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./ The Dean*s Grapt“project, which relates to the implementation of P.L.

‘ | )
94-142 and mhinsgreaming, 1s funded through the Bureau of Special
Education, Deﬁartment of Education.  Although there are many historical

antecedents, the more recent, evolution of P.L. 94‘142 and mainstreaming can

be traced at léast from the Kennedy election and the President's personal

|

interest in edpcating the handicapped. There are :also some suggestions
| - L]

| . . .
that this movement is simply a logical extension of our whole civil rights

movement. Pre%ideﬂkaennedy's interest led directlyffo the ‘passage of the
| ' SRR
Handicapped Educational Act in 1963, which was landmark legislation, taking
) |

hdndicapped persons 6ut of the closet and enabling massive funding for
research ané nﬂevelopment in the /field and :for the/ fraininé of speciai
eéucatoré. Tﬁis legiélation' also stimdlated a great deal of activity at
the National Ipstituées " of Health, in¢luding the estaﬁlishment of centers
focusing oh regearch and training in the field of mehtal retafdation and
humén'deyglopment. .

The 1law also helped ‘to make the Council for Exceptional Childrem

(CEC), an organization of parents and educators, a very powerful advocate

a2

for éhe handicapped person. , The CEC led the whole movement of c¢itizen and
< .
pdrent activism in the area of éxceptionality. The Council was especially

efféctive in stimulating additional funding at the federal 1level and

by

influencing the passage of the Rehabilitation Act of 1973'(Section ;04) and
evéntuaily P.L. 94-""2, CEC was also the catalvst that triggered greater

activity at c.c ._.ate levely 1including passage 1in Oklahoma of a

legislature-manda ted (course covering characteristics of the eiceptional

-~

child. This course, once accepted, has become recognized as a//valuable

-
Y

educational eipérience for both special and regular educators.

ey
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The Dean's. Grant program can ®c viewed as a means. through which

X

" gelected colleges and departﬁentg-of education (SCDEs) can plan and reviﬁg.

programs to assure tha? the next generation of teachers are’ equi?pég’to

handle the pressures and challenges of providing the best eQéfjii::t
’ D!

possible for the handicapped in the most appropriéte school environment\ap
to assist 1in the mandate demanding the >bes;/poésib1e education for ail
people. Nationally, the Deans' Grants movement continues to grow. In
1980~81, there are 141 projects. The OSU project is funded for Ehree years

and was preceded by a small planning grant. It is currently the only such

8
project in the state, and consequently, an attempt is made to disseminate
)

-

" results of tprojéct activities to all state institutions with teacher:
[} N N

- .
education programs.

/ ,
‘”ﬁ The immediate and gontinuing projec; goal i§ to provide lknowledge and

4
A - information for faculty and teaching assistants relative to the concept of

mainstreaming and the mandates of P.L. - 94-142 so that they in , turn will

prepare regular pre-service teacher trainees to meet the challenge found in

public schools. A secondary and more general %931(13 to provide a vehicle

k4

and resources to the college to review our courses, curricula, and
. -

v

programs. The Dean's Grant is,also a:basic link in a process of faculty
development--a means -Of providing enrichment activities for faculty that

will be reflected in their professional development.

[ 4
The volume of papers grew out of activities designed to help the 0SU

)

Dean's Grant project reach two of its stated goals: .

l. To 1increas: involvement among‘ regular education faculty in
- education of handicapped children and youth;

‘2. To generate an increased level of coordination and communication
among the departments and programs‘in'the College of Education,
relative to meeting the educational needs of handicapped students,
in regular classrooms. "

A A series of retreat$, semfnars, and colloquia was established to ¢

—_ . g
) . =~
Qo .- . - v v)
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encourage the development of a greate;.understanding ef tne handicapped and
to foster uiscuesions concerning isspes in teacher training. This-volume
was not deSigned to have a single thege, nor was it designed as a showcase
for formal papers only. Rather 1t reflects recorded and transcribed

presentations as well as formal papers written by OSU faculty and visiting

3

consultante; However, a single theme does emerge, and ;hat theme can be
described as providing better® services for the handica?ped, and all
sqndents, through better preparation (see Howsam), through better

understanding of-. civil rights (see Selakovich), through removal of
~ )

-architectural and at;igudinal barriers (see James, and Bauer) and through
development of a pluralistic attitude toward assessment and learning (see
wQFden, and Dillard, Kinnison and Peel). In closing, it can ne stated £hat
the essential thrgst of P.L. 94-142 1 not simply a passing fancy as someé

-adm}nistrators, parents, teachers, and geaeher educators would suggest or

hope. It is not another fad that wi atrophy if it is ignored. It is
. : .
here to stay. There is simply too much power, organization, and belief 1in
g -
the ~essential rightness of the movement to allow it to be suppressed or

t

ighored. SCDEs have been charged with the responsibility " of preparing
.9

’

_teacherf and other educators to fun’ion in the environment of the schools

as- they exist today, and of preparing them, given the mandates of P. L.

v

94-142, to deal effectively, confidently, and humanelv -* ° 41° -~hildven

ol oy : --se8 in the futu:.. Lt is clear that the papers

presented in this volume reflect the acceptance of that charge by the
\ ,
faculty of the College of Education, Oklahoma State University.

y .
L
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_\ -é.Comﬁon'Body of Practice for Teachers: . - _ .

~ : : .
The Challenge of Public Law 94-142 to Teacher Educatiqnl
> .  a

. \

N Maynatd C. Reynolds_ ,
. - " ' “
* ~ Public LTW 94-142, the Education for All Handicapped Children Act of
. s ) .0 . .
Under which teach%fs must function

-

1975, has created 'a new set of conditions
and which mast be addressed by teMglier education. Attempts to implement the
- ' 4 ]

law already have revealed in practice what was evident and predictable 1n

advance: The level of professi 1 ﬁreparation simply 18 not adequate for

the new cgnditions- Hﬁ@_@hallenge“ they present could he the opportunity
{ long sought by many educ;?;rs' %6 bring the teéehingﬁérofééélqpt to maturicy
and 1into 1its own. Never bhefofre 'has thefe been é;ch"ée‘pervasive force
buttressing the’ argumenfs for 4quality teacher educggion?t ;The opportunity
should not be 1lost. Norvshould Public Law éé-ljk;be l&ﬁi . for wagi of

3 teaching personnel adeduately prepared to achieve itsriﬁteht;?
"This baper evolved, in the main, out of ;he e*perienceé ?f the Deans'

-

‘Grants Projects, which are supported by\the L S T P the

. -

T o huve vecn ueeply involved in recent efforts for changes 1n
teacher education 1in relation to Public Law :94~142 met to draft a’ set of
statements'ﬁrom which the present paper has been abstracted._KThey'are Jack
W. BircHye Dawn Grohs, Robert Howsam, * Catherine Morsink :"and Maynard
Reynolds. All, of 'these: individuals have been associated w th the Deans’
Grants Projects which are _supported by. the Bureau of 'Spegial Education;
* several have also been 1involved in related projects supported by Teacher
Carps and the Bureau for Educational Personnel Development. The first and
second drafts were criticized by “regional ltaisons” assocliated with the
National Support "Systems Project, 1including Percy Bates, Dean Corrigan,
Robert Gilberts, Harold Mitzgl, Bert Sharp, and Bob Wpods. A third draft
~version of the paper .was gubmitted for formal criticism to 1leaders of
parent organizations concerned with children -who are handicapped. The
third draft was also discussed broadly by representatives of about 80
Deans' Grant Projects in a national meeting held 1in May 1979. The present
version represents an attempt to-take account of all earlier, criticisms and
discussion. . -




Handicapped, U.S. Office of Education, for the purpose of redesigning

téacher education to accord with the principles of Pﬂh}ic Law 94-142. Only

.deané of education or otﬁet”administ:ators who carry broad respopsibilfties

v . o

" for pre-serviceb teacher-preparation brograms ”have'been eligible for these

g;a;E§{ The central focus has been the renewal of preparation programs for
3 - . .
. # v & T .
so~called "regular” teachers. In this ﬁaper, the concern is for all
) . /

'

teachers but tts special focus 1is on the large task of upgrading the.

' prepgration'fdr "r;gular" feachers. ‘ : é
| THe three parts of the papg;;are as folloys: b e
l. An {introductory statement on Public Law 94~142, {ts
historic significance, and its challenge to teacher ~
education. _. . ' 1
2. A suygtantivé\ﬁiscussipﬁ‘ofqud recémmendations for
competency clusters or dbmains‘ which are derived
T w"nw Pu%lic' Law 94~ 2 ZFpd which[ égftne a common
of ~quireme .. - ‘pro‘ es- - nlture” for

LY

all ceacners.

3. An  outline of a model for teichef'edd@ation and a

detailing of the "cg;petency clusters” in -a form

,__which can '%e \sed to evalu‘é;e and plan efforts to

improve t&acher!education.

In the m&in, this paper outlines knowledges, skills, and commitments

which are essential to teachers. It does not discuss creative-intuitin
. M . [} ” ) ) N .

processes which are so essential to teaching.. This omtssion is not intended

-

to . suggest that.teaching 18 a totally calculated scientific. process; the -

0

-gub'ject matter treated is simply limited in scope-

B 4 R : C :
As ‘' tiork pgoes fotward in® preparing personnel to work undgr the

» o
, . RN
v . . . e
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conditions imposed by Public Law 94-142, it ‘will be necessary to take

account of other significant current forces for change in teacher

préparation., For example, it will be particularly impprtaht to doordinate

. < ' ‘ . §
the-wérk proceeding on behalf of handicapped students with the efforts on

behalf of,racial minorities and ethnic groups. In the past bdrganization of
the schools, the segregation of children on the basis of race and handicap

. . \l K ’ \ »
was intertwined; excessiv® numbers of children. from minority group families
T~ B - ] ¢ .
were labeleq as handicapped and placed dn isoléted special /

"

classes and
schools. Solutions tb the problems ¢wil1 requirg broad and coordinated
efforts- for change. Although thijs paper deals mainly with handicapped and’

gifted students, it is 1ntended’t be used as one paft of a - broader effort

. . - Be
Cfor the reform and imprevement of.teacher preparation. .

’ oo ? ! 4’ [
L ’ - - .
The Impact on Teacher Education of Public Law 94~142

. - ’
-~

During the b decade of the 1970s, the . (‘ongress of the _;\’ited States
enatted th pi?qes of‘ legiqlation that, together, opeh wide to handicapeed-
persons” the opportunity ‘to participate more fully in . the mainstreamlof
Anerican\education. They are Qection 504 of the Vocational Rehahilftati

Act of 1973 and Public Law 94-142 the Eduuation for All Handicapptftz '

thildren Adt-~of 1975.' Sect{iQ\ 504 authorized vocational traininéﬁtn
K \

)
\mainstream settings for handftapped persons, the' promotion and expension of

employmen&popportunitig? for them, ahd ‘the removal.of all architectural and

' N

transportation“barriers that impede handicapped persons. Publit,Lé% 94-142
mandates equal educat ional op;ortunity for all hgndicapped children, free /\\
and'apPrS%riatg q&gcation, plécehent'gh regular puhlic‘séhooi' setting;-with
their nhnhandicapbég'peers to | the éxtentéthat it is feasible, cooperatively ~
;:;tten 1nd1vidua1ized edpcationallplang, ptovision“og speglal education?and

. .
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c .. 1

related services as needed, and observance of /Bpndicapped children s and

»
¢

their pareats" due process rights.

Y
N

" Public Law 94-142 represénts one of the Mst significant'commitmentsk

ever made in Américan public education. From the. Common Schools Act of

1641, which provided basic séhoqlingﬂ for all “childrea who sought it out,

sqciety has moved ‘to guarantep acce}\5 to appropriate, individualized

‘ . . . . i - ) )
education to each ’ha‘ndicappe’d child, r%gardles§ of the extent of his.
. handicap._ Many chi‘dren affé’IEd by the law are also gifted and talented.

Moreover, several states already have acted to bring all their gifted\aﬁd\ﬁﬁ
. q ,
talented students under legql provisions equivalent to those of Public Law
v
Y
94- 142. It takes 1ittle imaginﬂtion to project the extensiod/of the new

/7~

policiee and procedures to all childreny'it Ean only be a matter of time./
Q}though:legislatibn and dourt orders are powerful forces for change in ¢
’ b
our society, they do not by themselVves effect change. Institutions are
. [ 3 : . ) -

altered by community support,rresources, and people, and the effectiveness

S e

of the_;hange ef forts can be no greater than the weakest component. Public

A ~

/

Law 94-142 itself is, prima facle evidence of community’ suppért ]nd its -
funding provisions offer a suhstantial part of the necessary resource

. It
is " too early to tell whether the Congregs will fally fund programs under

Pyblic Law 94—f42; if supports fall far n::j/of early projections, the
2

messages about community support will be clea
. 5. ) [

. “ N
Like_other social‘hinstitutions, edugation provides a system for the

¢

delivery‘of services to members of society and the person?el to perform the

J o

services. It seems reasonahle to assume that given adequate resources, the

delivery system~ean be altered to accord with the intent and- prOVisions of

Public Law, 94-142. ‘Less certain bhymfar 1is the presenff/;apacity of the

t
personnel to meet tHe denands,of A new delivery system.

Q -

.

a

o
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in general, have not had the- kind and: level of preparation

ssary for dealing withim regular school settingskwith ‘the full‘ .~/ 5!

14

range of differences found among the total population of.children. It was . )
T p . ‘ _
.in response to this fact, 1in part at least, that'~epecia1 classes for

handicapped children proliferated over the years. Recent yeare have seen
j teachers function. .

dramatic’ changes in the school situations within which
For the most part, the “changes - have made teaching more -@ha}}eﬁging and
. . <« , ¢

\

difficult. Howevef, the 'changes have. not " been .reflected in teacher .’
. ! PO ". N N B '

‘preparation; i has—remained>1arge1y unchanged both in form and substance.

It can be stated with confidence that the goals of Public Law 94—142

will be realized only if the quallty of teacher preparation and professional .

. .
service in the schools can be improved. High priority must be given to:

substantial 1if not massive wupgrading and retooling of the programs that

’brepare teachers for entry into the profession and facilitate their

'S

‘continuing professional development thrpugh a iifetime of service. -
v . - -
Teacher preparation in America has hever beeqﬁoptimal; it always has

been minimal. The level of profeSsionaI expertiée developed in preparation

1 !

programs is far below that needed for effectiQeness‘tven %g‘ the most

favorable teaching situations. It is disastrously'inadeguate for meeting
44') ' o .y > - - : . \
e challenges of a delivery system in wbdch children with handicapping

Ay

- - BN o . g
conditions share learning environments with the. nonhandicapped school - L

populatian. . ‘ . * T . S

. 3 v - FER

4 To draw firm .distinctions between handicdp and nonhandicap is, of )

course, a mistake. éonditions/th:: impede effective 1earnin& are widespread
. ..\‘ 2
throughout the entire school populat\yn. Handicap," in_the oﬁficial sense,(
%
is but a more obviou9'and,' perhaps, more severe conditioﬂ’that tests thé:

5 -

~-

. - \
t . . [y

adequacy of the inmstructional system and reveals the weaknesses that are




w L . : .
. . . . - . -
L N3
3
-

'.lfbtesent bit~ obscured wnen the students whé require the highest levels of
[ L ‘ '\ B . . " ‘-
professiodgﬂ competency \hre selectively removed. All students ° require

- . R - . .
» ~» professional teachers who have tHe ‘capacity to so manage the processes of
’ . . . ) r

individualized learnping that the development of educationally handicapping

“,conditidns is preventéd, extant handicaps are eliminated or minimized where

.

‘ » . " . -
possible, and %garning is optimized, whatever the conditions.

2 ] 55

' J

) N 4 ) © ‘
‘The mandate to mainstream handicapped children has thrust upon schools
éndf teachers new demands _for which neither has been adequately prepared.

Needed are both short- and long-term prbgrams which are designed to- devélop

%

the capacity of boqh'systems'anﬂ teachers to. deliver on the 1intent and

promises of Public Law 94-142, Adequate solutions call for a complete

redevelopment of teacher prepamation.2

A ‘Common Body of Practice Derived from Public Law 94-142 v
"" F'v. .
Established professions are characterized by bodies of knowledge and

'R practice which are held {n" common by members. ~ When individuals carry the
designations of doctor, lawyer, or minister, the public generallg’knows
what services gach can be expected to provide competently. Howsam,

Corrigan, Denedﬁfk, and Nash (1976) used the term "professional culture”3 to

)

In  the halance of this -paper, references to “teachers” signify all
teachers: those {n kindergartens and elementary, secondary, and
vocational-technical schools;\teachers of the handicapped; and teachers of
music, art, physical education, and chemistry——litérally, all teachers.
Not included are other school employees, such as séhool psycholagists and
speech-language pathologists, although occasionally they are 1included by
specific reference.

-~

3Prof‘essional culture--the totality of transmitted behavior- Rﬁtterns, arts,
beliefs, knowledpge, skills, and all other products of wor and thought
characteristic A of the teaching profession (paraphrased from American
Heritage Dictionary).
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Aruitoxt provided by Eic:

v

v‘designaté’thc'unnwledge, skills;‘behaviors, attitudes, and values that make
f .t »

o’

up the collecttve basis for practice and decision making Q: members of a
- 4 : .

prnfession, Thev lamented the ahsence of afch a culture among teachers and

deplored the reality that teachers have vet N establish for themselves a

. professional hody.c” ° ~wledge or set of pfnfeéﬁional behaviors that are

-
common to all. y \; %

>

... the te. wol sston 1s characterized hy ta. -f a common
body of knowledge and repertoire of behaviors and skills needed in
the practice of the profession . «» . . Teachers do not possess a common
body of professionally vallidated knowledge and skills which ¢ 1s
transmitted 1in the process of professional soclalization; held 1in
common with other teachers thereafter, and constantly 1increased
through the career span of the teachers. (pp. 10-11)

In the absence of agreement on the substance of the professional-
culture neede3\~by the teachinp profession, there can be no
agreed-upon performance standards elther for admisgion to, or
continuance 1in, the profession. (p. 12) .

.

Since so many aspects of professional realization depend upon
the relative absence” of a professional culture in teaching practice,
it must be seen as the “most critical factor in the professional
‘status of teaching. Little progress will be made until educators
develop and use a body of recognized ~ professional gxpertise.
Unfortunately, neither teachers In service nor teacher educators
[have * yet reached] consensus on the development of appropriate

technical skills which all teachers should master. (p. 13)

Realistically, ... teachlinpg ... is becoming more professional,
baut 1t 1s hollow without an accompanying professional culture.
(p. 15) -
The develupment of o pawolesstonal  cultare Is certaluly a watter ot cential

o

Importance 1f teaching {s to be recognized as an established profession.
To date, the nearest educators have come to agreement on a common core

for the professional preparation of teachers has been the content of certain

foundatinnal subjects: usually, history of education, philosophy of
i}
education, and educational  psychology. = These subjects provide an

understanding of education and a framework in which to practice but they do



a

-
N 13
.

not prepare anyone to "practiée“ education. They are much nee@ed and should
be linked clésely tO-StUAieS_ felating more directly to praggiée, “but in
themselves they fall far short of supplying anything comparable to the
c ommon ?de of proféssipnal knowledge, skilis, behaviors, ,attitﬁdeé, and
vét%és that charapterize an es;ablishe& profession;‘

Consegpent}yf-. it *is v.suggésted‘ here that ’ upon Pthis
theoretical-hi - ,rical fou - ‘fnz there  be construcce& the body of
knowledge, skill, and pia.t 1ﬂ h 1is essenttal to the professional

culture of teaching and which will prepare students to function as teaching

professionals within the context of social mandates. The contents of the

knowledge, skf&lg; and practt:e would be derived, in significant part, from

'the intent of fhe mandates to assure equality of educational opportunity for

all handicapped, disadvantaged, and other minority group children, as
- . o , :

provided in Public Law 94-142 and other recent laws and adjudications.

A salient feature of these requirements, whith reflects‘ the‘CUrgenﬁ
soclal phifosophy -of education, 1id the {individualization of educétional
programs for children with séecial needs. Public Law 94—142, for example,
provides for an {ndtvidual educational program (IEP) to be wtitten at least
annuallv tor each pupll by a committee of relevant pei‘sonnel (Inctuding the
¢hild's pareatls]), a program that spetls oubt what s to be taught, by whow,
how LU 1s Lo be taughl, and how Lhe saccess of (he progrdam will be Judged.

Fhe development and  tmplementation ot the Individualized educational
program is of far greater import tﬁan following certain procedures and using
a %ew learned techniques. Based as it ts on the concept of opt%mal

tndividual development, it demands ot teachers broad knowledge and refines\\

abilities to assess and (reat the vange of children’'s educational needs.

The fundamental nature of the indtvidualized educational program,
| e
i)
o 8 /
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consequently, providés a natural focus for the development of a professional
culture that can be acquired by all teachers and that can be recognized by
society as evidencing functions which educators can be expeéted to perform
with the proficiency of professionals.

At present, the individualized educational program ov IEP 1s conceived
of as the bhasic educational.management tool for handicapped and gifted4
children. It must be anticipated that this requirement, as a matter of

xtended to all children. It provides the means of

equal rights,

adapting gerf pational goals and methods to individual needs and

abilities. This 18 not to say that each pupil will be taught separately

but, rathe: that the style aad  rdate ot learatng  and strengths and

weakonesses of each pupil will be recogulzed and respected. The public
nature of IEPs--that 1s, the requirement that the IEP be planned and written
by a téam consisting of school personnel, the pupil (when:feasible), and the
pupil's parent(s) or guardian, and that the effectiveness of theﬁ IEP be
reviewed periodically--makes teachers accountable for the first time for the

application of proper Instructional procedures under appropriate

condicttons.

Lo achiics vhe tadt andaallaaclon of cduacatlon Lo pupils  requlies (hatv
stlbivel systems piovide varlows  resources which teachic.s can mastet  awd use
elfecttvel, lheoe tosvuives Lhoaltd Lactude , a0 the atlolman, n 1casunably
adequate su, 0y of diftferentiated 1astrucllonal waterlals, appropriate
facilitles aud space 1in which ty  employ the materials; access to

consultation with and technical support from specialists, adequate

AIn several states the LEF procedure 1s tequl.cd  for plfted as well as
handicapped students, even though the federal law, Public Law 94-142,
refers only to those who arve handicapped.

o
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preparation time, and, fqr at least part of each day, the assistance of
teachers' aides. School syéfems are derelict if they do not supply these

resources; 1t would be tantamount to expecting surgeons, for example, to

function effectively without operating rooms, nursing assistance, or proper
- - , .
instruments. "

>

If we assume, however, that the essential resources are available, then

it is possible to identify the clusters of capabilities which teachers and

other sggeialists need to plan. repare. and execute producttve IEPs. These
]

ﬁluisrer'_ he viewed A ac-atial components of the professional

v

culture, the professional behaviors that the public can expect all teachers

to be able to perform at a safe and competent level.

It is highly significant that although the discussions' hegan around
coneerms’ for students with handicaps and Public Law 94-142, the competency

- ., A . ~
clusters which were derived are quite general ¥nd have implications for all

*
T

students.

- . '

Clusters of Capabilities.

»
The following ten c¢lustgrs were extraéﬁed from broad discussions and
. .
expellences relating to t&e fmplementation of tralnlng programs-for teachers

who are engaged {n meetlng the uew requlirements of Public Law 94-142. The
v

clusters are not tutended to  be complete ot mutually exclusive. Thc{ are

B
not  presented a4 systematlc sequence and they are not offered as

competency statements in the sense of "competency-based” 1ns£ruction; they
2
are bhoth more discursive and less detailed in phrasing than competency

statements should be. At this stage, the clusters simply prgvide a

)

convenient map of the domailus of professional competence that appear to be

important to every teacher who participates in the design and implementation

\)

o 10
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of individualized instruction:
1. Curriculum (iLe., what is delibepa;ely taught in school)

It 1s clear that the addition Jof handicapped youngsters to regular
classrooms increases the breadth and variety of students'’ learning needs and
skills. This_greater'sﬁread/;f abilities, in turn, creates a major demand
for curriculum that treats subject matter with fewer assumptions about prior
iearninge and pgéviodgly achT%ed skills. Teachers hdve been éorking hard
over the past cen&qu/:o ﬁake ;heir classes more homogeneous and c;rriculum
materials qzﬁspspondi%gly homogéne0us. TEPs and the;increasiﬁg presence of
handicapped-séudents tn classrooms” turn such assumptions and trends on th;ir
heads. - The heart of the movement toward individualized gyd personalized
instruction {s the optimal davelopment of each child and, therefore,
assumptions and goals must be'based on heterogeneity.

A1l teachers should have a general knowledge of the school curriculum

that is offered from kindergarten through high school (K-12). Every teacher

should ‘be able to destribe/ the curriculqm content fand objectives which afe

typical of the nation's elementagy and secondary s¢hools, and the rationale
for each major curriculum element. ‘They should be,able to relate the
curriculum to what:1is EﬁoWn about the developument of c dren and youth and
to the functions of gchools as éécial 1nst1tuc}onsi They must ‘be skilled in
the prepa;afion of 1{individualized currlcularlplans for childrep based upon
careful assessments of 1nd1vtdualhneéds. These knowledges and skills are as
necessary for professional educators as thé knowledse of, the sones aﬁd

muscles of the body is' for physictany, regardless of specialization.

This is ngt to say that everyone {n education must be a specialist in

reading, art, modern languages, or other specific curricular components, any

more than every physician must be an expert tn bone surgery or 1in the

11
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general knowledge of curriculum is necessary {in order that responsible
planning ~for pupils can be done with assurance that no essential
considerations are overlooked.

Recommendation:

The preparation of all teachers should include the study of and

first-hand experience with® curriculum principles, guides, and structure from

cellular structure of nuscle ticasna, Instead, it is to say that a sound‘

Bge—schdpl through secondary school levels. All méjor‘ subjects that are

gxéggghticaiiy taught in schools by professionals should be included. The

means and procédures Eb’hhich curriculum is developed, adopted, and changed

should be understood and there should be practice in designing and modifyiné

curriculum and materials, especially to suit the 1individual nﬁeds of

students. e

2. Teaching Basic Skills &

All teachers should be able to teach the hasic skills effectively.

_ \
These s®ills fall intq three main categories: literacy, life maintenance,

and personal development.. They also need preparation for co~teaching and

other forms ot collaboratfve work with specialists who are called dpon to

v

pruvide lactestve hielp 1h basic skills tor selected students.
]

Llcciavy shadle  are those ftor which' the school has primary

o Lpeeusibilte, nm‘l.W*?}\Jl Aie necessary to continued learning as well as to

efticient perru&mdﬁce in most work situations. They include reading, which

\

all teachers should be able to* teach to at least fifth-grade level (word
attack, word recognition, comprehension, and rate), s &riting (letter

X .
tormation, sentence structure, and paragraph structure),/ spelling (rules and
U

exceptious), arithmetic (who}‘ewnumber computation, simple fractions, tﬂne,

-

12 ‘ “{
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and mgasurement applications), é‘udz (use of resohrces, critical thinking,

. a“diﬁkﬁf g&kng data) and sgeaking (sending and receiving accurate verbal

N
A )

]
5

xpreqqion, and intonation). -

-

ight be argued that only teachers of the elementary grades need to .

he preparéd as teachers of reading ang undoubtedly such teachers do need to
L J

have very strong preparation {n reading instryction. However, the intention
here 1is to make the case that literally all teaCherg, including those at

Secondary and vocational 1ev419, need to undorstand;processaél of #eacHing
/ 4 ’ . Y
reading at basic levels. All teachers Tneed té assist their students 1in

B
Pl

developing betber rteading skills; they nded to  choose reading materials
appropriately, to set goals ftor readlig carefully, and to work with

specialists In reading knowledgeably.

Life maintenance skills are those necessary for survival and effective
) )

= functloning in soclety. Sometimes referred to as survival or life skills,\

“they include health (personal hygiene and nutrition), safetz (danger signs,/////

-’

mahenﬂertng in Lraffﬁb, and home safety), consumerism (making purchases,

Y]

w  making change, and conmparattve shop¥lng), and law (Mupan rtghts,>appéhl

Process, c(n\% system, and personal ltabiltty ).

Personal development shills atc necessaty  fon selt-actualizatton.
Teachers should be able to exenpliry  a hlgh scuse of identity and persopal i
\¥V \

-

.

Integration tor thelt stadents.  State alL.tnd}Vidnulh strugglej&ith values,
philosophical posltions, moral behavior and hasic 11ife °1ssues, teachers
fhould provide mature mode%s for thetr students fn these\ domains. They
should be prepared to asstgt students 1{n processes of éoai setting,
decision-making, problem~solving and conflict resolution, {n hoth intra—- and
Interpersonal dimensions, as aspects of thelr own personal dev;TuQTent.
Similarly teachers should be prepared to help students acquire good habits

\) [ . 8 . * 131)
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and skills in recreational activities and in creative approaches to both\\

~

work anﬂ play. The teachers should also be able to relate their sub ject

matter to its career implications, 1{.e., the several life careers in whkich

™ h x
1nd1¥1dualsAengage as menbers of sociaiy:\{pcluding: 1) paid employment, 2)
@ .

- homenaking/family member, 3) av0r4119na1“\pursuits, and 4) {involvemdnt 1in

~ 2
civie affairs: v J 7 » Q' s
““), .

Recommendatfnng:{ & -

s 4 o
. ~ The preparation of all teachers should include necessary .elements u}
7 /) -

L .
assure competency in teaching the basic skills (defined to include literacy,

life maintenance, and personal development%ékills) sand ig_gpllaboragive
practice with §pec1a}i§f§,12_basic skills 1n§truction. Instruction shou;d
Qg_gr:;ided in teaching thé skill areas '3§_5uch.. In addition, supervised
bractiéal experience ~ should ’Eg provided in Qeachtng gﬁ literacy, fltfe

maintenance, and personal developﬁent skills. 4,
i T
) B .
N 3. Class Management ‘

All teachers should he able to apply 1nd1v1dd3i and group managemeﬁt‘
skills to 1{nsure a high level of poSiLi;e response from pupils 1in
1ngtrucLiong1‘situatluns.

v ThcAskilled Mandgemeat ol lasscs Lolps studeats to malntatn atiention
to school-related learalany, uAL}VLLlcd and to butld positive fteelipgs about

themselves, thelr clasomates, and thet( schools. Teachers Aeed to he highly

. Y -2 r -
effective in group-alerting techniques, management of transitions 1in school

'
~

activities, rpsponses to daily c(rilses, and management of a variety of
' ' 4

learning activiities In a slngle setiting at the same time (Borg, undated).

For eftective learning outcomes,  time ou tasks and favorable at® tudes need
-
to be maximfged. students need to learn to %ﬁare fncreasingly 1in the
t .
Z

4 @

v
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responsibility for effective management, and helping them ' learn ‘in this

domain is a primary task for teachers.,

N\

All teachers should be able to apply behavioral analysis procedures
(some_t‘imes called behaviﬁ' modi ficatioles or m:-*ingé’n’cy ‘nagement

* procedures) and Fher spe < fic method ogies to encourage both scholastic
. 4)/\

achievement and acceptable personal and social conduct, and to 1ns:ruct'

£
parents and teacher aides in applying ‘those procedures under - teacher
- v RN

guidance. . >

-

Recdhmendation: )

All teachers should be proficilent in class management
5 — -

1hc1ud{ggr applied behavior analysis, group alerting, guiding transitions,

materials arrangement, crisis 1nt€;;ention techniques, and grogs ag?goaches
- N . «':

to creating positive affective climate.

~

t
~

4. Professional Consultation and Communications ) :
All teachers should be proficient in consultation and other f;:;:\bf

professional commuﬁicatipn, as both initiators and receivqrs, to establish
} ~ . \

. , :
and maintain responsible interactions with colleagues and administrators.
- LY |

Teachers should be able to .gerve as consultants.  Teachers Lho
speéialize, for 1instance, 1in working with children who have wvisual
o .
ggzairments should be able to consult with other teachers on the kinds of
methods and materials that they should learn to use with visuaily impaired o

pupils in their regular classes. At the/ same time, all teachers should“‘\

_ . . .
learn to be competent receivers,aud‘?sers of consultation. . \\
\ i
Educators should \be practiced at collahorating with collep&ues whq
(,w share .responsibility for individual students' programs. Regular teachers

and speech-language pathologists, for instance, must deliberately and

15
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. planfully cmew and reiﬁ-ﬁ‘ea_ch otherls work witH pupils. Readiness
J ” - ' T . , Y o
. to a8 a member of & does’ not tome n‘aturallq ‘to most

r .

profes nalgi/mat be dev_eloped‘ through guided serience.
. Teachers also need to know how to negotiate objectively and equably:
‘ T R 4

7

wLEh colleagues, administrators, employers, and other persons when thedr

goals, values, philosophies, og priorities differ. Matters gogjneggfgation:
may range over working cond}tions, curriculum.design, .pays and benefitg,
» materikls seTection,'need for 1;sery£ée training, and other consider:tions.
) - [*S .
v g Iq all these mat;érg teachers feed ghe ablility to keep the atmosphere of the
) negetiations open, fiexible, aiklfréeoof‘personal confliet.
Ke; elements in all these 1ﬁteract%6ns include a firm grounding in

consultation and commpnidatiqné processes,,the requiremgnts of ‘dﬂé process,
and a thorough knowledge of acceptable practices regarding'confidenttality.
P L ) ¢
o Fqually essential in the 'process (s rksourcefulnesst 1in buifding trust
relatiﬁnships,' In all c011abdra;i§ns, teachers ‘should be encouraged to take
co—~equal stétus with k1l other _persoqnel onlthe assumption that each
participant tnc;llahoraciQe work 1s a spécialiscfwho 1s sharing expertise

{n order to create op}tmal school proprams for individual pupils.

Recummendations:

' It is essentlal nou that all teachers have opportunities to master the

huowledge and practices 1iunvolved in effective consultation and other forms
x — 7 *

of professional communication. FEvery teacher should have {instruction and
I - -

practicum experience leading to assured capability in these areas as part of

preserbice preparation.

5. Iéacher-?arent-Student Relationships
T T .

—

"

§i1 teachers should 1learn sgkills and sensitivity {a *Mealing with
. . ! p

Ky
/

% | /../‘-
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“parents of their students an& especially with parenfgb and siblings of
- y] - -

S R ' . ' o o |
. ‘. Lo . - N (
: ‘ ,

V4

handighpbed and disadvantaged students. Instruction should 'be provided

LY

"which enhances’respect for the role ' of the family in the nurturance and

N

-

o p : .
edncatio% of children. This should be extended to gnclude a history of
. \ p S ) \ ~

disenfrénch{§ed groups (e.g., handicapped, black, hispanic, native American,
N\,

migrant) 'and.knowiédge of the %}fects of such disadvantages on am{lies,

espécial}y on how family-school codtacts might bhe 1nf1uéﬁced and on how
- . - N

parewfs may view teachers and other pr;&essionéls. Teachers should have

e
- b

some training and experfence 1{n clinical approaches |, to sugpicions,
. .
hostility, aud anger; and  in approaches to building trust and cooperation.

Thcy
~ L
N /\,, ).\ } .
progr elements fon\ students can /e continued in the home situation

whenever that {s appropriate.

ecommendation: _— \
»

All teachers .should have skills and sensitivity for dealing with

3 o
parents amd siblings gf_ handicapped students; they should have had

oppurtunities to practice skills in thdis are313§ part of their practicums in

teacher preparation.

6. dtudenl Student Relattoushi.,
- '
All teachers should be able (o (ca. Juplio fiow Lty relate UL canli GLher

\ 4
tn ways that produce satisfdction aad selt-improvement. Ttis ability should
~

ghould be prepared to share teaching skills with parents, so that

< ' -y
be based on counseling skills, knowledge’ﬁgd—skill in using group activities

that encourage cooperjtive behavio., and strong foundation studies {in human

development.
Peer and cross-age teaching (s a specifie form of constructive

relationship which can be used with advantages for all bartigipants.

;) 17 8
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ecomplex undertaking. It offers very iQEortant learning experiences®o the
-, * .“ ]

N . .
N * , ‘

; ] ) »

‘e . ' '

Encburaging pupils to teach each other and to be, helpful to one another is a
) : . hs

-

.

1Y

tutors as well as to those who are tutoged. Fo; example, a teen-age boy or

girl can acquifE’se1f~confidence and personal satisfactio\\ through helping

second graders % learn to use. phonLc or configuration clues toV unlock new

d
<

or unfamiliar Woﬁps; and home economics students can. instruct immature -

r ’ - ‘
children 1in self-help skills. Téachers can and should Jlearn to use

heterodeneous groups of pupils in work of cooperative kinds to achieve group
N :

goals. 7 , “ -

WhEH teachdrs have the prerequisite skill to takq sukid COmmdnd of Lhe-

.
.

soclal structure of their classes thxpugh effective teaching, they find that

. \
A}

they have a powerful additional tool with which to construct individualized

f*-‘;'\t

‘1eann1ng situationa. : _—

. )
Recommendations: N

P

AiI/teachers should*be able to convey to students the - attitude that

nﬁ% bear some of the resPonstility for gheir social environment and must

be !llling to help one another. Also, teachErs need to be prepared to

manage the soctal structure of thelr classes by penerating cooperative,
mutually helptal  behavior  wmone  the studeuts. Teachers need specific

iﬂii&h&i Into aund . kills tor iElEi:Ei“ﬁ EELerogcnebule vouperative Eruuﬂlﬂﬁ

procedurts and peer and c10ss-age tutoring. Thgy also should be able to
T 7 3 - - - - —

teach students to use some of the basic counseling/guidance skills 1in

relationships with other students.

/. ExcE£££:£2£ Uunglt!uns
All teachers should ./c Ctaovdedge  of L. prosclaccs Lar Che

Lustructlon ot students with exceptional conditions, such as Iimiced sight

18



) v

/ .

¢ ‘ » - ‘¢i i N ’ - . v
;7pr hegring, emotional ,problems, 11m1te¢i ognitive ahilittESQ' or outstanding

M -~

- ‘

‘talents and gifts, and they should be aware of ttre iicerature and body of

practice 1in each arel which cany bhe pursued in depth when necessary--for
N ) . .

[N
s

. RO ‘
example, when an exceptional student 1is enr}lled in the class.: They need-

1

‘ ¥ lso to be familiar with the functions of vatious SpecialistS'who work in
‘ ‘ _ - ) V. B . ’ PN ’ ,’_
the schools (e.g.; psychologists, educational éudidlogfsts: school socigl
- L »
. workers, resource teachers for the visually impairfed, etc.) so that they are

/ . ‘ ’ :
} prepared to establish teaming arrangements for .th instruction of
. Y . [

1

exceptlonal students. It {s not reasonable to expect all teachers to know
everything about  exceptional conditions; but thev should have tudimentary

knowledge {n all dreaseand know that additional help s aVailable, how to
. ) : l - ".
get 1t, and how to use f{t.

Recommendations: )

8
All prospective teachers should have preparation iﬂ_:understanding

exceptionai children, in school Erocedures’{for accommodating children's

special needs, and in the functions of specialisgirwho serve ‘exceptional.”

children. Moreover d hands-on exélfiences with the children and utilizing

)

the hel) of specialists ought to be provided. ’ -

8. Referigi

When a pupt! Lot paeseal s s o peohded Ghitoh g Leacher feels aflable

4

to resolve, 1t 1s not a mark of inadequacy for the teacher to rtefer the onse

or the other to a colleague. In fact, failure to make a referral in such an
o : ’ R -
/ Instance 1{is a violation of bprofessional ethics. Depriving a- person of

»

access to someone who can provide\h@lp is“professiougl maipfacgice which may

worsen a problem and cause other problems. It is important tq estahlish the
. .
attitude that making a referral i{s not to transfer “ownership" of . a R;oblem

4

'
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'AIto a’ speclalist rather- it 18 a 'way'of calling into one's situation a

specialist who May be able to offer help.

o .
Few teachers are so well and . 80 broadly prepared that they can solve

. on their own every kind of problem which 1g encountered in schools. ‘What is . °

N

needed is’ training that will give teachers the‘skills to detect actual or
potential problems determinernwhether the splutions’tb “the iproblems are

within their professional competency, ‘and, 1f not, permit the referral of
) ! - . o o

the problem for help in sqution.'-.Sdmetimes the referral will be to a

special"resoorfe within the schooi,‘ahd' sometimes, to a _broader community

agency;

An important aScht of a good referral process is being ahle to make.

A

“and report 'systematic obselvations of pupils who are experiencingf

- s 5 N "N

difficnities,_ All teachers need tdn E@icompetent in the obseriation of ’

P e,

G"z‘g .
individual students in the context of group behavior in Iheir ‘classes.

Recommendations:

. T AR .
Teachers need to learn the procedures for _ 'rrals, the
P ' ‘ ! N “.f‘:t

V.

responsibilities involved, and the way to capitalize on"rEferral resoqrges

in behalf of better education for individual pupils. They ‘st be skilled

in making systematic ohservations to  provide data .and undergird Judgments

for the“refefral“process: There should be op rtunities to obtain first-hand

9. Indiﬁidﬁaiized Peaching

experience in how both in-school and communizlk agencdes operate.

+

s
RN

. : ' 4

. . )

:Aiﬂgﬁéhchersvshould be ahle, while managing and monitoring a group of

pupils, to carry out individual assessments, identify individual 1earning

styles, spot special needs, personalize and adapt assignments, and keep

recordshon individual pupil progress toward estahlished objectives.

= . - o4 | , »
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These skills form the essence of teaching to the individual pupil. It
‘ does not mean, of course; that all teaching is one-on-one, and it does not

mean that'thg teacher -should attend to all pupils at the same time with the

same degree of 1ntensfty. It does mean that the teacher has mastered the

tactics of instructiop which requlé in a reasonably close match between the

B . . A )
‘Iinterests and abilities of each pupil, the content that is b%ing taught, and
the'methods of instruction being used.

Teachers should be aglg to ;nde;stand and interpret theory and research
relevant to the individualizing of instrugtion. be aﬁle to discern strenéthé
and weaknesseé of children's abilities, be knowledgeabfg/ about diverse 0
' models for individualized bnstruction, be skillful in (developing objectives
for each student, and he able to assess whether each student 1s meeting the
objectives. .
A particularly important aspect of individualizing instruction is
qompétenéy in using assessment 'gndlgrading systems that promote honestland
Juseful informkgicn sharing with the individual student- and parents. fhus,
teachers should be competent {in doméig:)or criterion-referenced assessment -
and 1n’structuring case data for interﬁretation'of the child's toﬁal’
educati;nal situation. '~ Also, they should be ?hle to conduct wvalid
evhluations of their own instruction.
' Recoimendations: , ) |
All teachers should be - competent in- the assessment of the individual. ““\m,ﬁ\\

) \ ‘
student's educational needs and in adapting instruction to the individual.

Starting from the first week of teacher preparation, and continuing until
.. f -]
its comp}étion{/trainees should be in the company of. experienced teachers

v
o

who individualize education expertly and of specialists who can help in

"diagnostic and instructional Pprocesses.
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!d. Professional.Values

All teacﬁers, in’ their personal commitments and. profeesional’behaviqr
\ with vpupils, parents, and colieagues, sheuld exemplify the same .
conaideration for all individuals and their educational rights as .are called
‘for 1n Public Law :94~142 and in . the Rehabilitation Act of 1973. These
,1nc1ude the right of individual students to due procese in all schoof:~
placement decisions, to educatfon in the least restrictive environment and
to carefu‘}y 1nd1v1dualized education. )

They also should be skilled 1in assisting others (parents, colleagues,
pupils) in understanding and accepting as positive values the increasing
.diversity in characteristics of students who are enrolled in regular\nchool
‘"programs. They need to be able to listerl to qpposing viewpoints without
considering’them as attacks on ekeir'own behaviore,or values.

Both practicing teachers and teacher educetprs should be skillful and
, consigtee; models in what they say and do as professionals and of‘commit;eng
to the implementation of the n;tional and state laws relevant to educatfion.
If'they choose to diseeet, which they ~are free to  do hs.va matter of
1Pd1v1dua1 conscience, they should 41st1nguish clearly between ‘their'
confinuipg professional obligation to tﬁeir students and each other under
existing law, and their rights as 1nd1vihuals to propose and promote order1§
changes in the law. I '

Recommendations:

Selection and »training’processes in teacher education should include

attention to values which give primary place to individual students, their

needs and rights. Such values are required on a moral basis for anyone

involved in teaching; but they are undergirded by codes of ethical behavior

eetgblished by ‘the teaching " profession and in law. Teachers 1in training

J
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should be . oriented to ethical codes regarding - their responsibilities to

individual pupils.

School law, and the regulations that relate Eg-ig, also ghould become

part of the foundation of preparation for all teachers. The knowledge 1s

necessary for the safeguarding of pupils' rights, self-protection, and

intelligent professional behavior.

Assessment and Planning for Revision im -

'Teaqher.Pregaration

In this third section two major topics are presented: (a) a general
model for the conceptualization of teaqher pteparation and (b) the
recapitulation of the ten competency clusters in the context of a definite
structure or model suggesting a system to advance -the analysis, evaluation;

and planning of teacher-preparation programs.

The Teacher-Preparation Model
LS

1*’%0110w1ng 1s the outline of a model for the conceptualization_ of
\ .

teacher preparation. It involves two major dimensions: (a) areas of study

and (b) instructional modes. y

] N

Under "Areas of Study" are presented five general domains for the

yrganization of the content or subject matter of teacher preparation; they
ire designated by letters (A t{rough %ﬁ and can be described as follows:

A. The general or 1liberal education which 1s designed to
produce an "educated" person. The studies are those prescribed by
the liberal arts faculties of institutions of higher education as
the central core of knowledge which must be acquired by all degree
candidates. Certain to be included are courses in the humanities,
sciences, mathematics, literature, and languages.

B. Specific s&%jects-iﬂ the specialty area in which .a
student intends to teach. '~ Obviously, the choice to teach in
primary, secondary, special, or vocational education uequires

A
\
\
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different kinds and degrees of preparation. For example, “a
student must expect to meet very high competency standards in
mathematics 1f he wishes to teach that subject at the "high school
or vocational school level; less advancéd courses. in mathematics
are needed for primary school teaching. '

. ,C. Undergirding disciglines. Each profession has its base
in one or more disciplines which are basic to it, foundational, or
undergirding. The special concerns of the' teacher trainees for
human development and the efficient operation of 'soclal systems

. would dictate some areas of study, especially psychology, for
example. ' Studies included here are bhasic in .nature but selected
for relevance to teaching. Though commonly taught through liberal
arts, there is no inherent necessity that it be so.

D. Educational foundations includes the humanistic and
hehavioral studies. that form a bridge between undergirding
discipl¥nes and their specific application to teaching practices
in the s8chools. Here, for example, are included history. (of
education), philosophy (as related to ‘basic principles and

. > commitments .in education), sociology (as related to the structures
and processes of schooling as a social system), and psychology (as
related to the studies of 1lgarners and the management of
tostructional procedures). - The _purpose and progcesses of schooling
are the starting pointg for studies in educational foundations;
they reflect on education and have meaning for practice but do not
reach the specific ‘level of teaching practice. -

E. Professional: practice. The specific knowledge,
.8trategies, and models for the professional practice of teachers,
plus consideration of the attitudes and values which mist permeate
the life and commi tments of the truly prof®ssional teacher. Among
» gspeclific gtudies here would' be curriculum, methods of teaching,
diagnostic procedures ‘and materials, and systems of instructional
- management.',‘ . ‘
| IR %
. o The‘model also includes a seyies of six, "Instructional Modes.™ In

x.::_' 4 v

L
;ough sequence“ the 1n§ﬁ¥uctional mggﬂs represent a’ progression from direct

?‘1'525 L *
sttgg@ign, in‘yhich the student In teacher preparation 1s the object,

. 3
Ay ,.# ' .',"1:‘»' & .
f:q thﬁgﬁﬁhﬂjntepmediate stages whéée the student begins to take more initiative

R ;-’;‘r“‘!’:a R
gpr mhhmging His~own learning using special resources and lahoratories, and

finallv, to modes in which the student 1s confronted with conplex clinical,
field, and internship experiences-and to which he/she is expected to respond
in a professionaf manner. The instructional modes and other features of the

- model are presented in schématic form in Figure 1.

, | - s,
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AREAS OF STUDY S Q o]l o - *’H
A. General Liberal TN | ¢
B.. Subject Speclalty(les)

_ 4
¢l C. Undergirding Dlsc{pllnes " .
D, Educational Foundations
E. Professional Studies ~
-~ knowledge I
-- strategies
-- models
-~ attitudes/values ,J/J - 1
_ >
r f
¢ ‘ o C .
o Standafds
INPUT - OUTPUT. 0§ set by
— | PROCESS ' ~_the teaching
profession
h ~ . : with learner
| accountability .

Figure 1, The Educatlonjof Professional Teachers: Areas of: -
Study/Modes of Instruction,* :

* Adapted by Robert Hgwsam from a model first proposed in the bicentennial
report of the AACTE 8n Educating A Profession ,(Howsam, et. al., 1976).
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‘ Across the bottom of the schema presented 4in Figure 1 is an
input-process-output model .that.indicates the systemic nature of teacher
education toward the level of professional competence _expested by the

profegsion. Learner accountability is emphasized because admission to and
oy _
continuance in a profession depend upon practitioner possession and use of

9
the extant professionallculture. Implicit in the model is the necessity of

cleerly.’specifying objectives or sgandards toward which all work is

7 directed. Implicit also is the need for.effective evaluation systems, both

Cd
”~

formative and summative. |

y ™ .
Superimposed diagonally across the matrix formed by the intersect of
the columns "and rows are three overlapping circles: "modeling,”
3 . .
"mentoring,” and “tutoring.” These designations are characteristics of

effective teaching which seem to transcend their mere consideration as

> _ . L .
strategies of instruction. They are, instead, the essence of greatness in

-

) master teachers. - ﬁ%odeling# refers to behaving’ in/é;;h that cause the

student, whether rconsciously or unconsciously, to imitate the obserVed

\

2,
behavior, teacher education un&uﬁreally shﬁuld exemplif ﬂh_t it explicateig

¢ -

N Ment;fing is the procesh’ bg wﬂiéh . teachers exerclge eonscious

responsibility for personally intenCeding in the dﬁyelopment of | the student

-—

) ¥
and 1in the "making of wise choices in aregs that will determine future
directions.  Mentoring 18 individual and highly personal. Studies have

. ¥ N
shown that most successful persons can identify one or more mentors in thetr

~

lives. "Tutoring™ 1s one-on-one 1instruction when the’ need for such

. attention is evident. It can he cross-age, peer, professional, or ogner.

>

<

CompetengZVCIusters in the Preparation Structure
ra - . .
' . . . N

In this final section, consideration 1is given to each bf the ten

4
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‘competency. ciﬁ?girs in the context of the teacher-preparation model.

Although brief, fhelpresentation is sufficiently specific to be useful to
' teacher educatoré'who wish to‘éxamine thgir own prog:ams or to acc;editation
or other ‘agencies 1hat have.?ocSasion to monitor , the éperations .of
teachef;education programs. . | ° \\\

Thé discussion is o?ganized in the “form of ; chart th;t consiststof
three parts: (a) the identif&cation of the competency cluster; (b) the
designation by capita{ and lqwer case letters of the areagrof study and
1pst_ruction§. ;x\odeé which are involved (for Key, see Fig. 1); and (c) a

+
brief delineation of process guidelines or standards in the area. It should"

-

~

be recognized that the selection of areas of study is somewhat arbitrary

since institutions may be organized in different ways'and allocate functions

?

acco;dingly. Similarly, there will be differences in Qmodes between and

AY

among institutions.

»
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N. learning Respurces

- 0. Laboratory

D, Clinical [
. Figld
R. Internship .

. M. Presentation-lecture .

{

o . 3
| '} . Aveas of
N7 Stuyad ;o . T -
~ Compe ency Instructiongl - . | |
Clusters ~ Modes , .Description\ g )
Curriculm B, Subject Specialty(ies) . Every candidate for teaching should be provided througt direct . '\ L
. B. Professional Studies instruction with a Inowledge 6f the school curticulun fron . »
. kindergarten through high school, They should examine samples ¢
- ' M. Presentation-Lecture of curriculun materials in leaming resburce centers and make
N, Learning Resources Observations of instruction in various curricular aress at all .
P, Clinical levels of schooling. Students should know how curriculun
N | decisiors are nade and be avare of and concerned with preper
\ sequencing and interrelations of curricular components, - They ¥ o
should be able to relate curricular topics to basic considerations
about the history, purposes, and governance of schooling and |
| to knowledge on human development. They should have experience
' in plamning a curricula foreindividual students, including thosf |
3 whose needs dictate mdifications in the ordinary structire of 4 .
. the curriculun, o /ﬁ\
Teaching D, Educational Foundatiops . ALl teachers shoulfbe able to teach literary skills frm beginning
Basic - E. Professional Studies ! up to at least fifth-grade level and be proficient in instruction -
- Skills % vhich naintains and advances good literary skills at advanced
: .

materials, some clinical (one-on-one/or small group) experience plus

supervised applications in field aff internship. situations. -

Sinilarly, all teachers mist be.able to teach personal ard 1ife- :
" maintenance skills (safety, personsl hygiene, nobility, and the

like)-and take a share of responsibility withall other teachers

for instruction in these'areas, Teachers should_be able to relate

levels.* This will equire famili:?(]ty with literacy teaching

- # instruction in these areas to the purposes of schooling and they

should be able to relate their tegching roles to those of specialists -
in the cases of students who have exceptional needs, -

P

, 3 . | o uL _36 -
* *Féu* exanple, regardless of what specialty area of teachiné they thay be in, teachers should be skillhd in intro®

Qucing new vocabiulary, crefting the “set" for appropriate foms of reading conprehension, checking on student

bac}/gifund (through survey exans)

Q
ERIC,

, On prerequisite basic skills and concepts for'an instructional unit, etc.
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. Individualized (. Undlergirding . A1l teachers sould be- able to carry out/indiyidlml assessents to

© Teaching ‘Disciplines - - ‘establish the developnental level of students in the subject maetdr -
e, Educational Foundations * bei § taught, and-to identify students who have speci%l,neyﬂs}::f .

| E. Professional Studies - '(1 ming styles. They should also be able to ‘personaTize and adapt
o . assigments and keep recomds of progress for individual Students, | -

m. Presentation-lecture They should be able to state individual goals and objectives for - :

m. Leamning Resources students and to carry out careful assessments in each domain of

). Laboratoryt 'y « instruction, They should be familiar with at least some of the )

. Clinica] - major systems (IGE, IPI, CAI, etc.) for the general mnagement 6f
- 4. Field ’ individualized instruction. This Competency cluster calls for .

r. Intemship strong preparation in criterion- or d in-referenced assessment

] s well- as-nom referenced testing,
‘ expected to participate directly in variety of supervised-clinical® ,,
studies that involve individualizad gssessents of the students,
parent constltation, comunication with diagnostic specialists
. ('\ - “(i.e., special educators, school psychologists, school social
‘ - - vorkers, speech-language pathologistsy educational audiologists,
etc.), observance of due progess principles, and the Writing of

o | IEPs. It is imortant that the teacher of teachers provide a model
. of individualized teaching, | o

acher candidates- should be

62

t |

Exceptional D. ﬁducational Fomdations ALl teachers should recognize exceptional conditions in ppils
- (Conditions E. Professional Studies that call for educationa] adaptations, They should know the key \"
| | .+ términology and be able to specify the instructional (apd special
‘ m. Presentation-Lecture service) assistance néeded to maintain those pupils in regular

n. Learning Resources Classes. 'This'domain should include presentations to teacher-
p. Clinical o education students of basic infomation on exceptionality and
q. Field | comon adaptations. in regular classes, Also, experiences at
r. Intemship - clinical, fiéld. and internship levels should inelude interactions
: C yith exceptional students. ' |

, v - - Although P.L. 94-142 tefers only to handicapped students, it i
AU BT  inportant that teachers be prepared to deal effectively with =~
B P S gt and talented students as vell, “ALL. teachbrs should havé * .-
L S a0 knowledge of the. najor principles-and practices derived fron .

o o ~ resgarch and experience i working with gifted students.” Also,
.o all teachers must be comitted to and. ap]e o’ competently nanage
| | - Instruction which is miticultural in orientation.
/o B

+
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Conferral and D, Bducational Foundations ' ALl teichers should recognize that they can obtain help from. teaching
- Referral |

Student- .

* Student
- Relationships

o

'

]
Professional
Values..

E. Professional Studies

M. Presentation-iecturé

1N Learning Resources

p. (linical
q. Field
r. Internship

- commmity, ' | 5 »

C. Undergirding
Disciplines
D. Educational Foundations
E. Professional Studies
N

M. Presentation-lecture -

. N Learning Resource .
0. Laboratory *

q. Field
. Internship

A" General Liberal

C. Undprgirding
Disciplines

D. Edycational Foundations

E. ngessional Studies

m. {Lresentation-Lecture

n. Learning Resources

0. Laboratory

p. Clinical -

q. Field

. Internship

-anong their, students in "peer tutoring," "cross-age titoring," and o
other group activities. TeacHers should be skilled in giving students” " *

colleagues and various specialists and that it is a sign of sperigr -
* professional ability and statyge, not of wealness, to recogmize

help is needed"and to ask for1t, use it, and acknowledge itsva—lug. -
Teachegs. should be skilled, in naking and recording systenatic obse

_vations of their studentq as a basis for informed referral and con-

sultation. This competency cluster also calls 'for knowledge of the
roles of various specialists, plus- clinical experience in referral

procedures. ALl teachers should be generally familiar wi “the full
range of special services both within the schools and i thé broader

|

All teachers shoul 'be/prepared to manage with hig s}’(ill'the rela{tions', N

"y

developnental perspectives abowt their own problens and concerns, in .
teaching them to he mitually helpful and supportive.to one anothes,
and in giving then increasing responsibility for helping to manage the

- educationd] enviroment, This set-of competencies requires strong
w,Arieitation in developrental and counseling psychology plus supervised -
experiences' in laboratory, clinical,\field, and internship settings, '

A1l teachers should be wef infomed concerning such concepts as "right
to edufhtion," "least restrictive al'ternative,” and "due process," par-

ticularly as they relate to education for children frn pinority groups L

and those who ate handicapped.. They should make professional comnitnents
to-the realization of the valu§ which these concepts represent.. To
achieve the goals in this area 1t is egsential that prospective teachers
receive relevant instruction as part of| thej general, foundational,
and professiopal studies; perhaps more edsgntial. is that the attitudes |

'~ 'be modeled by ﬁle'irﬁins?ﬁttors and be fully exemplified in the field . \s

and nternship settings/used for teacher preparation, ey

.
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ALL teachers should be knowledgeable about processes of consultation,
effective comunications, and interprofessional plamning, This
knowledge requires strong elenents of pfeparation-in relevant
disciplines and educational foundations plus supervised exper-

'.ienge in clinical, field, and internship settings. Specific

instruction in parent education and coumseling should be pro-

vided. Inportant contributions to training sheuld be expected

from other professional fields, such as Counseling Psychology.
: . 4

ALL teachers hould have knowledge of the functions of families and
how fanilieg interact with bureaucratic structures (including the
mmgmmmmmwmmmmmwmmmummmmm
especially well informed about difficulties which may arise in
school/fanily interactions when the fanily is part of a disen-

 franchised group or when individual students are handicapped or

unusual in some way. Teachers should have experience at clinical
levels and in al] other practiom settings in meeting with parents
mmmxmnmmm'mmmmmemmwmmmm
with other professionals in the sane context. They should have
training and experience in sharing educational tasks with parents,

ALL teachers must be skilled ingeneral classroom nanageent procedures
Including growp processes (e.g., use of heterogeneous cooperative
groups) , group approaches to creating positive affective climate,
and approaches for achieving growp attention and individual orien-
tation to task. These cometencies call for specific elenents of
preparation in unggigirding disciplines and educational foundations,
especially in areas of sociology and social psychology, and for
professional instruction and experience in application of procedures
in growp settings. A specific set of insights to and skills in
applied behavior analysis should be included, in which case both
clintcal and classroom applications should be required.

\ ' !
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Some Implications ’ .

Obviouély, the | precediﬁg materials have been developed from a
particular pérspective, that engendered by the principles of Public Law
94~142. Although this important law has surprisingly complex and
‘fundamental implications for teacher prepa;ation. it 18 clear that the
contents of this paper represent only a part of what needs to be.considered

. ‘ L
in fhe formulation of a total .program for teacher preparation. Thus, it is
intended that thies statement be used és a stimulus éor creating a broader
sgt of alternafive statements about teacher education in general.

A number of teacher educat;rs and‘;ther persons who are interested in
teacher education have prepared responses to this paper in which they

‘consider the broader implications fop all of teacher education. They raise
critical issues about teacher ‘preparation, such as the time or li fe-space

requirements and resources necessary for effective teacher preparation. May

this not be the time and occasion for moving solidly for a minimum of five

-

years 17ﬂfEh&—e£- the customary four for entry level preparation for

teaching? Other major 1issues surely needing attention include the
foliowing:

*"How do we airdange lastructlon in undetglicding disciplines and
education foundations that, besides reflecting disciplinary
structure, also reflect the structures and realities of
teaching/learning g;oblems in the schools?

***How can we arrange for sufficientvflexihiiit}«in staffing teacher

; .
education programs so that new elements of importance can be drawn
from various departments of the collegenor university?

***How can we arrange the continuing development of present teacher

education faculties so that they can address competently the

1 32 (1;1 v
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emerging new issues and challenges in teacher edﬁcation?

“““A:e we expecting too much of the Jgreat mass of "regular” teachers
- ,

and do Qe neeg;to work through a differen@iated gtaffing strategy as
we try to meet added challenges to the classronom?

***What are the implications of Puhlic Law 94’142 and other new forces
for change for the preparation of school personnel besides
;eachersé )

This statement Qas prepaéed In the bhelief that Public Law 94-142
reverhberates against the B;sic structures of teacher preparation; that it
amounts to a new and urgent call for gxamining the basfc content and
8tructure of teacher preparation. It {s hoped th;t this statement and the
set of responding papers will become one force {n energizing a new and more

searching look at teacher preparation, not only by teacher educators, but

also by other persons, such as political leaders and interested citizens,

-

who believe that effective education for ﬁandicapped students requires

-fundamental improvements {n all of teacher preparation and teacher

eerformance. It 1s timé to ra{;e public school tegching to the important
professional status which {t descrves and which the school and the public
interest require.

At the time  of (Lls waitlag CAuguoc 1979)  Gork 15 underway (n the

offices ot the Nattunal Support Systems Projlect at the University of

*UMinngsota to analyze each of the ten competency clusters and the ma jor

»

elements of processes of teacher education to delineate a set of
éopica——perhaps 30 to 40 in number--on which efforts will be concentrated to
dgvelop materials‘ useful in ceacher education situations. The materials
will be oriented, first, to assessment; that is, they will be useful to
teachef educators who wish to examine their own competencies and the teacher

5

.
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N preparation prégaams they conduct f9r covetage of‘certain critical topics.
~ Secondly, they will provide sketéhes of the knowledge and skill bases
included umpder each ’topic;lthesa should provide "starters; for teacher
educators o wish to make . new‘efforts for improvement 1n the selgcted
areas. ﬁopefully, these materials . will make it possible for
teacher-preparing 1nstttut10ﬁs to “map” thelir sirengths, weaknesses and

needs {in relation to the content and processes said to be important 1in

earlieér portions of this paper.
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Commentarx

. on Teacher Education for Mainstreaming .

(A Tape Transcription)
Rebert B. Howsam

Introduction

It has been interesting to be invoived with you in your delfberations
about programs of highér. education. My participatioﬁ leads me to the
following remarks, the purpose-of which is to analy}e, put in context, and
perhaps in places enlighten the discussio;s.

In l9i0 Abraham Flexnef lssued the report which resulted from the
Ca;negié .Foundaﬁion-suppofted study of medical education. It 1is an
enligﬁtening document--one wﬁ%ch you-woﬁid énjoy. As one feads, one
realiiiiklhat 1f you were to remove “"medical” and "medical education” énd
insert "teﬁching" and “teacher education,” much of the content would be

Qi;émarkably c%ntemporary. The difference between 1910 ahd 1980 would be the
difference of professions-;medicine and‘tedching.

Flexner éame to his conclusions after 1ooking at the medical profession

Hand the dismal conditions 1in which 1t found {tself. After examining the
medical education institutions and the horrible condfftions found 1n
them--far transcending most of the things we could-find in our situation--he
caﬁe to the conclusion Ehat ehe only solution to therjéroblemx\ags' to
;oncentrate on the preparation of medical people for th%/ medical profession
uqnd contrél the qualitx  of éhaq preparatioﬁ. Once that was done, the

7

medical profession began its forward march. Suddenly, almost explosively

" (the time was right apparently), it happened. It.was made to happen by

3




cbnéentratipg on t}ae development of medical ;cie"nce through research and.
medical practitioners through training.

‘ We in education seem to Hhve no alternative but to do likewiae.‘ We
will spend our iives, and our successors will spend thetrs, in a succession
of criseg if we do not go(’back to the root and Bet at what it is that we
have tb be able to delive}. | It does not matter wﬁether the specific 1ssue
‘18 multicultural education or mainstreaming or something else; each issue is

-fundamentally rooted in the capacity of the profession to deliver services.

an

£
If we do not keep dﬁr eye 3n that, we will have missed the main purpose for

which we ﬁre‘supposed to be in husiness. ’

I often tell people that it takes two kinds of institutions to deliver

: ar

a professional service to the society. One 1s the delivery institution we
have peen focusing on--the school--the delivery institution for educational
services. The other instigutton is . the profession that delivers those
services in the school. .- In m; view, our primary attention should be on the
development of the profession; If we do our jobs well, the schools will be
ahle to take care of themselves. And 1f we continue not to do our Sobs,
there 1{s nothing under the sun the schools can do to take care of
thémselves, egeept Xo turn  (u desl)cld(.loﬂ“OcdllZlug the preparation of
teachels In the work lece. The ouly altecnattve lett to many
superinteudents ot schoovis who are confron;ed with a problem such as
mainstreaming is to go in and trvy to patch the system with in-service
education. I[f we in teacher education continue to allow that to happen, we
are very likeiy to be bhypassed totally in thqu‘vprocessﬁs. When school
superintendents cry out that colleges and universities cannot prepare

teachers, they are speaking from thelr own personal experience as to the

kind of professional service that they get. They come to that conclusion
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because, although we have had teacher education for 150 years, the product
s not able to perform to the needed level. That is what led our Commission

"on Education for the Professiogrof Teaching to emphasize the preparation of

teachers and to try to find the conditions under which we cati jdo that

properly. ‘

I frequently comment, too, on academic freedom, about which there has
been a great deal of talk. The concept of academic freedom comes from the
academic profession and it appiies in pure form only to the academic
profession. It was for this fhat‘the univérsities were created and given

Sautonomy. The academic proféssion—-the oldest ot all the
professinns--declared that, in order to perform 1its functions, it had to
héve ,the right of social criticism, ’f;ee inquiry, free teaching, and
dissemination. When you consider a professional school, however, you are
talking about a ﬁreparation institutioﬁ whose program is rationally built on

consensual agreement among the members of the total profession. Such a

v

consensus is bhased on research ‘and on accumulated, carefully examined -

e#periences. Once the substaﬂce of the preparation is decided, institutions
and professors are bound to deliver. We as professors in a pfofessi&nal
school do not have LH; right to call academic freedom into play 1in matters
of instructlonal delfvery. We o not have the right to say, “I am going'to
do this and I am not going to do that.” If we hbelong to the ﬁrofession, we
are accountahle tgo the profession. We have to dance to its tune. (Nothing
{n such a position should be interpreted as restrictive of» the professoi's

}

right and obligétion to question, to challenge, to research and experiment,

/
and to seek prdgram change.) -
We in teacher education have tried play both sides of that street,

»os
like the man in the Civil War @ho could ot decide whether he was on the

N

N " 2\}“‘ ) ‘1:"‘
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side of ‘,the\ North or on the si;i'e, of the South, all so wore a blue c;m‘t am"l
gray'trousers. He got shofgin Loth. 'We have been shot 1in both just too
long, and now we mustvmake our choices. We can be lhe Cinderella of the
academic‘c0mmunity, which we have always been and will‘continue to be, ;r we
can stand up and be cqunted and become a respectable profession in our own
right. Tb‘accomplish tﬁis, we will have to give uplqhat comfortable little
spot, where, though the sisters go to' the :ball, at least they drop qg the
crumbs“froh thelends of their fi;gers. That is not good:enough for us, 'but
it is all we will get as long as we insist that we are academics and that we
want our 1identification within the gcademic commuﬁity. 1 am sick of the
game., It does not fit us. If we cannot hux in on the~1dea of profession,"
then I think we do not buy in on what our professionﬁgggds and has  to OffeF

N .
¥ -
us.. I spend much of my life trying to rationalize thaf issue in my own mind

and trying to convince other penple:

Ks I have been listening to you, Ilthink you have identified a number
of different Qhases through which we have to pass. Before 1 even‘mention
them, I think I ought to warn you that linear thinking in connection with
the process you are undergoing is a very dangerous thing. One‘dosﬁ/;;ﬁ say,
"We have to do this before we can do that,” %ecause many develqpments can
and do go dn at ouce. Anyhbody who deals with gystems learns to take hold of
a system anywhere he can get hold of it, and’tn manipulate and massage the
elements qf the system all at once, not just one at a time.~ Rarely does.
one need to say, "We“have to get tol thi\‘spo{ with the faculty before we
begin to do that.” As far as o am concerned, it is far better to think 1in
terms of a number of different phases or developmental processes that we

have to go through.

It“'eems to me that we: have been talking about orientation a great
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deai. How aré we to Aqfient ourselves and how are we to orient our
cqlleagues? Knowing what something is abéut is clearly a phase that 37 havé
to go through, and clearly i{t is a firsf step. However, 1 do not see any
reason why we cannot start almost at once t& develop some position
statements. A small group of people can begin to write down the assumptions
underlying what we propose} to be our position. Others can develop
meaninhful and helpful suatem;ﬁts based on literature and other résources

that we presently have. Fach activity of this kind will sharpen faculty
[ 3

awareness of their need for orientation. If the faculty had tossed on their -

-
desks tommorow a set of assunptions that you proposed to adopt at a faculty

meeeting,’there would be a very dg‘ck heightening of concern over their
awareness levels. That is one process through which I Qould gO. I would
hgve some people who are good at developing assumption sets and position
statements get at this 6 task. No matter how crude these‘?érst position
statements are, begin to feed them to the faculty. You will very quickly
heighten people's concern over their awareness levels and get them on board.
They will recognize that, except as they are involved, they will be hypassed
In a process that, as the decision makers 1in your colléée, they cannot
afford to be bypassed ou. Out of all ot thts, you would begin to develop

.

\
some sort of a cousenSus ..l a codyitmenu to what\has to be done.
) - ) J

~—

Such a process 1s much more reai 1f it 1s. done out of position
statements than 1f it 1s done out of orientation. Though orientation is not
without value, all you get out of {t is a so;t of geneY®ized commitment.
When you begin to put down yodr position statements, you get down to nuts
and bolts. Out ofvéur own college's records, I can show you a great number
of these draft position papers which were used to refine sets of objectivesd

L ]
for our college. Such activities force people into an examination of the

4
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fundanqﬁtal issues and away from the triJ&g\ that we tend to argue about as
we congider whether we are going fo‘dé something one way or another.
o , « ,
Once basic understandings and commitments are obtained it is necessary

to get 1into the question of 1mp1emen€a;ton. Once again, I am pot talking

serially; \tﬁé phases are conceptually discrete, but in pract

interacting. This puts us into the position of saying, "We must implement

something now.' We;thl find that we have need for a curriculum development

process, and an instructional design process.

Instructional Program Considerations

Figure 1 on the followirdg page 1is a model whi¢h andi}tically portrays

several glements of teacher education programs (a fuller description of the
model can be found in Appendix A of this paper). . |On\the left-hand side of

the figure 1s a list of the substantive or the coftent areas on which our
~
3

profession depends. It really ‘1s\f list of all the components of a

preparation 'program for teachers. Across the| top 1is a selection of
)
instructional modes which are suited go professional preparation programs.

[

Areas of Study
’ i

Five alLecao ol L‘t.x-l_y Gt ll\-lls_‘al.cd_ 3 iesia / whileh \_ust_umuxlly are the
tesponsibflity of (he Aris ant Sclences taculiy/awd some of the professional

school of education.

General Liberal. All students have #o meet the general® education

requirements of the institution. Whether that amounts to 40 hours, 45
//

hours, or 50 hours depeads on the institufion, but there almost always 4{% a .

common core of up to 50 hours. Foy/our own purposes, the best we 1in

education can do with the generalyeducation requirement is to negotiat% with

U
the ncadepic community to relate this component somewhat to teaching. For
A

40 - 551

)

\



~o

The Education of Professional Teachers

Areas of Study/M

Areas of Study

General Liberal

Subject Specialty(ies)

Undergirding Disc'\iplines.
- (Pre-Ed)

Educational Foundations

Professional Practice
-Knowledge

-Strategies

-Models
-Attitudes/Values
-Professional Literacy

odes of Instruction
INSTRUCTIONAL MODES

MODELING/MENTORING/TUTORING

Input Output

—).’n—

50 .
Figure 1 ~
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. Teacher Education -
Life Space
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r
the most part, however, students from all areas of the university are

involved in such classes, so little can he done to have them made‘hlzsctly'

relevant. In some 1institutions, education studentg could ‘elect coursew

\ P

under professional school advisement.

Subject Specialty(ies). Texas requires everyone who is going to teach

gecondary school to.bave 24-hour specializations in each of tyo teaching
fields (e*cept in the all-level which requires 48 hours in one field;;
While other states may vary in the number they requiré, universally thereﬂqs
a, subject area requirement similar to that of Texas. /&t i8 these’ hours thafv
the other professions use for a ma jor part of the professional pfeparation.
After General Libg;al, yé have to work for up to 50 semester hours on
teaching our studehts something to teach--before we gét ﬁuéh ;haAce to talk
about how we are going to teach 1it. Regardless of how we interact and
interface them, they remain fundamentally 50 hou;s of content in the
disciplines. We cannot de much about it and would not want to if we coﬁld.

-

It is an important element of teacher preparation. =

Undergirding Disciplines. One of the characteristics of a profession

identified in our Commission reﬁort indicates that a profession alwa;s is
based fn one or more undergirding disciplimes out of which the practice of
the profession i{s developed. Doctors have to study anatomy which is a
discipline. Teachers ne;d to study psychology, ;ociology,‘apthropology, and
philosophy——four commonly—agréed upon undergirding disclplines of our
profession. Normally these are taught in Arts and' Sciences. Usually they

are introductory courses. As with general liheral, we sometimes are ahle to
s .

influence the courses and have some teacher-relevant content in them. But

o

for the ~most part, while the professors teaching the courses know thefr -

disciplines, they do not know how the disciplines relatﬁ to the educatfon
- \ »

(4 ’ / \ ¢
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instituﬁion and tolthe act of teach{ng.

L : b/
- - - A . + 3 . N
Educational Fougdations. For every wndergirding discipline in the pure

~
4

-séiknces, there usually 1s a corresponding applied 'discipline called
» , - . : "
"educational foundations” which relates thg discipline to schooling and/or

teaéhing. Thus we have educational psychology, child development,

=z

educational sociology/ educational philosophy, and so on. We have at least

one foundation area for each pure discipline on which we depend.

- Professional Practice. @qﬁally we have the particular concerns which

characterize our profession. ‘These are the knowledges, skills, att{tudés
and values that our profession has to develop ‘%n‘its graduates before 1t

inducts them into the profession and gives them a license to practice using

the whole repertoire of 1instructional ‘' strategies, knowledges, and .

/4§Zfessiona1\behnviors. l ’ . ' .

Life Space | ) )

—

- On\ the right side of the model i{s a column headed "Teacher‘Education

-

Life Space.” Lif¢ space is expresgsed as semester credit hours.
If we take\all of the cogponents commonly assigngd to Arts and
Sciences, it takes roughly 100 semestar hours, more or less, even with sghme

~ Overlapping among the components

?
functions petiofmed., This leaveﬁgus in education, at a bachelor's ifveIQ

with. roughly 20 hours within which to perferm our obligations. It
“represents the amount left after others have taken their time out of the

availgble 120 hours. That is where we get the box in which we live. The

Y

box is rational. Our continuing to live in it is irrational as’ far as T am

L4

concerned. 3

Thoughtful teacher educators rarely argue for reducing the Arts and

*

Sciences input to our profession because they ‘believe that nabody hHonestly

~C
;*

N\ T S S

to get these first three Arts and Sciences

»



R .. . . ’ .
. L . ) , ‘_ 2 i <
- Y . . i - - . ’
. f o . . -
.0 \ . - N .o . .

v 3 L N . 1 - . o '

" ) * . n .

. .

can 8 y thet teachers should not be liberslly edueatql, ‘should not know ve]l

the fu jects they are going to be teaching. should not’ﬁ. well. informed so

C

they can relate to current 80cietal events. and 80 on,. Hith this ve readily

. AY

.agree.. ., Neither can we argue that teachers should‘not be Qell versed in the F
undergirding disciplines of the1r~profession. We cannot responsibly argue

for cutiting credit out of that area of study. But agreeinh:to.this leives

.

us with the prablem of our ovn life@space.- . R 'i-. J‘ s

' « When 1t cheg, {:\\educational ‘foundations and' to« the professional
component - of the knowledgss,v'behaviors, and skills for teachipg. we have.
', agreed that nelneeqy'the }b+,hbnrs that we now get in  the undergraduate

program, plus another SQ~hqurs which yfelds the approximation of a master's

. degree,program. 'This'provides_SO hours that we would have to ourselves to

~ ‘work: on educational‘fsundations and professional components. When we send

students out to an internship, we probably will offer _seminar credits for

a '

*
each of the two semesters they are 1nterns, and ‘that Wwill run us up to 56
. ) B - . ' . i 5 R 7 . v . 5:;'( R
hours.” - = < &, o

‘ .
.

Rationally, therefore; what de“sre arriving at as a"definition of the
.minimun 1eve1 for professional préparetion is the master's dq‘ree plus or

inclusive of an internship. s ] Co R

-

<

Instructional Modes _ - " . ..

The " content of professional’ teacher preparation "is only one

considerationf Equally important {3 the anns‘¥§ whith the ihstruction is
3t0 be delivered. Some representative modés are shown across the top of the

. : S '

. model. - Of these, only some will require a comment .,

' Inst!uctional Resodrces. We will }ﬂMp much more the use of
2 ]
mit

H

nl mediated and other learning resources which the student to be an

independent réther thah a dependent learner. In our college, for example,

.
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we have a 10,000 square-foot leardiqg resOUrce center,/a 4,000 dquaté-font

production center, anhd another 4, 000 square-foot facility that 1s a learning o

]

satellite. So we have roughly 16 000 square feet of  our building devoted \b\\*_‘

learning resource center development and delivery. . Developing materials for
t

this center has caused us to grow more than anything else we have eve& done;
Y

‘one really has to know whatghe {s about when he Starts to mediate himself.
- . [ - . . ' .

He has to know what he wants as objectives, how to deliver the instruction,
B » i - ‘. o ” N
and how to evaluate the outcomes. -One growsdin the prdcess.
' - N ‘ * ]

4

Laboratory Simulation. The lahoratory methodology is one that our

~

profession has not dt;e well‘ (micro—teaching‘ahd the use of protocols are .

examples of laboratory technology) but it 1is one which is mttal . to certain
kinds of learning. For exemple, one can put students in lecture classes and
lecture at them until mell freezes oyer and not necessarily -touch theif'

. L4 - ~ ¥
attitudlnal“ or thelr behavioral componentg-~except for affecting their ..
cognitiye ability to reptoducé what you ask them to reproduce. _: : | -

Producing ‘teachers 1is probaolyﬂ'the most ~diff1?u1t of all the
professional acts carried oml'in our society; It is the most difficult
partly because it is more complex to. begin with; it is a 1less delimiteo:,
field~thsn most’ of the .other professions. But the cructal reason why 1t ls
the most- difficult is that the school is a primary Ijstitutiom ’whichfmost‘
people, as children, have experienced for 12 years, 200 days a year, five
hours a déy, The&khave had model teaeoets.‘ All the other ptofesé*ons take
people who are not already programmed when they enter the profession. ‘They
have seen theilr doctor a few times. They may never have seen a lawyer; they
have lit(&i\idea about whet lawyersldo and Yhat lawyers are. In such cas!s
people are a tabmla rasa, waiting to have written on them what they should

.

. "
do ‘and what they should be in their professioq!. Not so with ‘ours. Every

45
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child can pAlay _echool' and pﬁy it with great fj'deliti'.' They know precisely .
what the hehaviors of aﬂprincioal are and oreeilely'what the behaviora. of a
teacher are, 'I’hey know 1t from long ex?erience and their experience is
value loaded. They are emotionally ‘involved in wholia a good teacher and-
who 1s not because of their own oast erperiences, what their parents have
* said, and so on. If we want to make teachers who are already 1mpr1nteo
either favorably ~or unfavorably 1nto‘ef£ective profedhionaik teechere, we

have to eradicate the harmful practices and the value loadings that are oﬂw
the practices. ‘ | = \ |
I'refer, for 1notance, to the tendency of our society to be judgmental

and punitive, which 13‘ a common observation made about American eociety.
From the very begionihg of our history we were judgmental and punitive: Ve
were extremely hard'on children, Extremely hard on each other. That is what:

. ve have learned out of our.backgf0unds. “Yet we know from the science of our

profession that such behavior is a gemf ally dysfunctional mode. How are we

to remove judpmentaliem from a person before we turn him or her loose as a
o Q“‘c

’teacherﬂin the school? Similarly, {f a teacher is biased against~”e blaek
skin or a brown skin or a langnage that 1is diftereﬂt from his own, do you
Just tell him it 1s“not‘ right? We know that‘éuoﬁ .approaches cannot be
expected to work. We have to use powerful etrategié’ of 1instruction that
are cepable of changing the attitudinal, valuefloaded behaviors that

teachers briog with them. We need powerful strategies to overcome the

forces that pull teachers in other directions. o 4
r(‘e

The technalogy—supported lahoratory, where people are brought together
in small groups, is one of the best strategies for this purpose. In
‘ laboratory situations different modes of behavi%r are experienced and’

‘feedback 1is given in a supportive mode . This is the process 1in

v
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micro-teaching. We say, "This 1s an instructional beha%ior or strategy that
teachers need--try it; we will video-tape you, we will sit dodﬂ'ﬁ{\h you and

-play 1t back; we will* point out what occurs and you can’go back and try it

agafn. As long as it takes, we want to keep atethis. We'are not rejecting
. » ~ - . -

youe. We are simply saying that some behaviors.are bef?eved'to be necessary

’

to teéching and you need to have them eventually.” N

'Al} kinds of materials~-some developéd in federal -projects-—are not

ed in most institutions, because either we do not know about them or we are
.not comfortable with them or we do not have the time to ud? them. So we

rush through our simpler processes and send out students who are noty,

A

fundame&tally Kchanged"hut who _ can verbalize glibly thuse\ things that we

wanted reproduced. This does not constitute action-effective professional
v < : . -
behavior. So laboratories are needed as pne of our major strategies. s

+ .
’ -4

Clinical Studies. We in teacher education know the variety of‘geal

N o .
world experiences that people need to '‘get .the orientation to and the’

praéticed reinforcement of Yhat we teach. Thﬁ c11n1%91 experience 13 the
*-most neglected of all\. In my view, not a single teacher shoul ever he
gg;mitted to, so into-the schocls unless that teacher has had a @}nimuh.of
geight or ten in-depth cl%Tical -experiences with children with diffefent/
kind# of learning challengec--hopefuily there could be more. Thie requirés
an operating clinic on the campus or in conjangtioq Qith the schools, where
. a student teacher, under ékperviston,‘can work up cases‘ on 'particﬁlar
children and develop recommenddf?ons regarding those children. In other
words, it is an .-individual program dgathe kind that optometry students, for
example, exper{ence 1h couhtless' h,hrs of clinical training. Such
expert:hbes involve being assigned to a client, working up a case, making up

-

a prescription, callihg tthe professor, having the professor seq if it was an

.- . . \
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l accurate prescription.' Stndents in the professibnal ‘8chools do suth

/

processes over and over again to nmake 8ure that they can prescrigg safely.

We, on the other hapnd, send people out into~the teaching profelsion without

v

‘the experience of a single case. Then we tell them they have to

individualize programs and do dbagnosis and prescription of learning

problems every minute of the day. We are neverz‘going to prepare‘

~

professional teachers until we put them_in clinical settinga“and' make the@

/6

Lol . ' 4
see children as individual children. Schools always have looked at classes
| 1 y ‘ o | . ..
. " of students -as the unit. Even  though .jF * have / talked about

individualization, we also alwhye have talked _about grouping for

instruction. We never have taught teachers to 1look at children as
individual cases to be diagnosed q?d dealt with in térms of the individual'
-particular needs. If we are not prepared to go 1into depth .dn our

/’\ - N S
reparation, most of our training will fail.
!

The Internship. Perhaps {1t would begfwise also to point out that

teacghers, onlihe pﬁactitioners of most other professions, do not deal only

’- with indivi4uals; They also have to deal with the class as a group and with
subgroups within the class. Clinical studies of.the sociology:ff the
classroom and {its impact on learning are as important as thudies of‘
individuais. In the last year, after meeting the requirenents-of the
training program to a ptisfactory level, the.stndent. teacher would be

employed in a ‘school as an "intern” or "beginning teacher” for a year or

two, under the supervision of and with assistance from both a professional'*3
v ) \ : .

~ from the local school and a te/cher educator from the college. This

fnstruct ional mode would be similar to other professional internships where,
4 ‘ . B + -
for a year the intern's decisionq» are monitored; help-: is given, and

. efféctiveness on the firingi}ine 1s assessed in actual situations.

~
7
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.Modelingé Mentoring, Tutoring- . =«

J Anong the most important modes of instruction, three hﬁye been singled .

£ : '

out and placed separately across the top of - the‘ model. These are

"modeling," "mentoring,"” and "tutbring;"

. : C
\‘ Modeling. Modeling refers to acting in ways that serve as examples to

N

those whom we teach. There‘is amplg‘evidence of the power of models in

\affecting the behaviors of people. In teacher education everything around

the student. should exemplify the best of educational practice. This is true

-

of professors a::égg?bfessorial behavior,' of strategies of indtruction, of

facilities, of personal relations, and of support servic » A College

of Education must seek to exemplify what it explicates,” in part becéuse‘it

t -

‘must be true to itself and in part because modeling 1is one of 1{ts most’

LA

‘effective strategies.
Héntoring. Extensive studies . have revealed the power as well of

L)

- mentoring?” Studies in business reveal ‘that every successful business leader -

~ studied cgn ident1fy one or -more personal mentors--a mentor being a person

who has taken a personal interest inand has intervened to influence the

G

carbsr of .the 1ipdividual. A prominent medical doctor has indicated the

3

impqgtﬁnce pf one—onaoneﬁmentocing in medical education as well.
! Tutoring.- As a concept and practice, tutoring is well known to us.
Teacher -education students need instruction in and experiencerwith

tutoring. ; ‘ he

.-

s with other forms of instruction, students of teaching need . to

. : ’ ., 4 S~
experfence all three of these powerful modes ojfinterpersonal influende.

" Systemic Process ' ' . //”_
Thougﬁ'the mbodel is analytic in its nature and intent, 1t can also be
» - ‘-
“ viewed as an input-process-output system model. The input-process=-output
49, . Y
by
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-nature of the preparation process is shown on the lower right.. Operating
toward a set of ob1ectives that are declared m@?e public,nand known by the

lenrner, the stratsgy is pimilar to that of competency-based education. It

A
does not matter whether it 1s called competency based or something else. In -

o* ] Al

any case, professional education has to be objective oriented' we haye to¢

‘1d°"tify what Ve want the student to know and what we want ‘the student to ﬁ

Ve

able to do. Then we have to put on-line an input-process—output operation ¥

<

and assessment. When. it 1s all over, we have. to hold.'the learn r\z%

. - . , ~ ’ ' ' _
accountable for meeting the objectives. It is important to‘/ieep in mind
that the objectives represent the standards “which the profession sets. In-
the ideal sense, both teacher education and the student are accodhta&lé‘to :

our profession. ’ ' - )

X

There 18 no excusing our sending an unprepared professional out . to.
practice because we did not have enough 1life space; no decent profession

‘sends "out a person who has not been held accountable, before he/she ‘is sent
N , . .

p g .
out, for demonstrating the capacity to be a- good professional to a safe

levelJ:/ d\ e
Maynard Reynolds has been trying with the help of a group to put flesh

on the bones of this model, particularly on &\{2se items on the left—hand

gside of our figure. The intent wili {to see we can idenzify, for the

mainst;eaming movéement and for the teaching profession in general, the

vt '

. .
instruction that we can offer that would be directly related to the question

g

that 'we have bheen consb&ering here, the ‘mainstreaming of handicapped

children. The professfon no" longer caS\afford to prepare its practitioners
to a level which assumes ~that the most challenging cases will be sent

. <
elsewhere.

o
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" Resource Implications . .
. ) : ; / . - A ) '

It 18 obvious th;t\the' uge of extended‘prograhs and mbre effective
. . - L4 < .
N s ¢

strategies. of instruction kas resource implications. The proposqd program
would involwe a higher per student cost. It is important, however, not to

Jump too quigkly to conclusions about cost. It also 1is impOrteﬂt to take
B . . - \’ N

- 4 . .

-the broader rather.than the narrower view d to emphasize cost benefit.

The purpose behind improvement ikhthe teacher education program is more

<
effective education in the schools.. Schools have a choice., _They can

.
. . -

operate 80 as to create problems and then nount expensive corrective and
‘ » o )
remedial programs, or they can seek to prevent proh&ems. If, as  this

ohserver helieves, many of the chronicfbnpglemé of schools ~derive j}reetly

1
Y

from chronic negle' "of teacher preparation, then the least expensive

aolution may be tter inittlal preparation. The exercise of the -teacher
- -~ o, »
-preparation Option would cost Tere in the higher education budpet and less

%
in that of the public schools.

Even that line of reasoning may be faulty, however. Teacher education

[ . ? -

—has long been the bhargain bhasement of higher = education. Students have’

flocked to it, but many bought what they didn't really want—lgﬁcept ngf'the
degree label on 1it. Thus, in  the ead, many went into other wagks of life
[ \\‘ ‘ :

without ever teaching or after teaching for short periods of time. Extended
* . '

and rigorous'programs of teacher education would cut out the bargain;

>
-..shoppers. A program twice as lony in the professional requirements for half
20

1

as many students could cost lfttle more than at preserdt and henefit schools
' . 4

at the same time. \

.

M

Neither are all of our present programs low COZE;, Professors justify

.the need for dﬁall classes 4nd then lecture to them; (such instructtqn' has a -

high unit Sost and low ef fectiveness. Student teaching--a relatively

\ e "‘ ) — 5] » s
/ : - b‘: . . | & /
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1neffecttge instructional strategy--has been relatively high in cost.
. ) ' . ]
Cost!should not be permitted to turn qﬁ‘de efforts to improve teacher
education. The profession can make hetter use of existing resources. More

-
importantly, however, it can call upon those who provide resources ,to the
b ) ’
educational system to invest in the most significant effort of all——the

- -
a

education of professionalgteachers. ‘ : v _//’

Coficluding Remarks

L]

’ I often find mysélf asking whether we any longer care. WDo)we as
. ‘ A

professionalg stand up and tell the public what we could do "1if"? D@ ve .
. w t

relate to our- own teac ing profession to "convince it that we know what a

good program i8? Do we recognize the criticism we deserve for the output of 7

teacher education? ‘Do we seek our profession's support in designing what it

¥ 1s  that needs to be there? Do we respect our practitioner professional

v

colleagues ®and value their inyolvement,in‘>P@pher,aﬂucation? Do we believe

“

that 1if they Join with‘hs they will ‘come to a conclusion simi%;r ﬁo ours?

K There is no way, in my'view, that one can escape these conclusfons. Tﬁey
-] - .\ . @ !

v ) . i i
// are. minimal; they are not maximal. Boldli‘and openly 'sharing them is the

kd . = . L
anly way to get supoport. . T
)

As Cremin Baid last February in his Hunt lecture, Jid as I timidly said

F3

lésf October im Saskatchewan where I thought it was fairly safe, ultimately
all teachers should end up with a doctor's degree. . The other professions

'do.'_ If one goes through law, one gets a Doctor of Jurisprudence; if one:

¢ -

//gbeivthrough optometry, he receives a Doctor of Optometry; in medicine, it

' 1s,a Doctor of Médicine." Our "long—term bbjﬁﬁtive, probably not publicly o

stated at this time, when we get to fullﬁprofessional status, should be to.

grant all ﬁea?ﬁ%ri/? professional doétor's degree. Then when we graduafe
v . T R N 4 . .

i
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them, when they walk by.-and-receive . their certificates and diplomas oh
@ . : . @ ,Pf ‘

stage,  the Dean will not have to whisper to-them, "You get back here next

fall and get going on the rest of your preparation,” That is what we now do

4

to teachers, The day they walk ‘across the stage we tell them we will sgee
them in September. We tell them that theytwill be responsible for removing
the deficit with which we have left them.  That i{s an unconscionable thing

to do. , o L «
Pexas has recently proposed a bill which would esfgégish some legal
. , » ‘ Y
requirements  of this kind.{ The bill wogld allow a teacher five years in

v

L7 * . . . / ’
“which to pick gp//iﬁﬁister's. degree. Contemplate, 1f you will, that

7’ ‘ ' -
partially-trained teacher. going out to work in a mainstreamed class in the

Y

central cifty, struggling for survival, and being told thaam'one night a week

. or two nights a week he/sHe 1s to be at the college for three hours . and that
A

he/she is to study at least an additional six hours in connection with each

" ‘of those three.. Contemplate, too, that teacher being told to be an

effective “and successful teacher, and not to let the children down. How

long must we suffer this? - How long can education.professors remain silent
] Y

. ‘ 4 . ‘
and seem not to know or care? , i
: \

. _ .
Many- professional educators .across the ‘nation despair i of major

- .
improvements in teacher educQtion and the teqfhing profession without major

. -

improvements 1in, the governance and control of \zprofessibnal\<matters.

Attempts}are being made to establish teaching as a profession urder the law

2

and to set nup professional practices commissions with appropriate authority

in professional mdtters:

; . | e T
We in Texas are activelyigngaged in Buch an effort at this time. The ..

. A} : .
deans of education and the Texas State Teachers' Association have
B v

coSlahorated in. drafting and proposing a bill for this purpose. We are
) s

By
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. confident that 1t will go forward ahd pass the
: . f | . v .
We * in teacher education have: to beliede that teachers, too,* are

egislature this year.

rational heings: We can and must work togethepr. In the initial efforts

there will be tensions’ as some long-harbored feelings are releag,ﬂ; but

\pon Conmon,interest will be

these soon will pass. Then common ground based
’ . /)

discovered and the power of the organized teachers will drive refotw in ,

teacher ' education. We are unlikely to get it | any other way. Teacher

-~
.

education has no power of its own and it has few| who know eénough or care '/‘J

8 qur'éource of poten&ifi“j,.b

enough to act in 1ts behalf. Our own?;rofession

power and influence. )

I conclude by saying that I think we- ought to remind ourseives that
professors are not immaculately conceived and |\they are not divinely
t Y

inspired. We have to use the same strategles of ins ruction on ourselves
\ ) ;

we use 1In preparing teachers. Otherwise, we will go into this ‘chﬁs of

/

self-improvement at a cognitive 1level with minimal clommitment, avﬁ/ywé will

]

- V’ .
end up with the frustration that many otherg have erfenced in similar

attempts. We have to be serfous ahout our own educatfon. 1t _fakes powerful
" - N 7\ .
strategies and good climates to prepare other peoplel 1n important things.

L
v .

- It will take .no less for professors, and perhaps mpre, because of their

&,

seeming assumption that they arL divinely 1ﬁspired~‘ We jggénfﬁfvé to take

our own' development very seriously if we are going o get anywhere. The

more Wwe can get involved in the kind of process that;I 1{indicated earlier,
S

: ' . STy
the more we can actually_take it on as a challenge and a task and work -at {t

~ . -

together, the les§ likely ;hai pegple will say, "Before“Ve’cah}do that, we

- . . - i <’ :
need this.” That is what. leads to educational efforts and traiitng efforts
. . “.m , @%§:--
on the part of ourselves. s A
We should not overlook the rﬁﬁ}ity that the whole system'?§¥n the
= ‘ &

university 1is against 1it. One does not get a brownie point .on the

N
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nniveraity c’.bus for attending a gorkshop. -‘Oneygoes not;geéfpromoted,fdr
that' neiéier does’ salary flow from 1t. It will be an uphill'fight because
the value system in the university, particularly at this time, is not highly
‘favorable to it. Sometimes I wish we were still normal schools. . At least
we woeld have'cqntrol of our own destiny.

. ; .
When it comes down to the last_questiod of all, the qﬂeféton is: Do we

have ' enough guts to risk our present sftuation-in favor of a, befter one?

[l 4

- The word “risk" always carries the possibility,that it could go either way, '

3

thing to confront the aca emie community. It;ie‘not an easy thing to live
S LR . ~

thLugh in our case there }?ems precious little to lose.: At 18 not an easy

through the grfnding experience of haGing teachers and teacher educators

confront each other 1like bhorn enemiegs. But I can tell, you fha; we came

-

through such confrontations before. A%ter all the arrows have been shot and

A

all the spit balls have been thrown, we Have_sat down together and found it
in our best interest to stay together iand do thtngs. togeéher.' I anm

convinced that 1is the way iéﬁ is going to “be if only people commit
/
mselves.,

- \‘_)

i\ . _ N
Theré are precious few Colleges of Education around the country that

a
are prepared to make the 1eve1 of commitment that 1s necessary if we are

-
~

going to meet

going to meet the ch

'llenges of a strong professional preparation program.

\ -
1s"not going to get us there. Let this he one of

Anything Jess than tha

the precious few!

the challenges of ﬁainstreaming, and above all, if we are
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. THE EDUCATION OF PROFESSIONAL TEACHFRS

o KB \ \ ] e i 7 7
' As the College of Education gées ahout redestfining and redeveloping its
preservile teacher preparation program(s), it "will have to address the .
questiong of what it wants its graduates to know and able tg do. It
will. also have to address the' questions .of how best to conduct the

instruction and assess the resultss X , - - ’

- ~

Figure 1, included in the body of this paper, is designed to provide an
organizer for such planning. MTwo dimensions are addresged:
1. Areas‘of‘S;udY- . S 7
2. Instructional Modes

‘Before a teachgf education program can be effected, it is ‘necessary ,to
determine specifically khe knowledges, behaviors, and skills which the total
program will require, what - respongibilities will reside in each area, and

- what the inter-relationships between and among the responsible units should
. bes Instructional modes need similar consideration though they can be mare
flexibly suggested as appropriate for particular purposes. LT

‘ . ) ) ‘ v s ) . .
, Areas of Study . . ; @

e
A

Areas of Study 13 shown as having five components.

- A : LY
L 1. General LiberéTeigThis is the general or liberal component which
universities commonly require of all students in all progfams. Usually 1t
approximates 50 semester hours and includes required and/o elective work in
/ humanities and fine " arts, mathematics and science, soci 1 "and behavioral -
~" . gciedces, and henf@h and physical education. Since they|are a requirement
common to all entering students and since many 4tudents transfer afyer
community college, professional schools tend to- have little control of the -
general education part of the undergraduate program. In sqme cases they can
influence student choices to include introductory work in tubjects of value *=

to profgssional‘edu@nttgn.jﬁgs e . )

i
i /

H .

i

H

H

2, Subject Specialties. Certification requirements will guarantee ‘a
minimun amount of cdursewérk 1in the areas of teaching specialization
secondary ‘teachers a may ,have siﬁilar distribution ' requirements £
elementary, Colleges of Education should atteﬁpt to engyre that the Arts
and Sciences requirements and rof ferings are maximally relevdnt to the public
school curriculum. The' degree of their capacity to 'do so will vary from
ingtitution to 1ns%}tution. : ‘

i
Loy ‘.
‘ B ; N

3. Undergirding Disciplines. Fvpry profession has some disciplines
which are basic to 1it. From them jcome the wellspriqgs of professional

C A




- » profession.

-case 1t. {s essential . that they have
' learner the 1institution, and commumrity- eduga tional condit fons. Inﬂghese
areas\d%%ect releyance and close ties to whatt is offered in the professional”

- . . ~. . . - -

. Ne

knowledge. . Teaching can- identify Psychology, Sociology, Antbropology, and

v

Phitosophy .as disciplines from which professional ‘practice grows, and

develops.. . BN ‘ .

v,

~In some professions the targeted study of s&uch disciplines is labeled

-3
.
. N

"pre~ " ;pre-med, pre-law). In others, the~disciplines are made a part ... -

of the requirements withoug .special designations.. In e{ther case, they are

, Important sources of .insight;- principles, and theory of great ‘significance

I -

to the professiom. _ LA . . : . \’/

«~
%

Professional schools 'may yield all 6’§ .8ome of‘ the wor in the.

undergirding disciplines_to the acadenic disciplines, or they ma find“1t®
necessary to teach all or some' of it™themselves. “Almost invariably there is
tens{ Qn over how relevant .o ‘professional °needs the courses 1in the
discip Ines are. This is perfectly understandahl since the courses--unless

_special <eughﬁ:j§re not targeted at the profesgichs or at any particulax
The -one professional schgol as *
t usually by faculty ﬁron_

ontain students from mere tha
well as majors in the dbdscipline, ¥nd, ‘since ta
the dTScipline they favor the actademic studentd,

~

Whatever the siﬂuation professional qchools,need to require’ study of*

the . undeggirding disciplines and to- exercise as' mutch control as possible
over relevance. One means professional. SChools hdve of doing this is' to
select the \-most relevant courses _ gnd, through requtrement or
counseling/adviising, - get their students into ’ thim. - Under favorable

" conditf{ons speicial 'sections mayj?e.offared or cortent. negotiated. L

T \

. . . .y
. p L J , . .
4, Educa {onal Foundations. The foundations of education a;e a dfrect

L

-counterpart 46f the undergitding discdplines. Whereas in the disciplines thevf

subject or <discipline is itself the object of Btudy, in the fBundati'nS'

education dnd teaching are the objectq of attepsion as seen throuph the eyes

attention. Together the undergirding disgiplines " gnd the educational

of- scholars with a dual orientation to theé discipline and the object of

foundations provide-the ° understdhdings 6f the individ 1, the school, and

the society which are fundamental to professional practice in' the.society.
Professors / in these areas ,may come ofit of ‘the. ‘practitioner’ role rand tdke

advanced stydies or they may come: out oﬁkthe academic tradition.: _In either .-

practice part of the program muét be expecteg
2

- . =

5. Professional %tudies«w\_he professional studies 'pr#vide - direct -

ad extgnsive experience ‘with 'the’,

lnstruction in and experience with the actual practice of the profession. -

Building on the undergirding * disciplines, a bodyf of knowledge or practice-

and a repertoire of behaviors ‘and skills for usqd in nahin? and implerenting

» profesqional deciqions are develope( in the student.

A ]
It is in th#s area that the student gains knowledge of practicegand
develops the professtfonal beha¥iors and skflls required for admission to the
profession., Curriculin, met%odq, .instructional strategies, evaluation,

professiohal qtandards, and general professional 1l4teracy are addtessgd. -

1 : "
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‘ﬁuch of the, actudl ekperience with students in 1nd1v1dual,z clinical, gwoup
and classroom situations is in this, area. Professors and school~based
‘professionals work together in providing the ‘experiences.

Though there 1is nothing sacrosanct in these .categories of instguction,.
‘#they do correspond to common usage. Together they portray the bread scope
. of teacher preparation.- They are, however,+only a beginning. Much more”
- demanding’ 18 the'*ﬂ?velopment of the knowléd£537‘~behaviors, skills and
attitudes’ which represent the outcomes of the program; deciding on the
specific content and gctivities which will be needed to yleld the outcomes;
allocating the responsibilities to the various instructional units; and
coordinating. er {ntegrating the respective functions - and instructional
activities {into 3 coherent whole. -

@ 4 - k

Modes of Instruction

\

it

Modifving the behaviors of students in professionqab schgols in the
- direction of pyofessional practice 1s newer.a simple matter. wide array
‘of instructional strategies ranging from the most simple. to th€ most complex

ts needeyl. The need may.be greater in teacher education sipfe stydents have

been e:?gsed .to the practice of teaching to such a gréat &ﬁn The *
teacher education student {s no tabula rasa to be writt ‘pon, ratWer theé&

‘slate {s already deeply marked with att{tudes, Seliefs{/behaviors and models*

” of behavior, mitch of which may be dysfunctional to effective practice. No

other profession has thig prohlem to so great an extent.

‘Most of the modes of {nstrudtion listed are toe well known to require
elaboration, Only those less commonly used or varfantly used will be
elaborated.

lt‘n( nluL Kesoulce

Mauch  of  the copntttve substance of teacher education could be
modatartizet ant poosented to students by way of technoelogy {f so desired
(book; film, flimstrip; slide-~tape; audigh cassette; video cassette; compute?
propgram; etc ). The advantage of the approach .is the conservation of human
fnstructtonal resources aAd the capacity to tndividualize.

dr

: g

The laboratory permits' the preséntaton of segnents of reality without
t he contaminatfgm of s{tuational vartables and without unnecessary
Interference with professional practice and clients {n real situations.
Protocols. and mic¢ro- tench{ng are exanples of the use of laboratory
approaches 1In teacher “aducat fon. Computer g{mulations permit the use of
audio and video techmology altong with elfther linear or branching decision
mak t np . The utflity of these approaches has been demonstrated to the point

where much more use wouw,'hé Justified.

l,dlnu“d[’nx‘v_ Stalation

ERIC
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. Clinical Studies : - , ! e
. ™ . R N ,: - .

' Teaching has long been viewed As a group or classroom activity. fIn N
keeping with this view' (and for other reasons--such as time .available™and
resources), the teacher education experiences have been' group related.
Rarely have those preparing for the usual teaching agsignment had ser
itn-depth clinical experience with a number of indiviqual cases. It is
unlikely that the group orientation of teachers will be greatly modified

™ until serious attention 'is giwen to cases and to clinical study. Some .of
the training cases would haye to he re. . real and live. Nthers might he
simulated or compﬁﬁergzed. : ~

.

. ¢ . ."": ' L, I F
Field Fxperiences ‘ : S0 e
- 7 o’
no stranger to ffg?ﬁf experience. A range of
observation to student tegching has been
s 2

Teacher education ]
acti{vities fron undifectd
" employed.

) J \\‘ ) 7 AN i //
/ ‘ £
. Intermshig
1 The internship, common in other professions, also ha$ been used to a
limited extent 1in teachtng. In essence 1t {nvolves practicing _ the

.q%ﬁf,profesﬁgpn under supervision as a last,experf%nce in the program. - The
Internship in teaching usually has been expérimental and 1imited to a few
stindents, A commd®t ° pattern has heen to assign a group of five or six
students to regular classroom responsihilities and to provide a full-time
school-based supervisor gnd a part-time college person to provide constant
assistance throughout the {nternship year. The coqtq\ of the program have
been covered by reducing the usnal teacher pay to 3/4 or 2/3 and pooling the
difference to covér program costs. A problen in terms of)teacher surplus ls
res{istance from teachers hecnuqo of repgular teacher dLSpiaPﬂﬂPnt.

Modeling, Mentoring, Tutoring

Centiallv placed ahove the modes of (nstruction fn the matrix are three
hehaviors that can also be callad “modes.” They are, however, morerth
mere strategfes; thev are important and {nfluent{a) human behaviors. earfau—s\\
‘i ’ 3 e
Mode Il {ng
———

Highlighted {n  Banduran psychology, ﬁodeltng is influencing the
behavior of others by example.  People, and children in particular, tend Yo

tnitlate the behaviors of sfgnificant athers LA thelr Tives. ‘ \

Teacher preparatton i{s the onlv professional preparation where what the
Instructor teaches about {s what he/she actually ts doing. To not model the
Anstructed  bhehavior ts to Introduce dlsruptive dfssonance into the .
ﬁLgnvhlng—loarnlng svystem, »

r‘ ) 7 ‘
. — b -
O ‘ .- 'L-Lb ’
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Tutoring X ;L : .

Teacher educators Have no logical option except to exemplify what they
explicate. They also 'should rgise the level of consciousness in teacher
education studénts about the imﬂgrtance_of'modeling for the tea;yer.

/

.

Mentoring

. L 2

Accord}ng to dictionargy definition, a mentor is “a trusted counselor or
guide.” In use, however, the term means much more. It means a person who
takes amy interest in another-—usually young%r-—person and wisely assists in
directing the course of that person's life. Recent research in the business
area has indicated that successful people always can identify one or more
méntors in thgir lives. The mentor has been influential in the ,directions
taken and the isuccesses achieved. .

. Teacher education QFOUId seek to ‘promote mentoring among 1its faculty
and tn encourage teacher education students to internalize the mentor model.

1

Tutoring 18 one—on- -one teachiny._ It may involve instructor and student
or' {t may involve such arrangements as peer tutoring.

Needed Séecial Attention:

Multipultural Fducation, Educatiion for the Han 1capped
7

e \ and Futuristic Emphases

b
. - (3
[

Logically multlcul‘ural education and eduoation for the handicapped are
included n the various components and cells of the matrix and need no
special agtentinn. TW@V are shown Heparétely to highlipht a pervasive
corfrern. ' ! v

> B
1
&

From time to  time new thrusts and needs energe in education or old
concerns take  on aew meaning. Multicultural and the disadvantaged have

'Sﬁrnme central concerns and major thrusts, They no longer are just objects

of] carricilum attent {on. [nstead thev pervade the system. Thus they . are
separately displaved.

~

Futnristic emphasts would appear to merit similar attention. In times
of rap{d change the gencrations tend tp dtift apart, each being a product of
fts oun time and place.) Effective teaching requires “withitness.” Not only

will futures orlentation help teachers catch up; it also can engender the
R

tendencv ta keep up.

Life Space
’
"Lifé Sﬁhco" {s a term which has been supgested to mean the amount or
preparatton time avaflable ¥or the educatfon of pre-service teacharss It
ol
¢
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e e
"can  he translated ingg. semester credit hqurs or quarter hours in a
' quantitative sensge. Cohceptually {t eéxpresses a concern for the adequacy of
time and other resources for teacher education. ,The actual hours as
indicated are "guesstimates” haged on exparience and analysis. As presentged
they indicate need £6r a more protracted program than preselrlya:{s .
available. . ! ‘ ) ' ér“/

T

»

A Note of Caution : : ‘ N

Z% should be recognized that the Areas of wgﬁd /Modes of Instruction
model i1s desipned as an analytic device. It ts-°jfga process model. The
process model, introduced belpw the main modeﬁ51 S a reminder, involves
identifyigng specific objectives and bullding an {instructional program to
mect them. The analytic model 13 the basis for derivation of the objectives
and the delivery system but {t {3 not the system-itself, '

i?« ‘Ti‘!
W
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‘foﬁe Legal Aspects gglEducatton for the Handicapped

e .V,' Daniel Seiakovich
N : ‘ -

-

Tﬁere seems to be a genuine concern for the needs —and rights of

handicapped persons in - the United States in 1978. ™ Some major legislation

was enacted by Congress in the 1970's designed tO'brOtect the legal rights
/ ’ .
and enhance the education of handicappef/ children. In addition, state

legislatures have acted {n this field 1b\r¢eent years. This paper will

examine 'some {ssues which have been raised by laws designed ‘to protect the
4§@5 “ /

«/

handicapped and some casqs‘which have been brought in their interests. This

examination i8 premature since few of the cases have heen finally decided.

In additidn, ‘many “cases" are merely requests for legal definitions,~~
decrees, or injuncttons; The laws are so recent and the legal process so
slow that it will be some ?ears yet befo‘e some of the issues raised in this
paper reach final court settlement. Thus the conclusions which can be drawn
from this paper are limited. This paper is also limited in the selection of
cases. Since there arg no genuige "landngrk" cases, the selection- is

.. O
arbitrary. Those cases which were selected merely {llustrate the breadth

Fs
'

and complexity of the problen.

. : ! \R ]
) - . . N
Major Stdtuted on Education for the Handicapped

Briefly, four major national laws héve applted to the (Issue of
education for the handicapped. These are: The Rehabilitat{on Act of 1973
(Sec. 504), Title VI of the Civil Rights Acct of 1964 (1970), The Educattion
For All Haud{icapped Childree Act, Public Law 94-142 (1975) and the
Educational Rights and Privacy Act of 1974 (Buckley Amendment ), the deOf

provisions of which have been 1ncorporatip in Public Law 94-142 (Sec.

12la.15).

63
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, welfare
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ction SQG of the Mehabilitation Act of 1973 provides that

no otherwise qualified handicapped individual . . . shall,
on the basis of his handicap, be excluded from the
participation in, be depied th.l)'enefits of, or be subject-
to discrimination dnder any program or activity recelving

“federal assistance.

-

3

social serwices and education. The Ac provides that

) e
Discrimination 1is prohibited in employment, program acceesibility,fﬁggith,

euery

recipient of federal funds that operates a‘publtdzelementary or. gsecondary

education program shall provide, either dtreétiy orlthrough referral, a free

and ap

regardl

propriate public education to each qualified handicapped

ess of the nature or severitygef the persor's handicap. (S.
‘P‘ %

person

84.33)

The Act. further provides that all educational placement shall be 1in “the

east
ihtegra
student

establi

restrictive educational enyfromment with the maximum degree of

tion with the non-handicapped as is appropriate for the handicapped

The regulations describe evaluation and placement procedureg, gnd

sh procedural §afeguards for the handicapped. They 1insure .the

handfcapped equal access to extracurricilar services, counseling services
,capp qua s

physica
T1

Lthat

1 education and athletics.

iy

. \ . . . :
tle VI of,the Civil Rights Act of 1964 as amended in 1970, states

oy \ .
N

He  person shall . . . ou the ground of race, color, ar
national origin, be excluded from participation 1in, be
denied the benefits of, or be suhjected to discrimination
under any program.or activity receiving federal financial
assistance. S. 2004 (applies to handicapped children, or
those so identifi{ed who are in the minorities named in this
act)

I'he major provistons of the Education For Al! Handicapped Children Act

L 19795 \l’.l Y4 142) il“'[ud.b“

1

\

A tormula for pro {ding taads to haudlcapped starting at 5%
tn 1978 unttl 1982 when 1 will become 40 percent (projected

cost 1982, 3.16 billion).

~J
(YN
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2. States must submit a plan which assures complete d
non-discriminatory testing and evaluation, the'"least
educational environment.

process,
estrictive”

. i 3. Development of an individualized wriften

‘ program for each
5& ~  handicapped child. #

W'

4, U.b. Commissioner of Educatton is empowered to cut off all federal
funds 1f non-compliance {s found.
\ ) — -
The Educational Rights and Privacy Act of 1974 has been almost

*

completely restated in section 1213.15 of the Educagfon F%r 'Al* Handicapped‘

Children Act. 'Ogta confidentiality 1B;Spe11ed’0ut {n great detail as are
policies ard procedures of record keeping and the use of records. Briefly;g

records cannot be kept and used without written consent of parents; parents

/ a v
must be 1n£ormed in their own langua%s,of what procedures are heing follé??ﬂ
. ¥ . v .

and what things are 1in-the reuo;ﬂé; parents ‘are ~JB he notifiedglof their,

4 ) »

»
rights under the law and_they \mukt undérsténa thap/théy have the right to

. | o . v
Ingpect their child's records and to remove\§§ter als from the redbrds.
- \ / s
A N . f\\
» Y
; ' Voo *
\ lLan v. Nichols--A Precedent Seﬁking Case? \ ~ \
In Lau v. Nichols™ (1974) 7 e.  U.S. Supreme Court \ruled vhat San’,
A ’ ( : A f - . \
T Francisco's  fallure to  take affirmagive "stdps to meet the language
dtfttcult tes of  nurBuglish - speakt Chinese students zsgystixuted a
L 4

< , .
violation of Iitle VI of the Civil Riphts Act of 1964, The students claimed

that thet: languape difficulties 17 % hool prévenbed them from learning and
~
thus denied them equal protectfon of theg lawd under 'the Fourteenth

Amendment. .’ The District Court and the Court of Appeals denied them relief,
_ ' It \
finding that their language problems were not caused by the schoel and hence

)

they had no coﬁstttuttnnal right to spe 1 Iangﬂgge pPograms. The Supreme
. L) L d

7 Court reversed, .findtng that Tttle: I, th;;”Barﬂ discrtminatton~'in
federally assisted p?&grams, requires aff;fmattve steps-to bring non;Engitsh
speaking students into the educational maiﬁétream. The Eg;rt sald: »

. 65
¢ 75
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Aruitoxt provided by Eic:

Basic English skills are at the very core of what these
public schools teach. Imposition of “a requirement that,
before a child can effectively participate in the
educational program he mnust already have acquired those
basic skills, Js to make a mockery of public education. We
know that those' whp do not understand English are certain {
to find their classroom experiences wholly incomprehensible -
and {n no way meaningful. ‘ (‘7
Lest too much be implied from Lau 1t must be pointed 6ut,qbat the Court,
. A .

*did not specify whatvkind of program schools had to {wWstitute. Lau 18

- * » ’
important to the {ssue of equal eqﬁcational opportunity for the ha?dicapped

since its findings have been applied to alleged discrimination by .schools

. \

agalnst a variety of handicaps. /

2

; “
Some Recent Cpurt Actions

. Hundreds of cases have been brought in Federal District courts since

the passage of tﬁe Rehabilitation Act of 1973 ard P.L. 94-142.,  Most of

; these have been Civil Actions in which plaintiffs or“defendants have asked

the courts to clartfy ot define the law or to determine 1f existing state

Programs weie ln compllanie with receal uattonal law. This latter sftuatlon

L
has Created a bLilecwadrd ot I1tlgatton 1n Federal GCQuits since Loth Lhuul\
tdentittea .. haadt appe 1 ad school crtrcdals weoe cage. Lo dodermlae the!
/
constitulloaa, standl g Lot L uWi state iak’b for opedtal cdu. atlo.. ao
\ » ' w

\

well as [.O \1!‘.\ Lmlne L'l(.‘ impact oL V.1, 94 142 un chicly owa Q\;_.Le ptoﬁxauo
-

Ironically, the’ states wi.ich weie wmost prohreg fve” 14 dcvcluplng their owu

\\

programs of special education over the last decade ot -two, find chemselves

with the gre legal tangles. This problem exfsts largely because the

»

'Rehahllitation Act of 1973 and P,L. 94-142 constitute & radtcal departure

—_ . ——

from what)was the converrt{bnal wisdom on Lpectal education. Fuor several
. . y 3 —

. decades st s had assumed. that the begst® way to deal with speclal

Sk. o %\ 4 | K SN ]

. ~ ‘ _ v
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educational proﬁlsgi—yas through separate and special treatment. - The ma jor
. ’ 3 !

concern seemed to be to deal with the educational problems of handicapped

students. Little thought was given, to the Fourteenth Amendment 'provi’sions

of "equal photection of the laws” or "dﬁeﬁgprocéss %f law.” 7 With the

’ : ~ ) .
enactment of The Rehabilitatfon Act and P.L. 94-142, every program in the
LY \ " '

country became legaﬁly;suspect. Indeed, the philosophy4pf‘the statutes was

a reversal of nearly gvarything'that had been done in the interest of the
« ; .

education of if;}handicapped for three decades or more.

In hundreds of‘cases since 1975,'Cou?ts have heen called upon to decide
technical legal 1issues. Some examples from 1975 {nclude: ‘Allen v.
McDonough (Mass.), Railney v. Tennessece Department of Education, Hernandéz Ve
Porter Mich.), Denve;fAssoctation for Retarded Children v. School District
No. l,’garfis v. Keane (Virgin Islandg) in Re Jessup (New York), and
huﬁdreds m;re.. Every state which had any'provision for special educationlon
its hooks has had §0me court action. dﬁincé 1975, case law has develoﬂéd in
at léast three ma jor ’ arfgg. Thesé [nclude: identificafion and
tomplementatign ot programs, p1§£ement, aud due process.

o
eatitivati b ot Loplementation

Ferhuaps he leading case oo v v 2 ae it oo aad pLuge aiu

.
-

rlmpléthLdLl‘A brought anaer P.lLo 0 142 (g Hattte E; V. !&iiﬂﬂélﬁ(C1V1l
Action No. uC'7>~Ji—S, N.b. Mlose 1977). The Plaintiffs tn;this casL were
challenging the entire educaticnal system 1{n the state of Mississippi,
charging that no program was dVGliable that would meet the speclal needs of
¢hildren Jiu that state. fn Lhi&f'claﬂs.actiun on behalf ot héndicappéd
children 1n M1851351gp[,-thé ‘Plaintifts charpyed Lﬁnt the SEdLu a?d local

- o .
8chool of ficials falled to meet ' the federal statutory and constitufional
b o

duties creéted by the Educ;ttbn For All Handicapped Children Act, the
<, , N 4 .. - h -9 *
Q o Ny~ 67 N
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Rehab)iitation Act of 19;5, the Elementary and Secondary Education- Act of
1965, the Fourteenth Amendment and Section 1983 of the Civil Rights Act éf
1875. Specifically, they charged that the state failed to: (a) provide any

services for handicapped children; (b).provide adequate educational services
7 .
{

to many 6ther children; (¢), provide fundamental procedural safeguards 1in

P

decisions involving the identification, evaluation and * placement of

handicapped chilarqn; and (d) eliminate racially discriminatory tests and

]

evaluatf;p/procedures to identify and place children in sﬂitial'education

!
classes.

tducation of the Handicapped Acty of 1975, * to file a state wide

The Court  found fou the Flatalltfs ang uldclcd Lhe ate, nder the
/tjlram for

the "approval of the Court for fiscal year 1978,

Placement and Programming

A ma jor problem which has developed as school officials attempt to
{mplement state and national laws on speclal education and education for the

- : N .
handicapped 1s  the misplacement of students. Many  school officials have

been somewhat loose 1n thelr fdentitication of speclal  education studedts.

Y
Lu hundieds of schools  “normal” minority children have been classified as
)

spvclal educacion  stuents. Those who have felt victimized by these

practicce have sued.

L4

In Hérnandez v. Porter, a class action suit ,'hl 'Pﬂchigan,
V! —e— —— — . -

'

a
' Spa sh—speaking students alleged that they were p ed in speglal education
pand é’ zz

classes and as a result were danaged by the experien They were‘demdnding

- S . , .
Court found for the defendants and decided that school offigials had acted

-

within their legal rights, the Court did order the Detroit school system to

\
.

. ‘ . ‘ .,
take a series of Hctions qgsigne§ to protect, :students against

-t ‘»‘ . .V "6 . W‘ R i
/ . Yoy, " N

remedial educational services and morntey damages. Altﬁ%ugh in this case the

a
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,misclassificatiqné. F&hese,included such tﬁings as re-evaluation of Latino

students by a Latino psychologist, provision for some remediaL\ services to

. et students back 1into the regular program, and correction’ of student

records where errors had been made. N

In a saimilar case, Lora v. Board of Education of the City of New York,

kd

stydents {n need of speclal’ education. They alleped that special/ day
. 1 . , /’_,
ols established : fors 'thef were "durmping grounds”  for minorities.

Claiming that procedures for assfgnment were vague and subtective, they

lleged- that their ecivil rights were being violated. The Court declared

~

that recommendation for placement {n special schools could only be jhét[fied

1f the treatment provided there was appropriate for- the needs of ' the<child."
This ftﬁding was b%sed on law, i.e., the Education For All/Handicapﬁed
' 4Children Act of 1975, There was, in the Court's view, both a'statutorv and
constitutional ri{ght to adequéfe traatment; In tégg }nstance, the gourt

. . /
found that there was a prima fat{e case of ragtal dtscrtmtndttqﬁ in
. a / g
K violation of the Constitution and

an una(.ucpl;ah]e t:dtlcntlona].“/p‘lﬂ(gl dart in
//’

violation of ™he law. ' \

/ . .
E State and federal courts mav  he willtng ¢ Lecome 32cp1y luvolved {n

determining what schools must do in ordgr‘to mect the tequltements of Pol.

94-142, §uch was the case of a foloriﬂo District Court {n Lopex Ve Sdlida

School District (19M). Lopez, tdenttfted as - a handicappe[‘ student, had

been exLLuded from sdhool far three years. He clatmed hegzas dentied a free
5. ’ R
'pu\QtL PdULdttOn an approariatc program written especfally for his needs,

and due process of law. The Courtc abreqﬂ on all counts. They directed the

Salida school system to provldo Lope7 wish a program designed for his neods,.

~
As well as ‘tutorial, psyghologtgal and gount‘Ttn? services. ' Moreover, the
N

' ) - o .
tocal school hoard was directgd to provide Lopez" attorneys with pgrtodﬁﬂ’“ .

.

. 54
progress reports twice each academlc school year.

EC , ’- S 0o . T)

adtion wasg brought on behalf of emotionally disabhled Black and Hispapic -

3
D
a
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Due Process

10

v. Waier). o . . ,

b,iﬁi.&l\le) L‘hal: “Wwhere there 1s

4:‘%?

- vioTaticw fofi’-

In Hairston v. Dfosick (1974), the SUpremé Gourt of North Dakota ruled

tH’t ocess had been denied év mentally cempetent sbuden§ with sﬂ#na

' 4 :
b dea (inability to control bowels) by excluding him_fr?m regular classes.

Th
. (,"\\

Justification” to deny a handicapped student access to a regular class. The

Court reasoned that there “must be —a compelling educational

Court found that exclusion of the student without notice and hearing denied
. / . - . N
procedurag\ due ° process. Regulations formulated by HEW “under tHe

Rehabilitat}xn Agt'of.l973 provide for full notice and an extensive Learing
2 Ce : e

before an imparglal person, which was not proviﬁed'in this case. wever a
. . o .
Missouri Court tuled against the plaintiff im a similar case in 1974 (Sherer

~
N

’

In Rainey v. Tenngagee Department gﬁfEducation (1976), the Chancery

Court of Tennessee ruled that not providing a speclal edycafton program for
the handicappgd was a JTB&dtion of the plaintiffs' due process of law. In

answer to the pleas by the state department of education that Punds were not

At «

avallable, the Court efpressed-the (1ew «(although it did not rule: on the

A  shortage of funds the wholé program must

suffer without discrimination|\as to members of a ninority class.” This
-  a - . Lo ;
ruling wa Uﬁgeld_in 1977 in the Tennessee Court of Appeals. s
E ' £ - &

o7 ( ; ; 7
In Frederick L. v. Thomas 408 F. Supp. 832 (1976), the District Cdurt |

for Eastern Pénnsylvania ruled that the failure of{éhe ‘Philadelphia schools
to provide a suitable education for students with perceptual handicaps was a

‘equal protection of' the laws and denied the plaintiffs due

process Jf léw.‘ The Court ohserved that the school district. was providing

“nprmal” children

- o

same oppbrt?ntty-to the plaintiffs. | > o Q»'

- ’ ( . ' B [} 70 24 ', P *

with épﬁropriate free public education, while denying the”’

Ty
R
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legitimatz " The District Court ruled in Davi& V. Southeastern Community

College 424 F. Sup}t, 1341 (EDNC., 1976) that Southeastern Community College

-

in North Carolina could deny admf%fion to a student on the basis' that she
had a severe hearing disability., . The court ruled et "admission to a state
community college 1is a privilege not ‘a property right.” This was a nursing

‘program and the Court reasoned that it was appropriate to limit persons with
. .. ¢ .. .
handicaps from programs if the handicap were such that it would not enahle
o

—

the person to engage ef fectively in the aétivity after graduation. However,

on appeal, the Appellate Court ruled inFavor of Davis, claiming that the

: -
. ¥ . .
«college had no right to deny someone on the bagis of dhalifications needed

at the end of a program. This case was selecﬁed for hearing by 'the U.S.
. v ) LI . . ' N

-

Supreme Coyrt in 1978,
e

A case. in Virginla® (Kruse 'v. Campbéll, C.A. No. 75-0622, E.D. Va.

b

. b

Decree Order, 1977) inVolved a number of {ssues in, addi%ion to that of .due .
g

process. This case chhlledQéd Virginia s program in special education which’
provided up to 75% of the cost for special education. The‘plaintiffs in

" this case argued that the program was diqcriminatory qince it subsidized the

\rich and provided nothing for the poor sid%e they could not 'raf;e the .

-additional 25%. The Court agreed, indicating that the Virginia system was

[}

in violation of the Fonstitutton as well as in‘conffict with P.L. 94!142.‘

In citing San Antgonio v. Rodrigu}s, where the Supreme Court Andicated that
— 7 W

the absolute ,denial of public educatfon would “not- be constitutionally -

. ‘ 4 [

acceptable, the Court ruled that the Virginla . progrdm constituted

S o
“disgriminactory gxclust. from educational opportunity” ‘and ola%rd the

»

equal protectton clanse and e?p“"irratiOnal and failed .o further -auyu

ﬂegitimate state interest.Y iq case went to the 9upreme Court in October

-

of l977,which vacated and remanded, the case with difections«to the lower

e : : (\\ \ o ~ . )
. \'. o ‘ . . A . . B . 8 ‘ ) - l | |
c N 4 ¢ I - N . . 4 i

- - [

Sometimes courts find "limitations ° placed. on handicapped persons

e

(%

/fﬁs
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~—~. court to* decide tie c¢laim based on. Sec. 504 of the Rehabilitation . Act of
. - o - ‘( -~ ° . . ‘ e ' © l . /

. 1973, 3 . ) e

“In some‘due process cases, the courts have relied on the Rehabilﬁfﬁtion .

Act of 1973 #n detesmining he }ustice 6f c1aims made by plaintifﬁs.‘ Must a

college providg deaf: stude ‘th an interpreter" Yes, said the District

-+
Court in South Larolina- in Barnes V. Converse.College (1977). The Court

o

v

~>that Rnoét Aprovidinp' the‘ student with assistance hconetituted

e
d-

discrimination exbressly prohibitpd by the- Rehabilitation Act of 1973 'asg - .
. LN

q.ll at’ the Constitution _of the United States.
Due process has been involved 1in employmedt policies regarding

hanjdcappe?'pgrsons. 4 Tn Gurmankin V. COSCanZO 41L.§5 Supp. 982 (E.D. Pa.,
‘I -
y 1976) the Court’ ordered the school district to employ the plaintiff, a blind
k’ o L
person, as an English teacher. The - school had not permitted the plaintiff

s - —

2 ‘ .\!
) . Ms. Gurmankin, togtake /the employment examination., 'The Court Judged this .
- ‘action to be a violation of the FourteenthLAmenﬂment,éand Section 504 of the
heY o T . " . . .

i cw - .. ¢
i .
O R |

o -

Rehabilitation Act of, '1973.

kS

{3

. At . .
P.L. 94-142 has extended the a plication of due ‘process. In Stuart v.

1

' pp , @ Connecticut District Court made some interesting 1egal points. The

court wbuld nat permit the exp iinn of a handicapped student who had been’
disruptive in class on the grounﬂs that “the. ri?ht to education in the least

‘ 1 Y .
restrictive)envirbnment may bg ciroumvented if the schools are permitted to

expel handicapped children.” On diséiplining'the handicapped the court said

< Handicapped children' arp neither immune from a schodl '8 disciplinary
1]

M procqss nor are Ehey entitled to participate ip prograqs when &heir behavior

' impaifE“Lthe educq;ion oﬁ other children.'_- What -was clear to the Court in

A

) ihis/case was th t.there vas a pro edure which was outlined by the Education
,, A ¢
For All Handicap d‘Childl;en Act’ which haWollowed. Another aspect

i.. -

> of this case was t attempt on the partA of Stuart to get the case: definpd

-‘5 72 ‘-, &,2 . ’-. . ‘\.,4- . .\m _ . .. g




as a class - action suf’“ .on technical grounds. (This case involved one

», ¥

. student who was being expelled for reasons seemﬁggly: unrelated‘ to

handicap.) ) . SR

Thérefseems to ;be nd-end to hov'far parents will go in fighting school )

officials in defense of their children. "Iirone P, v. haschﬁeiEr in a

3

C v§l Action in Missouri in 1978, the.Tyronps attempted to get the court to

. dentify their expelled‘child"as handicapped and-as»representing,'a legal

L

7 “class,” i.e., all suspended and expel d students. . The plaintiffs wanted

"to apply Section 504tdf the Rehabil tation Aqt and P.L.. 94-142 to thei

"class. Sipce the court did not find the student disabled, it rejected the

. plea. ; . o

v
.

\\', o . »
R

Con@ﬁusions--Some Policy Issues

o ‘

‘ .. B A
The legislation and developing cade law in -sd&ool treatment. of

handicapped persons raises some interesting policy iséues. The two major

pieces of legislation, the Rehabilitation Act- of 1973 and the Education For

«.All Handicapped Children_Act of. 1975 have themselves .created an immense
g " )

'legaf&”prohlem_ for states which had’ well—developed programs for the

| handicapped. It appears from the case law which is developing in the field
. o ¢ J

' that‘the handicapped have discovered the U.S. Constitution. Even more

significant, the handicapped have achiEVed legal standing as a clasq. Thus

‘the siates with developed programs for the hQNdicapped are ‘now in the

a2
- B ) .
'

difficult position of modifyinp their programs to meet Gonstitutional tésts

" as “well ag statutory tests., Ironically, those states which had: been

dragging their feet on the development of special education programs may now

4

in the most enviable position--at ' least as far: asb 1itigation“is

.o s 3

B concerne S o . * . : R
Bl . a~ " R A ‘: . o .
X Unfortunately, for ‘those who are interested in developing programs for
S - .
ERIC ' o 8" . o
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- Lt . . - B ]
’- the handic‘-'apped and merely trying to obey the law, there are fe-ly

tested guidelines. .There are no lafidmark cases. Even Lau provides'iittle
_ s ..
real gutdance.’ Taken as a whole, the cases which have ‘been heard in state

s N

. . “ coufts and the'“ iqgﬁ'ratory judgements which ¢ have been made 1 Federal_'.

. . . r .
District Courts have yet to establish any_clear legal standard. About the :
. : . . . ""‘i. - v o
*+ only ‘"advice one could give those who are faced with ~decisions.’ onmathe
. * 2 . . C ’

.

W ,.implementation of school.programs and policies ‘?h to know . the Feurteenth

. Amendment, follow the statutory and - HEW guidelines, and walt for a court

suit- ‘ o . . . N o )

i, L The major unresolved issues in providing for the education of the

. ~handicapped appear - to be
. » S
y @.1. How should a schoofiidentify the handicapped’
- 2? What kind 1&'program will meet all the legal tests?

P

\k3. What, kind of evaluation system: should be used (to * prove the

; ' X school is meeting the needs of all handicapped: chi1dren)7
h-fﬁél 2: What (constitutes due process in any speftific program? .
‘j?iilf'i 5. How " &an leoal challenges be :woided in the classification of
. . minority children?
- T _;tfgs is by no, weans a complete 1list, but it does suggast the complexity

- ) =t ' - H : . 4
. of the issues involved. By far the most %Pnplex is the 1issue of minority -

. children. For years schools have mis-classified "normal” minoritw children
mF‘as."retarded," "FEarning:disabled;" or otherwise;handioapped} This is no -

. /; ;lo@§er possible. ,dow to (help,minority children-with‘ genuine nrobiems
. without being charged with’ direct violation of rights: under the Fourteenth '

t»

Amendment as we11 as violatione‘bf P L. 942142 is perhaps the most difficult

\\\\; Jproblem fating school ﬂeople,' With the best intentions, Pongress may have .

-

. <
created a monster. Future teachers and school administrators may have to be
more @oncerned with whether they are violating the law. and the-Qonstitution»~
£ : B L

than wi&h help!ng kids‘lehrﬂ‘

. . v
- .
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* i 0 Adapting Educational Facilities_zg Meet " .

The Needs' of Handicdpped Students -
oo \\5: WayﬂnevJames’

_ . o

People with'handicépping conditions face a wide variety of obstacles

&hich make 1t almost ihpossible for them to be 1integrated smoothly and
sily into today's society. The tendeney, . 1n'the‘past, was to .1ignore or | -
s . N L. :

‘ sregak& individuals with handicaps in tﬁe hope that ;hey‘would»'"go QWay“
ard not cause embarrassment. Fbrtunately, increased awareness resui;ing '
from more concern for individual rights and expanded legislativg‘éffq;gs
have combined to hiéhlight the problenms experienced'«'by h?ndidappea ]

~gtudents. o

PR

- It 1is ironic that one ,of the most dramatic incidents.related. to the

[N G .
problems of handicapped individuals in‘ our society occurred When - Hugo
Diffﬂ;r,.an insurance man from Oklahoma, was ungble to nego;@éte_.g‘gtairﬁhy

to réceive his award:ras the Haqq}capped American of the Year (¥357) from
i . o : .

N !

President Eisenhower; This incident highlighted the need for a .nétional
_ s - . > ] N

awareﬁesé to eliminate barriers for the handicapped in public buildings and"

>

o

- L ‘- . L 0

"~ facilities. , However, it was not %until 1968 that Congress - passed the

, . . N . . - ) . Y‘ . . » s ~
Architectural Barriers Act (Public Law 90-480) that . required public .

buildings financed (entirély,on in part) with fedéral funds to be built S

, ~batrier-free acc&ﬂi‘rg to ‘American National Standards Institute (ANSI)
specifications; ) LT ) : .. #

It . is . essential that educational &ngtiquLpns‘ charged with

' o . . :V»‘? 0 )
mgggét éaming handicapped individuals do everything in their power to ¢
: R . . 5 :1' . \ ros . R ‘

insure hat - each person is ‘tteégédiwith respect and garing. To do such - \\
2 - . ) . > - ‘n . . B i .
' demands that -a, multitude of barriers—-both physical and psychological=-be ,

N - A Ly
. . . > . . N - M ‘;..
* B -

. .
. . _ I -
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) removed. Ruoeo (T974) stated it perhaps most eléquently when he wrote: “the’

v : v
8051 1s  to pe{hit handicapped studepts 'to move about panguq3

"

indgpendently--and with dignity,

4

It 18 the intent of thié paper to accomplish three hasic objectives.
@ [ . .

v
)

Firet, it will identify saﬁe of the barriers that exist in an attempt to
. ' [4) .

create an awareness off- problems encuuntered by handicapped individuals.

Second, it will provide some suggested remedies for alleviating the existing

. t

barrierss and third, it will present possible implementation activities for

-

an individual or a schbol., e v .
F o - )
"Barrier” can be defined as anything that restratins or obstructs

* - -
progress., An architectyfal barrier is "any man-made device or btructure

) . e o & .
4 which restrictS‘ accessibility to, or wuse of, a facility by a person.”
l

Iﬁ%ﬁsible barriers' imply unseen obstaclps that limit the potentialﬂ of

handieapped students to be independent individuals. Psychdlogieal'barriers

- >

. ) 7 “ K ¢

-
r\}xf‘ mental or emotional stateg of mthd whfth create problems that tmust be

-bvercome or -alleviatéd.

» - N ‘ B . LN .
/ : L : Handicapping Conditions o L y .
o . s o T ‘

e < I
.

2 4 Each type of handicapping condition presents,its own' unique ptoblems

and required\solutions. . Pres@nteﬂ below 18 a fairly comprehensive Iist"of "

handicapping categories and an explanation, or definition,“ of each

. \
category:

v ' @

a) Blind- and visually impa‘red% tdtal‘loss of viglon and. 1Imited

X * [ .'
ability to see. / ' ‘ﬁ
. p .
‘b) Deaf and hearing impaired: total inability to hear any sounds and
' R
limited abllity to hear. o ' e " -

c) Physically tmpaired:. total or partial Curtatlment of - the abtli%y

to move. e,

_— - - 76 S R S



® v (/.m

d) Manudfgimpairmentsf partial impairment’ implies difficulty 1n.us1ng

\

‘“, impatrment means nd use of hands or arms.
e) Voice: 1inability to speak or to speak normally, e.g., stuttering.
' ; . 3 ' . A ' .
_ - f) Size: dimensions of extreme size, e.g., short,. tall, overweight.
. W [ n

g) Acti%*ty impairments. any sorta of limitation ‘which curtdils the

normal activities of a person, e.g., diseases of the heart, lungs,
» h Ad
. v or forms of arthritis, etc. ) R

-

- -
Ry _,m -~

h) Temporary\impairments: situations in which ﬁndividuals temporarily
i

s

"1,

“ LY

[y R~ .)x
restrict their movemeﬂ@ﬁ* Examples might he: a pregnant woman, a

Pl -

' shopper loaded with packages, or‘aﬁserson v(rith‘ﬂ broken leg.
i) Mental retardatfbnj unusual difficulties in learning and éeﬁbrally

an ineffectiveness.inf applying “what has been learned. to another

e situation,. T S ] ] ~

¢ vt

BERN

2

.

2 ferlinas. ST S .
k) Learning ~ disability/non-reader: inabhility to read printed

*

: materipds wnether based on ncurological disorder or lack of reading

E - skills., . R 33{ ;: ’ o :
o ( T .
1) Lifed support: dependence .on nachines to maintain bodily
Y & R o~ ' Ty, ¢ ® (: -
. . . . . . 6 m
functions. Coee T -~

Ky o

: R
These handicapping con&itions all%crea@ﬁytggsual requirements for the

3

adaptation of - educational prog ams. Pather than comprehensively treating

iéfs will be diqcussed ‘in‘relatﬁnn

all kinds of. conditions, the v riOu

{ e
to specific ekamples and expl at : arriet cartegories which will bhe
N ‘considered include: site developmen eftrance, changes in level, signage,
public service facilities,fclaserOms an pment, and- safety. - There'are
34- . : T S Y . o SN
‘also sttitudinal'barriers. . , e e ' et
- * L: ‘ . Ty

' J/ﬁ‘ e 77”§;7{?‘ .Y ‘. - . ”:

. ”"1) *Emotional™” distiirhanced: related to strong ' agitatien . of
R . L ] ek )

both hands to'some degree or total disability of one hand. Total’



Site Development ' : L
\T . .

. L
- General site accessibility 1nc1udes such things as sidewalks, curbs,

/

parking areas, drop-off areas, land'soaping, and lighting._ /For the most |

part, speci fications for these areas are derived from the "American Stgndard ks
Speciftcations for Mak{qg Buildings and Faciltties Accessihle to, and Usable
by, the Physicelly Handicapped."'.' le specifications are \ provided fo:&, .
”\‘ each of; the"foi'l%wri;n,;‘ arsas.: ’ ': | N
El‘f.b.q L . 1 o @}: <.
' Curbing shegﬁ \n); be higher ¥ han six and one hal uches if its use is e
necessary. Curb Gﬁr{'r ramps for acce;s//to Walkwazlz,/ ?.hould occur as a

nmatural ext:ension of thg sidewalk. The géadient of curb ¢uts should be no

-~

greater than one fo’o‘% rise an 12 faet, or 8\33 percent:. . Surface sﬁould be

LB R »
npn-slip\y not corrugated, since the grooves could fill with water and
. ) . - Y i
freeze. | : e . N
) | e R e v ’ . LA . : #
Halkways e T e s R -
i o Y o4 L T e

Walkways +should provide a direct: route throug}iont site. - Surf

-

should be firm, smoqth in t:ext:ure, and level with gradient, or with a degree

h.
«

s
of 1nc11nation not great:er {han five percent:. Curb cut:s or ramps should be

availablq_ w’he{e necessary. Public walks should be open arrd fres of
BN S "ut' a .

xT g)

oBngu‘tt:iohs sud) gs benc?msQr iot:her street fqrnitutﬁﬁCovered walks

provr:Lde pro;ectiph in aIl kind,,s of weather. ' While ‘'walkways should be at
‘;.« L ‘o' oo K B
' 1east; gpt_rr feet wide, six feet is preferablea The width of four feet: .
TTh e
‘;Svermilg'sv_pne peﬁesprian a,nd« one person in a wheel chair to pass each other.
Par'king‘reas o Te o F et LY - o ;,. o

]

Wider '-.B@’?‘}?“S apaces re . necedfiin c «physically haddicapped ..




entrance of a building as poéaibla. ' .

individuals. One parking apace for the handicapped per twenty>cars, or tﬁo ‘fi

spaces per . parking lot  should  be considered minimum, All T

-

speé{ally—designaced spaces ahould be aituatad am celose to the major

Py
—

Drop~Dff Areas - - .

Dfop-off z‘ﬁes are essential for lettinp‘ off or p}cking .up people.

Barrier-free access to a walkwﬁg tgk;he inside of thp building is essential.

-5

.The'“width of the zone should be a minimun of 12 feet ta allow the car doors

s

" to be opened. Length should aceommodate two cars,gllowing 25 feet for each

. &
with a gradual access to the main road.

'Landqr ing

=
“Cénecern for hazardous or 1 nuisance vegetation- is *an important .

consideration in landscaping. Dangerous plants with thorns’ or poidoﬁdus"

<

fruit,should not be close to major walkways. « There should be a minimum '
Ly . ’ ’ R
clearance of eirht feet six, inches and proper maintenance is essential tn

avoid‘inppery suffaces ;hat may he produced by_biant material,
* )

Ldghetng ® S -

. T . N I
» Lo J
Adequate 11phting f the site 1s a vital factor, Five types of groundd - -
08 B ounds ~ o -,
\ | | J

Bor heights below eye level, usually incandescent or

1) “Low level?

' : fluorescent, Low maintenarce hut suseeptibla to vandals,

2) "™al}l Qr;‘Valkway“ for'Thei,hts aveYaging 10=-15 féet, wﬁéually
) ' ’ o“‘ . ¢ ¢ f B

’incandescent or mercury vapors Also susceptible to van@gls.
! . a

3). "Special Purpose” fof height eraging 20-30 feet, usually metal
. . . © ~ . cat - ’ .

. a .y

. " halide ot mercury vapor} 'for rac:eational, , commercial, and K
A . . ‘. ) ¢ ° N E . N ‘ . -
T residential areas. .  , v PR ) ' : or
& .i: : e y' ‘
PR &N ’7 ‘h
79 ° *



, : . , ~ o
) - ' . - e »

4) "Parlting'and ‘Roadway” for' heights averéging 30-50 fe.et“, usually
vmefcury‘ vapor: or high pressure sod%um; for_ Jlarge recreational,

commercial, or industrial areas. ) !\d .
b 1.“A

5) "High Mast" for heights. averaging 60-100 feet, usyally mercury

vapor or high pressure sodium; for lighting lag&e areas such as

-

parking and recreational areas or. hiﬁgray 1nterchanges.
[

. In general, overhead- lamps have an advantage ove;ﬁ low-levél fixtures in

. !

terms of economy and more even light distribution.

Add#tional items fgﬁ consideration include providing. exterior waiting
_’a_r_ea_s_ of sufficient size to alﬁ seating space and protection *from weather
extrenes for handicapged 1nd1v1duals; .walls to setve such secondary

" functions as seating,_ support for resting of packages, and'ua pport for

physically-restnicted .individuals; gates  should fof%bw X she sane
c%nsiderations-'that apply°to doors inside a huilding, fences .a d nailinp ,

/o, .

surfaces should be rounded' to prevent injuries, des‘ d to snpport 250
“ ' _ ’

pounds, placed ‘between two feet six inches to three feet off the pround, and

N\

adequately identified perhaps by a two— to three—inch cirb, ) .
- LT fy .
1 . o

Entrances

o . N g’}.‘ . ’ :
Entrances =’ ; . . : : - -

Entrances are defined as those physical- spaceg 'Whichsqaffect the

entering ‘and exiting of a building. They include (l) the approach, (2)

“ door arens, andv(3)-vest1bu1es between sets of entrance doors% oo _'}f
C. . a0
! L e
Apnroach- b , . . T

° n % . : ’ M
;‘° The approach needs to be cf@arfy 1dent§fied#as such. Altetnative means

L 3

of entr‘ both rampb and stat(rs, are impopZant since different handi_c‘g.p.pgfgg '.»

. [ . [ EE P .
R XA o, . L e v 4 '
conditions uneed differdht’ types of appgoachesg- - At least one ’primany/VT‘ .
‘ J . N :, . - ’ ,- . ‘“ .
o (Y ) &, ) » .

+
)

N . 8 } ¢ , ) . by
R . N . | . N . ‘(} (? X ‘ “ .
v . ) - - . N . 8m . . :" ‘ ’ .

v
¥
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_entrarice to a building should be usable by 1nd£v1duals in viheel /chailk andu{ .

be on level accessibl’"\a‘ an elevator.' The' entrance plaza should extend a
8 “

minimun of ten feet outside entrance doors. ' - . . {

Doorways ) . ' . .

[N

'Buildings should never have - revolving doors ortrnstiles as the s
J 3, ’ .2
" means of en,t_{y. "Doorways ‘should be wide enough to allow for easy passagd of

a wheelchair. A 32-1nch'“c,.1eer' opening is minimum. Doors should %e eperable -

txby a single effort~~the recommended force required to oben a:door is five to -

.
-~

eight pounds. No grade change should occur at the threshold.. A level space
..or platform five feet wide should extend a minimum of one foot  on either =

[ S

side of a doorway to allow the handicapped person to""‘i;én%xver the wheelchair

‘while " opening or closing the door. Automatic ' doors .are evspecially;"

o : /
: recomnended at héavily-used-locations. . 'Horizontal hars-. to pusp ‘dogrs open

(throw bars) phced hetween 30 to 3"/ inehes ahave the floor are ‘recon ended

-

- &
over knobs, Iatches or vertical handles which are harder to operate.
A I'd
: T h

Vestibnla : ' . f " L

)
>

Where a vestibule is considered a neceqsity ’betwee? two sets é doors, *

42 inches is the’ minimun dista_nce between door swing areas. Both s&gs of

-
4,

‘d‘oors must 'swing in. t,he same direction. In addition, there should be a
’ ' ’ » . - 3

>y|in1"mm of one foot of clear width beyond the sides of each door. i

H

e , . ‘ . ) B ' 2
‘ Changes in-Level L o S !
A . L J oo T
’ \Changes,i*n . level encompass. any " means .of moving from” one level to
A ) " . \ _‘ ) ' “ o .‘ - - . i
“anot her ! This may include 5tairs‘ra3ps,, a'nd' elevatons. - Ideally at least
d '5 T - .';. * P .
two types of accsss structums should he¢ available,in' each / level change «
M . 2 Y PO
+ ‘& . ? . ] .
since different handicapp_}qgﬁondit.ions require différent ctdres. . Y * P
S . R g T * . "1 L. N ooy - N ' . »
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- . ‘ A“’r_ -'.t ‘ * u . ’- d ...
\- - N » . .‘ : , ' _‘ . r Fd '“
o’ . * PR . . . '
I \ ' . . o A
,Stairs” = - . . “ 'F- ® ‘ T
T . -ty S . ot oo SR R
~- Stairs should be dgsigned to - utilize .the minimum ﬁm%?nt of enedgy and,
. L. . O . . 14 ..

. S - : . L4 e . - .
',Ze‘w{dﬁ_enough for 1irdividuals to pass each dther, . _Recommended aiﬂth'is_a

-

_threef foot mintmun for’ ore~wdy traffic. Haximuﬁ{fhﬁéor*tiae shou}d-ﬁe:ninéd'

s

feet. Max{imm oﬁgggdr risej} if unprotected, shaﬁid ‘he four feet; {f
protec;é}, six feet. -Landings should be well lighted with colored or

;éxtured warning'lineslat the top of stairs and at the béginning of the next

'
.

ant- of stens. ' ', ' C

”~

.

1/2 inches outside), while the depth or tread of the step,should“range from

.11 inches to 14 1/2 fnches (deep enough to‘_allow a man to place his entire

]

foot on it). All steps 1in a series should have a uniform tread widqh'aqg
rise height. The nosing or projecting edge of the step can not have an

. &, ,
abrupt or squ?e cut. Individuals ~who are semfambulatory or who<phave

"+ Risers, or the height of the step, Bhould not exceed seven inches (4-h

coordination problems will find rounded nosings much easier to negotiate&:«
‘ . , . ) N t )
See drawings below: ¥
. .o e v »

R o k <, ’

S R .

Lot

/7 ’
‘| N . C .
- —
A B R ,
.
i% : L - ; *e -
O A
&
. ’ R i 13
- [ ) e _: * ’ . v‘ { .
Unacceptable Acceptable ]
*Nosings . Nosings N
- S . - . ) ! P
& o . . = .

p~ : - & " i ) -

v - . » N ) - ' j )
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“top s;Pn and hpttom stp.é-

- r
Flevatnrs
AL

‘ ' ' oy . . . o g

\ Handbaiis s_hould’ be 32 ﬁnches «high as measured from nosing. - Ip

ada'ftion, at least one"handrail ‘hogld ex nd at lpgst l8 inches ',’b.yond the

£

I . q,

.ﬂidf af theit’atrwav. They slfould bc!' r:punﬂed or oszal,.one a_pd;'oge-h.gl{- to

I ‘
two_innhes in diameter. There,should be a-minimumlof/fhree f{nches spacing

bet¥een the rail and the adjacent wall. Handrails s puld;be able to'supnort

250 ponnds ani_be securely fastened at all ttmesﬁl B -

T e N R _ N
o [ . » . . ' ,
R;\mn_q‘ . : o ' o

- PO 6 -

_— o w Y "4{.\

R

Rampq provide an alt"ﬂéﬁ@te route for individuals who are unahle to
- N ) .

ciimh etairs. Anvy surface wibh a rise of over five percent is considered a

LY ~

‘not oxcdpd“30 feet. Width qhquld be a minimum of three feet a%th five foot

bottom and top apprhaches for turning, ete. ‘rload of 100££gnnds per square

foot is the® minimum amount to be carr‘ed. The surface of thevramp Qust be

-

nen-slin and kept clear of"H%zardous materials. Side curbing of at least

~.

two jﬁches in height on the open sides of ramps are important to provide

surfacee' against which the whecls of wvehicles can turn in order ﬁo stop.
: . ‘- B ' . Q

-

1

N ; % :
Handrafi\reqhirenents are similar to those misfioned ahove for stairs.

Elevators in rulti-story bulldings are essentii} for the ph§sicelly
! . - A . T

/hanﬂicapped.= It is recommended that at least one elevator in each building

» - -
have access to each floor and be large endpgh to accommodate an ambulance
' : Lt ) : I'!"",
stretcher measuring 24 ihches by 72 inches. A clear space with a diameter

of 60 inches is e}ﬁo 1mportant.1 The door width should be a minimum of 36
incheg and have ensing devices to prevent closing on passengers. The floor

qhnuld be - of a nonjglip covering and handrails should be on at least one

a

(N ,h~. . . . . N . ) \‘
R, - - N . . .

® - . . ' . ( 8%, \ ’

&

handrd!ls shonid be piaépd on each/

. o
LU _/
P

R

. ramp. The maximum pradient should not pxceed 1:12 or 8. 33%. Ramps should .
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L , . . - g . A i 7 . " ‘_., /’.. v, - )' €Y . "j Z . . e
P N _‘ . _, s L I\ v . " ... s .\ . :
s {T N , S
side wall,, eferably on three sidvs. ' - 4 j\\‘\— : " 2

'inquiving,elevatpr indicators should be auﬂible and visible from central

a L

bf/points fn the éﬁevator Iobby-' Idéhllyhtdtrectidn symbolsgog 'contrasting

-~

. v .
colorﬁ should .8igna} upward, and downward bound cars. Red and“preen are not
/ . S .

qu{tahle colnrs for’ individua}q with rnd—green\rolor b111dnen9.

Pall bnttons should he locared betwepn 50~48- iafhes from the floor when

mﬂagured fron the canter. line of the top button. Minimum si7e of bhuttdn

14
ar . .

should be 3/4 inch with visnal and'audirorv 1nd{catnrs of call attpmpt.

" Elevatér contral panels qhould’ be located from 30-483 1nrhes above" the

.

floor when medsured to the center line of the panel. Again,;visual and”

. - 4 o
auditory indications of call are important. Telephones or intercoms must be
e, . £y L]

located as ctosg{to the contrnl panel as‘35551S1e and must be -operable with

one hand,
Floor 1denﬂificéf£nn should include such -things as:

°

B Viqual car-poqitton indicator above the entrare d00r01n car;

+

2) Viqnal 1nd1cator on jamb’ or elevator openinp (ahnve car entrance on

’ 2
PN

mtaide) .
3) gludible signal’car to indicate stopping at floor; - -

4) Raised nymerals attached next to buttons and inside ;Jamb  to

v ’ - b4

indfcate floor; ‘hvi

v

. 5) Oversized numbers on hallway walls opp;

site open elevator door to

1nd1rat9 floor for visuallv 1mpa1r9d.

nong_ exist may involve

Inst alling elevators ia  hulldings whcre

. Lt lo R
4 considerable cost. However, some adaptions can be eactlyl ccomplished.

rs

13 . .
. : - : . - b o a8
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o C . R f‘ _ .;:_.. RS "-3‘t’?\ = : ;
‘ any-'perzgifdhutpEsoeciall§bgto the handicanpedQ , Signs in general _should .
' p;esent clear ;hd nrecise information. Sign locations should never!;resent . S
) . unnec%sa /hazards fot ar@on,e: Signs should‘ be :lesigned to be readable by ~=:
al]kpeople cluding %he visually handica;ped‘ o ’
J"'Braille stripSIplaced on sign)edges : ) e
""'Raised 1ettei§ o .'? . . v ‘
;*. "'Graphic symbols (especially appropriate for non-readers) o ih
’—\N\"Located 80 sign can be.tegognized and touched if necessary. )
cancige and 'Mirect. Lettering' .

The

.

"« The content of"information must be
styles and graphic symbols should he bold and simple (no fancy styles)

N
IS

.
: .4

use of contrasting color schemes makes signs-.n;e readable from distances.

Types of signs fall into the folIowing ggdbral categories.
included with an - arrow, used to. indicate a

£ J

' "'Dir%ctional--usually
I N

»

' chan&e in route or confirm a direction.
‘ LN
"'Informational--used for overalga'generél igformation, lf' ¢ campus
, . n’ . f L] .
- 3 . ' - /
' ¥ TN :
€.g., patrking °

N

n o .
" plan, building layout, etce
specific location information,

. ) "

"'Identification—-gives
. } | _ . .

“lot-.
""Re ulato --gives o erational re rem¢ghts festrictions or
-“g’wq ry g p ﬁz\& ’h/ i ’ .
warnings. Often used for é&affic ‘control, R e
v A ‘. o ._
smepl for access (illustnated on "the following
B LT :
It is used to -

The'international
& P

ca:page) is extensively used in this country as well as-others.

indicate that‘special btoyﬂsions,have been made for handicapped persons.

‘ . . PA - R ‘1 ) ‘ /_/ .
Public Service Facilities . . . v
. w - . R

- >
musft have sé%vice

* .

~~All buildings aCCessIble t thg:fgeneral public

éhcilitiés ,to ‘accommo&ate the wbeds of individuals. Public telephones,
. ‘//. ’ 4\ .

e

,’\ . . l . . '. c v .
| | g S ‘
ST

.

’
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drinking fount ‘ins, trash contai..ners, vending mcm?es and restrootgs sheu'ld . '.'fq_

> . N .) .,;- ., v
v . 7qt L L . : T g »\
" be located.as.clo e to _,doorways)s possible% ~ - e Y
. . - T ; R ’ . . MR :

.

,..

All grOups of telephones should have at Ieast one 18w .-\height; telephone

Teleg.hone oL T '»" v S -‘0 ' . AN .\,,
.'!.. * . . . N ’ )

for use hy t:he &ndicapned.v Phones for. the handicapped sho f be abgut: foui‘

T ).
- -.feet: from the g.round to the coin slots. Spdgial adaptations éu;_h aag,btail‘le RN

- x T C e ":__x
instmctions, voiume con(ttbl and push butt:on (fial systems are kspeﬁnlly B

Fi 2 *a ’ " ' I.JTE .
hfﬁaful for many situations. *Since phone booths are ~1naccesexl)1e t:o t:be - R

f - . - 4 A? ,. .

chairbom' ‘person, at: least: one" phone should’ be aituated in ,;such‘ 3 ntanner %

ﬁ t jeelchair can fit uynder t:he phone ~area. O *’,3 ﬁ V3
Dfi 1ng Fou'ntdd.ns . ~f ST [N Le

e < Dri 1ng?‘ fountains should consist of b'bt:‘h st 'ﬁdard a
. . - : , . R .

e ‘ - o U )
: i - 86 RN ,
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C L .“:,- < | | : .

. .

*

- fountains. Some individuals can not bend down to the lowered positions, ﬁut
* ‘ .‘ ) . ..
the standard fountain is not accéssible to an individual in a wheelchair.

* At least one drinking fountain which projects. out from the L wdll 1s°
recommended; recessed fountains are not recommendéd. Cpntrb&s for fountains.

should be hand-operated levers rather than knobs or buttons. Spring~loaded
mechanisms should not be used since the force needed to utilize the.fountéin

. ’_T' '
i8 more than many handicapped individuais*can' manage. Foot pedals are .

appropriate in conjunction with hand leve;g. ' i .

v 3

T F T

- . .'.
Trash Containers ' > ‘

A

Tr;sh containers fall into three basic types: open top, semi-open, and‘aﬁ

hinged door. The open top receptacle is easiest for discarding trash--too \

easy,, however, sinte 1t is also open td//yeather and insects 1f outside.
v

Semi-open trash cans provide protection from weather; however, opéning§ can

only accebt certain sizes of trash. Hinged dogr receptacles are hard for

\

many handicapped people to operate; spring-loaded doors must be easy to open

with one hand.
. . . .
In general, trash cans should he operated by a single hand movement}

-

the opening "should be approximately three feet from the ground. In

!

@ddition, thelreceptacle should be strong enough to support 1individuals who
' A ] .

need support 1in ordef to be able to use the trash can, and edges should be

smooth or rounded to prevent injury.

Restroom Facilities

Restroom facilities accessible to the bhysically handicappeg must have

’ - Y

sufficiént space to allow traffic of individuals in wheelchairs. ' At least
. /

one étall in each restroom should be at least three feet wide ‘and four feet

eight 1inches deep (preferably five feet). The door shou16/gz\ét least 32

87

.




inches wide and wing out. ?Handrails, 33 inchea high. and{pa(ellel to the.f

floor, should be [on each side. ,»The toilet should be wall—hung'with a narrow

’ understructure that recedes sharply, with the seat about 20 i ‘ﬁes from~the

floor. A flush c»ntrol should be within easy reach.
Sinks should | be located with a maximum rim height of 34 inches and a

minimum clearance from the floor of 29 inches. Drain Pipes and hot water
pipes should be ihsulated so wheelchair occupants without sensory perception
. L4 . “ i_\: . ’

\will'not burn themselveg.‘ Faucets should preferably be lever and push—type

\

requiring no more thdh~eight pounds of force to operate. 1t 1is recommended

S

that dual taps have such . identifying markings as raised letters and.color

i

({.e., red for hot, blue for cold). ' . ]
In addition, at- least one mirror, one shelf, and one towel dispenser

should be located no tore than 40 inches above the floor.

§

Vending Machines

2
i

Vendinggpaehines should be centrally located and readily accessible.

ot

Machines with lower coin slots and push buttons are easler to operate simply

because they can be reach%d and, because it does-not také a lot of effort to

.&pull out ,a lever.

Table I preéents a graphic pidture of the relationship between-each

-hahdicapping conditio® and identifieé elements in the environment. Each "X"

b

represents.site elements which may caus '&ical barriefs for handicapped
y '
pegple 1f the situation is not given = asideratioif.
&
. Classrooms and Equipment

\ 8 !
Classroom Facilities: ' .

Most typical classrooms are accessible to handicapped students 1if they

can gain entrance into the building. Lecture rooms need to have flexible
‘ . 88 9\’))



Table T o
-~ Handlcapplng Condltlon/Envfronmental Element Relotionshlp
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2. Hearing ' - X X | X
3. Physical- X | X[ XX |x |x|x|x XX | x| x| x| x|x
4. Manual X X - X[ X| X} X{x-
5. Voice X
~ 6. Size ‘ _ X | X X! x|= X
7. Activity < X| X X X1 x| x| - X X
8. Temporary XL XXX | XXX | X x{x x| x|xxf x| x|x
-9, Mental Retardation 1 X XX X
- 10, Emotional - X L1 X [ XX | x
11. Learning D1sab111ty/ . B I : ,
" Nonreader , - X 1 X X|[X | X X .
12. Life Support X P xixdx o xjxfx P xtxf{x{x | x| xt x| xIx
.. ' | _ | ] o l o " ' ¢ © GaA-
X areas where environmental elements cause, physical barriers. ' ¢




séatipg arrangements, movable furliture,\aﬁd plenty of aisle space for
' N , ‘ I
maneuverability. . Protruding obétacies -must be. kept to [ minimum. High

traétion suffacing on pathways ptovins‘»;ctile cues for the,fiind and more
_ , . - P

9

. ‘secure footing for those with limited mobility.

Laboratory and/or work faciiities cause 8p cial _problems . for

b
- .

. handicapped students. Generally, ltudy carrels. and work stations .are

inaccessible to wheelchair students" because of 1inadequate leg clearance.

L . ¢ ” L]
: Aéggss to equipment and/or ' controls is
ad justments have Been.proviqu in 'fetms 8f . reach or strength . needed t¢"

ks

‘operate. ' }

-

. * . .
Flexibility -in, designing 1nétructiona1 facilities 1is of wvital

e

importance to accommodate the hniqqg roblems of handicapﬁed students. Such

&

things as class slze, choice of coglors, selection of surface materials,
* / . i
\
arrangement o

i
I
h

i

utilization of cilities. *

-

“

Equipment
SR \

Regﬁlar todls, -quibment, and materials should be used whenever

e

possiBle. If a student is being prepared for a job in the "real world,”
- conventional, as opposed to specially gdesigned, equipmentimay be all that is
available to him/her (Phelps, et al., 1978).
Foé} general types of equipment exist:
'1) Standard unmodified scﬁ;ol equipment;
'{2) Standard equipmeﬂt that ~ - bheen ‘éi‘ted;
3) Specially designed, commercially available eqdipment;
4) Speclially adapted equipmént ﬁor_individual students.

Sample suggestions for modifying equipment for the handicapped are

reprinted from Phelps . and Lutz (1977). As they note,.it>1s important to

]

15rge1§ impossible because no

furniture and aisle fpace will .determine the most'effective’—



. : / : v . : : » :
14 . ,‘}- e . . .““_.’ ¢

.
1

remember that equipment modifications must be based on the’ iﬁdivihual needs

LY

'

Ly L ' ' NS :
of each student and that even similar conditions , require 'different -

| adjustments. . _ / R

' For the hearing impaired: . N , ‘ - -

c+*A red light next to a switch, indicating when the machine 1is in
operqtion; . v .

“¢**Bells connected to a light that turns  on when the bell rings .
(p. 308). : .. . 1 ‘

For ‘the visually impaired:

1

~ ***Audftory rather than visual warning signals;

o : ’- .
***Control dials and switches that are easily accessible. Tactile

rather than visual marking; 1 5

ha ]

*+<Guard plates on power equipment (p. 308).

For the physically handicapped: -

***Guard plates on.power equipment;
"'Hahd/controls‘added for machines with foot control}
. v’

***Semistationary equipment on variéblemheight bases;

***Light-weight hand tools or tools with 1large handles for use by
students with weak hands (p. 309). . . '

[ ~

EA
v

\ Life Safetz . . \\,

1 -
Certain minimél and various major adjustments? in the physical
gn§ironment can be made for everyday, usualfactivitieg, but what about
.emergency, or unusual situatiqné? There is very }ittle aw%réhess of the
problems.faceg by handicapbed ipdividuals in emergencies (AIA, Educétion, P.
‘2). The variety of emergency'sitﬁaiions which must be éonsidered include:

fire, earthquake, flood, nuclear, extreme winds, and power failure. All of .

N .

these situations create safety'groblems for the handicapped as well as the
W

non—handicapped individual. Unfortunately, the protection and safety of the

—_ B
91
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= of’ Architects (AIA) Research Corporation and the Task Ferce on %ife Saﬁety

P

’

- - - i ~
. - ., . o .
.« o, ¥ N
- . . .

: . . . B . -4 .
handicapped person creates some unique - considéﬁations relating to

" philosophy, building design, product development. and- equipment availabtltty..

b (

~

'Philosoghz vi f; : ' i L : L ; ,'J

‘.

j According to a draft'of a wcrkshop conducted by the American*lnstitute

\

t
\

‘and the Handicapped sponsored by the U.S. Fire Administration (1979), "There

exists at present no consensus on,the philosophy that should underlie codes |

and , standards .responsive' to the 1ife safety needs. of handicapped

’

individuals.” Howeyer, some 8of the important and valid issues which the_

WOrkshop participants feel warrant. further consideration are' !

l
14

A

1) Non-discrimination in saféty measures (identital safety) Safety

2)
o

it
s 3
)

4)

{ ’,
measures should be the game for both handicapped‘ and able-bodied

t

individuals.

Equivalent safety::;)/Ihe handicapped should be ‘as safe from
life-threatenfhg conditions as the able~bodied. There ‘may be

different gtrategies for providing safety for the handicapped but

these strategies must have a probability of providing safety to the-

handicapped equigalent to that of: the strategies for the
< . / -
able-bodied. - / '

No de iment_to.th7 freedom of the_general.public. Life safety
measure for the ‘handicapped should not increase 1life safety

threats to the nbrc-bodied. astead, measures for handiéappedn

individuals should bhe designed to increase the _general public's
M

safetyws

. .. \
Highest risk/least ability criterion. Safety measures ‘should|be

designed to provide adequate protection for indiwiduals with the

leagt capability for 'self-protection. ’

92 Jup



L .° o .. \ . ) . - s . ', . '-. '..- : '
] - . . _' ;.. . Qg,’/ . . > . ,' ,.\' '

-

5) 'R.ight to’ risk. Haqdieagped individuals should be as free to accept

risks as their abie-bodied counterparts. Denying tﬁe handicapped

' ccess to‘facilities open to ‘the general pubiic 18 unacceptable as

»
-

a.safety measure. )

- . . <

6) ightsto iﬁformation. Handicapped'individuals should have access
..to the information necessary . . to determine their level of riskz in
‘* light of their specific handicaps, in °d1fferent building types.

—_— {

(AI odes and Standards, Pe 3)

-

Building Design T @

X

. : . [ L v ) - ° .
In concern for Ehe safety of the handicapped,/basic concepts néeded in

L

bui;ding--design~ are ch the same as thogse for protection of the

L3
able-bodied. Bhilding,designerL must plan for the (1) management of the

emergency situgation (ire., containment, of a fire); (2) movement within the

s : . .

o~ : - .
building by occupants; (3) evacqiijpn of the occupants; or 4 dqombination-of

. b . AR
these.” "To consider the handicapped en masse is 4n exercise in futility.

The needs of the wheelchair patient are differeht from those of .the deaf,

o ’ - : )
the blind, the aged . . .” (AIA Buiiding Design, p. 2).

-

The £ollowing ‘points are essential in'designing Buildings with the
LN

-

fewest barriers. and/or 'potential theats Eo the 1life -safety of the
" Vool '
handicapped; A
\ . @ "

«**The most desiréble solutions are tﬁ;ge which leave the&greatest
pbe T of options dpen* for as long as peRsible. This‘refers to
igs tions’/which were raised about ‘the fact that two means of egress
required for the able-hodied yet usually’ there is only one for
' 9apped individuals.

;-ing solut}ons cannot depend sole& on the edueation of Eme
viduals who will be involved in t building. = The solutiéns
comprehensible to anyori® without special training;
and unrealistic to ‘expect that people. will be,
afined 1n hpw a particular building works. .

N "

“ta
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)

**¥®ircumstances"must be identified in which the 'responses of the
handicapped are as possible. and just as effective, as those of the
able—bodied (p. 9). -

™ .

R

Product -Development _ o o '

. . . 1 ' .
Products which provide life-saving. measures are in various stages of

development and/or availability. In general, the level of development of

sophisticated products outweighs the awareness and u ilization ,of these’

. N [ [}
productg by the general public (AIA, Products, P. 2).:

. Three general processes are impdrtant to . af ty  procedures:

r .
notification, action, and accounting. Notification, or

«

he communieation
kg

phase, consists of two separate functions: (afvof potential victims that an

: ’ ‘ ‘ o .
emergency °1is occurriné and (b) a service for - help, or the request for

I3 ~ -4

¢ ,assistanCe by thrzatened - persons. Action, or the doing‘ phase, includes

3

three possible ;activities: (a) in-glace defense, or,pr&tectibn at the spot
. - N . v .
where the individual i{s located; (b) safe area, or movement td a part of the

1Y j ,

buifding which can serve as a protectﬁve spot or haven; and (c) evacuation,

or the\ieaxing #f the 1ife~- threatening situation. After action accounting,

or the check-up phase, requires a system for cheecking on individ\?ls »€¥ec

and/or diring the emergency situation.

»

3
Samr TS aVe . .ay.é Lot cach_Jife safety process ared

1) Ngzification<-of potentfi%ﬂyictims? smoke detector/sound sensor/
motor vibrator alarm systems; héat detgctors. .
R . . - . . [y
2) Request for help: programmed telephones, cassettes, porta-tels.:

3) In-place defense: . swall halon extinguishers, 5-minute air.

-
A}

capsules.
4) Safe. area: electrical magpetic door  hardware (cuts ~ off
\ . ‘ . .

- electricity), 1lights and auxiliary power 1in &reas of refuge or,

[ ‘

stairwells.

PR
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5) Edacuation:_ ramps,\iﬁflatable socks, chutes,'talking lights.

6) After éctiés acdounting: notﬁiﬁg available beyond rdllaca¥ls\(AIA, .

v »*

s,
-o
-y

Products, p. 5). 7

-

Table II presentd information relating handicapping conditions to the
. \/\U ' .

.life- safety procedures most in qeed"%f ﬁ;oduct developmeat. * The squares
. 5. . 4 5

with X's Trepresent those areas identified by the Products Warkshop

F

—

-

participants as having the greatest need for 'Béw‘products (AIA, Products,
- - B '
po\\ 10). . ‘. “

. ) - ¢ »

-~

Emergency Equipment
L] ( ¥

& The labeling énd positioning of emergency equipment is of vital

importance. - Simplé{adaptation, such as +the lowering of emergency phones,

-

alarms:-énd fire extinguishers, can be easily accomplished. Ovérsiged gigns
can\be used to in 1caée the location of emergency Equipmenz\ ahd/or exiﬁs;‘i
'&_ } . <'
"Warning systems with visual as well as audipoty components will serve both
.0 r * \’

. the héafing and vis&glly handicappéd.

Invisible Barrtiers ' .

,

.
X ; & - . -

Although this paper has been looking at architectural barriers as'they

apply to handicapped students, the greatest barriers 3r% no, architecturg} .y,

. . \ ', s
. but are actuaIly‘dnxiﬁible-barriers. Attitudinal barriezs, both on the part

a-

of teachers and students as well as handicappqd persons themselves, present
. L .

the greatest, ohstacleQ\Yhich have to be overcame in ‘the integrating, or

. -4 . ) . : ‘ Pl , B
mainstreamiﬁg, of handicapped students. Physical facilities : are éasy $o

change "in comparison to the changing of beliefs, values, and attitudes

.o
towards something. ] , -

Attitqﬁes represent positive or negative reactions, agcogpanied by
T ¢, 3 . ~ .

specific beliefs.. There are two sides to the attitude bhenomenon; * First,
- i i ' . i&’v “ - ‘\" aa )

- \

IR R

.
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HANDICAPPING CONDITIONS MOST IN NEED OF .
PRODUCT DEVELOPMENT BY LIFE SAFETY PROCESS
. N . e ’ pj \ t.‘ -jv -, - .
- e} Y , R a8 I A =} .
Handicapping {5« | 85/| <% [ 4 | @ g
Sl 20 | &2 S& | 8 | & &
, ~ Condition . N
1. Visual . < | X X X . X
2. P{eéring X X : Pox ) O
3. Bhysical X . X XL
L 4. Manual X. | X ox
LK 5 -1 ) -
5. Wpice - - X X
‘6. Size ' /)((« I ) f‘ X
7. Act1v1ty & X43\ | X=
. 8. Temporary ! - P | ’ X
9. Menta1 = X‘ / . X el X,
10. Emotional | RS | X X
11. Learning - . * , e .
+ Disabl&d/ / . . > < X
. Nonreader °
' 12. Life Support ’ X XL X X
. . M . . . . \
X = .Areas ‘i‘den?fied as greatest need'fo'l" ‘product deve;opmqnt.
) o | b i +
. | | | 1) E s
' / g © 96 qo- )
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“there 1is the"attitude of the person:having the handicap, and Second, the .
/\ 3 Ve * ) a2
attitude of other persons toward the handicapped. L . P ’

Attitudinal barriers can be ‘defined ‘as "a 3way]bf thinking or feeling »
~\r T A ) ,{,.,

resulting in behavior that Limits the potential of disabled people to be .

.aindependent individuals.” (Regional Rehabilitation Research Institute,' |
. § S i

PR N

undated) Words such;as those 1listed below are often‘used 1n aséociation

~5

. L. ‘ . ) v , : . .
with' or in 'definitions of "attitudinal .barriers ,as related to tS:B -
.'S- . - < - =

: ’ . N : . : ’ o a
handicapped: . ' - c . u '
PP' - . . ”\-. ()- ‘
. Prejudite . : Discrimination - * ) .
. ~ Ignorance ' Dislik L R -
. / " 'Fear . Invisigilityi L ¥
N - - .Insensitivity Insecurity - *if . A -
- ‘" Bigotry - i Discomfort = - N SN
- - StereotYping ‘ Yoo Condescension’’ - e ’
. Misconception Intolerance . . ) PR \

Y ', Unfortunately&,attitudinal barriers are often: unrecognized. Kuéreness

8
\
N A

: of problems associated with handicappzng conditions can go a long#rway o
tOward a11eviat1ng the 1gnorance and prejudices associated with handicaps.
v Accodrding to Darrell Smith and Roger\ChEmbers, the greatest attitpdinal

D . o> -
barriers are: 1 ’ - * A .

v

1) Theﬁgcceptance of -handicapped indiviﬂua1s~ as people who are no

ifferent than the non-handicapped* N e Ri

Y

Ct2) Realizatioégéhat there are ‘time and effort problens that do exist.
L .
! o .
Accepting the fact that common activities such as dfessing or taking a test //d//

+ " consume much time- for a handicapped person is the first step. "Simple
. A

. | N e R N
‘remedies such as\allowing more time to take a test (three hours instead oé
\ope) or 'making aiternative arrangeﬁents for office hourslif the office is

Y . .

, not accessible, provide needed relief and supportéfor the -handicapped. .

rad .
. . . N

’ ) . Implementation Agtiyities : »
g v Cot )
' ’. . . . N ’. -
To this point in the paper, a variety of barriers have been 1dentified
./ ’ ’ . N i
. > .
) i £ . g‘?

’

~. “
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< ' and some possible changes, or remedies, have been presented. The remainder

‘ 'Jﬁf\ of the paper;,will highlight one a roach “for assessing a .school'sg

/', .

facilities, identify some -speci

. a

‘Oklahoma State University related to this topic.

- i
v -~

FA oo S
' ‘Assessment .
\“ BN ] . . , ' - ’ , . ~' \ .
An Assessment Team could be created to evaluate the current status'of

a - v - .I‘
e ‘\ : ' v : ~

 the hysicaI facilities of a school and® make recommendations for

3 . 4 hd

improvement. \This team might include the ¥ollowing type}‘of persons.

\\?. a) An individual familiar with architecturalﬂbarrigrS'"and ways 'to‘
‘ ’ v alleviate them; - I ) “4 .‘ .
b)l'Faculty or staff affected b; any proposed chanées; ‘
\ c) An. architect/contractor representative able to estimate costs -and
effort required to make changes. | . -
The responsibility of the Assessment Team would be' to 'consider thew
existing' facilitdes in relation to recommended specifications. Each of
; these steps is’essential in completing the project: ’
.'g 1) Enlist;the cooperation of the facolty and/or:staff té be'affected
P \by»any changes; ) - o : .
2) Develop a systematic plah for conducting the assessment: )
N 3) Condﬁct the/;ssessment, . ’ .
‘ 4)v‘Make . hendationslfor adapting and/or eliminatiné 'the barriers‘
. (Dafil, d;plehyi and ilpc; 1578)..0 . | L
. ‘Two sample assessment forms are\'pfesented ;n Appende::fA and B. Both
consider 'odly*some .of the possible barriers. However, thex;lpno;ide' a
starting‘point for the development of atsystema:io plan.‘ |
. " . . ‘
If the primat} intent of s the assessment,is to improve the enbironment
.- ‘ Ll ;
. . ‘98‘§F-‘ ‘ // . -I . .t {
R o b
Q E ) ‘ v ! s i - -

c actions an individual can take, and’

finall{ list ideas for the {nvolvement of the Colleée' of # Education at

»
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.'fdr particular .Students, the fbllowing' suggestions related to the

‘composition of the team, in addition %p the ideas presented aBové, should

2 P "

brové effective: B, - ) 7
. N . » S - -~

!

;a) Include someone familiar'with specific handicapping conditions;

b) Involve students-and/or parents directly.

N ! ' '

In an\effort to- overcome barriers, the process &b be utilized would

include these steps: *

.
N

1) Identify potential problem areas and suggest tentative solutions;
. ; 1 » - .

Pta -

2) Gather additional ‘and/or supbortive information;

v

3) Consider safety factors that might arise;
4). Decide on courses of actton and ways to implement them.
See Appendix C for sample key qustions to ask when assessing barriers

related to physgical, visual).speehh and auditory, and "tntellectual demands.
. o* .
A . P . ( .
These merely bnﬁr&ﬁ!"?gﬁe guldelines to. consider when selecting and/or

gdaptinglequipméht. /

«

Individual Actien - - o F’
s" , The seven ideas below “are quoted <tirectly’*from The Invisible Battle:
Attitudes . Toward Disability. They are  stated more &ffectively and;-

succinétly than I can rewrite them.
When you Meet a Disabled, Person, ...

Iy, Offer helf but wait until 1t 1s accepted before'\giving' it.
Offering Wssistance to someone is only polite behaviar. Giving
help before it is adcepted is rude. It can gometimes be unsafe, as
when you grab’ the arm of someone usihg a crutch and the person
loses his balance. ’

2) Accept the fact that & disability exists. Not\ acknowledging a
disability-is similar to ignoring someone's sex or height. But to
ask personal questions regarding the = disability would be
inappropriate until _a closer relationship develops in which
personal questions are more naturally asked.

. . " \ !

3) Talk dire¢{1i to a disabled person, not to someone. accompanying

them. To ignore a-person's exXfstence in a group is very

AY

.9

e I 1T
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6

7

‘and patrons, ind deserve equal

¢ . - y .

insensitive and it is aIways rude for two people to discuss a third

person who 1s also present. v

Don't ' park your car in a. parking place which 1is specially
designated for use by disabled people. These places are reserve
out of necessity, net convenjence. Some -disabled people cannot :
walk distances, others need extra spaceg - ﬁrder to,get whe lchairs
in and out of the car. . .If you park - : o spach;t may
be tonvenient for you but totally preo- % aabled people.

Treat a disabled person as a . gp!i‘ . . .Because an
individual has a functional limitatic ndt mean the individual
is sick. Some disabilities have no accompanying health problems.

Don't assume thaf a lack of response indicates fudeness. In some
cases a disabled person may  seem to react to situations in an

Rinconventional manner or may appear to be ignoring you. Consider
.that the 1individual may have a hearing impairment or other

disability which may affect social or motor skills.
-~ %
Keép in mind that disabled people have the same activities of daily
living as jyou do. Many persons with disabilities find it almost
impossible to get a cab to stop for ‘them or to have a clerk wait on
them in stores. Remember thaf disabled individuals are customers
attention when shopping, dining, or
traveling (Regional Rehabilitation Research Institute, pe 2).

\

OSU Involvement

During the course of writing this paper, I generated various ideas for

- '
the Integrafion of this information {nto the Deap's Grant activities and the

education program. The ldeas are presented at random, as food for.thought;

1)

<)

3)

4)

The Dean's Project Advisciry Comumtttee should have some handlcapped

fudividuals on 1. /

\ .
luvolve students from the dantdtcapped Students Assoclattion {a wus

many activities as possible (e.g., classes); their input could be

LY

. Invaluable.

Make a consclous effort to start removing barriers that do exist.
Work with the .Physical Plant people {n making adaptapions.

Create assessment teams in classes. llse these teams to survey OSU
buildings and local public schools. Utilize checklists provided in

Appendices A and B or create one of our own, ¢

. 100
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5) Have as many’ students and faculty as possible "actually experience
'"barriers" through simulation activities.
6) Visit East Central Oklahoma State University to see what they have

-

done in the way of removing 25cﬁitectﬁral barriers.

~

I7) Onge possibility for national exposure: work with the tdea of life
‘ safety in the eﬁucational setting. » ’ - : . ’%pf_

8) Compile a list, with the help of handic., pad :tu- T, some of
the activities and/or aéjustments that teachers can undertake to
help save time and effort for the handicapped.

9) Get input from handicapped students related to any “renovations™s of
buildings.

10) Request to be involved in the AIA Task Force on Life Safety related

. ./SL,\ . y '
to Education--there was no one from teacher education involved.
11)& Create a résource-ceﬁter for equipmené mod1f1ca6i9ns or listings of
avallability of special equipment. Provide consultant activitieéu.
to other schoois in equibping vocational or lab-type programs.
12) Conduct a follow—up twelve years later of Mc%regor's/thesis.

5
/

|

i-

101

11}




Bibliography N\
/ : ' -

AIA Research -Corporation. Life Safety and the Handicapped, Workshop 1:
Codes and Standards. Washington, D.C.: The American Institute of
Architects, 1979.

AIA Research Corporation. Life Safety and the Handiecapped, Workshop 3:
Building Design. Washington, D.C.: The American Institute of Architects,
1979. .

-

AIA Research Corporation. Life Safet . .the Handicapped, Workshop 4:

.Education. Washington, D.C.: ﬂhe'Ame ' i tute of Architects, 1979.

ATA Research Corporation. "Life Sa T 1N Handicapped, Workshop 6:
"Products. Washington, D.C.: The Amer gRBtitute of Architects, 1979.

American Socliety of Landscape Architects Foundation and U.S. Department of
Housing and Urban Development. Barrier-Free Site Design. Washington, D.C.:

" U.S. Government Printing Office, 1975.

American Standards Association. American Standard Specifications for Making

" Buildings and Facilities Accessible To, dnd Usable By, the ‘Physically

Handicapped. Chicago:  National Society for Crippled Children and Adults,
Inc., 1961. ° ' ~

v

qArchitectural _and Transportation Barriers Compliance Boards. Resource Guide

to Literature on Barrier-Free Environments, 1977. Washington, D.C.: U.S.
Government Printing Office, 1977. '

Birch, J.w.'and B. Kenneth Johnstone. . Designing Schools and Schooling for
the Handicapped. Springfield, Illinois: Charles C. Thomas, 1975.
) \ .

Chambers, Roger. Personal Conversation. January, 1979.

Dahl, Peter R.; Judith A. Appleby; and Dewey Lipe. Mainstrieaming Guide-book
for Vocational Educators: Teaching the Handicapped. "Salt Lake City, Utah:
Olympus Publishing Company, 1978.

Gardner, John C. “"Help Eliminate Architectural Barriers.” Amerlcan School
and University, Vol. 2 (October 1974), pp. 34-38.

Harkness, Sarah P. and J.N. Groom, Jr. Building Without Barriers for the
Disabled. New York: Watson-Guphill Publications, 1976.

McGregor, M.D. "A Study of Architectural Barriers for Wheelchair Students
at Oklahoma State University: ‘Identification, Evaluation, and Proposed
Modification of Barriers Within Selected Curricula.” (Unpublished M.S.
Thesis, Oklahoma State University, 1968). g

Phelps, L. Allen and Ronald J. Lutz. Career Exploration and‘Preparation of

_the Special Needs Learner. Boston: Allyn and Bacon, 1977.

102
1

[ 4
. [
L ZREN e A A,



-

‘Public Buildings Service. ‘Design Criterda:,/ New Public» Building

Accessibility. Washingtom, D.C.: Gerreral Services Administration, May
1977, : ‘

Regional Rehabilitation Research Institute. The Invisible 'Battle:
Attitudes Toward Disability, Washington, D.C.: George Washington

University, Barrier Awareness Project, Undated.
- . 3

Russo, James R. "Mainstreaming Handicapped Students: Are Your Faciiitiés
Suitable?" American School and University, Vol. 2, (October 1974), pp.
25-32. ° _— ,

Smith, Darrell. Personal Conversation. Jangggy 1979,

Thompson, %e M. Housing an

President 's¥omnittee on Employm

ed People. Washington D.C T

\ w3113



APPENDIX A
/
AN ARCHITECTURAL BARRIER CHECKLIST FOR SCHOOLS

- B ' 7

ﬁuilding Name or }dentification : ) |

Number of Stories

Numbgr of Entry Ways (not individual déors) </f7

.

Number of Classrooms -, Shops ’ 'T ", or Laboratories
. "Age of Build;né (approximately) . ! - ’ ‘' -years
| Yes No | o "ffiwg L -
PA1  Are parking spaces reserved for handicapped students and
faculty?
. PA/Z; . é§ yes, are_spaceé at least 10 feet wide to allow loading
N . "wheelchairs? ‘ “ : | .
PA3 _  Are ramps placed near, handicapped parking areas? E
PA 4 _ 1Is parking éréa}éheltered?
v EN 1 + ___ Are grdund~1ev§1yentryvﬁ;}s to alIlbuildings? V
EN 2 If multiple ‘doors are used as wind break, do they all

open the same way?

, EN3 Do doors have an opening pull of 8 pounds or less?

s - ——- -
! “ . %,
' BU 1 X - Are floors a non-skid surface (Note; Vinyl or asbestos
tile or terrazo floors can be ‘coated with non-skid wax)?
BU ¢ .. Are there interior ramps to. allow passage from one flpor -
level to another? *
BU '3 } Are all interior dodrs at least 32 inches clear?
EL 1 L [f there are two-or more floors in the building, is there
. an elevator?. '
EL 2 ____ If yes, are control buttons located at heigﬁt'convenient
' to a person in a wheelgchair?” -
EL 3 If'no elevator, is there an interior or exterior ramp
on the second floor?.
RA 1 Are interior and exterior ramps coated with non-skid surface?
- — R . ‘ o ' ,
RA 2 Are exterior ramps at least 48 inches w1ge?
L
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Yes No ' \ :

4

RA 3 —___ ___ Are ramps equipped with hand rails?
RA4  __ "Are ramps within thé 1:12 ratio {no more than 1 foot |
rise for 12 feet in length)? '
SI1 — __ Are sloped sidewalks at least 48 inches wide?
SI 2 ___ - ___ 1Is there a six foot level rest area every 30 feet?
SI 3 . Are sidewalks at least 48 inches wide?
SI 4 _____ Are there curb ramps at pedestrian traffic areas? ° '
SI'5 . ___ [Is there a sheltered walkway between this building and
adjacént buildings? ' ) .
WA 1 ______ . Are there one or more accessible water fountains in each
building¥® . ‘ '
WA 2 . ___ Do water fountains have hand controls at front (Note:
{: Bubbler should be no more than 30 inches from floor)? v
, I \ oL
"RE 1 ___ ___ Is there at least one accessibde restroom for men and ¥
- el
/ women in each building? %y - -
RE 2(\/ — ___ Does toilet stall have wide door (32 inches minimum) "
. that opens out?
"RE3- _  Does toilet stall;%ave hand rails (1) inch hand rails\
( moun ted }% inches away from wall js preferred)?
RE 4 : __ If ther# is a privacy screen, does it allow wheelchair
r . turning radius (36 inches is minimum turning radius)?
RE 5 . __, Is*lavdtory raised to allow chairs to fit under it?
RE 6 o . Is one mirror lowered so person in wheelchair can sea? ¢
- . RE7 ___Is hand towel dispenser low enqygh to be reached by all?
RE 8 - 1f there are doors in{series,‘do they‘both open in'same.
o N T T direction? .o * ' : 4 )
RE 9 ___ .., Are lavatory drain and water Supply pipes wrapped or ° )
> .insulated?
. TE1 X Is there a public telephone with accessible handset (maxi-
-, mum height of 48 inches) convenient? '
‘. o &
TE 2 »~_ Is phone wall hung rather than in a booty?
it
TE 3 . :Z Does phone have amplifying}coﬁ@’gls for the hard of hearing? . %
o :q:'v . .

f—

* Taken from material bresented by East Central State University.

<
: . . 10§ -
- o ' , 115 «




L APPENDIX B - | ]
.b:"vr_*: e, . .'

(

S The survey instrument is

I. Campus Grounds

II. Parking Lots &> .
", III. Entrances and Exits ‘ ~ U
IV. Interior and Exterior Doors and Doorways P © o '

- V. General Bu11d1ng Interiors. | A7
g e . s | !.
© VI Areas : ' -~
: ‘ ‘ L, >

I. Campus Grounds. : '

13

On' the attached map, locate by letter, any of the following bartiers:

-A. Surface 1rregu1ar1ty ) e
B. Incline

C. Abrupt change in level

D. Walk width (4') -

“E. General sa.fety

F. Other

& , ‘ |
Note: In the f011bwing tables " * ' signifies spaces for needed measurements

o

(X = Full; 1 = L1m1ted 0 = Lack ofj

’

while ' ** " s@nxflé’s spaces for the degree of accessibility or utilization.
%‘ﬂd - =.Does not apply)

II. Parking Lots.
N ‘ : -\L
* L 3] AA* L34 ® *%
A. Proximity to facilitfes )
A ,B. Width of"space - ¢ ' o . ' |
, C. Identification : -
D. Abrupt chagge in levgl N Y
E. Circulation within lot -
F. Incline (5%) _
H. Egress - B _ Y .
I. Other o ' ' _ :
J : T
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i fII. Entrances and Exits

+  A. Approach .
1. Common level (5% incline) -} ) . A

2. Ramp | ' ) N

A 'a. width (4') ° 2 2 ' 1 A
. ;ﬁn-slip'surface R
. i ine (8%)

: length v
. . Clearance after ramp . R / '
\ “ f"(6'1))(2\4)' 5 b
‘ . LUT " x 4" R »

3. Oﬁr . At - '

1

B. Exterior Platform Adjatent T ' 4,
, to Threshold . ’
1. Width (é')‘ % - . i i
2, Depth ’ . \ o '\
a. Outward Swing Door, (54 ’ N ‘
// < b. Inward Swing Roor (3') e l
CN . Step at Threshold ) :
. Non-slip surfage” 3 ' s
Other ' ,

IV. Interior and Exterior Doors and " ’ ;J

Doorways L . i =
A. Doofs ' - : \

-

*F I L R 3

O AN o

Ul W

<

. Resistanc? of doo!‘ closer

. Handle.hejght (36" x 39™)
Handle design -

; Clearance to glass in door

. Type of hinge -

. See-thrbugh panel in swingihg

» door @ -

' 7. Other -

AN

ot

T 1. Clear-opening (32'') . o
2. Threshold (3/4') - " B {
3. Interior clearance (5' deep by
1; on both sides)
4. Exterior clearance (5' deep
by 1' on both sides) & . Y
5. Clear area next to door handle : X\d
(15" opening side) : :
. Interior steps 2 T
. Other ( :

; ‘ ‘ ' | i ,
B. Doorways _ . . . //_\>

* o




i

YI.

V. General Interiprs v

A. Corridors -

1. Non-slip surface °* o
2. Steps . -

3. Width €60") .. -

4. Ramp incline (8%)

5. Cleagance. after ramp (6')
6. Other - (/

. Elevators

Exterior controls (48")
Inter1or controls (48'")
:-Door clear-opening (32')
Clear-gpening time (8 sec.)

oo~

[CaRE - N N
. .- .

(60" x 60" or 63" x 56”)
6. Other ¢

C. Water Fountains

1. Basin height. (36")\
A 2. Front controls
\ 3. Mounting ~
4. Apprdach (30" wide recess)
5. Other
£
4
D. “Telephones "
1. Booth
2. Wall mo\mted %
- .a. Height of receiver (4')

. b. Depth of controls (12'")
c. Chair clearance
(30" x 21" deep)
* d. Other .

Areds ' : g !E
' R

A. Class and Activity Area

.~A151e width (60*)
. FlooT surface.
. Aisle.incline’ (8%)
. Space for chair

Agrupt chapge in level
. Approach to desk and/or
equipment

NN B NN
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s
o

VI o Areas

.

7. Use of desk and/or
equipment.. °
- . 8. Access to stage and d
. area. L
9. Other '

i

«B. Eatlng Afeas T

. 1." Serving aisle W1dth\ _ ' .
2. Serving line height -’ ' . B EET SR B
\ . 3. Acce551b111ty of self-service . '
ms. .
4., Ta le height . : : ’ : ‘H»
5. Tablg width . A 1. \
6. Chair clearance
7.+Floor surfac
8. Mpisle width
Qfgﬁray return / -
l. 0 . Other . "\

C. BSrmitory Rooms . ~

Floor surface’
Floor space
. Use of dresser _ )
. Use of mirrof. (40" height)® . b : !
Use of desk (24'" x 30" — N s
chair-clearance) : . .
6. Use pf closet rod _ ;
(48" height) - |
7% Other® o

G & @t

r .
D. 3estfboms“(ﬂ . : /
1. General
a. Floor surtace
b. Circulation space
L. Lavatory
. Height t?3'apruu (30')
. Total height (32'") ' ‘ S
Knee clearance height (20'") : '
Knee clearance depth (10')
Insulated pipes vy
. Depth of chair clearance (18")
Other
. error, shelf and accessories
. Toilet Stall
Clearance for approach
. Door clear-opening width (32')
Door swing (out)
Depth of stall (36'") » /

-
& N
GQ O O o

00 om-




Note:

. ‘ J . r 4
. Grab. G
.\.1. heilgee (33"
2. posif¥®

3. diamed®r (1%")

4. clearance from

N ‘ J o ' : ".‘ ‘
-(parallel to floor) | | = N

wall (1%

£,

s, , . .
> - . ) -1

Ly

£ QOther T v s
. Water closet SR
a." ting oo @
b. Height of seat (20")’ {
c{ Other »
', Other - . /
. . | L ;
¥ R \ .
In the preceding tables "*" signified spaces for needed
measurements, while '"**"'“signified spaces for the degree 4
of accessibility or utilization, (X = Full, 1 = Limjted,
0 = Lack of, and -\= boes not apply). .
vy ) LY -
! - . \“\ ) , | S
3
AN % ¥ ) -
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P APPENDIX C
v : — . . SR - ' ‘
T / ‘Kef"Questions ‘ : \y,}
‘ Assessing Barriers Related tO—Physigg?/Beménds o
Is Formal_hand or anh.stfenth or reach required?* RS ‘A
. . ‘ | . A ’
' - Is normal upper-.1lim dexterity (or steadiness required?
. ' A
" Are two hands required? ) - 4

y ‘ :
Must manuals, instruction books or diagraps be referred to frequently?
N . - ¢ ‘ M g

b .

Must foot cgntr be operated? E o,
essing Barriers Related to Vi s_uaL/'"Deman\ds /
© 1. Must measuremeffts be-made, dials set, or-meter readings taken? :  , )

N

. Must contrg%s or other iféps be .told apart by low relief ietféring,%\
.color or s8me other visudl cue? ' ’ >

3. Must the student opéfaté fape reéorde;s; hand calculators, or other ~a¢»L*
> .ancillary devices while working in the lab or shop< '

G

l. Must ‘the student read blueprints, diag?ams, instruction manuals, or
- other printed matetials tg perform shop tasks properly? ‘

%41

. Is sight normally involved in positionihé, guiding or otﬁyrwise using .
hand tools or other hand held objects? \J \>
4

6. Are materials guided through poweixsquipmeht?,

Assessing Barriers Related to Speech and Auditory Demands ‘
1. Must the studéﬁt'hear'the'instructor under difficult 1istening conditions?
2. Must the student use the telephone? l
S;ﬂMust the student monitor and adjust equipment based on auditory cues?
4. Must the student use slide/tapes or other audio-visual aids?
5 ! st the student speak to fellow students or the‘instructor to faxfy out

earning activities? i
;ﬁssessing Barriers Related to Intellectua} Demands

1. Must the student carry out a long sequence of steps in using a piece‘of
equipment to complete a task? .

2. Must the student gather tools and materials from around the lab or shop?

3. Must the student abstract ideas or solve intellectual problems to
complete work tasks? - A :

* Taken from Dahl, Peter R.; Judith A. Appleby; and Dewey Life. Mainstreaming
Guidebook (for Vocational Educators: Teaching the Handicapped. Salt Lake
. ®1ty, Utah: Olympus Publishing Company, 1978. ' -

v
v
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- . - Using "Books To Break-Attitudinal Barriers TowardsThe Handicapfed o :
. ¥ & _ 2

. Cafolyn J. Bauer

/
! .

~ Mainsfgéé;ipg is the brgctice .of providing, eduéétioﬁa; prégrams for
ha444cagpéd : studeAFs‘ in environménts that maximize contact . wi;h
'nohﬁén&i;apped' pééfsjw Tﬁis practigs reflects chadgeg in atttitudes 350;5‘1)4;{
educating\thé gandiqappeé that Have'rgﬁulted “1n fedefal»manda;és and count 'Z

-

s decisions. Both‘require that handicapped studegts have access to educatiohal

3

and social oppogtunitiés that afe.afforded to their nonhandicapped,peers:
While a major reason for mginstreaming handicapped children into rggﬁlar'
classrooms 1 8o fncregsé’thebr' contact with nonhandicapbed dhiquen and

, . o~ . .
decrease their isolation, studies of mainstreaming. have found proh&iﬁ§

'

with

4

N

, the soctal integration of handicapped children (Semmel, 1979). As a group,

hindicapped children ar€ not chosen as friends -as Lften as other children #h
N : R

the class. Even thougp they are phyéically in the mainstrea;, they oftgn )
céntinue t; be soc%aliy isolated. Helen Keller asserted that the heaviest -
'burdenal of disgﬁility atlse  from personal 1n€eracﬁion and - not from the’
3 .
impad rment ftself (as uoted 1a Baskin and Harrls, f977). While educators

can  exert little conciol over the reality of the dlsability, they can help

change other  ctlldien’s attitudes and foster . wore beueficial. soclal

\
glimd[.(:. &
!
- ) ,
Thes¢ dludlud and Loomenl o 5u56cat Ltlhhal Ouar duCicLy 1s COuLaminated w1th

L3
negative perceptions . regarding the handicapped, What can be done to break

- . . . ’
. the barriér and foster ﬁonhandicapped children's positive "attitudes toward

.
& _ ‘ .
help, but teachefs and parents should not overlook another important tool for

7

handicapped perzpns? increased contact with handicapped \fhdividuals can

barrier-breaking--fhe honest, objective depictions of handicapped individuals
; . ,

in literature. Books that children read prov%ﬂerpontinu0us stimui} throqgh
. , " b’, 3 [ . - .

?’\’/ ' . . e

. o
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e 2
g

o their‘ formative years, and latent and ovent messages' in stories of -
. y I e ¢ . P
exceptional 1ndividua1s accumulate to form subsequent gerceptions.‘

-~

Research on how %kilalkn -are influenced or changed by books 18 'a recent | 5
phenomenon. While most studies agree that literature is potentially

important in the child's value development3 the extent of that learning and

v

~its permanen “hdve yet to be determined (Waples, BéreIson, and Bradshaw,

' 1958). The; ‘sults " of the study done by the Berg-Crosses (1978) indicate

e 1

o that the expressed attitudes and values of four;:o—six—year-old children can
" be significavtly changed by hearing read to- them a picture storybook that

espouses different attitudes. ‘The research by Mons and Shurtleff (fg99)

’

indicates that the use of nonpriht media can influence. children 8 attitudes

’ toward- people wit ;; physicq} handicaps, particularly when coopgmﬁggég v

o : PRRt

teachers provide good models and encourage positive attitudes. The résearch

A

of Gottlieb (1980) found that in a regular classroom attitudes of students
. toward' retarded childggn could be improved by using group d&scussion. ’

A search was made through bibliographies and library collections for
books to help develop ~positive attitudes toward the handicapped. -‘EmpHasis
was put on quality literature that accurately reflects thev reality. of
impairment and avolds false impressions. pue te the abundance of books: |

s

published about hdndicaps ar handicapped' persons the- ;1t128 included are

,necessarily selective.. Books dealing with the more prevalent handicaps of

mainstreamed children 1in elementary school (K-6). are listed in~‘eight'
s categories: visual handicaps, speech handicaps, , emotionally disturbed,

learning udisabled auditory handicaps, intellectual impairments, 'I
: 7’

orthopediqally-handicapped and other.
Reading levél'designations for e1ementaryfstudentshare at two levels.

The heading Young Readers)refers to’'children approximately 5-8 years old or

~ . 3
\ . @ . kY
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N
'

L in grades Kr3. Mature Readers are considered to be 9-12 years old or in

grades 4-6.- Their wider experiential backgrounds give them the ability to

ﬁead more mature books. | o R i
' . N . ~

'

Visual Handicaps‘

Joung Readers. Stories about glasses predominate in the books relating

-
. -

" to visual handicaps. Only one deals -with blindness. The foggy, fuzzy,
preglasses state of the heroine is detected in’ a -‘medical examinationLduring ,

kindergarten in Katie's Magic Glasses. ' The -8ituation 1is corrected and

s

information 1is also ( given on = how visual - problems cause ¢ gocial
- .

misperceptions. Jennifer Jean,vthe Cross-eyed Queen 1s- a picture book

¥
[4

portraying a feisty, determined heroine and her discomfort resulting from
the rehabilitation process. Spectacles is an amusing and entertaining
picture book about Iris who adamantly resists getting glasses until a clever
optician wins her over by suggesting that the right frames will make her
look like a movie star. Mike and Sally are the butt of teasing “because they

-‘are the only children who wear glasses in The Cowboy Surprise,, but the

situation is remedied when Wild Bill~ a bespectacled cowboy, comes to school
and explains why some people need glasses. Apprehension about blindness is

reolaced by desire for friendship as two young brothers become acquainted

! .
with the 'blind man who plays a harmonica and 1lives in the same apartment-

building in Apt. 3. .

Mature Readers. For more mature readers, books about visual handicaps

are told€rom both first petrson and secondary perspectives. Two books

feature the training of guide dogs. Follow My Leader 1s a story that

communicates the feelings of Jimmy, who 1is blinded by an exploding

«.firecracker. His rehabilitation includes learning hrai11e<;nd using a cane

and guide dog, and during these adjustnents he also overcomes his hatred




 toward the boy who threw theyfirecracker}

 The importance of -providing comprehensive assistanCe to children with
4

difficulties, in this’ case visual impairment, and how such help -.can have

\

A implications far beyond the classroom is given in From Anna. Quig Smith {s

typical' young adolescent, who happens to 'be blind, in Dead End Bluff. He
.“ . ! \')
courageously saves his younger brother from drowning and that. act signals

his - 1nde§endence from moderately overprotective parents.

. - Sound of Sunshine, Sound of RAin is the story of a youngbblack girl, Abram,

and her blind brother, who narrates the story. He attempts to help the
(reader “undexstand now he knows his world through tactile, .auditory,
~ﬂolfac;ory;::and gustatory senses. Abram's impatience and unhappiness' are
partially a result:of prejudice'that yictimizes her. She in turn displaces
) it on her brother through insensitive treatment. Laura‘Ingalls Wilder tells
\of her family's strength resiliency, and ingenuity as well as love and

cohesiveness in dealing with/the blindness of Mary, her older sister, in

Little Town on the Prairie. .This series is unique in looking at an impaired

character during the growing-up process. ‘Theser Happy Golden Years portrays

Mary as a competent, mature, and playful young adult.
7

' S)eve and the Guide Dogs 18 a story of the initial faflures and

: eventual success in training an animal to be a guide dog. érotherhood is a
EN&h‘hginor .tneme in the book and 1t emphasizes the need for better relations
o between .whites and Native Americans. °  An  informational book,

Connie's New Eyes, tells of a young girl's 4-H project which involves the
v {

care of a young puppy until the time it goes into training to become:a

2

seeing eye dog and is then assigned to its new owner, Connie.

]

» Speech Handicaps -

Young Readers. A void exists for quality primary level books dealing

ne 123 !

#




with the speech handicapped. The topic - ia considered -in

4A Certain Small Sh ggherd but it cannot be evaluated on a literary basis since

-it is ‘a religioua parable.
' \ N

Mature Readers. Realigtic characters . with speech handicaps are

. represented in one case as a stutterer and in three books aSv mutes. The
frustrations that accompany the inability to communicate aa others do is well
portrayed in The Unmaking of Rabbit, which is about Paul, - .an. eleven-year-old

. ¢ N

stutterer. Muteness is presented as a terrible inconvenience, but only that.

in Journey from Peppermint Street. ° A poor French orphan boy caught-in the

silence of mutenéss 1s the focus of Burnish Me Bright. The prejudice and

violence of the villagers are .very real, yet Auguste overcomes their actions
by mastering the art of pantomime. Insight into the feelings of Agba, a mute
stableboy in Morocco, about: his lack of speech is presented.in the Newbery

Awvard book King ‘of the Wind. He learns to accept events and tries to make

the best of them.

Emotionally Disturbed

{
Young Readers. No books which dealt with the emotionally disturbed were
P

v

found for young readers.

4

Mature Readers. The ability to cope with stressful situations prepails

in the books about emotional problems for older readers. The Bears' House is

$

an exploration of the manifestation and aftermath of stress as Fran Ellen and

her four siblings try to cope. with an absent father and an emotionally
disturbed mother. Despite their desperate attempts to carry on with
pathetically limited resources, outsiders are finallz%called upon to salvage
the deterioratiné situation. Mental illneas and drugbi'are combined ’in
(George) whi:h is about Ben, a young schizophrenic. George 1s Ben's alter

ego who manages to keep his schizophrenic symptoms to himself until family



Ty

v tinie he"i'bl

difficulty.  Kelley's Creem,‘S“ﬁquaga_,

and peer'prﬁssuresv force:thém to the surface. | Tha book ends on a positivé
. . OrE _ . né v ;

" note of recovery. Teatoncez,tells how a girl survives a shipwreck off the

North Carolina ‘coast. ,She 1s aphasic, from shock, but with loving care and’

understanding froom Ben and his mother, she gradually begins_.to improve .
AN

bhysically. Teetoncey helps' Ben and his mother come to terms with their own

neéds 1n.regard to the death of their father/husband. While only a limited

amount of information 1s given regarding the impairment, the model of

i

peré%stent; loving care 18 carefully described.

b

Learning Disability

Young Readers. The frustrations of youngsters whdb have learning

pl

. R _ < 3 v =
problems are presented in twg books for younger children. -The image of

¢ ?

sibling affection, the.exploration of frustration, and _ the accuracy of
® . . . i ¢

information presented are strghgtzfdgizﬁe's My Brother.‘ Jamfa;},disability

" creates difficulties in school and .on.the playgreund. Leo, the Late Bloomer

’
/

1s a fanciful animal story about a baby tiger who can't do anything right;
-~ 3 . .

he can't read write, or draw; he, 1s»a sloppy eater and never talks. His

~

mother assures hish fathﬁr that Leohis a late bldomer and 1n his own good

"

oom
A

concér'

readers 'exemplifx}

CLw w?‘&

[

Yuigfrypﬂtations and gself~doubt

‘“experienced by nine-year-old- Ke11§*wﬁo is 1n {a special class. This story 1is

'beautifully illustrated with marsh scenes of the creek area. The Viaduct is

a story of howlthe presence of a learning disability generates ingenious
artifices for camouflagﬁ and how the problem may persiat‘ throughout- 11 fe.

The central character 1is a'grandfather who has dyslexia.

{.l _ »



-Auditory Impairmenq

’ : ’ - - \ .; o ‘
Yoqng Readers. There are few't}ade books for the primary 1eve1 on

auditory 1mpa1rment.,' The two fiction tittes age about girls, and the:.

nonfiction title  has a matter-of-fact approach. Lisa and Her
ﬁ-—

- Soundless World tells how eight-year-old Lisa 8 handicap was- discovered and
'how hearing aids, lipreading, amnd sign~ language were utilized in ‘the
‘treatment 6f»her disability. - The bodk provides good background on hearing

and speaking processes - and promotes’ empathy ahd understahdiné. A

show-and-tell story in which Angela tellgy how ‘her hearing déficiency wag

detected and cqrrectéi?with a hearing aid 1s told 1in A Button in Her Ear.
- .
~Encourag1ng evldence of 1ncreasing soclal acceptance of auditory impairment

is found 1n A Show of Hands; Say 1t 1u Sign Language. In cartoon-type

drawings and narra{}ve text, 1t demonstrates the manual alphabet pnd more
" than 150 signs; while dealing in a matter-of fact way with the problen of .
what it 15 like to be deaf in a hearing world. -

Mature Readers: __ For the advanced readers there is one ‘title dealing

with profound hearinz loss, two titles about deafness, one book dealing with
-the deaf and mute, add one about a woman who was deaf, mute, ahd bu::}.'
t

o]

Y

Australia is the setting of The Nothing Place, in which @len 1s anxio

conceal the severe hearing loss that resulted from a recent illness. ‘rThe

0 . . 1
problem of ad justment is hand led in a matter—-of-fact way and

characterizations of the children are hoﬁeworthy. The Sand Bird, an unusual

fantasy, 1s about a deaf boy, and ﬁhe story provides exemplary models for
accommodation to the ”Hemands of the disability. A realistde and
straightforward approach to deafness is given in- David in{Silence. . The

7

family's adjustment as well as David's own inner thoughts are incorporated

into this gritty story. Water Rat focuses on Lani, a thirteen-year-old who,
N s

A
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though desf .and mute,~is.-a swimming. champion.v SheA is Apresentea as b .
youngster with abundant talent and drive who functions even though she is
handicapped. Information ‘on swiumi?gfand racing competition is ppesented in
this excellent séorts book. - A story of accomplishments earned in the face

of great handicaps 18 told with warmth and insight 1in the authentic

blography, The Helen Keller Story.

Intellectual Impairment .

- L d

Young Readers. The impertance of love and understandidg from

- - ‘ -
.

supportive family is' presented in the book for young readers about

intellectual impairment. Even though One Little Girl suffess from a lack of -

focus as to 1its appropriate audience, it does emphasize the 1lmportance of

- -~ g
’

positive attitudes toward a slow learner: Laurie has intellectual and
visual impairm;nts and her"parents and teachers see her improved }esponse

after they stoﬁzthinking Tnd sayling i%hat she 1s slow and begin emphasizing

"

her abilities. -

0

Mature Readets.‘ The mixed feelings of brothets an gL

titles have main characters who have desires for a fuller life e en though
the§ are retatded. The setting for two books 1s Australia and one title 18t -
situated in school. One volume 1s a case study. A forthright explanation

of retardation 1s given in the sensitive - novel Don't Take Teddy, :which

provides excellent detail of a younger brother's agonles regarding his low

C : .
functioning sibling. Another beautifully written story about a sibling's
. ;

love and responsibility and how mental retardation affects brothers and

¢
' ’

o ] P .
sisters 1s Summer of .the Swans, a Newbery Award book. Take Wing has

extensive informatiog about retardation and deals with family problems

related to denial and commun¥ty problems of unresponsiveness. Zeke, in

4
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The Jazs/éan, is a'"child- hobhled by*, “itations, untended by either his
.. ] - : . .

family or sifﬂ;ty, aﬁd locked into a barren, isolated environment. . Despite

:this, he hungers for a fuller life as represented‘by‘the jazz“mgnls“music.

g

The main character' in The Hayburners is a decent, hardworking, generous

I . -

A

A »

retarded man. ‘The message isbabout how the weak aremtreated in soéiety,
particularly the " abandonment of those who are presumab"I£f "losers by

. conventional standardse. It further. communicates how .care and 1love can

produce a winner. Australia'is the setting for A Racecourse for Andy in
which friends acknowledge their responsibility toward retarded Andy. Another‘
book with an Australian setting’ 1s Hill's End -in which Adrian, a.mildly;.
retarded boy, has a modest but dimportant role 1in his community. - Sibling
support for an intellectualfy impaired thirteen—year-old brother is one of

the strengths ‘of Long Shot for Paul. Another strength of this sports atory.

»

s *a ceoach more interested in players ‘than winning at any coste.
_ / - ‘

Jon Os A Special Boy describes the 1life of a ybung boy with Down's Syndrome

&
<

who/%?s ad justed to being a very special child.

. ) Pl !
z

gYoung Readers. The books for young readers about orthopedic impa}rment

.

Orthopedic Impairment

, focus on individual chiracters and: the tone is oge of encouragement hope,

n ¥

hnd normalcy\as the youngsters, despite their handicaps, lead full lives.

The problems of daily living associated with cerebral palsy are presented in-

»

Howie Helps Himself. A real value of the book lies in its ' est, acéurate,
J
and direct presentation of the problems of a seyerely physically handicapped

¥
chnjz Rachel depicts a young child who enjoys 1life fully and ignores

whenever possible the inconvenience of using a ;heelchair. An Alaskan Indian
folk tale that .treats disability as a mark ng favor {is found in
: . B

At the Mouth of the Luckiest River when Tatlek, who has a weak, pronated
¢
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foot is encoura&ed by his grandf;ther 's assertion that a: good spirit‘is
looking after him. Tatlek deals with his difference in a natural pragmatic

fashion. © - o ) ’ E\\ | o
T <

Mature Readers. guch realistic informat{on about the social, emotional
v .

and physical consequences of orthopedic impairments is found in :the titles

for 3lder children. Several titles dealing wfth the effects of polio are
. ' g ' 3 .
awailable. Huch realistic- information about the social, emotional, and

[ "

physical consequences of polio is provided in Screwball in which Mike who -

is a twin, has a struggle, with himself as well as his external world.

Mustang, Wild Spirit of the West iszthe story of Annie Bronn Johnston's two

fights, one to overcome the effects of polio and the other of‘héT efforts-to
f“'-,

i k18 )
protect the wild horses of the Western ranges. The Runner is the*btory of

y
Shadow, left with a slight limp after recovering from polio, who works on a

-

ranch'breaking in horses and training,polo poniesr

Y

N .

with as just another.ofvlife'gprOblen//ﬁo cope with nd overcome. Several
hiographies, incllding The FDR Story, are availahle on\Franklin D. Roosevelt

B

and his struggles with polio. : . P , » oy

Five books were found ‘which were. about handicaps involving legs or ™

' fedfi A-.castle in:thirteenth—centurﬁ England‘is the settinggfor the Newhery«

Je disaBility ig dealt

. Medal winner, Thezﬁooffih thf\Wall. lt describes Robin, who 1is unable to

walk, and his rescue by Brother Luke.h\NRobin/bi{ehabilitation is gradual,

.

natural, and believable, and -the theme of the story is that one should make

~
the best of what one has and be ready when the>do;rs of 0pportunity open.

-~ ’

+

The theme that all are useful and needéd by the community is portrayed»in

The Wheel on the School, where a legless Tnan, Janus', ingeniously saves':

townspeople, rescues some storks,'an@ readies a nesting base fof the great
\ . /~_’ ‘ . .
birds. The theme for Turp the Next C&iner is imprisomment of twe* types. The

o

e

%
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" first 1s a boy's regction ~to his father's incarceration and secondly, the
paralyzed 'state of the-Boy's‘friend. The‘message in Red Eagle is a simple Ve
one:. There.isjno disgrace in failing, only in not trying. The young Qioux
Indian boy, who has'a club f&dt is disparaged«for his imperfect physique,

v (

- but once he proves himself his companions can see beyond the impairment to —
the qualities the wise ‘man of the tribe has noted all along. A hardworkintg&k

_ caring, black family ’%hat’ais exceptionally poor provides the focus in

-Roosevelt Grady. Matthew, one of the -children, has a club foot, but_the

family has neither mzpey nor time from .the migrant father's. schedule for

rehabilitation of t aeri led foot. A scheme for permanence in the father 8
. emponment and hope for Matthew 8 rehabilitation evolves in this title which
is rich in the expression of Loving family feelings.

2

Cerebral palsy is considered in four books. A recent title that deals
'~ . \. . . N :
with understanding of both orthopedic and intellectual ' imp
i . ’ i -

Thggégired Summer. Through the thoughts of thirteen-year-

ent . 18

ld Lestery f %

~— / w.
cerebral palsy victim whose handicap includes deficiency in articulation, the
)
reader learns of the crippling effect of overprotectiveness by a parent.. His
friendshiR}with Alfred, who is retarded, Myron, who is overgrown .and clumsy,j.ﬁ
a; % 5 - e

‘and diaire, a tough n;%-comformist girl who accepts them all asi they ‘are,

helps him to emerge from an emot ional prison. The physicalsand§psya§glogical

adaptations necessary when leaving the protected'environment of a special

school for a public school are explored in Mine for Keeps. Sal, who has
cerebral palsy,'adjusts well in the regular class. ‘Another disability is .
brought. into the story through a character who has had rheumatic fever and
cannot ‘dttend school. Readers may also be interested in the sequel,

Spring Begins in March. An accurate and moving account of cerebral palsy is

found 1in Let the Balldon Go which centers around a twelve-year-old boy's




. asks the reader to imagine that she/he is the person with the disabi{ity <

overoowering need to assert himself‘andfto“prove~the emptiness.of the .other

2 . . s . .

6hildrenfs deroéatory opinions of him. _ ' T f E ‘(/f

* The Golden Mare is the story of a- ‘young bhoy whose activitles are h}ngy

restricted because of the aftereffects of heumatic f ver.i He spends. a
i ‘ . Yo 47 -
great deal of time with an old horge and f ntasizes about an idyllie 14nd

where the horse can become immortal. The portrait’ of a poor family

s%iuggltng to survive economic’ and personal hardshipk 1s, found "in

The Dafk Didn't Catech Me. - Minor characters involving the handicaps of cleft

lip and palate, a slow learner, and &4 person who has epileptic feizures are

naturally depicted. - About Handicaps 1is a flayless exampie of a

. ; \ , .
flctionalized probltem Book. {f%?E‘parallel and Somplementary books are found
with}n one cover: a story Hor children and an accompanying interprpttve '
L
text for adults. //Tﬁ% general theme is that confrontation, buttressed with

1nformation and awareneq of child development, yields the most promising.
\ ’ ’

means for coping with fears related to handicaps-

Other : ; - i : 5 . :~_ )
—— ) \ ) ‘ . ” . . } . , .
All ders. One title is especially noteworthy becguse 1t encdurages s

y

¢ ¢

'children to 1mag1ne themsq‘yes in various situations faced by the.disabled.

N

What f You Couldn' t.e.? 18 an informational hook about disahilitie7 that!

<

-

and then introduces experiments that . to understand how it feels to have

that disability, Hearing and visua] 1mpa1nment>\€ther physical handicaps,

4,

emot Lonal disturban&es,. and learning disabilities are among the conditions -

included. The direct and matter—of;fact text -4s an excellent'gesonrce book

t& help dispel ignorance about both the causes and consequences of speciffiec

handicaps. - R \
4 N '
' ) . ]
It can Qe said that ta' distinctive features of . books about the

»
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han}ﬁcépped fbrﬁ‘bleméntary school children -ake that they are generally

\‘ ’ . 2 . ' ° . : ] ' D
written aboutzchizzii:;ﬁgg/fﬁz majority are about an individpal chilqi Most
. ¢ T
. -y * L : J N b X J o i ‘
- books deal with only one handicqp”fathex than multiple handicaps. lqbs\\

. -1 ¥, ~ < . .
-all of the recent books focus on the handicapped 'éﬁirac r's

ogitive
ouﬁlGok on life and the great gains thééyhave made despite their dIEahZIify.

e ]

Educators should emphasize the ihportance of. helping eagh child fit 4in and

A Y

e

.lpélpihg others to understand and acaept handicapped . students. The mzct

_crippling handicap 1s in the mind, not. the body, and that handicap 1is e

I

aﬁtitudinal barrier. - Children's books ‘can ﬁléy a positive role in breaking
. A\
‘the attitudinal barrier toward<the handicapped.

¢ o
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. Nonbiased Assessment

) Paul G. Warden
. 1
“ Litigation and Legislation
[ . .
The;e have»beenifour'landmark cases which have influenced the thinking

'y
'

A} ) . X ~— .
of those who wrote the assessment rules and regulatiops of Public Law

94-142. , In Hobson v. Hansen (1967), the constitutionality of the tracking

system used in the Washington, D.C,. “pubfic schools was . chalienged because
. -~ !
the test used led to an overrepresentation of black students in the lower

tracks and an underrepresentation of black students in the igher tracks.

In Diana v. State of California (1970), the plaintiffs ntended that

1nappropriate intelligence tests were used to p}ace minori students in

classes for educable mentally retarded students. The tests were in English

y

- ’ } .
and the primary language . of the homes was Spani%h. As a result of the
consent decree issued by the court,.several thousand minority children were

returned to the regular classrboms, and the Office for Civil Rights issued .a

-memorandum that specified procedures to guide the assessment of minority

students. In Guadalupe v. Tempe Elementary District (1972), the issue of

overrepresentation of minority students in classes for the mildly retarded

focused on the inappropriateness of using oﬁly Englisﬁ language intelligence Y

tests as the sole criterion for placement. Lastly, in Larry P. v. Riles

-

- V.
of black students in classes for the educable mentally retarded, and, in

.(1972, 1974), the court focused on the 1issue of test bias in the placemen%- //
October of 1979, declared the use of standard intelligence tests illegal for
’ -

‘usé with black children {n/California.

J
’

The'dispoq&ttons of [the ébove/ cases are »reflected in the " rules and
N ;

~ / ,
regulations of P.L. 94-142, The most important features of P.L. 94-142

120 1oy . . :




regarding assessment are:

1. Procedural safeguards which prqvide for informed consent and  due
procesa are required.

2. 'The assessment must be conducted in the child's native language if
' at all possible.

3. Taests and other evaluation devices are validated for the specific
‘purpose for which they are used, and administered by trained
personnel. - ' .

o~

4. Classification and placement decisions are not based on a single

source of {nformatton (such as IQ) and areas of specific

educational need are-identified in the evaluation process.

5. Inferences about aptitude or achievement are not made from
evaluation procedures which reflect the child's impaired sensory,
manual, and speaking skills.

6. Assessment must be conducted in a broad variety of areas and

¢ placement procedures shall draw upon information from aptitude and

achievement tests, teacher recommendations, physical conditions,

social or cultural hackground, -and adaptive behavior. Further,

information from the. above sources must be documented and carefully
Lonsidervd ‘ ’

7. Decisions are made by a multidisciplinary team with participation
of parents. ; ’

8. Placement options are selectéd according to the principle of least
restrictive alternative and an individualized educational program
is developed. ) '

9. The educational program is reviewed annually and a comprehensive
reevaluation which meets the requirements stated above 1is conducted
at least every 3 years (Phye and Reschly, 1979, p. 229).

‘The Meaning of -Bias

& : 3 )
- Beforé bias 1is discussed, the basic myths regarding the IQ

(intelligence quotient) should bé dispelled. T?e myths that an 'IQ score 1is
. - _

fixed, unitary, and predetermined by heredity are still heid- by many

-

professionals. Phye and Reschly (1970) state: ) -

IQ tests measure only a portion of the competencies fnvolved with
* human intelligence. The IQ results are best seen as predlicting
"performance i school, and reflecting the degree to which children

W, haye mastered middle class cultural symbols and values. This is

"+ useful 1nformation, but it 1s also limited. Further cautions—-IQ
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tests do not measure 1nnate-genétic capacfty and the scores are ‘not
fixed. Some persons do exhibit significant increases or decreases in

their measured IQ (p. 224). ' é;
The use of the word "bias’ in the assegsamant of intalligence can he
cnnqide&ed from two perspectives: customary usage and statistisal usage.

In discussing bifas, I wish to note -carrent proposed remedie$, where they

, e ~ .
exist, for some of the problems. One partienlar instrument, the System of

Multicultural Pluraltstic Assessment (SOMPA), is dg;;;;;;\:F a remedy to
biased assessment. Althongh I will note thch problems the SOMPA purports
. . ’ +

to remeady, a detailed discnsstlon of the SOMPA will follow this seut}ﬁn on

-
[y

‘the meanings of bias.

Customary Bilas

When a person customarily thinks of bias in testing, either the content

~of the test comes to mind, or the procedures used Huring the testing sesg}on

I

are thought of as unfalr. Also, 1t 1s contended that the placement
decisions, Adependent 9p0n intélligence test results\ o%;en(%ave a negative
influence upon students. #;rSt, let us consider the nature of the.COntent
of the intelligence test.

The administration of an English Laﬁguage intelligence test to a person
who does not sp;ak‘English‘as‘ a primary languape 1s a blatantly obvious
example of biaséd asse;smgn;. Ei;ner the test should be translated by an
examiner or the &est shou%éﬁbe édglished in the examtnee's‘ native language.
Both of these remedies ha;e:been‘done with varying degrees of success. In
one 1n§tance; a person who was fluent in Cherokee Indicated that a number of

ahgtract concepts used In a standardized Intelligence test had no counter

parts in the Cherokee language. ¢ In other instances, the Spanish version of

the Stanford-Binet Intelligence Scale used Spanish phraées that were noﬁ
easily wunderstood by persons using a. North American regional dialgct of

P
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Spanish. Mot' to minimize the above problems, [ helteve "hat the larger
issue focuses on the ahsence in many lnstances of bhilingual education

programs. A subsequent consieeration nvolves the issne ofb whether
bilingual education ig.only a transitory esyperience to prepefeA the student
to:dltimately function with English' or to continue to function with Lhe
non-English language in the majority environment. )

The second problem {n the area of content bias 1is related to wﬁat is
called {tem bias. Item bias e;ists when an item disproport;onately loeds on
one specific eulture to fhe extent that persons from another culture have
not had equal chance for exposure to that 1tem. Frankly, research f{s
equivecal regarding which {tems aee culturally loaded. The researeh that
haslheenA done indicates that the.ferretiné out of such items might be a
‘,eeVEr-ending endeavor.  Some items chosen for %nveetigatﬂon have been found
to‘ be anewe;ed icorrectiy‘ more often by @127 ty examinees than by
core—cultufe examinees. Admittedly, {tem bias does exist; however, tHe
SOMPA attempts to partial out.the influence of sociocultural difference from
the composite score (let us call it an adjusted IQ for the moment) rather
than deal with each specific item. ‘

Procedural bias 1{s also referred to as atmosﬁﬁere bias 1in that the
testing.situation 1g unfair to minority examinees. 'Tﬁo poesible sources of
_enfairness are the nature of the interaction with the examiner and the kinds
'ofAresbonses and effort required of the examinec. Regardipg examiner
effects,“thet is the effect of tee examiner's race, sex,‘degree of warmth,
time .spent establishing rapport, and aﬁeunt of encouragement, the results of
research have bheen inconsistent. No remedies offer certainty to eliminating

bias, but examiners are cautioned to be sensitive to conditions which might

distract from eliciting maximum performance from the examinees. These same



zautions apply to the proﬁlém that the kinds of réqﬁired resﬁonses and
concomitant expected effort might be unflamiliar to the e?aminee.

As indicated by previously noted litigation, a diéproportionate{y large
number of minority persons have ’been qualified for spegial education
service, speéifically fof classes for the educable »méntally retarded.
Research 1nd1cétes that persons labeled as ‘educable mentally retarded find
the 1labels highly aversive. Cpn:rary to ‘popular bélief, }12 18 unclear
whether labels create expectanéies, and the widely held hglief_reéarding the °
self-fulfilling prophecy s not supported by data (Phye and Resthly, 1979)i
Regard;ess, persons have been qualified foF épecial educa;iPn programs which
have been pu;ported to be ineffective, so these persons might have suffered
the burden of a label and might have beén placed in edgcation_programs which
could have ‘constitufed reduction of~ opportunitigs due to the purported

‘ ‘ ?
ineffective interventions. iﬁ?“

Statistical Bias

\

» Y
Many measurement cxﬁirts contend Ahat statist{cal bilas 1s the ounly

legitimate bilas to be ascribed Lo a test. The above countentions (customary
blas) are examples of mlsapplication of tesLs. Statistical blas ¢xis;s and
a test 1s unfalir: &

Lo 4f the vatlaullity arvund  the cegtesdlon  1tné ls not siwllas tor

both groups;

2. {if the level of the regression line is not similar for both groups
and hence, produces a constdant error in reduction; or

3. 1f the slopes of the regression lines are not similar aad, hence,
produce different predictions for each group.
. \.
The results of a number of stmudies conducted by Jane Mercer (the author of

the SOMPA) indicate a statistical bias against blacks and hispanics using

the WISC-R. The SOMPA purports to eliminate this statistical bias.
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SOMPA : o g : -

The System of Multicultural'Pluralistic Asgessment (SOMPA) purports to

offer a multifactored _and ' nonbiased apbroach to the assessment of

intelligence. " The SOMPA is comprised of a number .of scales, each of which

fits one of the three models af the instrument:
Medical Model ‘
1. Physical Dexterity Tasks

2. Bender Visual Motor Gestalt Test

3. Weight by Height - .

4. Visual Acuity 5 .
5. Auditory Acuity ) h

6. Health History Inventories

Social Systém Model
1. Adaptive Behavior Inventory for Children (ARIC)
2. Schoo} Functioning Level (SFL), the WISC-R IQs

Pluralisfic Model . :
1. Estimated Learning Potential (ELP), the WISC-R IQs, adjusted
2. Sociocultural Scales:
Family size, "family structure, socioeconomic status, and
urban acculturation. '
y The four scales of most importance1 to our 'concern with nonbiased
éséessment are the Adaptive Behavior Inventory for Children (ABIC) and the
&[ School Functioning Level (SFL) of the Social System Model and the Fstimated
Learning Potential (ELP) and the Sociocultural Scales of the Pluralistic
Model. The student 1s compared to a sample set \of nationally repreaentﬁ

Y

norms when his/her adaptive behavior (ABIC) 1is evaluatéﬁ and when his/hgp/
A .~ ' ’ .

school functioning level (SFL) is determined. Jane Mercer, the author of

SOMPA, contends that the tasks required in the ABIC and the SFL are common

and/or required across subcultural groups;jsubsequently, separatéﬂnorms for

specific soc¢iocultural grolips are not justified. Speéifically, Mercer found

PR

\

IThe remaining scales yield information which is used to support
didgnosis or assist in planning remediation.

3 .
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that gubcultural groups' performances on the ABIC do not differ appreciably.
Shé further contends that school achievemené'ig dictated by the core (Anglo,
middle-class’) c&lture, and the most appropriate norms are those of the’core
cui;ure. The ABIC: and SFL are vital 1n\determining mental rgt;rdation. An
examiner would suspect that mental. retardation woul& be inappropriate as a
diagnosig if a student performed well in adaptive behavior . even though
he/she performed low on the WISC-R (SFL).

The Sociocultural Scales are necessary to deter@tne the - EsFimated
Learning Potential (ELP), an estiﬁate of the person's‘ ability ¢to ‘learn
school-related tasks with sociocultural influences parfiailed out. The more
one's\ socioculEural background approaches impoverishment, the more ELP

>

points are added (in a sense, the more IQ points are added). ' Mercer uses

- the ‘'example of a minority child from an impoverished background who has a

fullscale WISC-R IQ ;f 67 and an BLP of 130. This child is not considered
retarded; in facé, he 1s\like1y potentially gifted. .

The SOMPA provides a number of data which Jotentially could disqualify
minority and poor students from being eligible for educable mentglly
tetarded classes. It the ELP is wused as an 1indicatfon of intelligence,
minority students JLcéur;zcd as rétafded could be reclassified as normal or
even gltted; hooever, 1t 1s ltkely c(hat tihey wiil demonstrafé some
weaknesses 1u school runctioning. /lc is concelvable that some of these
students will be classified as learnihg disabled, but this category
stipulates that the learning disability must not be due to cultural
disadvanta;:. Will these declassified students be eéxpected to succeed in

the regular classrooms with no speclal educatfon fuanding aniigple for

support services? . hl/'
An underlying question yet to be answered‘ deals with t validity of

v . V'V'
ﬁ . - Ny ,!.
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the ELP. 'This index has no validity studies supporting it as an indicant lf

learning potential. Mercer contends that the only means to

validity ' is by research v'relating the ELP to rate
L

Rate-of-learning studies dealing with meaningful materials

determine its
of learning.

and of 1long

enough duration are costly and cumbersome, so .we will have a while to wait .

before we can use the SOMPA with certainty of its validity.

Pl
A
——



|

Diane v. State Boafd of Education. C-70 37 RFP, District Court for Northern
California. February 1970. o

\1 bl iography
{

Y

Guadalupe v. Tempe Elementary School District. District.Court for Arizona,
A 71-435, January 1972. ‘

Hobson v. Hansen. 269 f Supp. 401 (1967).

‘ B

Larry P. et al. v. Wilson Riles et al. United States “Distrift Court,
Northern District of California, Case No. c- 7137270 RFP, 1972, 1974,
now in trial. ,

°
4

Phye, G.D. & Reschly, D.J. School Psychology Perspectives and Issues, New
York: Acddemic Press, 1970.

w

School Psychology Digest, 1979, 8(1), (Entire issue devoted to theme of
SOMPA: A symposium.) ) !‘

School Psychology Digest, 1978, 8(2), pp. 207-223..

[



s 6

» ‘ _ ‘th’

. Multicultural Approach Eg_Méin%treaming: A Challenge to.

széselors, Teachers, Psychoiogists,'and Administrators
174 v

}John M. Dillard )
Lloyd R. Kinn&so

Barbara Peel .

The concegts of both multiculgural éducation(/and mainstreaming'are
slowly emerging into _the foreff;nt of\fdﬁcational consciousness. Alﬁhough
"mainstreaming 1s more wides;read, multicultural education has come into
being among some profe3510nalg only durlng the last four or five.years
(AATCE, 1?73; Hunter, 1974; Kiassen & Golligef; 1977). Mainstreaming is
commonly refgrred to as a process wherein students whd‘have beeﬁ diagnosed
as andicapped and placed -in special # education classes _are returned to
regular classroom? for all or sopme portion of the school day (Dent, 1976).

fcultural education emphasize the necessity for 1&642;225\\\\

awareness and acgﬂ{}ivity among counselors, teachers, psychologists, and
. ®

Advocates of mul

3
adminlstrators that our handicapped students are of diverse ethnilg and
g .
cultural backgrounds speclal educatlion is oaly vae of the many dimensions
ander Lthe umbrella o1 woltfcultural  edycation, while matastreaming 18 one

process Llhal  ouperatluvanallzes or places both (multicultural education and

mainstreaming) into a degree of practice in meeting Handicapped students'

s

personal,, cultﬁral, and specialized academic needs. However, relatively
little in professidﬁal literature or practice on mainstreaming deals'with
students of varfed cultural and ethnic backgrounds, as suggested 1in the
standards adopted tn 1977 (effegtive Jarmuary 1, 1979) by the National

Council for Accreditation of Teacher Education and the guidelines under

>

Public Law 94~142 {n 1975. e
d\
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Brief'History of Changes in Special Education ' T

Since the beginning of the present decade, there has been a dramatic
reduction in the wuse qof the self-contained classroom for handicapped
students. The issue of whether or not to segregate handicapped students in

@0 ’ . .

special self-contain®d classes has been debated since 1940 (Chaffin, 1974).

The. “shift of emphasis “ from predominately segregated, self-contained

~ cla@srooms to other delivery systems was clearly influence
\ . '
in his now classig; article, "Special Education for the Mi

rticle had much

¢

Much of It Justifiable?" The timeliness of Dunn's

A

influence on the inplementation of alternative educational ervice delivery

: systims for handicapped students.
: ‘ »
Since publication of Dunn's article, three major forces have combined

to establish/ a-'receptive atmosphere forl change. ~/ F&cst, parents of
handicapped children have organized and are politically active (Reynolds &
Birch, 1977); second, the federal government has provided interest and
leadership through the Bureau of Education for the Handicapped. (Safason\é
Doris, 1978); and /third, civil rights 1issues have been the cause of the

decade.
S—-

Development of the Least Restrictive Environment Concepts

In 1976 the Council for Exceptional Children defined mainstreaming and

)
described the school environments most appropriate (i.e., least restrictive

environment) for @ducating handicapped children. Officially, the Councif\\\~'

for Exceptional Childréw. defined nainstreaming and, in so doing, described

°

the school environment most appropriate to the education of exceptional

»

children: ; o . Ak

Mainstremnfdg is a belief\;ﬁich»iny Ves an education
placement procedure and process for e ptional children,
based on the conviction that each such child should be

-

<
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Aruitoxt provided by Eic:

~
educated in the least restrictive enviromment in which his
. educational and related needs can be satisfactorily
provided. This, concept recognized that exceptional
children have a wide range of special education needs,
varying in 1ﬁiensity and duration; that there is a
recognized continuum of educational settings which may, at
a given time, be appropriate; that exceptional children
should be educated with non-exceptional children; and that
special classes, séﬁarate schooling, or other. removal .of an
excéptional child from education +with non-exceptional’ v
- children should occur only when the intensity of the
child's special educatdon and related needs, {8 such that
they cannot be gsatisfied in an environment including
non—exceptional #children, even with the provision of
supplem$ntary alds and services ("Official ActionS...,”
1976, p: 43). )

The mainstreaming concept was Incorporated {nto P.L. 94-142, Education
tu: All Handicapped Children Act of 1975, through use of the phrase "least
regstrictive alternative” for‘ educating handicaEped qpildren. The least
restrictije environmgnt 18 thus that educational setting 1in whig% the

i

handicapped exceptional child can perform academically and socially in as
"normal” a manner as possible. These enviromments range from regular
classroom placement with individualized materials or méthods to homebound

and lusticutional placements, as needed. Lt 4s through this concept of the -

least restrictive enviroument that multlcaltural education and mainstreaming

wetge tun thell  Lurpuses. Yet theire are sevetal cruclal pitfalls and
Tlwmlesivdons whit b cemalin wlohiln (he ploccsd i malustricaming.
Suwmg Flifulip 1u tHalastCeawl ap

2umd fgtiadie du tad

Cultural Conflicts. It Is Jdirflcale nut to agree with the theoretical

notion of mainstreaming, the delabeling of  students and the inclusion of

those who once were excluded trow the malnstream of our education system.:
: ’ .

Mainglreamiug al lows .mdny handicapped students, for example, the
wheelchair-bound, tu enjoy schuol 1In attendance with “normal” students.

However, others (e.g., Puerto Ricans, Chicanos, Blacks, American Indians,

B
Vv gf \
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Southern. Appalachian Anglos) who experience learning disabilitfes, mental

retardacfgn, etc., and who are further héndicaﬁped by their xhthnic and
“¢ultural backgrouEds, "are less fortunate. Their diverse: ethnic: and/or’
‘ R ) / ‘

éulturall experiences ‘are 2f such magnitude that coungelors, teachers,

psychologists, and administrators cannot afford to ignore .them. These
™ .

latter students are often placed in least restricted leatﬁtné enviromments

with attempts made to instruct within the cognitive(fim§$ﬂ without regard
: P

. )
for their Personal and culgﬁral experiences. “A fundamental assumption,

-which Has perhaps undergirded this approach, is that cultural values,
LA - |
lﬁﬁgui tics, learning styles, etc., are unimportant in the education milieu.

Fo

egamphu} DeAvila (1976) argued that: "Far the chg}dren for whom English

is not tﬁe home language, " there are special considerations and, at a

superficial'level, one is tefytéa 4ﬁé conclude that these»childrén atel'sg

\ . ..
different' that mainstreaming is at best patpddxicél/ﬁand' comsequently

.-‘7

repreéenté no change 1in tﬁé status quo” (p. 94). ' .

.

"¢ . Puerto Rican and Chicano students for whom English is a second language

e P .
have several problems which work not only a%ginst the use of gqurrent tests
v T, N

.‘?n{ also agasinst atfempts to adapt or translate tests. Ity 1is highly

nltkely that a single translation across various geographic*locatfhnq would
> ’ : C

render a valid measute of original goals simpiy because there‘pfe variations

in dialect. There are differences among Spanish-speaking gr ﬁ@s as well.
N ; :
For instances” there are several translations for the term "kite": paplote,

& w v

cometa, voléntid,v chiringa,”br huila are based on the country of ofﬁgin.

Regiohal differences fur;hei codbliﬁate communication. The term tostone to

~

+a Puerto Rican means a squashe& éectton of a banana that was fried but may

-

signify’a half-dollar for a Chicano (DeAviia,‘l976, pe %),

Inadequate Testing.  The process of mailhstreaming has yet to resolve
Ed ‘o L

8 ’. .
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h the cultural conflicts\‘that remain in t sting aituariona.,A Tbis Atatement

appears' more evident' as we reEer to the teating environment as a spclal- .-

. P . .o . . )
- invnlvement grnunded withtn a cultural. context that dictates _certain

»

expectations relativew%o the interaction of studeﬂts and tests. HoweVer,

2’
.

there 18 no aasutance that handicapped students cultural. egperiences‘wiil

- .

« S

h‘(1973) argues that test developers of the Stanfd% =Binet and the’Wechsler
. : ~

Intelligence Scale‘for Children haVe designed these tests with reference to

be included by, tﬁe cultwre that ie _embedded in the testing\gitting. Barnes»

A

midd]e-olass Anglo experiences. Barnes states: s v

For gxample; one question asks, 'What would you do 1f - you
were sent to buy a loaf of bread and the grocer said he-
didn't have any more.' (The only answer on which maximum
credit is given {s 'I would go to another Store.') Thid -
" question rests on severai°assumptions, namely that there is ’
" more than one _8rocery gtore in the immediate vicinity -and e
. that 1t 1s.a safe walking distance. It does.not consider : ‘
that out of concern for the child's .safety the parents may . '~ -
» have made .1t A standing rule. that the chfld go straight to : -
. .and from the ‘store indicated or.that’ to ‘8o to -another atoreg, o
- might finvolve a&gasing into the territory of "a gang. Nor : “
' does it confider that in gome poor communities children are . - »
' not sent to'the sfore. with money because of . the preyalence .
of extortlon practices or that credit may be “extended'the, _ ', ‘.
family only by this-stores *Thus, it As not surprising -that ; ) _
. »'inner—city minority and rural children are less likely to , . . F
~ - .offer the response which earns full credit (p. 7) - B :

,t!

,.01 ~ -

.
-

ost's that we might underatand aome Latin American

- o

studé%&s' refusal to guess at answers to test questions where they have heen
socfalized within a Btradition that disapproves o; this kind of hablandqxsin

- Ee
4

{ sabe&,_ or ‘speaking ) thout knowing (p. 96) Therefore, refusal to

) positivelyg recognize ndicapped studentsvlinguistically and culturally 18"~
. L . - b .

. yieWed by the preséngf authors as’ gratultgus and a massive denial

or
. ‘~ o 7 .‘" IR ) . ) }‘ )
miginterpretation of wﬂet we have-learned about human behavior. :

4

ngact.OffrabeIs. : It 18 well known that students caantigmatize each

vt

" Sthe ““dummies,” "retards,” or worse. Other labels often expressed are

L o183 .
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culturally deprived " educable mentally '

retarded " in addition to/éthnit or racial slurs. The negative effect of

various labela on ethnic minority atudenta may ‘occur in regular classrooms
as well as special claearooma. To what extent do these labels vaniah as a
v Y | .

reault of mainatreaming? Jones (1976) contends that lgbels* are stigmati;ing';

c Y

and negatively !nfluence atudenta' elf-condepts. Ethnic minority studenta

9

"are already discriminated againat on, the baais ‘of. their ethnic (or racial)

’ 1 . ~

identity in additfon to atigmatizing Iabeis. Jonea (1972) has demonstrated:

‘6 ;_ . o,
in hia reaearch that atudenta enrolled in regul%; classes gerceive mentally

retarded, lower class, culturally deprived, cu turally’.diaadvantaged, and

" slow learners as,negative categories. : a

Therefore, mainstreaming may do 1little to 'generate poaitive aocial
climates for both handicapped and normal' studenta within regular claasroom‘-
environmenta. It appears that regpect for individual cultural' and ethnic
differences as well as aimilaritiea must’ be part ofwrthe aocialization
process among theae atudents. Such a process may ﬁarrant awareness and
sengitivity Pn the._part of adulta, for -instance, .teachersL‘Mconnaelqts,,

administrators, and parents. This latter statement is- particularly true

since students tend to "learn what they'live.”

Teacherg' Mind Sets. Often, classroom teachers know which students
. &

will  be promoted and which will be retained. Students, too, are

characterized as slow, average, or fast learners. Some students may even be

-

judged as bright with a lot of .potential while others are viewed as having
limited ability. Aaide from the hAdrrors of test reaults that profesaionala
uae-for ability grouping, teachers': anticipated notions (mind sets) of

L ‘ Y

students' ability or potential at the outset of a school year correfﬂ!‘

highly with end-of-theryear grades. Poaitive mind.sets seem to be strongly

e
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e reIAtedytq' higﬁ» teacher expectations of students . and . high . performance

L3

4

. results. : RN S

" Teachers' attitudes and,expectations. that influence students')

achievement have . been ’demonsﬁra;ed by Rosenthal and Jacobson (1933)

concerning the self-fulfilling prophecy. Some studies support the notion
' ~

that teachers hold negative ‘attitudes about ethnic minority stu@ents.  For

" examp1e; Corﬁin'and Schmit £1Q7d):reported' thatvdp to 70 perééht df the

téadhers_ih lower éociofeéonomic status schools of aylarge school district

believed that 3“eir students experienced low motivation. However, these

.teachers' opinions were not sdbpopﬁed in a similar study by Jones (1968).

Hence, anticippted notions, mind sets, attitudes, ‘or eipectations may

- éhrelyi inflpence-hdndfcapped'lstﬁdenta‘ achievement in reguiar, classroom

-

'ééttingé. This étatgmeﬁt mfght;be valid especially 1in 'situations whefe"

v

students were once in special classes or labeled "épeéial."

* "Lack of Skills among Teachéfa and Counselora, The reaflity Bf whether

regular class teachers and counsglors aﬁg prepared and willing to ‘work with

_ hahdicappéd students 1is a major variablé influéncing‘ the success of

maingtreaming - in the least restric;iveISetting. Decker and Decker (1977)
cbnéehd_ﬁhat "very often teachers inf:he_vp@blic school sgtting are not

qgulﬁped to deal with special problems. ﬁreséhted by the learning disabled

i q

- child and family, because of limited training, motivation, _resources, or

-~

, matérials" (p. 3).
Present research data indicate that the majority of :regular classroom

teachers fdel they are not equipped ‘to teach handicapped students

! ’ L v H
(Chrichshank, 1977).  Gickling and-Theobald (1975) found that 85 percent of .

regular\ classroom teache}s in :;peir survey -indicated a lack of necessary

skills to effecE{vély teach héndiqapped sfudenté. Where the responsibili?y

I
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for such preparation lies remains a question.
Likewise, many counselors have completedptheir professionsl preparation
without sufficient training’in effective counseling services for hsndicspped

‘ ethnic minority students. Limited exposure in coursework and practicum -

counseling experiences ¢ with handicapped students lessens cougselors‘&
'conceptualization of cognitive and-perceptual problems. Such problems are
coupled with. specific exceptionalities which influence handicapped students

self-worth and personal-social development (Dillsrd, Kinnison, & Peel,-_'

Fl

1979). short, many counselors' delivery of services to.handicapped“

ethnic minority<stndents is hampered by their limited exposure to a variety

. A | '
of special education skills. . ' : )

Ocean of P;perwork for Counselors. ~ The April 15 1979 issue of 'the

°

American Personnel " and Guidance Guidepost states that mainstreaming has

generated. an’ abundanCe of paperwork for counselors.: A great ‘deal of work
(NP .

N 7
»

. goes into mainstreaming a handicapped student. The burdensome paperwork is

generated at \the state.and federal levels as ‘a result of P.L. 94-142. -Mendt ;
d&at - - N

4each ece of pape¥yrepresents a chunk of time; time spent

, organizing "meetings, attending . .those nme ings, observing
o students. in class, writing up those obhser ations, making o
,phojg/ calls, and geperally expediting the' federallky and .

.

7 (1979) contends

statp mandated paperwork up to the next. level. (p.4)
a ’. ™ A

“~ A Fairfar‘County;‘Virginia, superintendent asserts qpat by the ‘next school
year (1979-80) co*lors may spend approximately 30 pq}fcent of their time

\
on paperwork involved in screening and evaluating handicappeﬂ students. The

superintendent further states that such paperwork redufes couaﬁelors' time
. . ‘ ‘
4

to work with the students, both\normal and handicapped.
L |

-

-

The degree of the burden that mainstreaming places on counselors seems

-

related to the size of the school, number of handicapped stud%§fs it serves,
P b i . [ 4

' [ T ' / \.
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:‘the ‘nature. of the ‘handicaps, .and_fthe prinéipal's policy regarding

“counselors' use of time. . Physically‘handicapped atudents are mainatreamed
_ more_ Smoothly/ than the learning disabled (Wendt, 1979). . Therefore,.

; ‘ ‘ A , ,
mainstreaming has a number 'of entanglements to be  worked out before

A% “

. ]
”.professionals involved " can effectively function with the process to

-facilitate handicapped sgudents' growth rather than work externally toward

T
£ ‘ ) . .

the problem area. . : i - oy
- 4 . X . . v

Rsychologists rEsoteric’Language 'and'Lack of. Practical Suggeations.

¥ .

The use of professional Jargon, 1i.e., terminology, -does not serve as an

M .
- L . g

effective vehicle of communication between two different 'professions or
between professionals and parents- This is particularly evident among many .

psychologists tho use different ‘terms “for similar concepts or defime the

-samef terms in d kerent ways. In any case, the,uqe of strict psychological

- jargon confuses, rather .than cY¥arifies, .most',concerns outside of the

psychological profession. Many o the term;' are general or categorical

..

concepts thus limited in their use as pradticaﬁ information for‘parents and

teachers. The use of psychological jargon in. interpretations of formal test
\

results and'tﬁe lack of practical suggestions to classroom teachers and

parents have been a major critici@m of clinical and 'school psychologists

(Tallent, 1976)
B

‘The extent to which diag ostic’information»and areas of strengths and
- ' : ‘ f“ - . ',
weaknesses can be incorporated into working instructional programs fs often

o dete;:incd by their degree of specificity, Specificity refer to the

qua and quantity of details supplied, including directions on/ how this

information may be applied; . Stating .that a .sggudent has “auditory .

discrimination” problems, “for example,‘ tells the teacher little'ﬁithout

>

being = related  to the materials availahle,' methods used fh the learning

r

e N : s
<t '
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Lo ‘ environment, time of day, subject matter involved, nature~ of severity,\

4

social\\mplications, and various ofher factors which qhange from individual

- to. individual. - R

X2

\\ A onejtime .éonference_ that déals with interpretationsv and

vQEcommendations of diagnostic evaluations is less’than 'adequatei Often,

n ~

teache 8 and parents say that they understand the information being conVeyed

e e iy

\
ring a conference. »Later,:however,_ they'may become confused and
- ‘misinterpret ' thé intent, of the.communication. In this way, teachers and
. ! . "D. e . ) . ' N
sparents often feel "put down” by some psychologists, thus not following
y

through on recommendations. .

Awareness and 'prevention( of* these stumbling blocks to effective
~ £
communication are' important responsibilities of psychologists as well as
N L. : . - . : ‘ 3 ‘, i ¢
other professionals. Awareness and ~prevention are 'the keys to effective

s

educational policies/ and practices.
N

)

Inflexible Administrative Policies.‘ The mainstreaming process in some

schools is stifled becaiise’ administ:ative policies are too rigid<amd/or fail

to adhere to mainstreaming procedures. " Such policies tend not to provide
1 ' . T
IS : .
Y . ongoing in—service programs that allov . counselors, teachers, - .and
. J"" S S ° '
> _psycholdéists to share their professionai experiences with handicapped

f -

students of various ethnic ‘and cultural backgrounds. Other in-service

"Aprograms\)do noﬁtvinclude or make provisions for these professionalsr-to

x acquire new skills which will enable them ‘to function more effectively with

8 ethnic minority students_whofaré andicapped. .

Some administrative policies do not advocate changes in phvsical
& *\}acilities: within the educational - plant to accommodate the physically

handicapped as.well as the "normal” student.’ Current mainstreaming programs

-
- L)

are geared toward non-handicapped development that isolates “normal

# . - 4
7
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students from the physically handicapped._ This kind of. policy restricts

,opportunities' for Full Lntegration of personal as well as ethnic, and'

'_academic development among handicapped and non-handicapped students. .
s Regular prpfessional staffing sessions--including teadhers, counselors,

psychologists, administrators, and,often_parents who share ‘facts pertaining
to ,handicapped .students’' development;-are not part- of the mainstreaming

process.  Such’ informatidn Ls vital in‘arriving~ at new and ‘improved

trategies to facilitate handicapped students progréss. N

Ongoing assessments  of programmatic procedures ~ in mainstredming

>

. . : 4
situations are rarely implemented to determine whether or not certain goals

are belng obtained. It would appear that effective assistance to
Qﬁ (S . » .‘
handicapped students who are ethnically and culturally different depends on

. p _ .
regular assessment of behavioral *input and éutcome. It is well-known that

long intervals elapse 1in some school situations.hefore student assessments

are made. Therefore, an ongoing assessment permits school'personnel to

monitor their procedures and strategies and make adju stments according to ~

the output of handicapped tudents' p€rsonal, social, cu1tural, and academic
R i | ne e

’

performances.
In summary, mainstreaming appears iimited,_suggesting that it widl not

fully serve handicapped students who are ethnically . and culturally
different. 0ther factors must be/ incorporated into the . mainstrgaming
?

process to assure that handicapped —students receive a full education:{*l We

have discussed some of the signi[lcant factors, such a culture, va.

._<\_'

lack of skills, and negative attitudes and expectations, that limit ‘}.

-

students' achievement. There 1is need to permeate the -process of

mainstreaming with multiculturalism.

" P T
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o Multiéultural Education = c L ' L ’,

/

The National Coundil for Accreditatim of Teacher Education, as a
¢
S result of AACTE's study for lthe National Institute of - -Education, adppted a

'ingle standard'on multicultural eduqation. This standard has implications

-8

i g-;‘or"application-to all facets of the teacher education and counselor
x A portion of the preamble and the standard follows' Co ( s

, ticultural education is preparation for the 353T31,

'olitical, and economic = realities that. individuals .

XRerience 41 culturally diverse and complex human -

entounters. These realities have both national and

"AnternatZonal dimensions. This preparation provides a

. process by which an. individual develops competencies-.for

-perceiving, helieving, evaluating, and’ behaving in

. differential cultural settings. Thus, multicultural

u;,education i8 viewed as ar intervention and on-going process _ -

" .to help institutions and individuals become more responsive

A to the human conditions, individual ciltaral integrity, and _ ,

gultural pluralism in soclety. Standakd: The institution: )

+"e ,,1ves evidence -of planned provisigh for multicultural - o
education in 1its teacher ‘education curriculum including

- “both the general and professional studies component.
@ / . v
Efqutive January 1, 1979 teacher educatjon programs in colleges and
<5

universities will attain acecreditation on the basis of their meeting this

multicultural’ educatio standard among other criteria.‘ This _standarﬂ,
’. R * . S e :
s howgver, simply states - that the process- of multicultural education stems

the philosophy d?‘culturaﬂ pluralism. Cultural pluraliog !delineates-
and acknowledges the existence of various cultural and ethnic groups and

L4

f . .
their anthropological, sociological, economical, and . political

relationships. ;Such a philosophy does not just acknowledge the'existence’of |
t many ethnic and cultural groups, but promotes their sco-existence by
ezjouraging respect for diversity. The'nulticultural education st%ndardsis"
, aimed at . both accreditg{ion of teacher . educationv programs in higher".-
education and in-gervice’ teaching profé&sionals. The' AACTE recognized thatu(//

there 1s "no one ‘model American”™ in both pre- and in-servide educational.

v ——
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programs. This philosoéhy can besqj be deScribed by part of AACQTE'sg
statement on "no one model American as follows. »

Multicultural education. is education which values cultural
pluralism. Multicultural education rejects the view that
schools should seek to. melt away cultural differences or
the view that schoo 8 should merely tolerate cultural
pluralism. Instead, fulticultural education affirms that
schools .should be oriented toward the cultural enrichment
of all children and‘youth through programs rooted to the J
prgservation and extension of cultural alternatives. -
MuXticultural education recognizes cultural diversity as a
fact of 1life in American-sg#iety, and 1t affirms that major
o education institutions. should strive to preserve . and
» enhance cultural pluralism, .
‘ To endorse cultural pluralism 1s' to endorse the
principie that there is no one model.American. To endorse
- cultural pluralism. is to understand and appreciate the
differences that exist among the nat¥n's citiz It is
to see these differences as a positive fo .in . the
continuing development of a soclety which professes a-
wholefome respect for "the Antrinsic worth = of every
individual. - oo ) : -

‘What Does A Multicultural Approach Mean to Mainstreaming?

A monocultural standard of counseling, instruction; or psychol:E;?

»(school model) 18 no longer viewed as a suffictent approach ;tq aasisting

P

handicapped (or ) norma} ) qtudents in achieving their fullest educetionalﬁ

potential. Multicultural approaches ' to handicapped students' educationa}

4

_ envirqnmenta‘ require r cognition of 1individual, ethnic,- ‘and cultural

* . ~

differencea as reflactdd 1in their styles oF* Iearning, communications,
incentive:'motivation, nd human’relationships] It 18 suggested as a ‘goal
‘tha“éhe multicultural philosophy permeate the total educational curriculum.
Such permeation enables teachers, counselors, school’ psychqlogists, and

administrators to facilitate Znﬂivﬂhual needs of handicapped 8tudents B0

that they will develop to thet fullest capacity. ' Traditionally, this goal

was not ﬁiebmplished, because our assessment methods based on middle-class

[ 4

values waﬁc not sensitive to nor capable( ot/;[accurately diagnosing

7 !

e

v

A
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psychological and academic capabilities of handicappea atudents ‘of diverse
cﬁltural and ethnic backgrounds.' o
Teachera applying multicultural approaches to mainstreaming recognize

that handicapped as well® as‘non-handicapped students have a variety of

vlearning styles that-'require different or flexible modes of'-instrugtion.~

Several studies have documented that students learn best through either, or'

" a combination qf, cognitive, affective (group ihteraction), or psychomotor
o .

‘mo .&ities (Bloom, 1976).  For example, many Black, American Indian, and
v . ) . _
Chicano students do not - readily learn through cognitive modeé'jof

) <

and/or psychomotor activitie%_rathep' than cognitive ones. According to

Gitter, Black and Nostofsky (1972< and Hale (1978) ~many Black children

LY
tend to be more feeling oriented, more people orient@d and more proficient

at nonverbalfcommdnication'than Anglo children. Kagan (1977) contends that

<

vChican? children' are more’ group or family-oriented. For instance, Ramirez
. v .

-

.and Castaneda (1974) reported from their research that Chicano students tend
to have what they refer to as a field-sensitive cognitive style compared to
a field-independent cognitive "-style. ‘These studentsf preferred

9

. '
communicationy, human-relational, and incentive-motivational learning styles;
. Y

¢

(4

preferred working-with others'to achieve a common goal; desired to a{iist
others; were sensitive to the feelings , and opinions'of otRers; etc. These
illustrations are ohly few examples of variations in leafhing styles among

some ‘ethnic minority students. Culturally competent teachers conceptualize

-

L ) . - ) : . . ..
Ehe significance of extracting basic ld;rning patterns of culturallyhf
different handicabpedj students, ' and ,fhER ad just thq‘r “instructtons to

n./j’“ \

facilitate and enhance the academic, social and personal development of
these students. )* .

. . ' 5

SR sz 16y ;

) "’U he ~ ) . Vi ; .
ingtruction. These students’ hgbievement/is/acZElerated through affective -

Th
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‘Professional contemporary'cbunseling literature advoéate;mthe -need fbr
A -OtT o e Sy - T .
¢ . : ‘ ) . . [} Y
in-gservice counselors to  setiously  consider the diversity of. gultural

behaviors between the- coungelor and the:handicapped student. Traditional

" middle-class Anglo Eounseliq methods are less than, adequate 1in pro§iding‘
& effective sgervices to cultqrally and ethnically ;aiﬁfgrent students, as

. expressed in a 1977 special 'issue of The Personnel and GdidancevJournal.

Authors:of this issue stress the 'Importance of counsel. ‘ being sensitfve
« ‘ “ : . ' :

. .

: .

and respecting the differences as Qellu as the similarities of cuf?ﬁrally '
different students. Counseling Nfssistance to these ;deents frqqu?ﬁéiy
rgguires counselors to be flexible in their approaches. For examp'e; no
longer can counselors’ functions be limited to their offic; or oné-tn—;ne
rélationships. " In mény instances, effectivg counseling services are
provided through consulgatioh with other persons -(reiresentatives of
community agencies;. teachers, parents;-administrators, etc.) ;ho share
information and ideas to arriQeAat mutually agreed upon deciéions concerninﬁ
) ' v Ve - . .

how to effectively -assist handicapped sgudents. Dillard, Kinnison, and,

Caldwell: (1978) maintain that counselors are the most flexible resource for

E
A

coordinating programs, planning other resources, Tand

ameliorating human relations. °Counselors may serve .as advocates for

catalyzing.Aideas,

handicapped* students { in assuring cloqg and positivgl home-schodi
interaction. As Coﬂsﬁltants,> counselors‘.provide“neceséary informatloq
[ )
concfrning handicapped students’ strengths and weaknesses and . learning

styles Eo cigséroom’teachers, other significant ppofesi;onals, and‘parents.
-Culturally‘cbﬁpetent counselors ghare thely smecial skills ~ with others

5 ’

”ﬁggggk'm?ke COn?t;uctivg " changes vamoég other school 'géfsonnel ' aqd the

institution in which they function. Such counselors. indLrpret handicapped.

students' needs to 'the institution. A multicultural approach to counseling

o 153 | . | Lﬂ
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curricular areas. Finally, culturally competent counselors also" funct

student have the right to attend her class so that she might' have the

;requires an expa‘éion of counselors' i.'as to help Integrate developmental

tasks of’ handicapped and, norma w2,

.

* Ne——

social activists or change.agents. They-may advoca .changes to be made,

; .
for example, in administrative policies or curriculum, to meet the needslof

handicapped students. " For instance, a Southern Appalachian Angld who' is a"

students into :the ‘total educational‘

Lstrucsure, including ethnic and .cultural factors, as well as academic andl

high schoolxdenior and confined to a wheelchair, may not graduate this year”

becaus% she has been recei%ing failing grades in E:?lish. The school does

A}

not havqﬂaggfopriate facilities "to permit her gett ng to the class which is

located on- the third floor. Administrative‘policy, likewise, has not"sde

changes in instructfonal procédures to meet this.student 8 needs. Doe&;this

”

opportunity to graduate asﬂscheduled? This gituation may certainly reouire

Y

more than one-??*onercounseling sessions.” The point to be made is that -

counselors who assist handicapped students are expectggﬁto be flexihlé‘in

- their role .to provide effective services that meet the needs of handicapped

students, ’ s N . : . * ’
-‘Multiculturally—oriented school ‘psychologists demonsfrate their

effectiveness and professional wortﬂ as‘ an'integral part 7of‘educational

ensironments byhrecoénizing'variations rn.professional and nonprofessional

preparation be en themselves and others, such as- parents, teachers, or

.administrators.] They are cognizant of the fact that most parents, teachers,

and ‘“hdministrators lack the -expertise of communication in psychological

jargon. Similarly, there 18 an awareness of and a sensitivity to the

attitudes, and socio—economic status. Thus, thgse psychologists communicate
B \ -
. - . L~

- vartations 4in parents' cultural experiences, such as ‘education, values,



I

A

ethnic minority. handicapped.students strengtﬁs and weaknesses to others-in
simple or less complicated terms to facilitate understanding among'pgrents
/ . ’ A ) . a .
'-dnd- school -personnel. Clear communication' between psthologiste and

sign.ficant othersufhables the latter to take a more active rol# in applying

&
i?ﬁgktr’ egies " in the classrooms and homes to ease -thesel students'

handica Likewise,- recommendations are provided through practicél
suggestions that may .be ‘easily . understood . and appIied by- parents and
, . .
teachers in the hohe and schoodl to -benefit handicapped students.
1Y

Additionally, a multicultural approach emphasizés the . need for -

’
1

\ sychologists to- seriously_c0nsider/\cultural'and environmental factors in

their - testing, reporting, and recommendations ] for ethnic minority.
. : . v
handicapped students. According to Tallent (1976), psychologists' areas of

' concern vary from 1 répsychic.causes,to envirommental forces. E .

[A] recenp’variation of [the psychologists ] ‘mission has

» followed Athe introduction of community psycholiogy; the

‘ 'communify - mental health movement.' Here naturalistic

X observation takes on increased importance. Concern 1is

likely to center about envirommental ! ‘rather. than

-intrapsychic _ forces,. since a community model = of

'psychopathology stresses etiological factors that are

'outside' rather than  'inside' the individual. Although

o testing may not be-central to & mission--it may in fact be

; eliminated or minymized, especially when Ohe psychologist's
interpersonal asbessment skills are high=-psychological ~

instruments . are typically a valuable resource. The

competent psychologist, of course, can never overlook

social and cultural factors, and he must be wary that what

he derives from his instruments gpes‘notainfluenpg him to

neglect the individual' uniq&% situation (p. '5):

Administrators or principgls have the responsibility to change and -

v &

develop building climates and cia organizations, and to’ create sghedules
+

o that permit teachers fo be’ available to consult with parentp at
are mutually agreeable. It_is also important that administrators'recognize
the need for additional icounselors 'in the schools .to counjel with

: ) T
handicapped students, consult with parents, teachers, and

‘. . ’ . ‘ _ ‘15 ‘.-
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COOrdinate activities " essential to these' atudents' ¥needs. ?Séﬁool

_ administrators can’ be strong advocates and facilitators of Veffebtive
: : - ) g w0

mainstreaming programs 1n their schools. Finally,-they can s:;ive to~enaure7‘

- that school‘ personneluattain the »goals set by the Bchool to satisﬁy

' K '1nd1v1dua£, ethnic, and cultural _needs  of handicapped studegts 1“ fegulaf

Ll

. ® Classroom settings. . o o e e "._.. - Fﬂ:_
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Some.Expectations from a Multigultural Apgroach s ,avﬁut .

1]

RN Full. permeation of a mult;\ultural approach to
) : .

» Ty

ultimately 1:2‘{jf positive undgystanding -and acééptance of’hulticulturﬂl sm
« by in-service ,counselors,\ teachers, psychologists,_ and administnators._'s

Expected Qutcomes of a multfeultgral approachf may- be simiLar' for each% ‘
professio%allfnvolved. Obviouhly,‘the-dbpth and'breadth of outcomes, within

our mu1t1cu1tura1 appnoéth will vary ac ording to profess%ohal I‘ﬂes, 1ength :

:

of professional service, 1nterests, c lgure, emc. The, ensuing fxpected

outcomes are designed bgsically for professional 1n—servioe development.'v

\ -
s

Ouf suggested outcomes arei groupéd under three general 4 lticultgxél

categories 1M\ Table 1z D Social attitudes, (2) Facts, énd (3) Readi?essﬁ

- ’a e oy \_\ ;o f/ . . 'ﬁ . \

. ) . i . , ' R 2
)/ : Some Expected '‘Outcomes from-a Multﬁcultural A;proach to Mainstreaming -
< . . N o ., ~ . . - .

\

o L S .
= - == m L2 —--.—g“..';-’_ 1‘._ s ﬁ__" - . - i
. ) b . .. A- B
. = ocial Attitudes )
1. Enhanced.se1f~worth;4per onal aéceptance of one‘s cultural identity

as well as g% professiogpal peers. Positively accept ‘other cultures

found in our society. ’ . ' ‘z‘ - )
Recognize . that coghitive - learning styles. varyqin -relationship to
socializational practices and life “patterns. But these differences

are-positively ,accepted. o ' : - )

’ " ‘ ? ’ ) Y

L -

- 3. Reinforce in- sef%ice professionals attitudes that positive effects are

occurring * in  education through . application of most factors of

R N )
- L. O
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multiCulturaliam within ,thé educational enterprise.f Positive effects
will be reglected in various ways such as administrative polfcies,
curriculum, counseling, psychological procedures,, hupan relations, and

‘instruction.

; chlture prejudice), pluralism, and bilingualism. »

7

S - # Facts .
\ A

Basic understanding of multiculturalism, ethnitity, racism, sexism,

y :
Conceptualization of bicognition by suggesting development of cognitive
flexibility through reinforcement of ~cognitive styles that emerge -
from socialization Practices’ and 1ife styles of . ethnic minority
cultures, . <L ¥ . : .

Understand major cultural aspects of learning.

Understand {impact of negative effect of pressures and expectatiqns of
the generad culture on handicapped ethnic minority students.

) - . .
Understand impact of socioeconomic factors on handioapped students'
social-emotional, physical, attitudiﬁah, and mental development.

L 3

Understand the nature of handicapped students value discrepancies;

N

Understand curriculum and 1instructional procedures lappropriate for-.
handicapped ethnic minority students. ‘ -

'Readiness
leadiness

'Readiness to create-posttive human relationships across cultures.

Reaginess tu  eucourage  permeatlon ot multicultural approaches to
maihstreaming . o

Readiness Lo colabllal professtonal tecthialgues Lo revent personal and
v 1
instructlu.ml .aclsm and sexisnm. : &

Readtness Lo toster Lhe enlstence of indlviduals of diverse ethnic and
cultural backggounds of society.
S -4

Readiness to integrate activities and materials inta Qhe curriculum

that relate to handicapped students of diverse Cultures. . "o
‘. L )

Readiness to design administrative policies that meat personal,

cultural, and instructional needs of handicappedustudents. . ’

7. Readiness to apply various counseling approaches to.meet +the needs of
ehandicapped students of different cultures who are -~in regular
classrooms. )
/ .&Q’
Some Ways to Achieve Expected Outcomes . - j N

Procedures sudggested. in Table 2 can facilitate achievement of the
. . ‘



expected multicultural, outoomes. Professionals included in the?L procedures

are counselors, psychologists, adminiscratorg, specialf,eaucation teachers,
-~ : . N

and regular teachers.\\ College and university faculty members might work

olosely with local se/g?l personnel to assist in implementing ‘the suggested

procedures. ‘& .

-
»

Table 2 ¢ S ' ,

‘Some Suggested Multieultural Preparation Procedures ‘éf (‘
’\\' - .

-
e ' el T . @ e R e

v o -‘:: “" ) . .
‘ ~1. Intensived® traiping concerning the nature of multiculturalism within

_our sbcggty; focus on sociological, psycholggical, historical, and
economic dimensions--three or four sessions suggested. ' o

(3

\g,_ Presentatio on }actsm and sexism--three sessions suggested. -

-, . : Y
tvaiﬁ?ﬂ%ﬁ‘in if¥€rpersonal  communicative skills racrgjs

sessions suggested. )

SNl e v

T A:_Mfﬁpitures—-fou )

4, 'T:aining . administrators in appropriate leadership styles of
multicultufalism in mainstreaming. ’ x

S. Provide students with .training {n (methods to develop positive
multicultural relationships.

6. Traln administrators to develop long-range multicultural plans 'for
maingtreaming that-include hiring, promotion, evaluation, curriculium,
policy recommendations, and community relattonships.

7. Provide assistance to parents of low-achleving ethnic minority students
with strategies which enable parents to facilitate thelir ¢hildren's
educational development. :

B. FEstablish assessment techniques tha? will assist 1local scﬁpollboard
members to understand {information related to multiculturalism” and
mainstreaming. . ‘ ’ . '

9. Provide procedures that will enable students to positively reveal their
unique culture dnd heritage throqgh the curriculum. . . ;

10. Provide ongolng in-service programs for counselors. on nontraditional
approaches to counseling and other services to handicapped students who
are culturally different. .

11. Provide ongoing in-setvice programs .for psychologists that deal with”
new and innovative approaches in diagnosis, test interpretations, clear,

\

report writng practical quggestions or recommendatigns, etc, '

- l\
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13

* 12, Provide.ongoing sservice programs that allow teachers to attain a

viriety of instructional strategies and Aheir purposes foff working with
handicapped students who are ethnically and culturally different;

Al

CONCLUSIONS Y K

. >
The 'foligsj::\\sequence of ‘evengé pertaining sto multiculturalism in
. A )

mafnstreaming may be the process which will result in the expected outcomes:
L

(l) awareness: of and need for multiculturalihm in a pluralistic society; (2)

awareness of present multicultura} skills and stratisies among in-service
school'personnel; and (3). awareness of anq need fdr new and/ improved
multicultural skills and strategies. The %ﬁggested sequence oéé%vents may
best he attained through coéperation among local schoo}s, communi;ie&i and

colleges or uqive%sities.

L3
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