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~statement of CEC:

INTRODUCTION v : N

b
i

Current iSSues.regg&ding tne education oz Handicé?ped
;hildren address bésic and fundémental”concepts of segreg%tion,.
categorical labeling, individualized instruction,:discrimination
in standard psychological testing an&wsocial.attitudqs and accep:T
tances. Recent trends‘and research suggest that the most effec-A
tive 1eérning arrangement for the handicapped student is that
he/she be placed to the greatest extent‘possible'and to the de-
gree most appropriate in the '"mormal" educational eﬁvironment{
that he/she be placed in a special‘class for special instruction

only for the minimal amount of time necessary to-achieve the spe-

’

/ :
cific instructional goal which could not otherwise be achieved in

the regular classroom. This trend in educational practices has

come to be referreé to as "mainstreaming'. The Delegate Assembly
of the Council for Exceptional Children has adopted the following

definition of mainstreaming to be incorporated into the policy
. , . ‘_ ]

' Mainstreaming is a belief which involves an educa-
tional placement procedure and process for excep- - -
tional children, based on the conviction that each -
such child should be educated in the least restric-
tive environment in which his education and related
needs can be satisfactorily provided. This concept
recognizes that exceptional children have a wide
range of special educational needs, varying greatly
in intensity and duration; that there is a recognized
continuum of educational 'settings which may, at a ‘
given time, be appropriate for an individual child's
needs; that to the maximum extent appropriate, excep-
tional children should be educated with non-exceptional
children; and that special classes, separate school-
"ing, or other removal of an exceptional child from
education with non-exceptional children should occur

~only-when-the--intensity of the child's special educa-
tion and related needs ‘is such that they cannot be
satisfied in an environment including non-exceptional
children, even with the provision of supplementary
aids and services (CEC Delegate Assembly, 1976).
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In an attémpt to study the effectiveness and operation of

mainstreaming in the public schools of the United States, Birch

jfﬁ%s made careful observation and analxsisiof the educational|pro-
vgrams in six school systems across fhe nation (Birch; 1974)ﬂl The
séhdol districts he visited includelTacoma, Washington; Lbui’ville,v
Kentucky; R;chardson, Texas; Plano, Texas; Tuséon, Arizona; apd

Kanawha'County, West Virginia. The educational goals of the %ix

systems appear to be similar, that of offering special‘SerVicés
.in the regular ciassroom for the greatest percentage of time pos-

sible. The protess for achieving these goals, however,'differ
‘ <

markedly.* ' , o - e ‘ \

| Although implementation strategies were somewhat disparﬂ
até,.Birch succinctly drew three conélusiqhs from his study. The
Sécond‘qf'fhéée conclusions regarding\effectiie mainstreaming |
operations is

Mainstreaming is the most desirable special educa-
N tion arrangement for almost all of the recognized
categories or groups of exceptional children. This
‘ acknowledges that other schemes for providing, special
" education are also desirable, but that mainstreaming
should be the goal toward which other educational ar-.
rangements are leading and preparing each pupil. A
core concept in mainstreaming is that it is feasible"
for regular class teachers who have consultation,
assistance and support from team teaching with spe-
cial educators to become skillful enough with .special
:  education methods and materials to use them effective-
C ly with not only borderline to mildly handicapped
pupils, but also, with many moderatedly to severely

[ . . .
L C R

~

*As it is not the intention of . this paper .to study the
mainstream process in these six''systems, the.reader is
referred to Birch, 1974 for an 'indepth study of these
school districts. ' B e
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‘ handlcapped puplls. It should not be assumed that

! ‘ the severity of the child's physical, mental, or emo-.

’\ tional exceptionality is the chief criterion for

B feasibility of mainstreaming. Rather, the availabil-
ity of effective teaching methods and ‘materials is the

key factor (Birch, 1976). »

At closer ihspection, Dr.Birch is making two substantive
and persua51ve Statements in" his conc1u51on regardlng the effec-
tiveness of the'malnstream;process, inherent in wh1ch lie several
assumptlons re1evant to general concepts of educatlon His con-
clusion purports a definite. organlzatlenal structure most attrac-

tive for effective de11verywof serv1ces to handlcapped children.

His conc1u51on also states the necesslty for a tra1n1ng component

u ]

in order to assure effectlveness of the organlzatlonal structure.
An attempt to study the conclusion with respect to these
two statements will highlight tﬁe following issues:h
A ‘Delivery of Services : //T//h ' ;M,-”’ﬂxi
1. What isvthe 1ega1 precedent»for a’ceﬁp;eheﬁsave prograﬁ for
an approprlate delivery of e tioﬁal services? '
2.":What is the. conceptuaI’ba51s for a ma1nstream model to effec
tively de/;yef/a/comprehenslve educat10na1 program°'

3. What/alternatlve malnstream models exist for ‘the de11very of
"

/////' services: ' N o : . R
/////// 4, Why is "mainstreaming the most desirable special education

arrangement'? ) ' e

. //
.....B-'..._..Tralnlng Component _..- »\~ - /‘\\

S TR T TR A S AP Y

-

-.1. What are the role and expectatlons of the special educator’
2. What are the role and expectations of the regular educator’
3. How have training programs prepared educators to/ﬁeet ‘the

challenge of new roles and expectations?

5 . ( /'/ :
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4. What'alternative training models exist?

This paper will be divided irto two indepepdent sections to
address the issues raised in Dr. Birch's conclusion\as put forth

above by this writer.

Each section vill highlight a review of relevant research

to support the respective contentions of the writer. It is the in-

tention‘of this writer to bring together the beliefs and wnitings
of many prominent educators who have set the conceptual framework
of ma1nstream education %5} this reason, an extensive use o%\di-:
rect'quotations/are used to lend to the comprehensiveness of the\

supportive foundation being discussed.

‘\

The first section will support the concept of mainstreaming,

—_—

draw1ng upon a review of the literature to lend a sound base for.

-ﬁputting theory into practice. Specific organizational models for
/// delivery of services will be examined. |

// — f//The second section, which wili-stand in content independent

;“mofmthe_first,mwillmaddressfthemnecessity for appropriate inservice

teacher education and training to effectively and successfully im-

//

plement a mainstream programt New “roles and respon51b111t1es of ed-
ucators are constantly dictating the need to acquire new skills. A
variety of approaches exist to deliver teacher training insérvice

©.programs. Section two w111 examine this component

v

Organizational design and development will be addressed in

e et S€ctionsT one” and two. Inherent in the development of a main-
" stream program are the decision making process; task definitions
and acceptance of respon51b111ty The concept of leadership theory

L 4

as it re1ates to the design of the training programs will also be

addressed. ,///’ 0
: 9}
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DELIVERY OF SERVICES
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¥ | In his address &o the Council of the Great City Schools at

the conference in Miami in 1971, Willenberg stated

The (educational) movement required a change in ra-
tional for service - one that emphasized inclusion
rather than exclusion; one that asserted the inher-
ent worth and diénity'of human 1ife as opposed to a
scale of 'individual value based upon the potential

for productivity.\ The next phase is upon us in the
environment of the local school. - It is no longer o8
sufficient merely !to make provisions.for the handi-
capped by reinstitutionalizing programs around their
diagnostic labels. Separate special day schools,
centers-and classes have been indicted as offending
arrangements responsible for further retarding and
dehumanizing certain children whose prospects would

be much brighter in the environment of the '"normal'
pupil population. The tlarion cry has become v
"Decatergorize, Declassify, Desegregate - Mainstream!"
(Willenberg, 1974, p. 22), 7

Dr. Willenberg's clarion cry has been echoed increasingly by educ
tors across thé'nation for the past decade. The mainstream move-
ment is the outgrowth of fundamental social phildsphies and psych
logical theories governing the growth and development of human po
" tential and the assurance of dignity and respectability of mankin
As our social values continue to change to respond more sensitive
to different life styles, our educational systems, likewise, must
change to reflect diversity and flexibility in their organization
and curriculum.
More than at any other period in the history of
mankind, at present theye is a humanistic concern
exhibited toward the atypical individual - for his
education, his welfare/, and especially his role as
a contributing member in a.changing society. The
years have witnessed a trend from isolation coupled
with a lack of concern to a period of separation and
more recently, a movement toward a more.integrated

concept of education known as 'mainstreaming"
(Mann, 1974, p. 7). '

\

e . .
This '"movement' to which Dr. Mann refers is reflective of

the'”movement”'emphasized in Dr. Willenberg's speech to the Counc

. .




of the Great Cities, cited above. This movement has "resulted in
legal actlon and will require the -reorganization and updat1ng of
educatlonal practices (Mann, 1974, p.7)". The programmatlc struc-
‘ture for the delivery of educat@onal services must be reorganizedﬁ
to offer every child in the system\a comprehenslve educational

program with greatest degree of 1ntegratlon as appropr1ate in the
\

normal environmnet. \\

The maJorlty of what a child, eQEthlonal or not, feels
and thinks, . and the way he acts and behaves\%s d1rectly 1nfluenced
by his 1ntegratlon with other people. Spec1al classes, .schools
- 'iand centers and segrated programs have been cr;ticized as "offending
arrangements” (Wlllenberg, 1974) . for not offer1ng\éh11dren human-
izing, dignified education with the opportunity . for normal peerkln-
teraction. "Humanism in education can be achieved toq:\greater de-
gree by providing mainstrea educatlon (Mann, 1974, p. )\Q; Social_
quality is ‘one of the most basic characteristics of human llf\ Spe
cial classes and isolated arrangements lead to social demotion “and
- ~cause the child to suffer a negat1Ve self-esteem (Bradley, 1970,
p. 3-12). Accordlng to Maslow's Hierarchy of Needs, fundamental/t;:
the development of an 1nd1v1dua1 S personallty and maturity is his
_ ~need to feel recognltlon and reSpect from others (Hersey & Blancharc
1972) . atlsfactlon of the esteem need results in a greater feellng
of self(oonfldence of the 1nd1v1dual s worth and encourages his . de~
‘\\\; - velopment as a contr1but1ng member of his soc1ety With the lack of
- \X_,anllnd1v1duallzed program and with cont1nuous labellng and classify-
H\\ing, the exceptlonal Chlld is not guaranteedlthe appropriate and cor
prehensive program to meet his individual needs. His maximum growt}
74
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and contribution to his societv is threatened. | _ -
S -

...the problem .of the exceptional individual in
the local school system is to-individualize his
instruction in such a manner.as to enable him to
achieve his potential, whatever that may be, and
to provide an environment that fosters understand-
ing and acceptance of the concept of the worth
and 'dignity of the human individual without qual-
ification because of race, creed, religion, na-
tional origin, culture, financial status, social,
physical, emotional, or intellectual condition
(Willenberg, 1974, p. 23). '

In concurrence With educational concepts and theories of .7

: %
mainstreaming as set forth by Birch and Willenberg, many educ ‘6ts
. - ,": N . ® s{{

have recently discussed-the inappropriateness of self-contained |\
- )

classes, particularly for\the mildly regardeé;ffi}dfaas well as

for the majority of exceptional children. ' ' \
Dunn (1968) makes reference ta/fg;/;;cio-eccnomic'méke-up

e r

which comprises the‘majofigx/e the spec{él class population. He

contends that speci lass\plaqgmeﬁt is an obsolete and unjusti-

) fiable arramgement for Slow‘}éérﬁers; perceptuaily impaired and
’”,,///éﬁggzg;;;jy disturbed chil%fen, who are the result of slum condi-
~ tionms, broken homes, underprivilized environmen%s. He suggests
four cogent-feasons for chanée,from this traditiona;/éducatidnai
process: ,(1)\school organizations.are changing to incorborate a
greater degree of team teaching, ungraded placements, and flexiblé
groupings; (2) chahges in curricula Q?e offering more individual-
iied instructional approaches; (3) chg ges in/gchool‘personnell

“are now including a wider variety of professional competencies, for

—

personnel to deal with a greater raﬂge'o individual differences in




\ . )
children and to function in a greater variety of roles to facili-

/ tate the educational process; (4) dhanges in the design and de-

velopment of sophisticated audio-vigual equipment arezopening many
i - N \

innovativefﬁcréative, and effective ways to teach children. For

accomplishing this change, Dunn proposes the need for new diagnostic

and placementipFocedures.and the revision of curricula to provide

a stimulating and creative 1earning experience and  the oppqrtuﬁity
. \ ’, -

for each individual child to approach his maximum potential growth.

"...weihaée been fostering quantity with little regard for quality

A
of special education instruction...(p. 21)" by supporting and pro-

moting special classes. _
\ : . \ i

In my view, much of our past and present practices

lare moraily and educationally wrong. .We have been

living at the mercy of general educators who have -

referred their problem children 'to us. And we have

been generally ill-prepared and inffective in edu-

cating these children. Let us stop being pressured

into continuing.and:expanding a special education

‘program. that we know now to be undesirable ‘for many

of the children we are dedicated to serve (p.6).

Li;iy (1970) contends that ",..traditional special education
/ o S v
services as represented by self-contained special classes should be.

discontinued immediately for all but the severely'impaiqed...(p. 43)".
‘ , ‘ ' A
In presenting his views -regarding the policies and prac?ices in the

field of sﬁecial education, Lilly suggests that‘we mustlchange both
N\

R N,
_how we think of children"Iébéie&”éiceptiénal and how we behave in re=

- gard to them. A new approach to defining\excéptipnalityﬂchanged the

emphasis from the child to the situations in the school.

An exceptional schogl situation is one in which in-
teraction between'a %tudent and his teacher has béen
/ limited to such a ‘extent-that external interventiqgn
is deemed necessary by. the teacher to cope with the
problem (p.48). L 19 ' \

B “x - . - \ “
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Deno (1970) proposed that "specihl education conceive of
- itself primarily as an instrument for facilitatioh of educational
change and development of better means of meeting theflearniné

needs of children who are different (p.229)}" It is important

that we do not accuse the child for his/her differencééﬂéi-féiidres,

'bét ra#her that we accept the challenges of making available"ap-;
1 : . :

. i .

/proprigte opportunities to nurture the child's self-realization.

Deno explores a process and approach to reorganizing the special

“Pducation service deIiv;ry system. The "Cascade of Services"
/systeﬁ is an ofgan&zational model designed to tailor treatment to
individual needs —ather than sorting children according to group.
 standards. The model (Figure‘l) suggeéts'thatrthe greatest.per-
f centage of students will appropriately be placed in the'most in-
. : \
tegrated educational settings, while the most spe;ialized facil-
X .| _

ities are likely to be required by the fewest children.ffDeno

suggests the special education system be evaluated by"phe'extent

to which children who céhhétffééébhéﬁif“BéwéééShﬁbdéféd*ih“ﬁ”gbﬁdf”““””“W“

regular education program are being served and the degree to which

children are progressing toward socially reievant goals.*"

~ *While it is a6t the intent of this paper to explore
-in dept research studies concerning the efficacy of
- special class placements and mainstreaming arrange-
ments, the reader is referred to the writings of
Cegelka § Tyler (1970}, Goldstein (1967), Guskin §&
Spicker (1968), Johnson.(1962), Kirk (1964), Simches
& Bohn (1963) and MacMillan (1971)| for thorough dis-
“cussions of research findings in this area.

- . ‘
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Chilaren‘zﬁ\fégular classes, including those "handicapped"
able to get along with regular class accomodations with or .
Level I withqﬁt medical or counseling siupportive ‘therapies ‘\

\ .

Regular class attendance plus supplemeéntdry ™™

Level II

instructional services "
: : Part-time . "OUT-PATIENT" / ’
‘Level III special class i v PROGRAMS -
i / (Assignment of pupils
Vs governed by the school
. E / system) .
Level IV . Full-time .
special class
l
| f
: : \
Special \
. Level V ‘ tations )
o i
Level VI . 0
. — e i .
et L e we s e = PR
domicfled set ’ngs\‘
“ Level VII ° — "IN-PATIENT"
“fioneducational'  PROGRAMS

s ice (medical an
welfare care and

. (Assignment of children
supervision) :

to facilities governed by
health or welfare agencies

i

» Figure 1. The Cascade System of Specia Education Service. (Deno, 1970, p.235)

ot

SR




While the theories advanced in the mainstreaming movement-
appear to be the most sound and effective basis for special education
arrangements in regard to legal rights, philisophical tenets and

psy-hologlcal pr1nc1p1es, heated debates st111 exlst _among educators

“probiems “(Bruninks & Rynders, 1971). There is a tendency to’ stereo-‘““““

against special clas; placement Tabie 1 from Bruninks § Rynders

(1971) h1gh11ghts some of the more common arguments in this regard
From these arguments emerge two most basic directions and

committments of the mainstreaming approach, delabeling and individ-

ualization. The concept of d%labeling_or decategorizing children

by specific handicapping conditions moves toward the acceptance of .

children as individuals with educatiqnal needs specific to their

learning abilities and functioning.: Individemlization, then, be-

comes a primary concern for the educational programming of excep-

" tional children, if, indeed, theyuare.to be considered, each and

every one, as an individual person.

The categorizing of people and programs create a number of

type characteristics which would infer that alil 1earn1ng dlsabled
"children should be offered the same curriculum and that a11 blind ‘
students should be taught in the same fashion, and that all physi-

\ . )
cally disabeled students should be placed together. Labels tend

‘to become stigmatic and are attached indeiibly to the child, often

causing his society and environment to accept him in a negative
light (Jones, 1972) W"When a school classifies a child As mentally
retarded, for example,” it places him in an inferior soc;al group in

the .eyes of most of society (Lord, 1974, p. 422)." Labels are often

j 15
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TABLE 1

Selected Positions on SPECIal Class Placement for ’ B

EMR Chlldren

P

Pros

Cons ’ . A
' |

\1.

Yetarded children in regular classrooms are
usually rejected and isolated by more able
classroom peers.

Research evidence indicates that mentally

2. Mentally retarded children in regular
classroom experience loss of self-esteem
_because of their inability to compete with
|/ more able classroom peers.
/ "
3. Tt is logically absurd to assign
children to instruction without considering
—differences. in .ability or achievement -
levels. '
4. Evidence on the efficacy of spec1al -
classes is inconclusive since most studies
possess significant flaws in research
design.

S. Cr1t1clsns of special classes are bassad
ostensibly upon examples of poorly implemented
prograns. .

'

less desirable and would lezd to a return to
.social promotion as'an approach to dealing
A w1th mildly retarded children.

7. Properly implemented special classes
are optimally sulted to deal with the major
learning problems of retarded children.

8. Special class arrangements should not Be
unfairly indicted for mistakes in dlagHOSIS.
- and placement. S

'9. A democratic philosophy of education does
not dictate that all children have the same
educational experiences, but that all children
receive an equal opportunity to learn accord-

--ing ts their ind’vidual needs and abil.iies.

__6...The.alternatives. to.present.practices are. |..

1. Special class placement isolates retarded
éhild"f?@ﬁmﬁﬁf@-ﬁbfﬁﬁlm51§§§?56ﬁmﬁééfST”M :

—

o
!

2. apeclal class placement results in stig-

matizing the retarded child, resulting in a
loss of self-estecem and lowered acceptance

by other children.

3. There is little evidence to support-the
efficacy of ability grouping for retarded or

normal children.

L. Mlldly retarded children make as much or
more academic progress in regular cLassrooms
as they do in special classrooms.

5. There is little point in investing fur-
ther energy in improving :-~:ial classes,
since this arrangement poo:i.y serves the so-
cial and educutional needs of children.

6. . Other more flexible administrative .and
curricular arrangements should be developed "
to supplement or supplant special classes.

7. Speclal class arrangements inappropri-
ately place the responsi blity for academic
failure on children rather thon upon schools

" and teachers.

8. The existence‘of‘speciaﬁ classes en-
courages the capricious misplacement of many

- children, particularl} chlidren from mi-

norit, roups.

Yy group \,
9. Special class placemept is inconsistent
with the tenets of a demdcratic phiilogophy-
of education because it Aisolates retarded
from normal children, and vice versa.

A ~

L
4 QO
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Blost ef the positions summarized in this table are based on recent aritcles ty vunn 2568),
Milazzo) (197C), Kidd (19 70), ohnson (1962), Lilly (1970), and Chr*stOphos and Renz (1969



related to negative expectations. "Handicapped", ''disabled", "dis- N
turbed"\fre all labels which attach negatlve connotations to the
- performance of the child and hence lead to watered-down curriculums

and poor quallty educatlonal programs ",..the notion that single

— e e e P . Sp—

labels, applied by hlgh status author1t1es from outside the school,
should serve as a basis for grouping ch11dren is baslcally hothing
more than a refusal to accept responsibility for maklng educatlonal
decistions. It is educationat laziness (Reger, Schroeder & Uschold,
1968, p. 19)". The categorical labels often presume certain general-
ized educational ciassifiCations rather than allowing for indiVidual,
educatlonal programs re1evant to ou11d1ng on a ch11d s strengths_

‘and abilities. Rather, the empha51s of the categor1ca1 1abels should

' stress variables which are educatlonally relevant to the ch11d s
growth and development. "Educatwon does ‘focus upon learning charac-
terlst1cs, behav1ora1 patterns, aptitudes), 1nterests, etc., It would

be'helpful to have 1abe15 which are truly descriptive of these rele-

“Vant variables (Lord, 1974, p. 421I)" Jiitabeling may be necessary “for
jdstifying fund expenditures, but it 1s not necessary for the organ-
ization of. special education programs. If 1aBelingiproduces undesir-
able consequences, the solution 11es in the realm of p011t1ca1 action,
‘not in the realm of 1nstructlona1 theory and technolog1ca1 develop- .
ment (Deno § Gross, 1913 P- \121) To consider each child w1thout"'
a label and to place h1m/her in an educational. arrangement designed
spec1f1ca11y to meet his/her own educational needs 1mp11 s the ‘neces-
sity for 1mp1ement1ng individualized programs o o t//;"

"Con51dered as raison d'etre of/speclal educatlon} }nd1v1du-

’o ¢

“alization more than any other word has served to symbollze spec1a1 o




educatlon (Bruninks § Rynders, 1971, 16)" The process of in-~ = |
d1v1dua1121ng 1nstructlon offers each ch11d the opportunity to ‘ \

follow a curriculum specifically designed to meet hls/her needs.

@

IV1dua112ed

)
"In special educatlonj”I1ndIV1duallzed p1ann1ng) is pract1carly
a necessity if we are to help students reach the1r educational
goals and become functlonlng cﬁtlzens (Lindsley, See Duncan, 1971)"
o

The concepts of individualization are based on the theor1es of 4 .

normalization. A pr1nc1p1e developed in Scandanav1a, normallzatlon

means ' aking ava11ab1e to the mentally retarded patterns and con-

S

ditions’o% everyday 1ife which, are as close as/p0551b1e to the norms

and pakte' s of the ma1nstream of society (Nlr]e, 1969, p.180)".

Embodled\ar this pr1nc1ple and applicable to the process of indi-’
\ﬂannlng and 1mp1ementat10n in the educatlonal settlng ,

is the reJectlon -of a tracﬁing oT, stream1ng~approach to 1nstructlon

\ T
Rather, an array of serv1ce\systems would be made ava11ab1e to

ﬂﬁallow for part1a1 or complete 1ntegratlon of exceptlonalmchlldren R

into, the normal school patterns Snow s aptitude-treatment- 1nter-
actlon hypothe51s is 1mp11c1t to the process of 1nd1V1duailzed

planulng and 1nstructlon " The ATI hypot he51s is based on the be-:

"lief that a students' attr1butes or aptitudes w111 pred1ct a re-

.sponse to 1nstructlon dlfferently under dlfferent 1nstructlona1

conditions. The ATI approach assesses the students apt1tudes and

-and se1ects from a variety of a1ternat1ves the most appropr1ate in-
'structlonal materials and methods to maximize his ach1evement and

" total development (Snow, 1976). The system or organlzatlon wh1ch

currently exists to accommodate the track1ng approach must adapt

or change to effectively implement an 1nd1v1dua112ed currlculum

\ -' ¢ ' ‘ |
: . . : . ? .'": B ’ : ' . N



‘dures - become commo place in the education setting.

~and redesign of the

\\.‘

For individualized instruction to be successful, for main-

P . .
- atreaming to work, for the streaming approach to become obsolets,

it is-imperative that ATI, precision teaching, programmed instruc-

tion and other compardbiemindividually planned ¢G¥£iéﬁium'pro¢é4'”‘”"”“

The managem'nt system or organizational structure in the

traditional educational setting must undergo fur damental reform/

-

ducative process. "Individual 1nstructiona1

\
\

systems are part of 'a total system, and any change in onenpart_

.will affect the other parts..;radical changes of the type'demanded
%\ .
‘for 1nd1V1dua1 1nstruction may have traumatic effects ‘on othe{\

subsystems (Meisgeier, 1976 p' 36)

These organizational changes w111 1nc1ude redef1n1tion of

-the roles and respon51b1f1t1es of educators in the system, both ’

~at the administrator/and practitioner 1evels, a readJustment of the

/

-~decision mak1ng nrocess for individual—placement- decisions, real-

/-
location of f1nancra1 resources for -cost effective p1ann1ng and

instruction of a11 students; reassessment of the goals of the ed-

ucational system as a community interactive agency.' Table 2 sug-~,

gests a continuum of administrative arrangements for=the de11very
of services to hand1capped exceptional children and also’ 1dent1f1es

the respon51b111t1es of a variety of personnel roles charged with

- the 1mp1ementation of these programs

The $erV1ce Delivery section of the Special Education Ad-

ministrative Policy Manual (Torres, 1976) proposes a variety of
program'alternatives consistent with the continuum'of‘services pre-
. * \ i

sneted.in peno'sAcascade. In addition, the Policy Manual suggests .

10 | . e

“r



TABLE 2

Education Services for EMR Children

\ o : j : ., , . : ' , /
Personnel Roles ﬁ Administrative Flacements
g '
1. Paraprofessionals--support and extend 1. Nongraded, open school arrangements—-
the capability of classroom teachers.’ . - self-directed learning, individually pre-

scribed instruction, etc.

ot - . '
2. Case managers--assume child advocacy - 2. Regular class--special education sup-:
« roles, coordination of services, etc. port to classroom teacher.

: : - : 0 3., Regular class--special education as-
3. - Child development specialists--expand sistance to classroom teacher; 'short term-

the capability of ¢lassroom teachers to ancillary services to child (tutoring,
accommodate a wider range of individual diagnosis, etc.). .

‘differences. : : S - ' '
‘ - . i Regular class--intensive special edu-
ycation assistance to childrenn and class-

S Instructional specialists--serve reg- ‘room teachers.
ular' and special education teachers in R R e
consultative roles. - : : 5. Special.class--some academic and non-.

academic instruction in regular classes.

S

5. Resource learning specialists--serve . 6. Special class--only nonacademic con-
children directly and consult with class- . tact in regular classes. :
room teachers; specialize in particular : ‘ ' _ '
developmental' areas (Language develop- = . 7. Special class--no significant amount
ment, mathematics, etc.). _ of contact with children in regular classes.
. L . 8. Special day school for retarded pupils--

¢ . 6, Diagnostic specialists--diagnose edu- no significant contact with children in- -

cational problems; prescribe appropriate regular school settings. o
" materials. .

i a _ 9. Homebound ingtruction--individual in-
- | o : struction for children who are unable to
: 7.- Special education tutorial personnel-- attend school. - . ‘ :
' provﬂde short-term assistance to children. , ' ' o
T ' K 10. Residential school--contact with pu-
s _ - . _ pils in. nearby community prograns. :
8. Special class teachers--serve very

small groups of children with severe edu-- 11. Residential school--no significant
cational handicaps. - o ‘ amount of contact with pupils in communi-

-ty programs.

~ - ' . R . /,-

'~‘ \j - \ : LT, ) . & {/’ s
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_preschool programs, adult education, and community-based services.

In the administrative organization of ‘the school program, .
attention should be given to the max1mizing of the resourcefulness
of regular classroom ‘personnel by using teams of teacHers and
specialists, upgrading regular«and spec1al teacher training pro-

Re

grams, and u51ng résource room models rather than segregated or

isolated arrangements for students. ”The p1votal concern should

be the improvement of regular’schOOl programs as a resource for
exceptional pupils and'nOt the abrupt demise of any administrative

arrangement (Reynoldg é Balow, 1974,,p1 437);"

ALTERNATIVE APPROACHES TO MAINS?REAMINC

- What follows are alternative ways in which 1nstructional

‘'systems have responded to/educative reform, adapting organization-

ally to accommodate Lnd1v1dualized 1nstruction and ma1nstream ap—g

F

,/
proaches. oL
/”
The. Harrison University Cooperative Resource (Grismer &
/

Johnson,,l974) Center in Minneapolis was established 1n 1968 to

serve/the dual purpose of prov1d1ng alternative spec1al education

serv1ces to exceptional children and to provide a pracgicum field

setting for university students being“trained as noncategorical
resource teachers. The program is administered by a project direc- .

tor, jointly appointed and paid by the Minneapolis Public Schools -

and the University of Minnesota. The newly'established administra-

.'tive position in the public school system allows the pro;ect direc-

tor to be on an equal level with the building pr1nc1pal and his/her

assignment aS'instructor at the University enables'supervision of.

.{)'

~/ _a.



/

/

f =11 - |
the students in the practicum field placeégntz. This joint appoint-
ment and_committment implies a permanent relationship between the

- two'agencies on a long-range basis for the'purposes of program de-
'velopment | ’
Originally housed in the Adams School, the Resource Center

' project moved to the Harrison School when population began to de-
cline in the Adams School neighborhood. The project staff consists

of the project d1rector, two certified spec1al educatlon teachers
~and six unlvers;ty students.. Children who Teceive services of the
Resource Cehter have as their primary placementsthe regular class-
‘Toom. - o o - - -r; | j

Placement decisions are made by a Pupll Personnel Team, in-
clud1ng a psychologlst the pr1nc1pa1 school SOc;al worker, spec1a1
-educatlon teachers and the regular class teacher SIt IS essential /
Ato this program that regular educatlon personnel be 1nvolved in the
program planning, as shared, respon51b111ty in declslon making allows
for cooperat1ve plannlng and mlnlmal conflict between regular . and.
spec1al educators | ;' _- _

After the 1n1t1al tWO" week placement of half- hour dally
sessions for test1ng and evaluatlon, a case planning conﬁerence ‘is
convened. to develop ‘the educatlonal prescrlptlon ; Ind1v1duallzed 1n-:'
structron of 30 to 90 miautes daily in the\Center, offer the chlld the
Iopportunlty to develop approprlate social behavior, to learn/to work
independently, to acquire academlc skllls,‘End to part1c1pate in
.group discussions. For each 1nd1V1dual caae,_every attempt 1s made 7

to match the appropriate educatlonal materials to the child's learn-

_ing characteristics. _
' ~ 0

" s




- 12 -

The integral components of the Resource Center operation

.are team prescriptions (which involve regular education personnel’

fully), indi%idualized instructional objectives (which are re-/
/
viewed and rewr1tten every four weeks), and evaluation procedures

A(whlch requ1re each. chlld's activities to be recorded dally)

The Seward- Un1ver51ty Pro;ect (Deno &’Gross, 1973) is a co-
operatlve agreement between the Minneapolis PuLllc Schools and . the
Un1ver51ty of Minnesota Department of Spec1al Educatlon The pro-.
ject is designed to improve,the quality and quantity of spec1al ed-
ucatlon serv1ces and increase the opportunity for and the effective-

|
ness of 1nserv1ce to develop a. spec1al educatlon service system,
while the local school dlstrlct provides for the un1ver51ty space
for f1eld-based inservice and pract1cum 1te for preservice
tra1n1ng | |

Un1ver51ty faculty moved 1nto the school building to func-

tion in a consultative assistant capacity-in program development.

The'responsibility for the:special services program development

lies with the school and the. communlty

‘Program goals include: (1) all chlldren 1ntegrated and as- -

Y

slgned to regular classrooms; (2) no use of diagnostic labeling;

(3) reorganlzatlon of the bulldlng level adm1nlstrat1ve and service

dellvery arrangement to create a support system for spec1al educa-
tion services; (4) de51gn continuous inservice tra1n1ng opportun1-
Ty

ties.
The key. resOUrce in this individual program modification

system is the Spec1al Education .Resource Teacher (SERT). The major

respon51b111t1es of the SERT.are d1agn051s,.commun1catlon with all

2N
e )
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progress.

of the project

The handicapped child's '"problem'" is not
his physical_or mental dlsab111ty as tra-,
ditionally defined; it is the dlscrepancy
between his performance and either the
implicit or explicit performance desired
from him by his society (p. 111)

f District (Taylor § Solloway, 1973) is a cooperat1ve arrangement
.between a local school district and a state education agency. The“.

first basicfpremise of the project is to reject'traditional labels
and categories and View chiIdren in educationaii?}relevant terms,
1earn1ng strengths and. weaknesses This is a motement in the di-
rectlon toward 1abe11ng the services rendered and not the children
served. -The project specifies competencies in four areas to deter-
mine readiness for regular class placement: (1) pre-academic; (2)
academic; (3) setting; and (4) reward. This instrument allows the
chiid to he assessed according to his strengths -and abilitiesAfor
functioning in the regular classroom env1ronment A Learn1ng Center:
flexible in 1ts phy51ca1 arrangement is staffed by spec1a] educa-
tlonal personne1 and works with children whose\functlonlng level is
I and II in the pre academic and/ academic competency areas. ThlS

setting is de51gned to increase competenc1es to ready ch11dren for

regular class placement Com un1catlon between the regu1ar c1ass

-teacher and the Learn1ng CentEr staff is begun well before the re-

integratlon p\ocess

The Hou ton P1an/(Melsge1er, 1973) 1nvolves 85 e1ementary

schools in the 51 th 1a{gest school system 1n the country. The
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~Houston Plan _was developed in response to. the Texas State Educatlon
program P1an A which aims at creating a number of alternatlves for

¥
////proV1d1ng comprehenslve services for exceptlonal children. The

un1que aspect of this plan is that its goals relate to enhanced ed-

%

ucational pLannlng-for every'chlld. The long range goal of the

‘\

Houston P1an 1s ", .to transform schools into institutions that w111
foster the growth of competent 1nd1V1duals who can deal realistical-
1y and effeftlvely with the" rapld growth of new technology -and
knowledge (p 133)"': Immediate goals 1nc1ude » (1) mak1ng entire
educatlonal process respons1ve to every child's strengths and weak-
ness; (2) making curr1culum relevant and 1nterest1n2, and (3) hu-
manlzlng and personallzlng the 1earn1ng enV1ronment

 The first. step in implementing the plan requlred a reorgan- T

1zatlon ‘of the adm1nlstrat1ve structure. The’ Psvchologlcal and

o Spec1a1 Educatlon services comb1ned to create the Center for Human

o R

Resources Development and Educational Renewal This, name reflects _—

“the new emphasls on human development rather than a negative cate-
gor1ca1 approach The second part of the name ref1ect= a kev ele-
ment of the plan, the extensrve program for growth and enr1chment of
the teacher. X: »‘ v ' - /
Lo The program works toward the goal of integrating the regﬁ-
1ar-and special educationiprograms considering every child, indi-
vidual in his needs andtlearn{ng styles;‘and hence, every child as’
. deserV1ng of special educatlon | The concept'of the classroom teacher

in the Houston Plan changes from the traditional role as dispenser

of knowledge and director of ‘the class. Rather, the teacher S role :

P Roug
~
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.is‘to°facilitate and advise the child in the learning process,,

_teaching the child how to learn, and personalizing and individu-
] J B o 2 . - | .
alizing the instruction so the child may become responsible for

his/her own learning. ‘In each e1ementary'school a Precision
i

Learn1ng Center provides specialized support serv1ces, resources,

and 1nstructlona1 materials for the teacher and the ch11d The
o

Preclslon Learnlng Center serves the organlzatlonal structure 2

to effectively combine the efforts and resources of both “the spec1a1

and regular education departments to most comprehen51ve1y and in-=
v dividually meet the needs of every child in the school district.

The Statehof Maryland Department of'Education (Mopsik 5&‘%

. o

Hession, 1974) has desigred an organizational structure to'provjde

" a cont1nuum of spec1a1 education serV1ces The goals of the

continuun of services design are:. (1) te prOV1de more adequate

serV1ces to a greater number of handicapped . ch11dren, (2) to 1n-
crease the number of children ma1nta1ned in the ma1nstneam of edu-
cation; (3) to decrease the number of children rnlegated to self- .

conta1ned classes; and (4) to prevent SETIOLS 1ea ning problems

~
through early 1dent1f1cat10n andvremed1atlon The*contlnuum con51sts

|

of seven programs of educational services from the|most restr1ct1ve

p1acements of the, re51dent1a1 sett1ng to the least' restr1ct1ve p1ace-?
)

ment, ut11121ng consultant services. The seven prqgram a1ternat1ves

- 4

on the continuum areg (1) Consultant services: o 1ented pr1mar11y ‘to .

the prevention and early identification,.intervent on of 1earn1ng ‘

’ | N

and soc1a1 adJustment problems before they become a4 major hand1cap,.
(2) Diagnostic Presc11pt1ve SerV1ces purpose of performing ‘educa-

~tional assessments.of children referred for learning problems,
- /’ “! ) \.\

LI ' '."'\ . P Lo o

Pl . : ’ Lo -5
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developing an educational prescription based;on-the child's indi-
viduaiﬁlearning profil® and determining an dopropriate placement in
cooperation with other Professionals. Thevdiagnostic preécriptive
teacher also provides COntinuous foliowfup and supportive services;. .

(3) Itinerant Services:. designed to provide supportive services,

both in group and indivVidual settings, to children with visual hand-

icaps, speech, hearing Or language impairments, (4) Cooperative

Services: provides a T®source room setting for specialized tutor-

‘ial assistance for children assigned to regular classrooms. When .

problem is remediated OT minimized, child returns full-time to

regular classroom; (5) Special Class‘Services: self-contained spe-
cial education classes in the public school for severely handicapped
students wnose educatiOnal needs .are unable to be approprlately met

in the regular classroom; (6) Nonpubllc.Spec1a1 Day Classes. home -

hosp1ta1 teachlng programs on a day ba51s, (7) Re51dent1a1 Services:

therapeutlc and care sex Tvices provided to- severely and profoundly

handicapped chlldren. ' . - ”k"“mn

.

This design allows for. movement along the continuum to offer

‘each ¢hild the program With the greatest degree of intervention appropri-

ate to his needs:and handicep As students move along the continuum
to least rest1ct1Ve alternative p1acements and require less suppor—
t1ve serv1ces, the design becomes beneficial, not only to the chr}d,
but to the fln?nc1a1 cOst of his educatlon as we11 . The . inserrice |
training component is Crucial to the prOgram to" prOV1de within ‘each

school: a nucleus of tr@ined personnel to determine and meet in-

o~

serv1ce training needs and be reSpon5101e for prOgram development

<\

9.‘,’ .

rw
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implementation and evaluation. .Thus, teachers and direct delivery
lpersonnel assume the leadership'in each school, becoming a resource
to create a multiplier effect h ,
. Ind1v1dually Prescribed Instruction (IPI) (Scanlon, 1971)
is an instructional system based on the spec1f1cation of learning

teachlng mater1als The IPI system stresses individual pupll as-

sessment and empha51zes cont1nued mon1tor1ng of pupil progress As
/

spec1f1ed objectives are achieved, the teacher assesses the sfudent s -

—

achievement and using results of a pre-test to represent the goals
of the next learning unit and considering the student's individual

learning style, the teacher prescribes a learning prescription,\a

set of objectives and matching instructional materials for the child's

prograﬁ. In the IPI system, the teacher's role changes from that of

a ‘'vendor of imstruction to progress analyzer, tutor, and instructional

manager. The student's role also changes as he/she'becomes instrﬁc-
"tional agent of his own work, accompllshlng presérlbed ob3ect1Gés

at his own rate of speed to his own level of satisfaction. Thelr le
of the teacher a1de is to score the student's work and report the \

/ [

ach1evement to the teacher.' This IPI system does jnot depend oh ho-

\
mogen\us grouplng as there 1s prercqulslte achievzment level to attain.

The sett1ng, therefore, allows retarded children, learning disabled

/

children and other exceptional children to work together in‘a learn-

_ing environment with normal peers without the threat of haVing their:

own learning inadequacies amplified.

The Prescriptive Education Program (PREP) (Frankel, 1974)

s
~ L)
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'in the Portland Public Schools is based on the vision)of\é\humggiil;f '
'ingaprocess of education and the’comﬁittment~to the concept of- the P
human being as a subject, who reflects and acts upon reality in or-
der to transform it, and not es an object‘eo be known and manipu-'
llated The emphasis of the PREP design is on creatlng a 1earn1ng en-
vironment to ameliorate learning d1ff1cu1t1es before behavior pat-
terns become habitual and negate the possibility for a profitable
school experlence As the emphasis of PREP is on preveotion, the
'program tends to concéntrate in the lower and intermediate grades.
Essent1a1 to the program are (aj accurate assessment, (b) prec1se
prescrlptlon, (c) avallable resources, and (d) continuous assess-
mént. 1In sddition to the instructional goals of PREP affectlve
ObJEL ives include (1) facilitating the sharlng of ideas and feel-
ings among school personnel, parentsvand puplls, and (2) helplwg
to build confidence in the child and those who -are working with
him/her. |
Supportive services provided by PREP personnel include
consultation to principals and classroom teachers in the develop-
" ment of new'options and expansion of existing»options to more fully
A meet the needs ofiexceptional children in the mainstream environ-
ment, in-the educ#tional ahd_psychoiogical assessment process, in
f\\}he design and imolementation of individualized instructional pro-
grams, in the design of programs to meet emotional and social neceds
of individuals? in the decision process regarding the plecement of

1nstruct10na1 programs. PREP personnel also work directly with

children and their fam111es prOV1d1ng 1nstructlon, guidance and
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A major aspect of PREP is planning and implementation of
PREP personnel consist of diagnos-

support.

communlty interaction programs.
t1c teachers, readlng speclallsts, psychological examiners and

The PREP Staff work cooperatlvely in a team ap-

speech c11n1c1ans
proach in which the ch11d's teacher is seen as the central member

of the treatment team
The Educational Modulation Center (Adamson & Van Etten,

1970) approach, developed in Kansas, empha51zes the match1ng of

appropriate 1nstruct10na1 materlals to the student s 1nd1v1dua1
The system operates through the uti-
Descrip- |

learning characterlstlcs
lization of a prescriptive materials retrieval system
»- 2 » f

/

J

tion cards are used indicating the content area of instruction,

!

the intellectual 1eve1 of 1nstruct10n, and the type of instruc-
tional material most su1ted for the 1nd1v1aua1's learnlng ab111-/
Instructional materials

tactile, etc.). y
{ B !
' /

ties (auditory, visual
are then readily retrieved which matchAall thrpe component de-
The aim of this approach is to improve the child's.;

v

i

The use of the system, then, reduces the number Of/

scriptors.
educational skills to allow him to be maintained in the regular'

c1as=room
spec1a1 class placements, changes the role of the bu11d1ng or |
district spec1a1 educatlon personnel to that of d1agnost1c1an |
and consultant, and charges the respon51b111ty of serV1ce de11very
: | /
) : |
. R /}

to the regular class teacher




The Var1ab1es Influenc1ng Performance (VIP) project
(Haring § Miller, 1973) was a one year B E H funded cooperatlve
~program between a local school dlstrlct and the Experlmental Edu-

' cation Unit at the Un1ver51ty ef Washlngton.- Through the use of
behavioral objectires and formative measurehents,of student's pro-
gress (probes), thls data-based program incorporated the use of
'prec151on teaching technlques and behavior dnalysis principles
1nto-speC1a1 education programs at the‘secondary level.

The project involved the EEU staff»of the University of -
Washington, four teachers of the Mercer Island School Dlstrlct,'and
four half tlme adult a1des. The goals of the proleet were to in-
struct unrespon51ve Junlor-high school students more effectiveiy
and. to train staff to apply precision teachlng technlques. Three
1nstruct10na1 variables of the project included (1) 1nd1v1dua112ed
1nstruct10n, (2) systematic re1nforcement, (3 continuous measure-
ment of performance;f Ind1v1duallzed 1nstruct10na1 unlts allowed
students to progrese at their own rate, chart their own data, and

’.be re1nforced for successful achlevement of learning obJectlves by
free time or "leaving school early The role of the teacher aide

was to keep track of pupll's progress.and provide necessary%instruc-

tional materiaIS< The teacherTs role changed frdm one of instruc-
tion and 1nformat10n dlspenser to one of env1ronmenta1 manager,
prescribing an 1nstruct10nh1 arrangement for Jnd1v1dua1 students

to assume each was achievi ng to ‘the max1mum of hls ab111ty in a.

/
learnlng‘env1ronment most sulted to.his needs.

(W

)
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'fac111ty, supported by twelve school districts, de51gned to perform

Downriver Learning'ﬁisabilities Center in the School Dis.: -

.trict of the Clty of Wyandotte, Mlchigan (1971) ‘is an outpat1ent

an assessment.functien only of learning disabled students. The‘in-

structionalfcemponent of this program is performed by”tnewehild's
home' teacher and the school. A child's referral to the Center
initiates with the classroom teacher and goes through -the special
services department of the local school district, where preliminary

tests are administered to determine eligibility. The referring

‘classroom teacher accompanies the child to the -Center, becomes or-

1ented tc the diagnostic instruments and observes the child being
tested and becomes fam111ar with instructional materials being Tec-
commended for the child. The Center staff arranges & case staffing
conference including'classroom teacher, building principal, school
distriet diagnostician, remedial reading teacher and other persons

involved with the child. Ten weeks after assessment, Center staff

member visits classroom setting to discuss child's progress and up-

date .instructional. recommendations. “This approach offers the regu-

e e,

1ar classroom teacher -an opportunity to augment assessment and
diagnostic skills and become more knowledgeable of 1nstruct10na1
strategies consistent witn individual learning styles; thus, the
necessity for special ciass placements is reduced as the regular ed-
ucator becomes more'competent and confident to handle speeial learn-
ing-problems in the_mainstream environment: e
-Committment_ef educators, parents,gsociologists and psychol-
ogists to the viabilityvand desirability ofrmainstream as the most
effective speciai education arrangement,'as;purported in Birch's a

90
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et

.conclusion, has resulted in the establishment of a legal base to

guarantee'due process and constitutional rights tc all handicapped

[ad

- ‘persons., R1chard Johnson (1974) 1nd1cates "...current major empha-

sis on the rights of "the handicapped has come about thrOUgh the
courts of our 1and (p. 17)". Birch (1974) cites court actions and
civil rights actions against segregation as two of his~eieven mo -
tives cau51ng pressure toward the mainstreaming movement. Reynolds
(1974) h1gh11ghts "judicial -interpretations" as one of the five
factors Telating to the tendency toward mainstreaming.

Three fundamental. cases which have set the constitutional
ba51s for a r1ght to education for a11 ch11dren, including the ex-
ceptional child, were heard in Pepnsylvania, Washington and New Or-
leans. | '

In 1973 the federal court in Pennsylvania ordered zero-reject
education for all retarded chiidren The court4order further'de- .
| f}ned the "appropriateness" of the program, ‘that it be determined .
within the confines of the most integrated, most 'mormalized" enf"

. vironment. ‘ | . | )
" The Mill vs. D. C. Board of Education, in 1972, further ex-

panded the right to education, zero-reject mandate to include all

-handicaps and not be limited in its interpretation to only mentally:

-

retarded children.

A further dimension of the right to education mandate came

1n 1973 with the Lebank vSs. Spears case. The New Orleans court

-

jordered that a written and individualized p1an be required for the

bt
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. education and training of every exceptional child.®
These three requirementssof zero-reject education in the

most appropriate integrated environment, for aliﬁﬁéﬁdicaﬁpedichil-
“ated into recent federal legislation, P;_L. 94-142; the Educaf&on
for All Handicapped Children Act, signed into effect

November 29, 1975. This:federal-enactment mandates these right to

education requirements for all states.

"Integration is a central constitutional value -
not integration that denies difference,. but, ra-~
ther, integration that accomodates difference,
that appreciates it and celebrates it. Thus, more
fully stated, integration and individualization
are among the central constitutional values;.inte-
gration most often taking as its, label_at the law,
equal protection, and individualization, taking as
its label, due process (Gilhool, 1976, p. 6)"..

Upheld by sound‘tenets'of'social philosophy, psychological
" theory, and constitutional values, mainstreaming as an educative
process would appearffg/be the most desirable special education

arrangement.

//.,.

el

~

.

" * The purpose of this paper is not to explore in depth these in-
dividual cases, but rather to highlight them in summary as signi-
ficant and substantial cases in building the legal foundation fer
the right to education mandate. The reader is referred to the
specific case references for further detail.
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SUMMARY

In concurrence with Dr. Birch's conclusion that mainstream7

-

‘ing is the most desirable spec1a1 educatlon arrangement and the

o . hd

" direction toward wh1ch all educatlon systems should be mov1ng, thlS

'wrlter has substantlated this belief from a soclolog1ca1 psycholo-

. gical and 1ega1 basis., It is 1nherent in the phllosophlcal concepts

of mainstreaming to prOV1de social opportun1ty, instructional ex- .

periences*and individual freedom to maximize the personal and ed-

,ucatlonal growth of every child. It is the”contention of this

wr1ter that the components of conventJonal and a1ternat1ve educa-
tional systems (self-contained classrooms,.categor1z1ng by handi-
cap, instruction by mass homogeneous groupings),deny the exception-
al chiid his/her ‘right to an individualraed educationaltprogram.
The oppbrtunity to achieve .to maximum potential and eXperience re-
Ward, self esteem, and self- conf1dence are. 1mpedea by trad1tlona1
special educational curriculums. Special educatlon should 1ndeed
be "special'"', of a quality'consistent.w1th that of general eddca;

tion, and administered with at least the same degree of concern,

¢

- dignity and priority as general education program ‘Until all ex-

ceptlonal children are acknowledged as individual persons and af-
forded an individualized and approprlate educational exper1enCe,
their. prospects of becoming functional, contributing members of

the1r society and environment will be threatened It is not the

intention of thls wr1ter to suggest-or" advocate that all spec1a1

educatlon classes should be 51ngu14r1y abolished and replaced im-
med1ate1y by mainstream education. Rather, 1t is suugested in

concurrence w1th Dr. B1rch that this is the directior toward
/ R

/
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Wthh educatlon should be moving. J It is just as necessary to 1den-

tify and obta1n approprlate resources (flna;c1a1, nater1a1 and hu-
man) and to understand the most effective organlzatlonal structure
for the individual school distrigts. Approprlate and adequate
.training in both attitude and skill development are crueial ure-
requisites before eﬁfective main'treaming_ﬁay»be achieved.
Whatever organizational rrangemeﬁt is implemented to fa-

/-

cilitate the mainstream process,| certain bas;c procedural compo -

nents and criteria should be 1n70rporated /(1) Diagnosis and as-

“sessment should -utilize informal dlagnostld technlques as well as
standardized tests (1f app11cab{e at all) and results should be
stated in terms educationally r 1evant to the ehlld's progress;

(2) the placemeut process shouyd be flexﬁble to allow the ‘child
continuous movement along the ﬁontinuum of educational environments,
so at any time in hislprogramxlthe chi{d is receiving the appro-

Ipriate ahd reqmﬁred speciali?%d services with the minimal degree of

wrestr1ct1veness, (3)_ the chlfd's 1ndJV1dua112ed program and place-
ment should be rev1ewed regularly and mod1f1ed when appropflate,.

‘(4) case conferenc1ng shoulé include the parents as -well as all

professional personnel 1nv?1ved with the ch11d

i T
[y
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With the increasing committment and belief of educators
to the effectiveness of the "mainstreaming" approach (as docu-
mented in Section I), the necesgity of preparing regular class-
room teachers to offer appropriate instructional pregrams to handi-
capped students in the regular classroom increases in importance.
As traditional preservice education programs do not require special
education preparation for regular classroom personnel, the training
must be designed and implemented at the inservice level (Yates,
1973). Additional support for the development of inservice educa-
tion is evidenced by the fact that most school districts| are over-
supplied with teachers. Their interests, therefore, are on re--
training present personnel and redirecting them to new roles rather
than recruiting a new staff (Reynolds, 1973).

If regular classroom teachers are to be expected to accept
" handicapped students ‘into their classes and to have th skills to
effectively teach then, training programs must be oriented toward
-affective as well ac cognitive goals It is as important that
regular educators, teachers as well as administrators, develop and
attitude oftacceptance and committment to mainstreaming to organize
administrative struLtures as'well'as classroom environments to fa-

- ¢cilitate the placeant of exceptional children in the "normal' en-

1}

uironment for the'greatest percentage of time possible.

The pre- and post-test-data of a control group of ten teachers
participating in anlinserVice training model utilizing the labora-
tory/experimental approach indicated a. significant difference in
their attitude toward the integration of nandicapped learners in the
regular classroom "Data indicated an increase in their perception

of the pOSSibility of successfully educating handicapped students

in the regular classroom environment (Yates, 1973). Yates' study
A0 '
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has demonstrated that training criented toward actual expetience
is‘mote effective than the traditional-lecture format of teaching;
_IOne'of the basic concepts of mainstreaming is decategori-
zatlon This concept imﬁlies accepting a child as an individual
w1th learnlng strengths and weaknesses partlcular only to himself.
This concept 1mp11es an att1tude on the part of the teacher that
..a child has integrity and I will teach him no matter what symp-
',toms'he;shows, 3 willingness to ignore wheteVer labels have been
attached, a need not to know his label, but a need to know his as-
/sets_and weaknessee and take it frc . there, an experimentalLatti-
] tude, an attitude of accountability to self for a chiid’e failure
to learn (Hufley; 1974, p. 449)". Martin 11974) also supports that
" ..we can predict that much of this training willk be rationalistic
and skill oriented end fail to-respond to feeling and attitude is-
sues., It may also be that the practical involvement which should
be part of thevtraining will be relatively laissez-faire and not
carefully or intensively supervised‘(p. 152)". In his address to
the Dean's ProJect Conference in 1975, Martin. again emphasized the
" concern for attitudinal issues. "He1p1ng teachers to deal with the
‘uniqueness of chiléren is basically an attitudinal problem... that
1touches the belief system and self-concepts of teachers'(ﬁartin,
..1976, p. 3)" It is not enough to just "instruct them on the be-
yhav1ors, but to help" them ‘understand their fears and prov1de them
\w1th asolstance and materlals In short, we have to work’w1th the‘
Efull fange_of skills, competencies and attitudes (Martin, 1976,
¥.4)V- The objectives of a.study by Johnson § Radius (1973) also
\ ' ' :

| Y R
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were directed toward establishing a positive Working,and atti&udi-
nal relationship between_spécial andjregular educapors throué the
Team Learning Center (TLC) ﬁnserv1ce program. Hgwever, the 4 port
cited 1is inconclusive in documenting any ev1jence that workin Te-
1ationsh1ps and attitudes 1mproved during the three month trai ing \\\\\

- process. A crucial aspect in the 1n1t1a%/phases of the main-

' streaming process is to assure the receptive attitude of the gene-
~ral education community/to the concepts of mainstream education 5\
Based on the: assumption that regular educators are‘recep-
tive to this trend In education and that "spec1a1 educators are
r  willing to help in the process of mainstreaming, reject the special
enclave theory and mode of operation as a sufficient perspective for
their field, and, instead, .. .will join in broad efforts to build the
accommodative capacity for exceptionality in mainstream settings
(Reynolds, 1973, p. 3)'", it becomes the purpose of inservice edu-
cation to be concerned with the development of teachers clinical
iSklllS in the use of appropridte methods and materials, and the train-
ing of both regular and special educators to accept new roles and L
responsibilities.
| The-effective'integration_of exceptional children in regu-
lar education'will be possible only when regular and special edu-
cators combine their efforts, skills and competencies and.move'toward
a t2aming approach in education. Planning the educational pregram,
determining the placement, and implementing the individualized pro-
cess require cooperation and joint responsibilities_oflboth,the

regular and special education departments of the school district.

Therefore, the training responsibilities, as well, become the concern

.
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';of both departments.

No longer is the training of teachers or special |
personnel clearly tiie responsibility of one group
or the other. Territorities are being invaded.
Both regular and special educators are. looking
again at the generic. and special skills that
. teachers should have and who will train them. The o
changing role of teacher from being confined to .
a self-contained class to participating on teams,
from the role of dispenser of information to fa- -
cilitator or advisor, has created new interfacing
problems (Meisgeier, 1974, p. 20)..

If regular classroom teachers are to be faced:With‘the

challenge of educating exceptional cpildren, they must learn new

- T>skills of informal diagnosis, classroom managémeht, individual-

" .iZed instruction, and parent involvement ‘and counseling. The

ski}ls of the regular educator must become more generic in nature

i

wﬁile the special educator develops skills of,consﬁlta;ion and ad-

-

vising in offering support services to enhance the: regular educa-=

‘tor's self-sufficiehty ig dealiﬁg with children with a broader

i

range of individual diffexences.
The gcéal of inteéra ing handicapped children .more e
successfully into\ regular education settings and -
programs will be possible only when every teacher
. . has expanded skills_in dealing with a fuller range
of behaviors, and when teathers conceptions of
themselves and their skills allow them to approach
the -wider range of children's behavior with confi-
dence, not to be afraid of an individual who-dis-
plays some difference (Martin, 1976, p. 5).

' In this reéard then, the specialist's role“chénges from
working directly with the child fér a portion of the'day outside of
the regular classrooﬁ setting, to working directly With‘the teacher,
;ﬁ'thehglaésroém, iﬁStructing him/her.in instructional,-diagnosti;

~*  and reinforcement techhiques. The specialist is utilized as a

b
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resource to enable the regular educator to acouire the skilds.neces-
sary to deal effectively ‘with the classroom 51tuation. ~Tuese role
expectancies and training d1rection< are the goals of several new
7tra1n1ng programs and the competencies for the emerging profe551on-
al, Lilly (1971) purports the role of an 1nstructional specialrst
ig to change the behaviors of. the classroom and to enable h1m/her

to change the behavior of the child. "At-no time during the period
of serv1ce...remove the child from the classroom for individual
work, whether... diagnostic or tutorial...this pract1ce in no way ”?/”
prepares the teacher to perform this functlon in the future (p 746)"

The Consulting Teacher Program (McKen21e, et al.,‘1970)

’ prepares a specialist with skills to consult and train other_teachers
in the application of behavior modification principles to handi-f'
capped children., '...consulting teachers have no direct classroom
.responsibilities...Diagn051s and remediation procedures are under-

’”_f"”taken by the child's teacher in his own classroom W1th the help of

the consulting teacher (p. 142).

Shaw § SHaw (1972) have developed a training program to

"train a classroom spec1alist whose‘primary roles are .to arrange and"

(

. con.luct inservice programs for teachers, prov1de and demonstrate use

e

of instructional materials and evaluation 1nstruments, and to pro-
vide research informaticn regarding effectiveness of alternative
strategies. The classroom spec1alist does not ever work with a

1

child unle<§’tc model a technique;or material to be used by the
teacher. nith profe551onal compe&ence and interpersonal skill, the

* .classroom’specialist buildsﬂtonfidencegin the classroom teacher
‘and thus, becomes an agent inxthe progression‘toward teacher

U 16




- self- suff1c1ency

Reynolds § Balow (1974) schematlcally represent the rela-

thnfhlp between regular and special educators as the ab111t1es and

competencies of regular educators grow through the a<51stance,

training and'consultatlon of speclal support and 1nstructlonal ser-

'v1ces In Figure 2, c1rcle 1 symbollzes the teach1ng competencles

presently possessed by regular teachers The dotted portlon (2)

represents the expension and growth of these ab111t1es through ‘the

a551stance of specialized 1nstrur1lonal services represented by the

smaller circles (3, 4, 5...N). ~ . '
The skills of effective  leadership-as developed in the Life

Cycle theory of LeadershipT(Hersey'G Blanchard, 1972) are also im-

portant competencies_for the special educator. If the special edu-

cator is to assume the new role of specialist, consultant, advisor.

and develop cooperat1ve and communlcatlve relatlonshl*s with the

hregular educatlon~personnel it is.important that he/she be sensi-

htlve to the needs of the "regular classroom teacher and effectlvely

apply the most- appropr1ate style to assure acqulsltlon of new teach-

ing skllls and techniques.

Hersey § Blanchard c1te maturity level as a key cr1te11a

to determining the most appropriate leadership style. Maturlty is

- defined as the capacity to.set high but attainable goals (achieye-

ment mot1vatlon) the w1111ngness and ability to accept responsibil-
1ty, and the degree of relevant. educatlon and experience. A var1ety
of leadersh1p styles 1s determlned by the relatlonshlp of task-

oriented Jnd relatlonshlp -oriented behaviors. of the leader Figure
3 1llustrates the four basic leader behaV1ov styles. The Life Cycle

) 4
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'~ Figure 2. The relations of Special Instructional Systems (3,4,5...N) to
Regular Education (1 and 2) (Reynolds & Balow, 1974, p. 431).
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'Theory\ls based on a curV111near relatlonshlp between task behaV1or,n

relat1on hips behav1or and matur1ty (Flgure 4) . : B . o
In work1ng w1th a number of regular classroom teachers, the

specialist w1ll~alsowbe5work1ng with a number of individual behaviess .
and'maturity levels. Regular'classroom teachers may eXhibit a va-
r1ety of att1tudes toward the spec1al1st ranging from 1nt1m1datlon,
reluctance, and unacceptance to. trust, cooperatlon,'and acceptance
BehaV1or levels in term: of teach1ng sk1lls will also vary among
the teachers. ‘To be effective, the spec1al1st must be sens1t1ve

- and skilled “to know when to apply a hlgher task or1ented behaV1or
or a h1gher relatlonsh1ps behav1or Be1ng more structured and d1-’

\ _rect1ve with an 1ndependent teacher may result in a lack of cooper-m
ation and unacceptance. L1kew1=e, be1ng too flex1b1e and fr1end1y
w1th the teacher who needs more direction and t1ne may not prove.
effective in helping the teacher to learn new technlques and develop

E self-sufficiency; - : _ ) . '
c = Inasmuch as the ultimate goal in the service‘deliverv“svs- ' ,;.'&
~tem or organlzatlon is for the spec1allst to 1mpart new skllls,
| techn1qaesk\and attitudes to the regular classroom teacher, teacher
preparatlon\programs for the most part have not equ1pped spec1al
educators w1th the skills of teacher tra1ner This suggests, there-= ..
fore, ‘that a large\proportlon of the 1nstructlonal Tresources .re: 4.
quired for training are housed in the,un1versrt1es or institutions
of higher education (IHE). The development of an;organizational
- partnership between the educational agency and the university agency
1mpl1es the consideration of decision- mak1ng procedures and f1nan-n

'CLul arrangements conducive and s supportive to the program development
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\the unlverslty (IHE).

v ¢
ot -~

of both agenc1es. Thus, a partnershlp is to be organlzed among the

state educatlon agency (SEA), the 1oca1 education agency (LEA), and

. . \-\ S
pi ’ . . ' ‘\ ) -

Reynolds (1973) suggests a macrosyscem of both schools and

univensltles as a f-smework to planning and 1mp1ement1ng the imme- :

diately required tra:r.ug programs. His*macrosystem;presents five
alternative strategies or modes,of organrzatiOn frommthe-most cen-
tralized, to ones ihvolving biased power bases, to the more colla-
borative approaches. |

‘ ~The first model, the,Sovietized approach - emphasizes cen-

-tral, »state or national respon51b311ty for the spec1f1catlon of

1]

" needs ana\plans for the allocation of functions and resources. A~

to the IHE who, de51gns and 1mp1ements the tra1n1ng programs, w1th

central agency determ1nes how many, and wh1ch training cernters
will be operative in a part1cu1ar area.
The IHE Dissemination model and the Local Needs, Assessment

model give declslon making and f1nanc1a1 power to one individual

agency In the first case, f1nanc1a1 allocation is made directly

cooperatlon from the 1oca1 or state agencies only if they (IHE) so'

determine. The problem faced in this model is that of dissemina-

tlon and dlfoSIOn of the resources, as . the local school system is
f

_the ultimate consumeru In the latter model, the schemat1c approach

is directly reversed The needs of ‘the local school system are'the

primary con51deratlon,.and with the money in their hands, the LEA

»subcontracts out to other sources for the training, wh1ch may or

/
may'not be the IHE.

_
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The Voluntary Collaboratlon mode1 begins to approach co-.

operat1ve p1ann1ng among the agencles 1n the .design- and de11very , , A

of training programs. his model,caTis for sens1t1ve con51dera-

‘tlon and awareness’ among all IHEs in a given area to p1an the1r
/
programs comp11mentary to one another and not in an over1app1ng,

conflicting or compet1t1ve‘nature. This would maximize the po-

- /
tential utilization of all available teaching resources. .This

. \ . . P .
model also calls for consideration of the needs of the local and \\\\

<
o)

state education agenc1es in"'planning tra1n1ng programs at the IHE

1eve1 Movement toward this cooperat1ve p1ann1ng is= ev1denced by 'T.f\\i

o

a requlrement of the BEH Tra1n1ng D1v1slon that ‘all IHE applica-
. .tions for funds be accompanled by a summary of the needs of the SEA.

01~-ﬁagmgg, The mode1 Reynolds advocates is a further expan51on of this

e L R

collaboratlve\approach based on 1nteract10n of the IHE w1th SEAs

- and LEAs. This approach the Problem 801V1ng mode1 meets . f1ve cri-- -
ter1a of cruclal 1mportance for training programs designed to be re- r'c\
, sponslve to ch11dren s needs under the "r1ght to educatlon" mandate. i
These cr1ter1a are (1): 1ncrea51ng two-way communlcatlon amon’g a11
units; (2)'1ncreas1ng understandlng of prob1em sOIV1ng modes among
agenc1es, (3) resu1t1ng in satlsfactory standara= of quallty he1d
~in_all agenc1es, (4) enhancing 1mprovedJ¢ra1n1ng capac1ties of all
: agenc1es, (5) providing: for the de11very of all re1evant knowledge

to service settings.

&

Bl

If the maJor1ty of tra1n1ng }esources are to be 1dent1f1ed
\

"\ : and utlllzed from the IHE sector, thF questlon arises regardlng the e
efflcacy of un1verslty based 1nserv1'; -training programs as opposed 'Ti

to school or f1e]d based 1nserv1ce ‘training programs “ Edelfelt (1975)

7
q:~,~ N . w o 7

GNG e e o T ey
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has 1nd1cated hlstorlcal concepts of 1nserv1ce education that need . fﬂ




tobe changed to reSpond more effect1vely to needs today,. are that

-the programs have not been school-based, but rather they have be:n .
e delivered7mut51de the school on the teacher S owm,tlme, by non- schqol
»personnel Hence, the planning of the inservice programwdldunotaln-
-volve the, teachefrs or the school admlnlstratlon and it was not de-
,slgned as a comprehenslve training program for coxt1nuous professlon~

]

al development. In a recent review of research’ on 1nserv1ce educa-

-

tion, Lawrence, et al (1974) analyZed 97 programs. These stud1es,.
'conclu51vely supported Edelfelt s arguments agalnst the de51gns, ma-
ter1als, procedures and sett1ngs of historical: 1nserv1ce educatlon
" In summary, the stud1es revealed that school based inservice programs
as opposed to college based 1nserv1ce programs are more . effect1ve in
1nfluenc1ng teacher attltudes and mod1fy1ng teacher behaviors. In-
serV1ce educatlon programs are most effective when they 1nvolve the L
'teacher 1n plannlng, self- 1nstructlon, 1nd1v1dua11zed active part1c1-.e
pation - and experience. Teachers learn best when they have an oppor-
(tunlty to see a demonstratlon and apply a learned technique in the
tra1n1ng settlng Yates' (1973) study, applying a laboratory/exper-..
'ixmental approach, also supports the’ concept that teachers must have an.,
opportunlty to 1mmed1ately exper1ence and apply skllls that are be-;
- ing learned to their own pract1cal env1ronment : S
The Seward- Un1ver51ty collaborat1ve 1nserv1ce prOJect (Deno
& Gross, 1973) between the Mlnneapolls Publlc Schools and the Un1-’
iver51ty of M1nnesota, Department of Spec1al Educat1on, mod1f1ed

“the1r trad1tlona1 campus - based training program/and Un1ver51ty (

faculty moved into the Seward,School. Thls_EféJect is based on the‘
: . : . : \ '

/< ".4 o _. »' | /<i
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assumption that "training can be imprOVed,if the University will

move to the schools, rather than trying to move the schools to the

University (p. 109)". - The Uniwersity coordinates carefully ‘with the

needs of the local school systém in designing their course offerings

and ‘they actually offer university credit courses at the Seward

School The project has also incorporated the development of a

parent-education training program.

In the design of the—Consulting Teacher program at them}
University of Vermont (McKen;ie, et al, 1970). theMConsulting
Teachers who are housed in the school buildings are actually ad-
junct faculty of the Universfty program In addition to their cOn-
sulting and adV1sory role to the building teachers, . they are on- 51te
facﬁlky supervisors for teachers enrolled in the University progect.

Crucial to the design of apn inservice program 1s that 1t be
conceived as a total and comprehensive_training program.for.the en-
tire staff. Isolated day-long, or week-long, training sessions
which lack follow-up consultation and review and which do not fit

cleanly into the continuity of training sequence are not.-effective

"in changing attitudes, working relationships, 0% behaviros. To en-

courage a team approach toward the planning and 1mplementation of
educational programs, the de51gn of the training program should in-
corporate a team-training model. Teachers and administrators, both
regular and special educators,. need a setting in which to share in-
dividual beliefs, fears and skillsr The effective training program_

will build a'support system among staff members, reinforcing efforts

and enhancing skills.

. K
) - \ N
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Noncategorlzatlon of *h11dren implies noncategorlcal _ -
'teacher educatlon. "Tralnlng progtrams for teachers and other ed //
ucators of the handicapped should be made spec1f1c to instruction-

a1 systems rather than to categor1es of children... We should’ tra1n
and identlfy teachers by their competenc1es ‘. (Reynolds. & Balow,"
1974 (p. 437)." 1If training programs are to enable teachers to
become generic specialists dealing with a wide range of child be-
hamiors and learning styles, then the resources to build these gqev
nerlc competéncies will emerge from a variety of disciplines, psy-"-
chology, social services, special education, medicine and admini-
stration. Therefore,“as'teaching is a team effort, training of
teachers is aiso a team effort. If the unlver51ty is the provider
of training, then it-is necessary for thls transdlsc1o11na1y or team
“training'approach to be recognized at that level as well. "The
team teaching'aspeCt of the program capitalizes upon the strengths
~of faculty resources (Blackhurst, et al, 19735,p..288."

In addition to utilizing faculty and resources of the IHE,
other alternatives exist for the provision of tra1n1ng'programs for
school person cl. Among these alternatives are the state educatlon‘
agencies (SEA), the Bureau of Education for the Handlcapped (BEH),
“and’ profe551ona1 educational associations.

The inservice education component of the houston Plan is
the Educational Renewal Project (Meisgeier, 1973). Under,thls pro-
ject, teachers and administrators arevprovided with tontinuOus ed-
ucation in the use of the latest advances in the methods'and mate-
rials of personalized instruction. The inservice program, conducted‘
by thelTeaoﬁer Development Center; a dirision of sohool's adminiJl

~strative structure, is designed to complement the efforts of the

. o {
5}) 4
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comprehensiye_ Houston Plan and Texas Plan A, in meeting the goals
N of their educational process. a
}n the initial phase of the project, a team of six teachers
from each ofv85 partitipating schools, received 120 hours of trarn-
ing at the Training~Development Center. The TDC campus are~esta-
blished at designated school buiidings; presenting training activi-
t1es for admlnlstrators, teachers, and staff of the Precision /
lLearnlng Centers. The training act1V1t1e< include demonstratlon of
1nstruct10na1 mater1als and development of human, technlcal and con-
-ceptual sklrls_necessary for effectively 1ntegrat§ng and malntaln;ng
a%l childien in regular c1assropn settings. At the completion of

1ﬂo honrs ef training, the TDC staff visits the classroom to observe,
élnsult, and assist. The teachers then return to the TDC for follow-
JZ training This training program is based on the concept of the
>Houston P1an that every ch11d is an individual, with specific learn-
ing strengths and learning styles, and a special education program
~should be personallzed for everf\énlld in the school district. . The
Education Renewal Project is Qe51gned to retrain all personnel to
maximize the regular-special eéugation interface and thus approach
the goals of the Houston Plan.’ \

Under the u. S Office of Educatlon, the Tra1n1ng Division

of -BEH awards grants to state deparfnents and Regional Resource
€enters te_design and deliver inservice\training programs te meet

priority training needs. The program assistance grants of BEH are

directed to: : ' - \

R : N

-
N
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increase the quantity and quality of teaching per-
" sonnel and other special personnel for the educa-
tion of handicapped children by providing funds to
eligible institutions and agencies that have, or
will develop, programs for the preparation of such
personnel., The purpose of the special projects is
to develop, implement and evaluate training appro-
aches that are basically new ox which are signifi-

4

cant modifications of existiﬂg programs. Projects

include innovative approaches to the solution of

g?jg§.training problems (Whelan §& Sontag, 1974,

BEH grants may be awarded fdr a three year period which
qilows“agencies the opportunity to plan long-range training’goalé
ﬁ;nd design compfehensive training programs which are a bart‘of a
total system plan for the school district.or state depaftmént.

" The BEH funds also offer SEAs and LEAs to subcontract with other
professional agencies for the provision of traihing resources.

The'National Association of State Directors of Spgcial
Education (NASDSE) design and’implement traiﬁing programs for SEA
personhel. The content of their fraining is determined by a needs
assessment among all state departmehts; Training'models'ﬁhich
NASDSE utilizes are varied dependiag upon thé needs of fhefSEAg
NASDSE training activities include field-test modelé, traiping of

.trainers models, and the development”bf training guides and manuals.

The Council for Exceptiondl-Children (CEC) Has’re¢ently
’undérfaken‘the poliéxfto/develob a training diﬁensidn to enhance
program planﬁing and educational opportunites fdr all excéptional
children. Twé-déy‘institutes are designed to present indeﬁt study
and instruction and explore topic'areas to develop skills for ad-.

ministrators and practitioners. The CEC institutes are developed .
g pre one tl \ \

AY

with expertise'of‘pgrsonnéllof the local and state education Co.

&
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agencles and un1ver51t1tes throughout the country CEC develops a
series of 1nst1tutes on a particular topic area (Delivery of Ser-
vices, Early Ch;ldhood Educatlon, Individualized Educational Pro-

~gramming, Career Development) wh1ch is indicated as a priority

I'training need from'practitinners ini the field. . SEAs, LEAs and

“distiict and whatever resources are utilized to achieve the train-

IHEs are e11g1ble to subcontract with CEC £0r the delivery of

: tra1n1ng programs.

Whatever training design is determined by local school

.

-ing goals, it is-important that the training program address the

! Lo :
needs of a number of target groups. The need has been discussed

of tra1n1ng regular and special educatlon personnel in the shcools,
to devéelop cooperative working relations, team approaches to plan-
ning and 1nstructlon and attitudes of acceptance and support. In

addltlon, parents of\both "regular" and exceptlonal children should

be offered training programs to become familiar with organlzatlon-
al d1rect10ns of the school 'system and to learn ba51c management
skills to- apply at home to supplement the school learning environ-.
ment. currlcula shobld be developed for regular classroom stu-
dents to help them to understand the individual. d1fferences of

the1r ,classroom peers Children should learn about phy51cal dis-

4

ab111t1es, hear1ng and V151on impairments, and become fafiiliar ‘with

hear1ng aids, wheelchalrs, and even braille machines and brallle

)

texts.

.

It ls'of'equal'importance for the children who work and

’

play with exceptlon£l ch11dren, the school personnel who coopera-

tlyely instruct exceptlonal ch11dren parents and commun1tv pe0p1e

. !
. 50
A
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who are actively involved with exceptlonal chlldren out51de of the
school env1ronment to become fam111ar with %hem, understand then,

‘and work tpgether to help them all become productive.and contribu-
ting members of their society.




REFERENCES

‘B}éckhurst, A. E.; Cross, D. P.; Nelson, C. M.; &‘Tawney,'J. Wi
- Approximating ndncategorical teacher education. Exceptional
Children, January 1973, 284-288.

firgCorrigah,’D. Discussion In M. C. Reynolds Mainstreaming: Ori-
: gins and implications. Reston, Va.: The Council for Ex-
ceptional Children, 1976, 45-49. ' '

%

Dero, E. (Ed.) Instructional Alternatives For Excgptidnal Children
Reston, Va.: The Council for Exceptioral Children, 1973.

Deno, S. § Gross, J. The Seward-University Project: A co-operative
effort to improve school services and university training.
In E. N. Deno (Ed.) Instruction Alternatives for Exceptional
Children. Reston, Va.: The Council for Exceptional Children,

1973, 104-122.

Edelfelt, R. A. § Lawrence, G. Inservice education: The state of
the art. Paper presented at NEA Workshop.on Reconceptual-
izing inservice education. Atlanta, 1975.

Heath, E. J. Inservice training: A ﬁréposal'to urgrade teacher
readiness. Indiana University: Center for ‘inngvation .in

teaching the_handicapped, 1974,

Hersey, P. § Blanchard K. Management of organizational behavior.
New Jersey: _Prentice-Hall, Tnc., 1972.

Hurley, O. L. . The categorical/non-categorical issue: Implications
for teacher trainers. In S. A. Kirk § F. E. Lord. Excep-
‘tional children: Educational resources and perspectives.
Boston: Houghton, Mifflin Co:, 1974, 440-450.

Johnson, S. B. § Radius. M. MTeacher;in-service. Castro Valley;
California, 1573. e - 7
Lawrence, G.; Baker, D; 'lzie, P.; § Hansen, k. Patferns of effec-

tive inservice education: A state of the art summary of re-
search on materials and procedures for changing teacher be-
Rhaviors ir inservice education. Report prepared fcr the '
State of Florida, Department of-Education, December, 1974.

Lilly, S. A Training based model for special education. Excepfional-
~ Children. Summer 1971, 745-749. I - "

Mann,“P; (Ed.) Mainstream‘specialAeducationf' Issues aﬁd’perspectives
- in urban centers. Reston, va.: The Council for Exceptional ‘
- Children, 1974. L .o

\\
iﬂmMartin, E. IntegrationAbf the ﬁandicapped child in regular séhoals;
In M. C. Reynolds (Ed.) Mainstreaming: Origins and impli--
cations. Reston, Va.: The Council for Exceptional Chil-

dren, 1976, 3-5. _ .

e o e ST
(VA X - H . .- \’




REFERENCES CONT'D. .,

Martin, E. Some thoughts on mainstreaming. Exceptiénal Children,
November ‘1974, 152-153. - S

McKenzie, H. S.; Egner, A. N.; Knight, M. F.; Perlman, P. F.; -
Schneider, B. M.; and-Garvin, J. S. - Training consulting
teachers to assist elementary teachers in the management
and education of handicapped children. Exceptional Chil-
dren, 37, October 1970, 137-143. .

W ’ - ) . \‘ | ’ o ‘ -
"Meisgeier, C. The ‘Houston Plan: A Proactive integrated systems
o ~plan for education. In E. N. Deno (Ed.) Instructional

Alternatives for Exceptional Children. Reston, va.: The g
Council EorﬂExceptlonaI=CHlIaren,.Tg73, 104-122. i

Meisgeier, C. The trainihg needs of regular educators. In P. Mann-* -
(Ed.) Mainstream special education: . Issues and perspec-

tives in urban centers. Reston, va.: The Council for Ex-
ceaptional Children, 1974, 20.

Nagle, J. E. Staff defelqpment: Do it right. .Journél»of Reading,
1972, 16, 124-127. ' S N
National Association of State Directofs of Special Educat{on. A
’ Survey of Opinions on the training of teachers of excep-
tional children. September, 1975. - S

Prouty, R. § Prillaman, D. Educational diagnbsis: In;clinic or
classroom: Virginia Journal of Educatign,/1967,'gl,g;0-12.

Reynolds, M. C.  The Right to education mandate:/ Implicgti&ns for
training. Presented at 3rd Annual Invitational Conference -
on Leadership in special education programs. Minneapolis,

1973.
Reynolds, M. C.-G Balow, B. =~ Categories and‘vaziables in-spééial )
' education. In S. A. Kirk.§ F. E. Lord (Eds.) : Exceptional —
Children: Educitional resources and ‘perspectives. Boston:
T Houghton, Mifflin, 1974, 425-439. / —_—
Schipper, W..V. § Kenowitz, L. A. .. ~A. taxonomy of tasks and a com- ﬁQ

‘petency based training model.. Washington, D. C.: National:
Association of State Directors of Special Educationm, \
November, 1374. - o o S

!
7

- Shaw, S. F. § Shaw, W. - In-service experieqke~p1an, oTr éhanging thé
bath without losing the baby. The Journal of Special Educa- !
zion, 1972, 62, 121-126. ' / ) n

The Clearing House, 1970, 45, 116-119 _ |
. o . . ,

Turner, H. E. Improved in-service: A challenge for supeTvisors.

niooo - 62 . . h




e

- \_.7." f
.v.. S < , ‘*—.’_.\_J
’ A / '
eniygil ot . e
: REFERENEES TONT'D! , e
Whelan, R. J. § Sontag, E. Proiogue Special education/and the
- cities. In P. Mann: "(Ed.) Mainstveam special’education:
Mo Issues and perspectives in urban centers. Reston, Va.: SR
e Council for Exceptiona ildren, 1974, 1-6.
Yates, J. R, Model‘for.préparing regular classrooﬁ teachers for
"mainstreaming". Exceptional Children. March 1973, 471-472Z.
N
.\\‘ "
!
P
/
I
’ ~. \ ,
: JE./*f .
N
. [ F)
- \ ’ )



