N .

N\

school. At home}\Fhe is capatle, happy, talkative with her peers, and

N\
respectful with her\parents. None in the family considers her of less

AN

than normal intelligenﬁg nor do they seem to be too concerned by her

early pattern of low graéé§.
N

i T
&
22
N
“
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\
\
\
\\
EEACHER'S SUMMARY OF OBSERVATIONS \,
Pupil: Lurdes S Date: October 10, 1975
Grade: Third Teacher: Sally T.

Although Lurdes is one of <he larger girls in my class, she shows marked
imma - ¢ in the classroom. When called upon to speak, she does so in a
very soft voice and has to be asked to repeat on occasion.‘~3he has only one
friend in the school, another Portuguese girl, with whom she spends all
available recess time. Althougl she neéds to increase her English vocabulary,
she consistently use. Portuguese with her friend, a habit which some of the
other children resent. Lurdes takes no part in the lunch time or after school
activities and holds back on games or other involvement with students during
school.

Achievement testing done 1in the rirst weeks of this term reveals that
Lurdes is over two years behind in her reading and arithmetic fundamentals,
None of the other children in the class are working at this level. Although
she.works well with individual help she is slow to perform and hesitant to give
énswers unless she is verybsure of them. 1In spite of some in&ividual tutoring;v
she shows difficulties in retaining what she has learned. Recently, she has
begun to refuse to attempt new work saying, "I can't do that." Twice in the
last three weeks she has begun crying while doing individual work, which
distresses the other students.

The class and I have tried to individualize the grade three program for
Lurdes by using a buddy system with flashcards and work sheets. Although she
cooperates with these procedures, her interactions and answers are usually
brief, frequentl& sentence fragments or one work responses. Her pronunciation
of English is acceptable but her limited vocabuiary and inhibited reéponses

make her difficult to work with.
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‘TEACHER'S SUMMARY OF OBSERVATIONS (cont'd)

In summary, I see this child as needing more individual assistance than
I can provide. The fact that her school problems materialized early and
have shown no significant improvement suggests to me that She may have

low intellectual abilitv in addition to a language handicap.
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PRINCIPAL'S REPORT

PRt bl St

November 4, 1975

The present request for evaluation was initiated by Mrs. T., Lurdes'

. third grade teacher. This pupil first came to our school three years ago

in Kindergarten, at which time she was identified as a child in need of
individuilized learping experiences through our early screening progrém.
She was given special readiness and other activities at tﬁat time and
received some extra help in grades one and two. We have tried to deal w%;h
Lurdes' progressive academic retardation with minimum disruption of her
regular schooling but are fin“ing this difficult as the requirements of

the work become more demapdirg.

In an interview with Mrs. S., Lurdes' mother, T explained the school's
percepticn of the.problem and emphasized the need for furtherAtesting in
order to give us the informatiop needed to plan.a program for the girl. Mrs.
S. agreed to psychological testing because, as she said, Lurdes doesn't seem
to like school very much at the present and both parents feel that it is
important chat she do well. Although thé mother was quite cooperative, she
coula not give us any relevant information regarding her daughter's school
problems. Her mother sees her as a normal, quiet, "good" girl who rarely
talks about school.

The school nufse reports that the reguiar hearing and.vision screening has
bezen done with:thig pupil and that no impairment was found. From the medical
history we have, there seems to be no relevant medical problem. The nurse
has questioned the adequacy of this history since she wasn't sure that Mrs, S.
was able to adequately understand the questions on the medical history form.

.

In observing the girl in class, I noticed that her isolation from the

other students was marked and that she seemed to lack any jbyfulness in her

<

classroom activities, apparently dreading each new task,

st
(W] |
o
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PRINCIPAI'S REFORT (cont'd)

I am recommending evaluation for special education since this girl
is falling progressively further benind and is beginning to show 3ign
of distress and unhappiness in the regular classroom,

Robert Q.

Principal

[RFFY
cn
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SPECIALIST TEACHER'S REPORT

Nage: Lurdes S. Birthdate: August 11, 1967

Program review

Pet ecucational testing: Past remedial programming:
. ITPA - April, 1974 Distar Language - Kindergarten
ITPA .- January, 1973 occasional tutoring - Grades 1, 2

Lurdes was first identified as a possible school learning problem in
Kindergarten during our special project on early identification, Since
all pupils were screened in thi~ project, Lurdes' performance on the ITPA

was available to us. Results at that time were:

"Lurdes' performance ¢ : test of psycholinguistic abilities
indicates that, at 5 . s, 6 months, she has a language ability
close to that of a 4 year old child. Although none of the
subtests on the ITPA are average. her performance indicates that
her strong areas are visual association, manual expression, and
visual sequential mewmory. Her weaker areas are auditory associ-
ation, grammatic closure, and verbal expression. Her pattern of
scores reflects her generzl English language deficiency and low
level of abstraction. Her remedial program should focus on the
development of basic language concepts in order to enable her to
identify and code observations as well as facilitate a higher level
of abstraction. The Distar Language 1 Program could b=z chosen

as a base for her program because it requires active participation
and is designed to accommodate second language children.”

Lurdes was given individual work, using Distar 1 and b;her materials
during the second half of Kindergarten and for ﬁost of grade one, until
the‘special funding which made this project possible ran out.._Iutoring
was doﬂe under my supervision by a college student teacher's aide.
Following this, the evaluation said:

"Two changes in test behavior are notew.rthy. Verbal directions
were much less troublesome for Lurdes and she volunteered some
spontaneous comments during the testing sessions. She did answer
some questions verbally in' contrast to her smiling and head shaking
during the initial evaluation, but her answers were never elaborated.
The overall pattern of subtest scores reflected more scrongly her
general English language problems than was apparent oefore. Her
stronger areas are visual reception, visual association, manual
expression, and visual closure. Her weak areas., in which she
showed little improvement, include auditory reception, auditory
association, verbal expression, auditor’ sequential memory, and

grammatic closure.’ <
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SPECIALIST TEACHER'S REPORT (cont'd)

No testing or further remedial programming has been done this year,

peading th= results of the present conference. This student obvicusly

needs help and she does not fit into the remedial groups which we have idl

this school.
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PSYCHOLOGIST'S REPORT
Name: Lurdes S. ' Date: October 25, 26, 27, 1974
Birthdate: August 11, 1967 ] Age: Seven years, two months
Tests Administered: WISC-R, PPVT (translated into Portuguese)
Previous test résults: WPPST Performance IQ 68 (January 1273)

Presenting problems: Poor school work, possible low English language ability,
possible low verbal intelligence, possible personality problem associated
with school failure,

Relevant background information: Lurdes is tha second child in the family with
one older sister in fourth grade and a younger brother in grade one and a
three year old siscer, Lurdes' family came +o this country from Portugal
when she was three.

Physical description: Lurdes is a healthy lcuking child with short brown hair,
hazel eyes and a clear complexion. Physically, she appears scmewhat
larger (height and veight) than her classmates. She is always well
dressed and generaily neat in appearance.

General approach ~nd test behavior: Although Lurdes was pleasant and cooperative
during the th.ee testing essions, she showed an initial hesitation to enter
the situation. .She was attentive and not easily distractad by other play
materials in the room but was also reluctant to work with the test materials.
By the end of the third session; Lurdes indicated a desire to continue
interaction in the one-to-one situatian rather than return to the classroom.

Test results and interpretations: Since Lurdes seemed %o have had difficulty
" with verbal directions in previous testing and since :~he seemed to be
limited in her verbal responsiveness, -the Peavody Picture Vocabulary Test -
was administered with the stimulus words provided by a tape recording in
Portuguese, For the same reasons, only the performance scales of the
WISC-R were used. .
On both tests, Lurdes obtained scores in the upPer end of the

educable mentally retarded range with the WISC-R score slightly higher
‘than the PPVT. On the PPVT she refused to guess as the words became
more difficult and her error pattern was one of few errors and many
refusals. On the performance sub-tests, she worked slowly on all problems
even when urged to work quickly.

Summary: This seven year old, pleasant girl from a Portuguese family tests in
the upper end of the educable mentally retarded range, Her test performance
is impaired by her slowness and unwillingness to guess. She shows some
anxiety and hesitation in performing tests and school related tasks.

School programming shoulc emphasize small learning steps and success
oriented tasks. She should be further evaluated for snecial class
placement.

o
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PARENTS' REPORT

(In the committee session to which ycu have been invited, you will be
asked to discuss your second daughter, Lurdes, and consider the possibility
of transferring her to another program in another school. Since you are
reésonably happy with the progress she is making and ﬁgrticularly 1. ke the
fact that the school is close enough for Lurdes to comé;home for lurchk, you
are not anxious for a change.  On the other hand, you héva great respect

L for the importance of education in allowing your children Fo adju;u to and
do well ip this country. You both are taking night course§ in literacy
in Ehglisﬂ% although you find the progress slow. You consider your daughter
about averéée in ability and ‘are very proud of her quiet obedience and

cheerfulness).

ERIC

Aruitoxt provided by Eic:



S I

; APPENDIX 155

WOR.SHEET

As you read your informat&on sheet on Lurdes, use this form to make notes
and comments ‘to help you remember important aspects for youyr committee
meeting. '

/

/

Observations from Report Possible Conclusions Drawn from Observations

Other information that you feel is important:

What information do you believe is 1ack1ng and must be provided before an
appropriate decision can be made: ‘ .

O

ERIC
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GROUP WORKSHEET
Supportive Statements

Use this form to record statcments (evidences, reasons, etc.) that support
each course of action. ’

REASONS TO SUPPORT PLACING LURDES IN THE EMR CLASS IN HER SCHOOL:\

Y

REASONS TO SUPPORT PLACING LURDES IN THE LEARNING DISABILITY CLASS., \

REASONS TO TRANSFER HER TO A SCHOOL WHICH HAS A RESOURCE TEACHER,

REASONS TO KEEP HER IN HER PRESENT SCHOOL AND CLASS.

-
~

WHAT OTHER INFORMATION, FROM WHAT SOURCES, WOULD HAVE HELPED YOUR COMMITTEE
IN MAKING YOUR DECISION?

3

What decision has your committee made?
A

EMR Class in home school . School with resource teacher

LD Class in another schoql Present school and class

Further evaluation

. What additional recommendations does your committee feel would assist
in fulfilling this decision?

=
LA
on
Wy
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FEEDBACK SHEET

Notes to participants:
In this exercise you were asked to make a decision in a case where none
of the optious were optimal, just as we sometimes must do in real life. The

i

emphasis is not on the uecisions made but rather the process by which they
were déne. Look at the Comprehensive Individual Assessment Model accompanying
this exercise: How wany of the steps did your group go through?

Which énes were omitted?

Were you able to add necessary steps?

.

To '".at extent was the issue of parental involvement raised?

What was the role of professional cpinion? -

Was the issue of academic stgndafds raised?

How about the issues of due process? child rights?

You may wis., to discuss some of thesw issues, or others, in the tim

remaining for your small group or in the subsequent wrap-up session.
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withbias j - toward NONE

NAME

POSITION

- . . STATE

TASK SHEET ONE

Competencies and Resource Priorities

© 1. The following are component- of a1 assessment model. Please rate them
according to your competency in u ‘ng them. In the space provided, list
a specific instrument’or technique for each source of which you're aware
(e.g., WISC-R might be listed as an example of Intellectual Assessment
Data). Finally, please check each source about which you.need to know more.

COMPETENCY

Specific Instrument §

o
SOURCES 5,
L or Technique

Observational
Data

Other Data
(School Records)
Language
Assessment Data
Educational
Assessment Data

Sensory-motor Data
Psycholinguistic
Data

Adaptive

Behavior Data
Medical/
Developmental Data
Personality Assessment
Data (incl. self-report)
Intellectual

Assessment Data ' N

other Data _
(Please specify)
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"'NAME

ro

Please rate the fcllowing sources of assessment information according to their
importance in an assessment icdel (check only appropriate column).

IMPORTANCE TO ASSESSMENT

SOURCES Almost never Should be Should Almost
- should be used at usually always should
used times be used ‘be used B

Observational

.. Data
Other Data
(School Reaords)
‘Language
Assessment Data
Edvcational
Assessment Data

Sensory-motor Data
Psycholinguistic
Data

Adaptive

Behavior Data
Madical/
Developmental Data
Personal Assessment
Data (incl. self-report)
Intellectual
Assessment Data
Other

(Please specify)

bl
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' NAME

, Please (1) rate your familiarity of assessment procedures with the following groups.
No attempt has been made to keep the groups mutually exclusive. Also, please check
r?) each group about which you need to know more and (3) each group that is a signif-
icant concern in your region.

Familiar*

enough

to be a ] Significant
Not very | Somewhat resource Need to group in
‘familiar } familiar to othersf§ know more @ my region

»

Asian American

Cajun

Other French Speaking

Chicano

Cuban

Eskimo

Hawaiian
Low Soci .
Econumic status

Micronesian

Native American

Puerto Rican

Other Spanish speaking
Recent Immigrants-
Europe

Rural Black
Rural poor
(e.g., Appalachian)

Uz han Black

Urban Poor

Vietnamese

West Indian

Others - specif

*I,ist other possikle resource persons of whom sou may be aware

ERIC
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NAME
\ POSITION
\\
\ STATE
AN
\v
\ TASK SHEET TWO
\\
a\ "Information Needs"

On the basiy of what I've heard and learned so far in reviewing the State of the

" Art Manual, dand the simulation activity, I feel that I will need additional infor-
--mation in- the follow1ng areas in-order to plan-non-discriminatory assessment-in my: -

region. Please ‘check, in column one, information needs which might be met back

home in the nth few months. Check in column two those needs you hope to have
addressed at th n1c sessions tomorrow or in other ways at this conference. 1In
making assignmeits to clinics we will attempt to keep the number at each reasonably
balanced. As alteamo\you may wish to distribute yourselves over several clinic
topics. It is nct possible to address all topics at this conference; however, we
will try to assign you to c11n1cs which you have indicated as a ne:d "Right Now."

Back Right \\
Home Now , AN
\\
Legal interpretégions, implications
N\

,_1
L
-

Test interpretatioﬁg\

. . . Lo\
Understanding minorityconcerns
Specify:

J U4
U0

Dealing with public reaction\

\~

N
Activities of Office of Civil Rights

Issues related to Chicano Childrgg\\

UL
UL

Issues related to Black Children

N
Issues related to Native American Childreﬁ\

L)L

Issues related to Asian American Children \\\\

L
U

Pluralistic Assessment \

—Y
—
/
Ve
s

Use of RRCs

Response to Federal Legislative -~ P.L. 92-380

UL
y

Conference Planning

UL

State Plan Requirements

—

Criterion Referenced Assessment

Tntormition Systems and Resources

Other 168
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- 1 £ o=
with bias - j ~ toward NOoNe
) . T NAME
POSITION
STATE

TASK SHEET THREE

Tentative Assessment Plan

__ What is the major problem focus for this plan?

7

Who are the chiidren most at risk of biased assessment in your state?

What procedures are you proposing which are most likely to avoid that bias?

What problems do you see in implementing these procedures?

What sequence of steps in implementation might avoid or neutralize those problems?

Vird
1,
-
~
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NAME

163

POSITION

STATE

TASK SHEET FOUE

Training Implementation Plan

Part 1

What are the major training needs in my state?

What local or regional resources are available?

What activities are mrst likely to address these needs?

Evaluation:

170




164 WITH BIAS TOWARD NONE

STATE

TASK SHEET FCGUR (Part 2,

Activity No.

Population of Concern:

Specific Objectives:

Level of awareness c¢. skill:

4

Evaluation:

74
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STATE _

TASX “+ZET FDUR (Part 1)

Considering the months ahead, :ndicate whe. ' .r major implementuation Aactivities
will be initiated and compirte... Estimate the number of people directly involved.

: No. of
Activity @ People gJan | Feb

C
fres
=1
ne
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b
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-

Activity Planning Resource Sheet
(Use with Task Sheet Four)

Some possible long:range goals:
Naw legislation in areas of assessment of handicapped children .
Changes in State Education Codes affecting this area
Increased skill in bias free assessment by presentlv employed personnel
Modified referral and placement procedures in local school’districts
Better identification of learning problems by teachers
Ch:.ses in local school board policy or procedures
Some examples of populations cf immediate concern; people who can accomplish ‘the
goals listed above: |
Legislative aralysts, legislators, politically active pavrents, citizens
State Department of Education Pérsonnei
School psychologists, psychometricians, guidance counselors
Special education administrators, social workers, placement teams
College professors in educational psychology, special education
Currently employed special educ§tion teachers
Local School Board members 1
Some levels of competence which might be achieved by an activity:
Information level 1 - awareness of problem, some understanding of it
Information level 2 - exposure.to ﬁrocedures for bias free assessuent
Problem solving - development of p%ocedures applicable to local scene
Action level - commitment to cour#e of action for improvement

H

$kill training - development of a' specific set of assessment skills

(Note: A particular competence might function on more than one level)
Some specific objectives:

See those listed for this confgrence. What levels do they reflect?

173
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APPENDIX 167

Activity Planning Resource Sheet
(Use with Task Sheet Four)

local and/or available sources: (possibly)

Continued contact with CORRC/RRC |

Specific people you may have met here

(You will need to identify these people in conjunction with the rest

of your team members. TIt's hard for a national group to be fully aware
of local resources.)

Evaluation Procredures: e s

Pre-test of Participants

Participant ranking of training activities p
OQutside evaluétion of products of training

Follow7up data on implementation of procedures

Parficipaﬁt—observer reports on activit%es during and after the conference
Major events deménstratlng change, e.g., new Educ. ¢cion Codes

(fou wigbt find some suggestions in the evaluation plan for this

conferance.)
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with bias - | .- toward NONE

~ STATE

TASK SHEET FIVE
Critical Path Netwofk and Time Lines for

Workshop Tmplementation

Using the critical activities checked on the Workshop Planning Resource Sheet,
design a critical path network and time line on this sheet. Choose a specific
target date. ' '

Things to remember:

1. Already existing pattern of holidays, conferences, etc.
2. Workload of responsible individuals - Can they do the activity?
3. Delay times for obtainrning approval, funding, printing, mailing, etc.
4, If somecthing can go wrong, it will (Murphy's law).
= 5. Everything takes longer than expected.
5 ’
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Workshop Planning-Resource Sheet
Use with Task Sheet Five

The specific activities listed below are some of those which might be

required for

may think of

the successful operation of a workshop similar to this one. You

other critical activities or you may find some of these unnecessary

in your situation. Check the ones you feel are critical. Now go back and

indicate who

is going to do it.

Authorization (1.0° Activity Responsibility
1.1 Define sponsoring agency
1.2 Secure approval or authorization
1.3 Obtain approval for funding
1.4 : '
1.5
Notification (2.0)

]

DIV N
. . .
NN LWt

Announce availability of conference
Solicit names of possible participants
Contact participants directly, if possible
Obtain pre-registraticn, if possible

Mail out pre-conf:irence materials

Facilities (3.0)

[NolNe IR N R SV EP S SN

(1]

W W ww

I
!
!

LW L oL

!

Resources (4.

- Investigate possible locations

Confirm location

Specify exact space needs

Establish conference dates

Confirm location and space availability
- NDefine media and support needs

Confirm media availability

0)

S~

Eo e Fo R S 5
0 ~ [s )N WIRES OO N

Define roles of resource persons

Contact potential resource persons
Identify pool of group facilitator

Contact facilitators

Confirm resource persons and facilitators
Send conference materials to facilitators,
resource persons

176
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Workshop Planning-Resource Sheet

(Use vi.h Task Sheet Five)
Materials (5.0) Activity
5.1 Obtaining existing media and print resource materials
5.2 Identify additional resource matevials needs
5.3 Design and print conference program
_ 5.4 Design and print conference task sheets,
evaluation probes, etc.
5.5 Distribute print materials
5.6
5.7

Evaluation (6.0)

IR

o O oy O
(W2 )

O

w N+

~ O

Develop or adapt initial needs/resources inventory
Develop or adapt participant task sheets

Develop procedures for process evaluation of
conference -

Develop final conference evaluation procedure
Develop follow up evaluation of conference
effectiveness :

ek
5
-3

Responsibility
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Management (7.0) Activity Responsibility

Set up and run registration

"Confirm all space arrangements (again)

Confirm all refereshment and food arrangements
Distribute conference resource materials
Collect pre-conference needs/resources probe
Brief conference staff and facilitators
Conduct sessions (on time) ]

Monitor process evaluation information

Modify procedures as necessary
"Collect post conference evaluations :
Hold post conference evaluation session with
staff, facilitators i ;

N R R " B N N N N |
e e . . e e .
= WD 0N OV B W

= O

Lo

7.1
7.1

Follow up (8.0)

8.1 Maintain consultant contact
_ 8.2 Perform post-conference mail follow-up
e ____ 5.3 Document evidence of accomplishment of goal v
_ 8.4 Dczument replication of conference by others
.3
B.6

These activities may be placed on a time line in order tc¢ give you some idea
.of what depends on what and when each activity must be done. The following exanple
is not ideal.

0 +2 +4 +€& +8 +10
-5 -14 -13 -12 -11 -10 -9 -8 -7 -6 =5 =4 -3 -2 -1
«w+eks prior to workshop weeks following
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A

TASK- SHEET SIX:
CONFERENCE EVALUATION
Please indicate how vou feel about the followlng aspects of this conferap- 7 placing
also, piease indicate those components vt wou.d retain.

vou will be conducting.

in the replonal conterences whicio y

an X in thoe appropriate column.

@ 9w
) '
’ o U < @
5.5 = u “on
<f.° < ~
© ~ oy S oo
v o F . ] 3 ) 5o g
adi Y Yool Tyl & 5 C g )
8 o >y - 2 5 o] v X
x5 o 3 el BV oy <8 g
a8 < of = R I I v Yo
o] ~ C ~ N . ,'0“: ~ = o o]
IS, ~5 = | o U ~ 2 -
ORI Nl';E wo Y :l.‘J' =z o] ]
N S SvSY fmglx3o ~ 5 & v
< . <3 o Bl <l a Xy 3 ° N
g 8 o g oo~ R G %Y 3
. [ g o %2} 7 w r— °
~ ~ ~ ~ ~ ~
Pre-conference mailing \
Cornutones /esonrce Probe Sheet (TS 1) '
5 -
Registration i \
. Fijmstrip Preseantation | ! !
Sharyn Martin address - 3 ' | ﬁ |
William Parver address ) i 1 '
|
Jane Mercer address !
Harold.bent address L ’ j
Simulation activity i
- s w 7 O . ; i
Innormaticn teeds Sheet (18 #2) : |
s Clinic sessions -(list presentor): l
1. - . ° ! .
2 : | .
“ . : il
Team work on tentative starte assessnent plan '
Tentative assessment plan sheet (TS #73) '
Rerional Sharing of Assessment Plans X )
Tndividual State Team Planning ‘ ' i
Trainine nplenentation Plan Sheet (TS #a) -, !
Resource shects tor 15 i (1S it & Resources)
Bob Mc]nnge address ' :
Critical Path & Timeline Sheet (rs #95) ' {
Toegource shecets tor TS pS (1S #5 & Resources : ’
: i -
\. Assessment Model your proup developed (TS #3) I .
T . T '
Triining Plan your group developed (TS #4) _
Conference llinapuiment _ !
Team facilitators | ~
Team sessions (in gencral) |
.Social hours !
v Coffee breéaks . >
Q ‘anference Evaluiation Sheet (TS #6)
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