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JTo meet the increasing demand for information on current high interest

topics and trends, the ERIC Clearinghouse on Handicapped‘and Gifted
Children develops an annual series of ‘fact sheets as one of its user.
services products. The fact sheets are designed to present basic

- information on specific subjects - following-a question/answer format.

The fifteen fact sheets in this series, were produced during the FY 80
‘contract year. They have been compiled in a single document for -
convenient entry into ERIC. . .
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SEX EDUCATION FOR
RETARDED STUDENTS =

U
PN

-

Why is sex education important for mentally retarded
stud’lnu?

-

‘Knowledge about one's sexuality is a basic right of a re-
tarded individual's total education. Thé normalization
principle asserts that menfally retarded persons should
have the same sexual rights as others.

It may be that sex education is ‘even more important

for mer*ally retardec pergons than it is for others. Because
of low reading levels, lack of ooportunities for social

, debelopmem and limited _reasoning abilities, mentally

retarded individuals may have dntﬂcutty acquiring accurate -

information about sexual matters, Lack of knowledge can
lead to negatwe attitudes about one’s own sexuality, and

can increass the possibility that & person may be exploited.
by othets or in some way bécame mvoiveq in socially in-

s appropriate actlons. N

-

=

What are the goals of sex eduhtion for retarded students?
in its broadest sense, sex education fouches on_one's
most basie attitudes, feelings, behaviers, and ways ot
relating to oneself and othees.

Kempton {1976) listed the following oblectwes of sex
“education for retarded pgrsons;

® To heighten their self concept through learmng about’
their bodies and seeing themselves like dthers,

. ®.To enrich their lives by helping them find sexual ex-

pression that best fits their abilities or needs.

" e To help them enjoy the oompany of both sexes by
* 7 acouiring social skiils.

“

& To help prevent the overprotection that arises from

- Year of procreation by offering them mfonnjtion about
bmnconﬂ'ol

® Fo help them learn the resnonsibilities of a sexual per-
son, appropriate sexual behavior, and social customs.

® TFo.help them understand the commitments of marriage,
parenthood, and family so th.ey may set realistic goals
for their futuré. N

Whe should provide ux ﬁducmon to mentally retarded
students?

A child's earliest learnings about pledsure, bodily feelings,
and functions come from his or'her caregivers. All ch:ldren
dearn much about sexuality from the feneral atmosphere’
of their family.
Parents gnd teachers should work together to set ap;
nreprmi gonls for the child's sex edutation.

* Should sex education be different for retarded versons than

masculinity and fgmininity. . f

What topiés should the curriculum include? -

"‘5—~; s

9
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Whatmprofcﬂomlsdowmabmhamﬂn
tmmmhhﬂondnpmﬂtmmmﬂdmgthhwbnct?

Professibnals should reassure parents that they will

undermine the. parents’ values or code of behavior w

providing sex education to the child, but will try to t

the moral codes accepted by, society—that sexual exploit

tion is wrong and responsible sexual conduct is important.
P

for nonretarded mu!enu?.

Except for including more concrete and perhaps simplified
material, instruction for mildly retarded students is similar
.%o that for nonretarded students. If reading skills are poor,
itlustratedd materials shouid be used.

For- moderately retarded students, Kempton {1976)
advocated role playing simple social snu,anons to demon-
strate appropriate sexual behavior,

#As a general- principle, she suggested that instruction
should ‘begin with personal identify-and self care, then, -
dbpendmg on the student’s abmty to grasp more complex
material, move outward to include a broader scope of

-

Paul (Barrett, 1076) listed five' sp'gcific topics that should
be included in 3 sex education cu;n ulum: - ’

® Definitions and vocabulary. Proper terminology leads
.to better communication and more appropriate inter-
action. .

® Fears and misconceptions. Allaying anxiety and guilt
produced by misinformation is important.

® Health and hygiere. Practical information should be
given about menstrual care, nocturnal emissions, and
especially about venereal diseSse—its causes, symptoms
spread, and treatment,

¢ Personal responsibilities and social customs, tnstructlon
should cover aspects of privacy, discrction, respect for
the feelings of others, and being a law abiding citizen,

® Enabling information. Young people shouid be assured
of their rights to privacy and the commitment of ot‘hers
not to violate that privacy. .

Another important ‘topic is masturbation. Students .
should “understand that it is a natural part of sexual
behavior for persons of al‘ ages. Appropnateness of time
and place must be stressed

*
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What about marriage for mentally retarded persons?
Statistics show th:t about 50% of ail retarded people
marry at some point in their lives. Frith {1971) noted that
the chances of success for marrfage,involving a retarded
person are primarily related to such factors as compat:-
bility, maturity, and financial status rather than thz re-
tardation itself. While the companionship afforded by
marniage is important, neither marrying nor having children
should be held up to retarded persons as an ideal to achieve.

In considering the possibility of marriage, three factors
should be reviewed:

® To what degree can the individual maintain a ‘ong term
relationship.successfully;?

® How responsible is the person for s&f and others?

. How does §he person handle feelings? Is he or she
capabte of understanding the feelings of others7

- L

What about children?

[4

Studies ;)f mildly retarded married couples have found that .
the large majority express satisfaction with their marriage.

marriage. At issue is not only the parents’ ability to cope
but also the possibility of having retarded offspring. The
Milwaukee Project (Garber, 1975) found that the mother's
1Q, not poverty, was the significant factor in predicting
retardation among the children The pronablllty of having
a retarded child was 14 times greater for retarded mothers
than for controls. Poor c¢nildrearing | ractices and lack of
stimulation were more significant factors than heredity.

‘Gordon (1977) stated that no mentally retarded paerson
should be encouraged to have children, because people
whorhave a hard time taking care of themselves should not
be burdened with the care of aMother human beinggln
spite of documentatmn suggesting po:ential problems for
retarded individuals who have children, many of their
adyocates do support the basic hi.man right and freedom
of choice to bear children.

1

What issues are :nvolved in birth controf?

Mentally retarded persons should be aware that whenever
they have intercourse there* 1s a chance of pregnancy.
Recent court rulings have resulted in stringent require-
ments of informed consent regarding sterilization of re-
tarded persons. The American Association pn Mental
Deficiency (1973) has published standards on the issue.
It is suggested that persons meeting the requirements for
giving informed consent are gapable of using some form of
contraception other than sterilization.

&

The fewer thildren they have the more satisfactory their

o
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FACT -
SHEET

Whaﬁuwrrogltopa;ent?

A surrogate parent should be viewed as an educational ad-
vocate who is a qualified -respurce person able to facilitate
*he interrelationship between two complex public bureau-
cracies: the education system and child weifare services.
The surrngate parent concept, as intended in federal fegis-
lation, is meant only to assure appropriate decisicn making
in educational matters. Other, noneducational matters
pertinent to a handicapped student’s weifare would not be

_ the respousibility of a surrogste parent. For example, the
mfrogamo&mhasnomﬂmnyommmmum
nmofthechc}d custody, foster home placement, or any
other zrea not specifically relsted to the educstion of the
child. Simply defined, 2 surrogate psrent is an educational
advocate for a child in need of such representation, not a
legal guardian, court appointed custodian or usurper of
parental rights.

What ave the rights of a surrogste parent?

Surrogates en,oy the same rights throughout the educs-
tional decision making process as do natural parents, in-
cluding access to records. Specifically, surrogate parents
have the righx N

® To prior notice whenever a school district proposes to
initiate or change the educational program for the child.
To challenge the accuracy of information in the child’s
record, -

To partic ;ate fully in the planning of the child’s md|-
vidualized education program, '
To question the appropriateness of the child’s educa-
tional program and placement.

To all procedural safeguards, including the right to
present evidence, confront, cross examine, and com-
pel the attendance of witnesses, .

To full knowledge about special education programs
for the child, .

Who may yuslify as a surrogete parent?

Typical of sevétal states’ qualifications are those stipulated
by the Vermont Surrogate Parent Program (Thomas, 1978).
A person recruited as a surrogate:parent shail: -

® Be an adult and a legal citizen of the United States.

+

wlﬂ‘ !

Not be an employee of the state education agency,
local education agency, institution, or private school
involved in the education of the chiid.

Have no vested interest that conflicts with the child’s
educational interess. ,

Be committed to the child's educational interest.

Reside in the same geographic area as the child, or
reasonsbly close to it.

Some states stipulaté that, when possible, surrogates
be of the same racial, cultural, and linguistic background
as the children they represent.

-

Howmindmdudndocudtobommiuplnhﬁ? l

Severat approaches may be used in the selection “of indivi-
duals for the:surrogate parent program.

® A state department of education and local school dis-
tricts, in cooperation with other public and private
agencies, can recruit persons willing to serve as surrogate
parents and develop a registry of such persons to be
called on when needed.
Surrogates can be chosen from a hst of-peonle recom-
mended by a 'stata-level advisory board or comniittee

- charged with advising or working with thu siate regard-
ing the education of handicapped children. This board or
committee should be representative of persons con-
cemmed with the education of handicapped children,
including consumers, parents, and teachers,
A roster of volunteers appointed act as surrogate
parents c¢an be maintained in e-:&c:unty superin-
tendent’s office. States may also ch to offer the

« handicapped child the opportunity to participate in the
selection or change of a surrogate.

What kind of tr-ainlng should a surrogate parent receive?

Effective involvement in the educational decision making
process can only be achieved if a surrogate pdtent possesses
the knowledge and skills *hat insure adequate representa-
tion of the child. States with training programs frequently
address the issues of state ‘and federal laws, the nature
of excaptionalities, special education programmg, the rights
and responsibilities of a surrogate parant, and due process
procedures.

'
; . .
&
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Since tha role of 3 surrogate is primarily-one of advocacy .

on behalf of the educational rights of the cbild, it is of para-
_ mount importance that included among the trainers there
" be members of advocacy groups, educators, lawyers, legis-
lators, and parents of handicapped children experienced in
dealing with public bureaucracies in general and educational
agencies in particular. If surrogates are to be effective in
their role, they must be trained to use prictical, workable
strategies that achieve the ultimate goal of providing a free
appropriate public education in the least restrictive environ-
ment for each handicapped-child.

Do surrogate parents get paid?
A )

At least three options are possible regarding compensatlon

for surrogates: )

v

1. The surrogate could personally bear all expenses in-

curred in functioning in such a capacity.

2. The surrogate could be reimbursed for actual costs in-
curred i it serving in such a capacity.

3. The surfogate could be remunérated on a salaried or per
diem basis.

It seems onl; reasonsble that a surrogate shouid be re-

imbursed for all ordinary expenses mw;red in advocating |

on behalf of the educational needs of a child. A strong de-
sire to advocate on behalf of handicapped children leads
jome persons to volunteer their services. If policy makers
determine that becaise of the qualifications required and.
responsibilities undertaken a paid surrogate is preferable

v

. Prepared by John W. Ross, Education Specialist

. M ,
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to a volunteer several optmns for compensatlon may be

considered: - -
® A fiat hourly rate, with or without maximum Iﬂmts ,
® A per diem honorarium. >y

® A flat rate for each.assignment. *
® An annual salary or some vananon. regardtess of the
number qf children served. ) .

There should be a limit placed on the number of chil-

Ad.ren a surrogate serves so that high quality representation

will be assured.

- -
r
5 . -
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-2 "PREPARING
SEVEREIJ/HANDICAPPED INDIVIDUA!.S

FOR THE WORLD OF WORK
N .

N

Whomﬂnmnnlvhandﬂppd?

This popu!ation can be deécribed as individuals who are
nonverbal wmmumcators have minimal self care skills, dis-
play limited socially adaptive behaviors, and may also have
one or more predominant handicaps such as a severe motor
disability, blindness, or deafness, The majority of this popu-
Jation also demonstrate cognitive skills that do not surpass
the sensory motor stages of development. When speaking
about the educafional needs of severely handicappea in-
dividuals, educators must constantly keep in mind the
msjor objective of decressing their dependent bshavior
and increasing their ability to demonstrate self initiated
behavior (Scheuerman, 1976).

+

What questions need to bs asked when '

: developing programs fo: Jeversly handicapped individuals?
The overriding goal of any program for a severely handi-
capped individual should be to help that individual become
» mdnpermm as possible. This may mean a reduction in
requirements for institutional care, participation in a semi-
structured work environment, or placement in competntwe

* smployment. Vocational/career instruction should provide
an epportunity for maximum self development.
Before beginning an instructional program, the followmg
questions should be asked: . .

1 Why should we engage in this activity? J
_2 v this activity Recessary to prepare students to function
. ultimstsly in complex heterogensous community set- _
' tings? .

3. Cowid students function as adults if- they did not #quire
the skillz -

4. Is there & different activity that will allow students to

oximate ultimate functioning more, quicky and
mom efficiently?

5. Will this activity impede, restrict, or reduce the prob-
ability that students u!tn"nmiv wm function in com-
mumnify settings?w

6. Are the skills, materials, mks, and criteria of concern

. similsr to those encountered “in adult life?, (Brown,
~ 777 Nienupekl, & Hamre-Nietupski, 1976) ) .
i

hijf

L -
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it i difficult for severely handicapped individuals to
ﬁn‘mmcfdlnniphvmont,mdiﬂo,why? -
It s estimated that between 9 and- 21% of all seve'el‘v ‘
handicapped citizens are empioyed and most of these

people work less than full time (Pgsner, 1978). The prob-

- lem of low employment rates for tha severely handicapped

may result from a lack of understanding of the work ethic,
_Severeiy handicapped individuals often fail to perceive their
work efforts as a means to an end, If they have not learned
the value of money. they probably 1ack the motivation to
perform a job succaszuny
Dufﬂeuttws in salf management, including poor inter-
- pérsonal reiatlonshtps. are frequently more of a problem
than are inadequate job skills. It is important that vocs

- tionsl or career‘education programs fogus on the develop-:

ment of work habits and attitudes.

Other reasons for low employment rates include lack of
appropriate assessiient gnd evaluation strategies, low ex-
pectations on the part of souety, and inadequate personnel

- prworttlon

What types of skills ¥re severaly .
handicapped citizens capable of lsarning?

Reports of severély retarded persons learning such tasks
as the assembly of a 16 piece bicycls brake (Gold, 1974),
2 26_piece printhead, and a 52 piece cam switch actuator
{Bellamy, Petarson, & Close, 1975) confirm that #t least
sowp of these individuals ars able to learn complex voca-
tionel tasks. Furthermore, research shows that production
rates’ for the severely handicapped have often exceeded nor-
mal time Standards established by contracting industrigs (Bel-
lamy ot al., 1975). th proper feedback and contingency
managemeant, severcly retarded workers have been able to
nearly double their time on-task and easily maintain atten-
tion (Martin, Flexer, & Newbery, 1975). In fact, observa-
tion has shown that severely handicapped persons can
achisve success at tasks that are far more complex than the
typical contractual work founa in most of the nation’s
shaltered workshops.




What should be included in a progrgm for preparing
severely handicapped citizons for the world of work?

Training should take place in a simulated high demand
work environment with tasks ranging from simple to com-
plex. The program should focus on the following work
E behaviors: £ V"

. @ Appropriate dress.
® Piomptness.
Proceeding dwectly to the work station.
Switching tasks upon command without maladaptive
behavior.
Attending to the task.
Working alone. - °
Working in groups.

)

a

® e 00

forcement. e
o. WQrking without errors.
~t ® Working with tools,

' 8
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What is the role of the surrogate parent? . »

One of the significant features of Public Law 94-142,
the Education for All Hand«:apped Children Act of 1975,
is that it mandates the active participation of informed
persons in the educational decision making process to pro-
vide a free appropriate public edfication for each handi.
capped child. Usually a child's parent or guardian serves
as an advocate in this discerning process. However, when a
parent or guardlan is not known or is unavailable, or the
child is a ward of the state, someche else myst assyme the
responSlbl"ty of adv.~cating on behalf of the child. . *

The surrogate‘ parent concept, as intended in federal
legislation, is meant only to assure appropriate decision
making in educational matters. Other, noneducational

. Mattess pertinent to a handmpped student’s welfare would
not be the' responsibility of a surrogate parent. For exam-
ple, the surrogate parent has no authority over care and
maintenance of the chilg, custody, foster home placement,
or any other area not specifically related to “the education

- of the child. Simply defined, a surrogate parent is an edu
cational advocate fof a child in need of such representa-

tion, not a legal. guardian, court appointed custodian, or

usurper of parental nghts.
Who m the#uldren in need of surrogate parents?

No one knows exactly how many children are in need of a
surrcgate parent. Neither Public Law 94.142 nor its regula-
tions petifically define the population of children in need
of such an educational advocate—those whose parents or
guardian are “not known" or “‘ur.available’’ or children who
are wards of the state.

Undlestionably, policy issues arise as to what is meaot
by a parent or guardian who is "'not known’* or “unavail-
able” and how the special educational needs of a child who
is a ward of the state can best be met. The interpretation of
the statutory language and the formulation of federal and
state policies have considerable irpact on the identification
of children in need of a surrogate parent.

.

Whatiuwudoftheng}o? . - -

In the absence or inability .of parents to provide care, pro- '

tectiom, or nuidance for a minor, it becomes the resfons-

ibility of the state,to assure substitute residential care and

protection for the child. Given such a sityation, a child be-
* s
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WHO NEEDS A SURROGATE PARENT?

’

comes a ward of the state when a juvenile or family court
assigns him or her to an appropriate public agency for the
provision of whatever services are needed. A ward of the
state may reside in a
foster home. In either residential placement, Public Law
94-142 mandates that such a handicapped chdd must be
provided with a surrogate paret.

A question arises as to whether or not a foster parent
can participate in the educational decision n making-process
and represent the child's begmterestrbems:ons must be
made to determine whether or not a foster parent is quali-
fied and interested in serving in such a capacity~and as-
surance must be given that the foster parent.has no int
that conflicts with the interest of the child he or she rep-
resents. If it appears that.a foster parent is qualified and in-

. “terested in serving in such a capacity, it may be in the best

interests of the child to have such a person appointed as a
surrogate. Eefore making such an appointment, however, .
a public agency should determine that the foster parent has
the knowledge and skills necessary to represent the child
in the educational decision making process. Such a deter-
mination can be made and the assignment made-conditional
on a foster parent's participation in a surrogave parent train-
ing program. S

public institution or be placed ina °

- _

When ira parent ‘‘unavailable?”’

-

~_

" One of the most complex issues to be resolved in identtfy-

ing a child in need of a Su'rrogate is 10" determine when a
par Int or guardian is “unavailablc.” Such a determination
uires decision makers to consider the many reafons’ why
or-guardian cannot act on behalf of a child. Such
causes as’ illness, injury, institutionalization, and physlcal'
dlstam.e'rnay make parents or a guardian. "unavauable .

-~ v

ds an uneooperatwe parent unavaitable?

In practice, some parents make themselvgy'unavaltable
by being uncoeperative. One potential result of such action
by uncooperative parents is the ability to deny possible
special edutation and related services for their child™by~re-
fusing to give consent for an evalyation. Howeve(, under
present federal regulations, “‘uncdoperative” should not be
construed as “unavdilable.’’ A person should" ‘not be ap- .
pointed a surrogate in those situations where the parents or
guardians, when known, do not respond to communica-
tions, are uncooperative, or do not act to protect the in-
terests of their child. —
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The argumen. can be made that refusai to, ,c/ns:de.
free appropriale education for a handicapped. hild is tanta.
mourt to deprivation of an education. In,;9me situaiions,
the appointment of a_surrogate may be/ the unly mearns of
protecting the rights of the child. The benefit of such an
action is that the unique Qducationz}l};eeeds of the cinld can
be met, the criticism that might be ieveled at such ar acuon
is that the state is allowed to intrude into a farnilial matter
and place the child agamst the parents’ wisaes (O'Donnell,
1977).

Consequently, _*several distinctions must be mad: and
procedures employed to protect the rights of the parents
as well as those Gf their handicapped child. For examp'e,
when a child s voluntarily placed outside the home in a
foster care setting or public institution by the “natural
parents, precautions should be tsken to safeguard the con.
situtional rights of the natural parents and the educational
rights of the handicapped child.

Yohatem (1979) maintained that even In 2 situation
where the parents can be located and Jretain afl the ‘author-
ity for the child’s placement, if they refuﬂe to participate in
the eduecational decision making procgss mandated by
Public Law 94.142, a surrogate coulg be appointed pro-
vided that adequate noti ;e has been made in a manner the
parents can understand and the parents are given the op-
portunity to participate in the process at any time they
choose. A detaildd approach for resoiving the lack of par-
ental involvement in such a situation was presented-in the
Mattie T. v. Holladay (1979) consent decree..

-~

When is a p;rent “not known?"” ] -

States generally equate parents who are "not knovm'’
with those who cannat be located after reasonable inquiry.
¢ Presumably, such parents have left their child in the
care of others and cannot oe identified. In such a situatior,
an educational agency must document all efforts to contact
a handicapped child’s natural parents or last known guard-
ian. After reasonablé inquiry, a decision can be made, that
the parents or guardian are ‘‘not known.” A surrogate

parent shou!d then be appoimed solely to safeguard the

educational mterests of the child. T
The need for a surrogate parent in. such situations s
lessened if the person with whom the chuld lives acts as a

parent. Gwen, the regulatary definition of parent as 3

- s

——— . »
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parent, a guardian, or a person acting as p parent of a child
(such as a grandparent, step-parent witrfhom a child lives,
or a person who is legally responsible for a chiid’s welfare)
there may be no need to appoint a surroga... However,
when such individuals have no desire or are unable to be-
come involved in the long term educational decisic n making
process, a quahfied surrogate shouid be appointec.

What liabi&iiy do s a surrogate parent incur?

Whne'hability varies trom state to staté depending upon

particular state statutes, surrogate parents are Iikely 0 be’

liable o?ﬂy for gross and willfll negligence. A state legssla-
ture can protect surrogates- from most liability by the pass;
&ge of a ""good samaritan” nrovision. By providing the sur-
rngate parent with a clear status and authority- to act by
state statute, regulation, or other comparable decuments
and by developing a surrogate parent system charactenznd
by e.ablished procedures, defined roles, high quality
training, and regular supervision, the potential for liability
of-a suriogate parent can be .minimized (Kotin, 1979).
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' RELATIONSHIP OF THE iEP TO GRADING
: AND GRADUATION REQUIREMENTS

1

1{

o

How can tho IEP be used to specify modifications in the ® Modfication needed in methods and materials. For

Why 15 it critical to monitor the progress of special educa-

What factors need -to be considered By the IEP team in tion students at the secondary level?

*  planning a program for secondary handicapped s\udents?

Using the IEP it is possible to set standards for graduction
that take into account a student’s special ablilities, needs,
end interests. But once thosz2 standards are written into the
IEP, the stucent must reach the specified goals in order to
~-graduate. With this in‘mind, it becomes critical to review
the henever a student is not progressing at the rate
anticij. ated. T~a student’s progress is not carefully moni-
tored during th:%%onditions calling for revision of the

+  The IE" team should censider whether the student will
‘ need 14} changes in required course areas_or umics of credit
- or (b} modification. of curriculum, method;-materia’,
evaluation, ot time in order to meet the state's graduation- _ _
requirements.
Specifically, the 1EP team should consider and specify
the following points about graduation requirments:

® Adjustments in the time needed by a student to com- IEP inay be overlooked and the student may fail to achieve
plete ~nui - 4, assignments, tests, and overall program. the specified graduation requirements. Anytime during the
t For example, students with health impairments, who year when lack of progress is noted, an e.amination of
iack stamina and must be absent frequently, may not be strategies, methods, and materials should be made to deter-
able to attend a full day of classes or carry a normal mine whether changes are needed to help the studen learn.
. load. 1t may take such students longer to finish high It may be that the objectives themselves are inappropriate
. school. Likew:se, a learning disabled or emotionally’ or too difficult for the student. Whenever this conclusion
disturbed student who attends regu'ar classes but is is suspected, the IEP team should review the student's
“neavily deperdent on resource room support in order |EP
o pass may ke unable to carry a full schedule. :
: ® Course substitution or alternative educationa' experi- Should handicapped students be graded using the same
* ences the student will need for credit toward 4. adua- standards as for nonhandicapped st Jents?
t - tion. For example, a deaf student may be permitted ‘ < .
to substitute an art appréciation or music history course If a handicapped student is enrolled in reguiar education
%or a required course in music appreciation A physically courses, a presumption has been made that (a) the student
. handicapped student may receive adaptive physical does not requ’-e special education in that area, and (b} the
education ‘A blind student may_substitute an electronics | student can meet the regular requirements for the course.
or mechanical theory course for industrial arts. When- Although the student may receive additional support {(for
ever a student’s handicap makes participation in a course example, by adjusting the method and time needed to take
. inappropriate, unduly difficult or meaningless, another tests), grading standards themselves should be the same as
course should be substTtuted which satisfies the intent for nonhandicapped students. |f a handicapped student 15
of the requirement. / not able to keep up in regular classes, even with resource

Q
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& standard gradustion requirements? example, adjustments in practical arts courses or in
. . scicnce !iboratories may include the use of brailled texts

Since the IEP explicitly calls for a description of the ex:nt and a student partner assigned to a blind classmate.
to which the child will participate in regular education, the Other examplés include taped texts, interpreters or other
IEP can be used to clarify specific graduation requirements . means of providing hearing impaired students access to

¥ on an individual basis. It could also be used to state whether lectures; providing books and other material at the
a student is to be excluged in part or in whole from state or student’s reading level; oral texts and reports; and .
locally mandated competency testing programs, as well classroom equipment adapted for use by students with
-as specify precise modifications in -standard assessment - manual impairments.
procedures.

-




room support, 1t may signal the need to reevaluate the the use of anecdotal regords and comments to clanfy thd .

appropriatercess of the student's placement. !-'owevgr, student’s grade may he helpful. Such comments should

failure alone i1s not a justification for grading any student stress the areas in which the student made progress, the

on a ditferent standard areas 1n which ‘—provement s needed, an~ suggestions
When a handicapped student i1s enrolied in special edu- for vringing about a1 improvemer. t

cation classes, the standards for evaluation in those classes
should be d-rived from th_. objective criteria set forth In
the student’s IEP.

What kind of grades should special education students RESOURCES

receive? .
Haockenberry, C. Policy options regarding graduation re-
 Five kinds of grades a.e most ofter. used in schools today. quirements and w.eir impact on handicapped students. ~
These are: letter grades, number grades, pass/fail, complete/ Policy Options Project. Reston VA: The Councit for
incomplete, and good/satisfactory/unsatisfactory. Exceptional Children, June 1980. "
When students are graded according to objectives in- McClung, M. 5. & Pullin, D. Co 1petency testing and handi- ~ . .
dividually designed for them, it matters little which type capped students. Clearingh juse Review, March 1978,
of grade is used. The important thing seems to be the 922.927. -
_preference of the students themselves for the same kind Rosewater, A. Minimum con:netency testing programs and
of gracle and report card that other students receive handicapped students: Peicpectives un policy and~ /
While grades are used primarily for the purpose of docu- practice. The Educaiion of the Handicapped Policy
menting the student’s achievements, they are also used to Project, Institute for Educational Leadership, Csorge
inform parents of the student’s progress. With that in mind, Washington University, June 1979,

*  Prepared by Josephine Barresi, Specialist for Policy Research and
Jean Harris Mack, Education Specialist
-The Council for Exceptional Children
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THE COMMUNITY'S ROLE

IN CONTINUING EDUCATION -
FOR DISABLED ADULTS

.

What is continuing education and what -
are its implications for disabled persons? ;
As one element of adult education, continuing education
is usually sponsored by postsecondary institutions and
inost frequantly involves short term or part time students.
It-is_one approacih to mesting different learning needs at
various life stages. Continuing education, which includes
vocational and leisure time pursuits as well as academic in-
terests, is particularly important for disabled persons, who
may encounter unique situations in their personal and voca-
tional devslopment. _
il /

What community agenciss are involved in adult
and coniinuing education for the disabled?

Community colleges, community recreation departments,
and’ the public schools are among the most common
resources for disabled adults. Recreation departments of-
fer leisure courses and workshops for disabled citizens
either through special courses or through efforts to make
regular programs accessible. Many public schools provide
adults with coursework to complete high school equiva-
lency certificates. Community colleges offer a8 wide array
of courses.

What are the advantages
of the community collogo approach?

" The sheer numbers are impressive: over 1,100 institutions
in the United States enroll approximately 2 miilion
students. This constitutes about 30% of all undergraduates.
Other advantages include the community colleges’ tradi-
tional open door policy to all high school graduates or citi-

" zens over 18 and the supportive services available through

grants, scholarships, work opportunities, and federally

funded work study [ .grams. Because a large number of
cofmunity college campuses have been constructed in the
last few ywars, they are much more sccessible architectural-
ly thah sre many other facilities. Firally, since these col-
legas are community institutions, their vocational and non.
vocational turricula reflect locat @s and ‘int-  sts.

-

t

Are there programs that provide
training in basic skills and socialization?

The College for Living movement, begun at Mstropolitan
State College in Denver, Colorado in 1974, offers courses in
basic skills and provides gpportunities for mentslly retarded
persons to socialize and participate in recreational activities.
~The. College fos Living concept has expanded to over 35
programs in nine states. Typical course offerings at Mesa
Coliege for Living (Colorado) include couking, money
management, human sexuality, and public speaking.
Students range in age from the early 20’s to the mid 50's,
with some attending from a nearby state residential center
and others from their community group homes.

"At the State University of New York at Brockport, a
similar approach was instituted to help mentally retarded
adults retain the skills they acquired in their school years.
College student volunteers help provide instruction and
assistance in recreation and physical education activities.

What makes a continuing education
program for disabled adults succeed?,

The College for Living concept sums up three central philo-
sophical considerations: (a) everybody can learn something;
{b) aH people have the right to an aducation; and (c) educa-
tion must take place in a normal environment,

Counseling is essential in implementing an effective
program. Californis community colleges have instituted an
approach in which trained ‘enablers’’ provide counseling in
addition to assistance with transportstion, registration,
courses in i ent living skills, reference materials,
adaptive devices, equipment, and general advocacy.

Other services that contribute to successful programs -
include opportunities for career exploration, work exper-
ierice programs on or off campus, speech and language
therapy, campus orientation, and designation of a resource
person to assist college instructors. Obviously, architectural
barrier removal is of prime importance.”

What specisl provisions
are made for learning disabled students?

Many community colleges are expanding services to

“learning disabled students. One approach is featured in Al.
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legheny (Pennsylvania) Communicy Coliege, which has
established a Learning As-istance Center for students who
have language defitiencies. The core of the center is com-
posed of peer tutoring services.

Similarly, a Specific Leafning Disabilities program at

. three Minnesota community colleger provides basic skilis

tutoring by staff and volunteers, in addition to specific
course content tutoring. Consultation with collegs instruc-
tors about learming disabilities is also offered.

Other provisions for learning disabled students include
lesson taping, learning centers, special equipment or seating,

“and self paced programs.

. What types of program3 exist for

students with other disabling conditions?

Queensbarough Community College st Bayside, New York,

has instituted 8 summer orientation program for blind stu-
dents about to enter college. Preparing for the academic
demands of college, improving mobility and daily living
skills, and making vocational deu.sions are emphatsized.

New York City Community Collage trains deaf persons
for nonmanufacturing occupations such as accoun‘ing and
keypunching. Centrai Piedmont Community College in
North Carolina, typical of many programs for hearing im-
paired students, provides counseling {vocational, academic,
and personal), interpreting ssrvices, note taking help, and
tutoririg assistance.

‘De Anza College in Cupertino, California, annuaily en-
rolls nearly 2,000 disa*!ed students. The Physically Limit-
ed Program there provides mobility training, speech
therapy, classes in independent living skills, wheelchair
repair, readers and interpreters for blind and deaf students,
and assistive devices such as Brailling services and vans witn

- lifts. A corrective physical education program, an educa-

tional diagnostic clinic for learning disabled students, pre-

vocational and wvocational services for developmentatty-———

delayed students, and an adaptive geriatric education pro-
gram for institutionalized aged and retirement residents
round out De Anza's offerings,

REFERENCES

Barsch, J. Community college: New opportunities for the
LD stucent. Academic Therapy, 1980, 15 (4), 467-470.

Bireky, M., & Maniey, £, The learning disabled student ir a
college environment: A report of Wright State Univer-
sity’s program. Journal of Learning Disabilities, 1980, 13
{1), 7-10.

Boukouvalas, C. S., & Gay, M. L. Expanding edicational
services to the hearing impaired. In P. A. Waish (Ed.),
New directiuns for community collenes. Serving nevr
populations, 1979, Vil (3), 35-40. Sponsored by the
ERIC Ciearinghouse for Junior Colleges, 88 Powell
Library Building, University of California, Los Angeles
CA 91024,

-

Corcoran, E. L. Campus life for retarded citizens. Eduga- .
; tion Unlimited, 1979, 1 (1), 22-24. <y

Jernigan, J. S., & Clark, D. L. Assisting hand/capoed stu-
J'ents in vocational technical programs in community
co//eges Identification of barrie:s; recommendstions
for removal of barriers; tasks to be implemented. Final
report. Texas A & M University, 1978. ED 171 905,
344 pp. Available in microfiche from the ERIC Docu-
ment Reproduction Service, P.O. Box 190, Arlington

VA 22210.

Jones, L. A, & Moe, R. College education for mentally
retarded adults. Menta/ Retardation, 1980, 18 (2), 59-
62.

Nesbitt, D. Mesa College for Living. Prugrams for the
handicapped. May 1976, 3.5,

Reid, B.A. Programs for disabled students. In P. A. Walsh
(Ed.), New directions for community colleges. Serving
new populations, 1979, vII (3), 27-34.

Ugland, R., & Duane, G. Serving students with specific
leaming disabilin'os in higher education—A demonstrs-
tion pioject at-three Minnesota community colleges.
Novernber, 1976. ED 135 434, 73 pp. Avallable from
the ERIC Document Reproduction Service, P. 0. Box

» 180, Arlington VA 22210,

RESOURCES T

Directories -

Fielding, P. M. (Ed.). A national directory of faur year
colieges, two year gplieges, end post high school train-
ing programs for young people with learning disabilities.
1977. Available from Partners in Fublishing, P.O. Box
50347, Tulsa OK 74150.

Listing of services for the post secandary LD adult. Avail-
able from Academic Therapy T ablications, 20 Commer-
cial Bivd., Novato CA 94947,

The coliege guide for students with disabilities. 1977,

Available from Abt Publicaticns, 55 Wheeler Street,

Cambridge MA 02138, -

Associations on Handicapped Student Services

. Programs in Post Secondary Education. Tom Schworles,
Chairman of External Affairs Committes, Center for
Program Development and the Handicapped, City-
Wide College of Chicago, 180 N. Wabash, Chicago IL
60601.

= College for Living, Metropolitan State College East Campus,
1006 11th Street, Box 92, Denver CO 80204. Attention:
Mackie Faye Hill. A listing of CFL programs is sent upon
requet.

Higher Education and the Handicappec (HEATH) Resource
Center. One Dupont Circle, Washington DC 20036.
HEATH answers questions about integrating handi-
capped students into campus activities, and has a hotline
open Tuesday, Wednesday, and Friday, 1-8 p.m. EST
(202) 293-6447.

Prepared by Caro! Lloyd, Information Specialist
The Council for Exceptional C‘ziIQren .

1920

+

llﬂlci A Product of the ERI( Clearinghouse on Handicapped and Gifted Children
sociation Drive, Raston, Virginia 22091




4
-

K]

ERIC Clearinghouse en Handicapped .
and Gifted Children .

~ VOLUNTEERS
IN SPECIAL EDUCATION

Is tae use of volunteers
in the classroom 4 revolutionary idea?

Far from it. Teachers have long been looking for extra halp
from parents and interested community members. What has
changed is the visibility of successful programs and the mo-
mentum that the volunteer movement has acquired. From
small scale, unorganized efforts, volunteerism in schools has
burgeoned into a force estimated at over 6 million strong.

What kind of persun volunteers?

Volunteers come in all shapes afid siz .. Parents, the child’s
first aid longest sarving teachers, often become effective
heipers in their own child’s or other™ classrooms. Under the
teacher’s supervision, parent volunteers can facilitate in-
struction by weking with individuals or small groups of
children. Many wolunteers are highly skilled and provide
enriching experiences that children would not orcinarily
have. The arengthened connection between parent and
school helps everyone concerned.

Students alsa have proved to be effective volunteers.
Peer tutoring and cross age tutoring programs are proliferat-
ing. Some programs have been successful in using a mildly
handicapped tutur to work with a younger child. Eoth
tutor’and client benefit from a well run program. .

Oider adufts comprise a largely untapped source .of
volunteers. The Retired School Volunteer Program has
helped to provide sxtra assistance to individual $tudents
and at the-same :ime promote feelings of self worth in the
senior citizen. Fetired persons bring with them a‘rich
supply of experiences ad wisdom, and for sqme students
they can help fill the role of missing grandparents.
Typically, retirecs have more tin.e to volunteer due to

. reduced job and/or housshold responsibilities.

Members of the business community are another source
of volunteers. -Some companies actively encourage and
make provisions for volunteer service. In addition to the
extra attention they provide, business men and womer
help to bring thes co.nmunity and the schools closer to-
gether. When businesses' bacome more involved with the
schools they, develop a greater stake in the education of
the community’s children.

What is the voluntaer’s relationship to the teacher?

Roles should be clearly defined. Teachers are in charge
of the classroom and it is their responsibility to delegate
duties to the volunteers and to supervise them. The teach-
er diagnoses learning problems and prescribes activities to
meet eack cnild’'s needs. The teacher then supplies the
volunteer with information about the student's strangths
and weaknesses as well as explaining classroom procedures
and routines. For the teacher's pert, it is imperative to .
make the volunteer feel comfortable and valued as a mem-.
ber of the education team. Volunteers must be wanted by
the classroom teacher, for no program can succeed if it
assigns volunteers who are not requested.

What' roles can voluntears provide
in specisi education settings?

With increasing emphasis on individualized gogls and pro-
grams for handicapped students, the busy classroom teacher
can make many uses of a volunteer. Trained helpers can
provide the extra attention that may mean a great deal of
difference to, the special reeds stuaent. Under the super-
vision of the teacher, volunteers can perform such in-
classroom tasks as individualized tutoring, small group
instruction, or sign language assistance with hearing im-
paired students. Volunteers can also crstruct special ma-
terials, transcgibe information into Braille for visually im-
paired students, help to maintain student records, or merely
provide an extra pair of hands, eyes, and sars during a class
activity or field trip.

'Whlt administrative arrangsments help
8 volunteer program function stficiantly?

The Nstional School Volunteer Program recommends
that one person be designated as a district wide coordiria-
wtor of school volunteer services. The coordirator would
supervise recruiting, orientatigg, screening, trair:ing, place-
ment, and evaluation of voluiteers from the community.
Many successful volunteer programs operate with two chair-
persons: a tcacher or staff member who coordinates
teachers’ Tequests for volunteers and a building volunteer




who 7ecruits and works with the volunteers themselves. The
support of the school board and of individual school princi-

.pals for the volunteer program is critical to its success.

Whatm:momofmful pmnms?"

The National School Volunteer Pregram has been funded
to train voluntoers and coordinators 1o work with mildly

,handicapped students. A training manual dascribes the

fdnctions of three programs:

® A "kindergarten screening project uses trained volun-
teers to heip detect problems involving hearing, vision,
language, and ma .or development. Results of the gross
screening are sent to the child’s kindergarten teacher and
to theSthool principal. Volunteers may then be used in
tfeastment programs for those children with identified
problems. '

® A “listener’ program involves nona horitarian adult
friends spending time with children who have mild emo-
tional problems. In this program children who are be-
havior problems, withdrawn, or invoived in family crises
such as parental divorce or death get an opporty: nity to
share their experiences with a warm, accepting sdult. Se-
yond the bonds of friendship, the program is Jesigned
1o help improve the child’s confidance and ability to
achieve in the classroom.

® A program to help children with academic skills uses
volunteers, under the teacher’s direction, to reinforce

concept learning and provide extra concentration in

* needed skill areas,

What actions are invoived ir, setting

uptMﬁdovﬂuan’

The National School Voluntder Program lists 15 steps to
consider:

1. Examine your needs. How coukd volunteers heip?

2. investigate the climate. Do teachers and administrators
truly want voiuntee: s?

3. Talk with representatives of all the groups you will
want to invorive in the progrom (PTA, teachers’ organi-
zations, school baards, industry, service clubs, etc.).

4. Assess your resources. What can the community con-
tribute 10 the schools?

RESOURCES

)

5. Set up an advisory committee 10 plan and set pohcy ’

for the program. -

6. Select goals for the pr09ra-n and determine specific
objectives,

7. Establish a system for remrdmg volunteer hours and
types of contributions.”

8. Decide on your organizational pattern. Who will super-
vise the total program? Whoe will coordinate the pro-
gram in individual schools?

9. Write job descriptions for all the tasks for which
volunteers will be sought. .

10. Get written school board support for your school
volunteer program.

11, Check the health requirements for school volunteers,

12, Check on other state or local policy matters relating
to volunteers, mcludmg matters of insurance, bus

_ riding, and confidentiality.

13 Plan recriiting strategies.
14. Plan a system to maintain volunteer morale.
15. Plan for a eontinuing evaluation of the program.

L d
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) - AFFECTIVE EDUCATION
FOR EXCEPTIONAL STUDENTS

The informaticn jin this fact sheet is taken directly from
Affective Educstion for Special Children and Youth, by
William C. Morse, John Ardizzone, Cathleen Macdonald,
and Patricia Pasick (1980):

What are the specis! sitective pesds.of exceptional students?

While we must not generalize about special children any
more than we should about typical children, one thing we
do know is that they are at higher risk for affective develop-
ment. They have more to conquer to feel secure. . . . As the
youngster grows, new awareness of his or her dufference
follows suit. The preschooler may not recognize all that ic
going-on, but the preadolescent or adoluscent child is well
aware of discrimination. Some special pupils cre even ex-
pected to lack socialization, which produces 3 self fulfilling
prophesy. Therefore, not onis must teachers of special chil-
dren help their students in the regular processes related to
self worth and social competency but, because of thz
vulnerability, they must build more strength for these
pupils. . . . For the child in a more or less isolated special
oeduca’nion environment,” being different and apart takes its
toll. For the mainstreamed ygungster, being different
amorg “normals” presents a different set of problems.

Either way, helping special children through affective edy- .

cation is a significant obligation. {p. 17)
What is the goa! of affective sducation?

The goal of affective education is not to produce an un-
realistic blissful- state of joy in youngsters but to facilitate
their development as total human beings. To live fully, chil-
dren with special needs must be capable of coping with
frustration, making ,the best of adversity, seeing and
choosing frcm a range of alternatives, snd forming effective
relations with others all in the process of becoming more
and more instrumental in meeting their own needs. To be
actively involved in their own destinyg exceptional children
must come to know, understand, and accept themseives and

others, express themselves, and form effective interpersonal .

+ relstionships. (p. 51}

What strategies can a teacher uge to enhance the affocb-'o
growth of young handiuppod students?

- Common Sense coupled ‘with experience and knowledge

about young children tell & teacher that, even without ex-
pensive materials, much can be acuuswiplished through care-
ful planning and thoughtful interactions.

1. Give the chitd with disabilities opportunities to help
others. So often, he or she is on the receiving snd.
Make hirv, or her responsible for a part of the classroom
routine. -

2. Respond 1o the child’s eed for assistance—don’t anti-
tipate it. This will help the child move toward auton-
omy, mmatwe and industry.

3. Avoid Iabehng, comparisons with others, or a compett
tive atmosphere. .

4. Respect the child's needs for stability, repetition, and
foutine, rather than pushmg him or her to move on be-
fore ne or she is ready.

5. Include each child as fully as possible in all activities.

6. Reassure children with ¢ sabilities that you understand
how hard some processes are but express confidence in
their ability to learn.

7. Talig,over your ow . emotional reactigns to particular
disabilities with other staff to help ensure that children
are not subjected to subtle messages of anger, rejection,
pity, or overg “otection.

. Provide recognitign for effort as well as achievement.

. Be cautious about referring to children only in terms of
disibility (“our physically impaired children”). In
stezd, train yourself to view them as children first-or
forernost like everyone else with individual differences.

. Be aware,that a chiid w'th disabilities may have an es-
pecially difficult time separating from his or her-care-
takors and trusting a new teacher. -

0 o

While it is true that, in a sens., affective educanm goe{
on each moment of a child’s day, special activities can help
teachers and staff focus more clearly on a curriculum of
affective development. (pp. 3132} ,

L4
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\ one's sense of self. It is easy, particuiarly in the adolescent

What ars the .ssues that effect af.ac:tm behavior at the
adolescent ievel?

One of the challenges facing a classroom teacher i helping
the adolescent develop a healthy concept of seif, an image
that inciudes a “ense of personal worth and competency.
Ve tend to live up to whatever it is we believe about our-
selves. An adolescent yuite visibly will dress, talk, and be-
have in keeping with the sense of what he or she belisves
he or she is. Thus, the special education teacier has a parti-
cularly difficult task because the children he or she is
directing often are markedly deficient in healthy self con-
cept. Issues of body image, sexual identity, effectiveness,
and capability are intiinsically afiectec by any handicap.
Almost by definition, a handicap places restrictions on

\vears, to believe that a hanuicap mars one’s inner self. It
omes a seif fulfilling prophecy. . . . We have only to

“t"g s~me’’ as peers (dressing the same, liking the same
musi) to realize wnat harm the labsl‘different’” does
when ane believes it.
At that 3unct|on in personallty (the area of feelings)
where I% urt and harm most, affective education comes
in. The teacher of afjective education has as a purpose to
explore feelings, experiences, values, and labels that young
people have placad upon themselves or their world, feelings
that color how hey see what is before them and what they
do with the future. Our aim in educating a student sbout
his or her emoti%ﬁ\ side is to reach into the very level
from_which a per most often acts or may need to act.
While it may seem-tha, the angry acting out young person

AN
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ember the'gfeat emphasis adolesents put upon being.

-

has too many feelings, the truth is that his or her actions
are a substitute for feeling. Often he or she is trying to ig-
nore or suppress feelings too difficuit to acknowiedge. In a
nontherapeutic situation that 1s ‘‘real,” a teache. can get to
the emotional aspects of personality that are in need of
development. (pp. 90.91)

d

REFERENCE

Morse, W C., Ardlz&ne, J., Macdonald C., & Pasick, P. Af-.
fective education for speciyl children and youth. Reston
VA: The Council for Exceptional Children, 1980. Stock
No. 207, Price $6.75. This pablication is part of a series
on What Research.and Experience Say to the Teacher
of Exceptional Children, developed by the ERIC Clear- ~
inghouse on Handncapped and Gifted Children.

Other tities in'this series are: '

Develcping Craativity in the Gifted and Talented. Carolyn .
M. Callahan,.1978. Stock Number 177, Price $5.50.

Early Childhood. Merie B. Karnes & Richard C. Lee, 1978.
Stock Number 176, Price $5.50.

Reasoning Avility of Mildly Retarded Learners. Herbert
Goldstein & Marjorie T. Golidstain, 1980. Stock Number
205, Price $6.25.

Managing Inappropriate Behaviors in the Classroom. Thomas
€. Lovitt, 1978. Stock Number 178, Price $5.00.

Social Environment of the Schools. Maynard C. Reynoids,
1980. Stock Numiber 206, Price $6.75.

1920 Association Drive, Reston, Virgivia 22091

'7

98 .

[ R

\\




- -

‘and Gifted Chiidren

ERIC Ciearingnouse on Handicapped * e

FACT
SHEET .

FOSTERING PEER ACCEPTANCE -
OF HANDICAPPED STUDENTS |

The information in this fact sheet is taken directly from
“The Social Integratlon ot Handicapped Students into the
Mainstream,” by Roger Johnson and David W. Johnson,
Social Environment of the Sciwgols, Maynard C. Reynolds,
editor.

What are the prevailing feelings of nonhandicappad studants

- toward their handicapped classmates?

When mainstreaming begins and handicapped students®nter

the regular classroom, nonhandicapped students form an
initial impression of their handicapped ¢lassmates, cate-
gorize the observable characteristics, and attach labels to
the categories. The labels of “mentally retarded,” “learning
disabled,” “emotionally distarbed,” "hearing impdired,”
and so forth, have‘negative connotations that carry stigmas.
From the beginning, therefore, handicapped students are
perceived somewhat negatlvely‘ and this perception sets up
a strong possibility of rejection by nonhandicapped peers.
The physical proximity between handicapped and non-
handicapped students, created by placing them in the same
classroom, is the beginning 6f an opportunity but like all
opportunities, it carries a risk of making things worse, as
well as the possibility of making things better. Physical
proximity does not mean that stigmatization, stereotyping,
and rejection of handicapped peers by nonhandicapped
students will automatically result, or that hardicapped
students will automatically be included in the peer relation-
ships with nonhandicapped classmates necessary for maxi-
mum achievement and healthy social development. (p. 17)

Wha is the relationship botwun mmm rejaction, and
the learning situation? s
Whether interaction between handncapped and nonhandi-
capped students results in a précess of acceptance or rejec-
tion is determined by the type of interdependence among
students’ learning goals and rewards that is struttured by
the teacher. Within any learning situation, a teacher can
nructure positive goal interdependence (i.e., cooperation),
negative goal interdependence (i.e., competition), or no
goal interdependence lic., individualistic efforts) (John.
son & Johnson, 1975). In a cooperative learning situation,
students’ goal attsinment is positively correlated and
=*udents coordingte their actions to achieve the goal. Stu-

]
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deots can achieve thmr learning yoal if, and only if, the
other students with whom they are tooperatively linked
achieve their learning goal. In a = mpwtitive learning situa-
tion, students’ goal attainment is negatively correlated and
one student can obtain his or her goal only if the other
students with whom he or she is competitively finked fail
to obtain their learning goal. In an individualistic learning
situation, the goal achievement of each student is Unrelated
to the goal attainment_ of others; there is no correlation
among students’ goal aftainment. The students’ success is
contingent on their dwn performance irrespective of the

quality o perfor.nance of others. (pp. 18-19)

0

What ars the dvnamm of a cooperative lewning_situution}

Working cooperatively with p'éen' )
1. Creates a pattern of promotwe interactign, in which
there is .
a. More direct face to face interaction among students.
b. An”expectation that one’s neers will facilitate one’s
- learning. - '
c. More peer' pressure toward achnevemggt and ap-
propriate classroom behavior.
d. More reciprocal corpmunication and fewer difficulties
in communicating with each other.
e. More actual helping, tutoring,” assisting, and general
facilitation of each other’s learning. ‘
f. More ..en mindedness to peers and willingness to be
influenced by their ideas and information.,
g. More positive feedback to ancd reinforcement of

‘each other. ,
h. Less hostility. both verbal and physlcal expressed
‘toward peers. R
2. Creates perceptions and feelmgs of
a. Higher trust in other students. v

b. A wre mutual concemn and friendliness for other
students, more atteritiveness 10 peers, m!e feelings
of cbligation to and, responsibility for Classmates,
and desire to win the respect of other students.

c. Stronger beliefs that one is liked, supported, and

. -accepted by other students, and that other students
care about how much one fearns and want to help
one learn. o

d. Lower fear of lailure and hlgher psychologlcahsafety

4
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. Higher valuing of classmates.
f. Greater feelings of success. (pp. 20-21)

What are the dynamics of a competitive or individualistic
lesming situation? ) , .
When interaction between handicapped -and nonhandi-
capped students takes place ‘within a context of negative
goal interdependence: /

1. There is a pattern of oppositional interaction in wh:ch
studentsgy
" 1. Have little face tc face interaction.
b. Expect peers to impede the achievement of {heir
learning goals.
¢. Face peer pressure against achievement and ap-
" progriate classroom behavior.
d. Communicate jinaccurate information and frequently
mlsundemod sach othes.
e. Are closed minded to and unwilling to oe influenced
by peers. .
f. Give each other negative feedback.
g. Express verbal und physical hostility toward peers.
2. There are perceptions and feelings of
a. Distrust for other students.
b. Higher fear of failure and more feelings of failure.
c. Less mutual concern and feelings of responsibility for
peers.
d. BQQ fejected and disliked by classmates.

=

Both competitice and individualistic learning activities
provide little or no information about handicapped peers,
thus allowing initial stereotypes to continue. What little
information is available is likely to confirm existing impres-
sions that handicapped peers are "Iosers " Tbg boundaries

of the handicap are not clarifled. v
A direct consequence of competitive expenencgs is
negative attitudes in which ., . -

1. The negative value attached fo’a classmate’s efforts to
achieve becomes generalized to tl{em as people (because
‘if they “"win,”* you “lose”).

2. Students feel negative ‘about their own actions when
they lose and they generalize the negative evaiuation to
themselves as persons. (In the usual classroom, achieve-
‘ment hierarchies are relatively stable, leaving the ma-
jority of students to continually experience failure.) (pp.
22-23) :

How can thg teacher help foster eecopma?

The proeess of acceptante’ begirs when handmpped and
nonhandicapped ctudents are placed 'in small, heterd-
genecus lsarning groups and assigned a lesson to complete
as 8 group, making sure that all members master .he as-

LY

<

clearer.. While handicapped students may be able to hide ’

the extent of their disability when they are isolated, the
intensive promotive interaction under positive ;0al inter-

- dependepce promotes a realistic as well as differentiated

view of the handicapped students and their disabilities. Hf
a handicapped member of a learning group cannot read or
speak clearly, the other members of the learning group
become highly aware of that fact. With the realistic per-
ception, however, there al3o comes a decrease in the pri-
mary potency of the handicap and a decrease in the sug-
matization connected witn the handicapped person. (pp. 21-
22)

Considerable evidence has accumulated that coopera-
tive interaction, compared with competitive interaction and
individualistic efforts, promotes a great dggl df interper-
sonal attraction among students (Johns&? * & Johnsen,

* 1975; 1978). When students expect to cooperate with each

other and when they actually do cooperate, peers who are
perceived to be markedly different from oneself are liked,
even if they lower the overall achievement of the group. {p.
25)

&
REFERENCES e

R ) :

L

Johnson, D. W., & Johnson, K. Learning together and
alone: Cooperation, competition, and individualization.
Englewood Cliffs NJ: Prentice Hall, 1975.

Johrson, D. W., & Johnson, R. Mainstreaming: Develop-
ment of positive interdependence between handicapped

and nonhandicapped students. Minneapolis: University.

-of Minnesota, College of Education, 1978.

RESOURCES

. Johnson, R. & Johnson, D. W. The social integration of

handicapped students into thé mainstream. in Maynard
C. Reynolds (ad.), Sucial environment of the schools.
Aeston VA: The Council for, Exceptional Children,
1980. Stock No. 206, Price $6. 75

This publication is part of a series on What Research and

" Experience Say to the Teacher of Exceptional Children,
developed by the ERIC Clearinghouse on Handicapped
and Gifted Childgen.

Other titles in this saries are:

Developing Creativity ir, the Gifted and Talented. Carolyn
M. Callahan, 1978. Stock No. 177, Price $5.50.

" Early Childhood. Merle B. Karnes & Richard C. Lee 1978.

. Stock No. 176, Price $5.50. ¢

Ramnmg Ability of Mildly Retarded Learners, Herbert
.. Goldstein & Marjoris T. Goldstein, 1980 Stock No.
* 205, Price $6.25.

- Managing Inappropriate Behavlan in the Classroom. Tho-

signed work. in other “words; a ositive unmdepande;s:e ‘

,Is structured smong students’ learning goals. (pp. 19-20)

As nonhandicapped students work closely with handi-,

‘capped peers,

the boundaries of the hakr‘nqiup beceme

‘\

. ‘mas C. Lovitt, 1978, Stock No. 178, Price $5.00.

Affective Education for Special Children and’Youth. Wil-
liam C. Morse, John Ardizzone, Cathigen, Macdonald, &
Patricia Pasick, 1980, Stock No. 207, Price $6.75.

IEHICI A Product of the ERIC Clearnghouse on Handicapped and Gifted Cnildren
1920 Association Drivél, Reston, V:rgmoa 220981

=
F

1980

22




ERI

Aruitoxt provided by Eic: -

3

ERIC Clearin
and Gifted Chi

ildren

ouse on Handlcappod

FACT ~
o ° SHEET

.

’

-

« '

What is a learning disability? ) € .

The ‘term /learning disability has been used to describe 3
variety_of problems in acquiring, storing, and/or retnevmg
information. ¢

Students .with _ learning disabilities feceive inaccurate
information through their senses and/or have trouble pro-
cesstrc  hat information. Like static on the; radio or a bad
TV piciure, the information becomes garbled as it “wravels
from the eyes, edrs, or skin to the brain.

This inaccurate sensory information, sometimes called
perceptual prqblems, leads to difficulty in academic work.
The student might have difficulty reading, writing, speak-
ing, or listenjng. These skills either have not been learned,
have been learned after heroic work, or hdve been learned
poorly. . ®

The most commonly used definition is taken from The
Education for All Handicapped Children Act of 1975,
Pybloc Law 94-142, It states:

<
The term ‘“children with specmc learning d:sablhtnes
means those children who have a disorder in one or
more of the basic psychological processes involved in
understanding or in using 4anguage, spoken or writ-
ten, which disorder may manifest itself in -imperfect
ability to listen, think, speak, read, write‘: spell or
do mathematical calculations.-Such disorders inciude
- -such conditions as perceptuat handicaps, brain in-
jury, mimimal brain dysfinciion, dyslexia and de-
veIOpmental aphasia. Such term does not include
children who have learning problems which are pri-
marily the result of visual, hearing or motor handi-
. caps, of mentel retardation, of emotional disturbance,
: Qr environmental, cuhtural or economic disadvantage.

What are the problams associated with various learning
dissbilities? (

Many handicaps come under the term Jearning disabilities.
d-ollowing are those that most hinder academic perfor-
mance. - ’

Visual perceptual prab'e;na Lirficuity taking information
in through the sense df sight and/ar processing that in-

formation. - .

¢ t

e

Visiial figure-ground problems. Difficulty seeing a specific
image within a competing background; for example,
seding the teacher’s face when he or she stands in front
of a blackboard with writing on it or picking out one
line of print from‘other lihes-on a page. People who have
this problem cannqt seethipgs that others can see. One ©
line of print on the pége appedrs to be missing.

. Visual sequeh g probiems. lehculty seeing things in the .

correct order, for'Instance, seeing letters reversed or see-

ing two knobs revétsed on a machine. The person who
has this problem actually sees the word mg)rrectly,
he or she sees was instead of saw.

. Visual discrimipation problems. Difficulty_seeing the dif-
ference between two similar objects, such as the letters
v and u or e and ¢; between two similar chemical sym.
bols; or between two types of leaves.

" Auditory perceptual probrems. Difficulty taking informa-
tion in through the sense of hearing and/or processing’
that information. People with this problem frequently
hear inaccurately. A sequencing or discrimination error
can totally change the meaningof a sage. Forexample,
one might hear, *The assignment is due in May,” rather
than “The assignment is due today.” People ath audi-
tofy handicaps frequently do not hear uhXcented

« syljables. They may hear ""formed” instead of “per-
~ .formed,” or ""seven” instead of ‘‘seventy.”” Some audi-
tory preceptual handicaps are: -

L
® Auditory figure-ground problems. DiffiLulty hearing a N
sound over background noise, for instance, hearing the
professor fecture when an air conditioner is humming in
the foom, hearing one bird chirp while other birds and
insects are singing, or hearing someone talk at a party
when music is. playing. b

«

o Abditory sequencing prob7ems anficulty hearing
sounds in the correct order, for instance, heanng‘"p:ne
four” instead of "four -nine,” hearing "'law” lnstea of

“wall,” or hearing music garbled because the notes are
perceived out of order, -

® Auditory discrimination prob?éms Difficulty telling t
dlfference between similar sounds such as “'th” and "f".~
and “m" or "*n,”" hearing ‘‘seventeen’’ instead of "sev
enty,” or hearing an angry rather than a joking tone of
voice. .

Py 1]
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Motor probfems. Dift.cultygmoving one’s bagy efficiently

to achieve a certain goal Follov ing are some’ metor
problems ° . .o

Perceptual motor problems. Difficulty.performing a task
requiring coordination, because of inaccurste informa
tion received through the senses. This may result in
clumsiness, difficuly in participating in simple sports
and aywkward:or stiff movements.

Visual motor problems. Difficul® - seeing somethlng and
then doirg it, such as copying_soMmething ofi a black-
board or learning a-dance step by watching the teacher
Auditory motor problems. Difficulty hearing some
thing and then doing it, suctr as following verbal direc-
tions on a test or taking notes in a ledture

Intersensory problems. Difficuity using two senses at once
or associating two senses, for instance, not realizing that
- the letter D that is seen is the same as the sound "'D *'

Handicaps Classified by Academic Difficuity

Dyslexia—Inabjlity tc read.
Dysgraphia—inability to write.
Dyscalculia—inability to do math.

National Organizations and Associstions

Association for Children and Adults with Learning Dis-
abilities (ACLD), 4156 Lihrary Roed, Pittsburgh PA 15234,
Phone: {412) 341.1515, .
Descraptfon ACLD is a nonprofit organization whose pur-

pose is to advance the education and general wﬂfare of

a
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children of normal or potentially normal intelligence who
have learning disabilities .
Periodicals ACLD Newsbriefs (newsletter), six I1ssues/
vear, included with membership of $10/year or available
by subscription for $4 50.

The Orton Society, 8415 Bellona Lane, Towson MD 21204,

Phone (301) 296-0232 .
Description- The Orton Society is an educational and scien-

tific association founded in 1949. Members are concerned

with the diagnosis and treatment.of $pecif:c language dss-

ability or developmenta! dysiexia. -

Periodicals Perspectives on Dyslexia (newsletter), Bulletin

of the Orton Society (annual journal}, included with mem- £
bership of $25/year, or available separa*~ly for $7.00.

The Councit for Exceptional Chiidren’s Division: for Chil-
dren with Learning Disabilities (DCLD), 1920 Association
‘Drive, Reston VA_22091 Phone (703) 620-3660. Toll
Free=(800) 336-3728 ;

Description The purpose of DCLD & to promote the edu- i
cation and general welfare of children with specific learning
disabilities through improving teacher preparation pro-
grams, inproving local special education programs, resolv-
ing the research issues, and coordinating actiities with
other CEC divisions and with professional organizations
outside the Council structure. Membership: CEC $25/year,
DCLD $8/year.

Periodicals: Learning Disability Quarterly is issued to the
membership four times a year Content includes educational
articles with an applied emphasis that focuses on learnir:
disabilities. LDO s available by subscription to nonmem-
bers ($12.50 per year domestic, $16 00 per year PUAS,
hbraries, and other countries) Single copy price 1s $3 50
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-~ MANAGING INAPPROPRIATE BEHAVIOR
. "~ IN'THE CLASSROOM

The information in this fact shest is taken from Managing
Inappropriate Behaviors in the Classroom, by Thomas C.
Lovitt.

Are there ways to prevent misbehavior?

The atmosphere of the classroom has much to do with
student behavior. The setting should be appealing, with
attention given to varying the physical features and the
schedule to prevent boredom in both the teacher and the
student. Teachers should let students know specific do’s
and don’ts: which behaviors are expected or desired and
which will not be tolerated. Then teachers must consistently
reinforce the desired behaviors while gnoring or in some
other way extinguishing the undesirable ones.

What about estabiishing rules?

Some teachers make too many rules, and the children, con-
fused or frustrated, ignore them. Teachers should establish
only a few rules and whould specify the consequences
for not following them. - )
How can teachers increase student moovauon for academic
tasks?

One approach could be to make one activity c* “tingent on
another: students can earn time in one favored activity by
performing well in another. Students having difficulty in

one subject ares could serve as tutors to younger students -

in that same skill, dependent upon the older child’s satis-

tactory perfoimance. Classroom privileges such as helping
" to distribute papers can also be made contingent on per-
formance’

]
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- What ll;out tq!km“coonomhﬂ

Chis approﬁ in which pupils are given a mark for re-
wards r le at a !ater time, can help students learn.
Howéver, token economies are usually costly. In addition,
results of resgarch investigating whether or not parformance
is maintained after the system is removed have been dis-

@ "oursging., :

- EKC '

How can teachers decrease unwanted behavior?

Teachers can reward a student when a specified behavior
does not occur, or when it occurs below a designated fre-
quency duration level. Differential reinforcement of
other aviors (DR ) is a way to decelerate a behavior
when behaviors other than the target behavior arg systema-
tically reinforced.

Overcorrection is another possibility. Teachers instruct
students to correct the inappropriate behavior and execute
the act within a natural sequence of events} For example,
in one case a child who mouthed objects was told “‘no’’
anffyrequired to brush his teeth and wipe his lips with a
waghcloth each time he put a potantla"y harrnful ogunhy-
gienic object in his mouth. -

tiation involves actually gwmg students more of the
event that the teacher ultimately wishes to, ehmmate The
classic example of this techniqup involves a hospital resident
who hoarded towels. Staff beghn giving her towels—up to
60 per day~until she voluntarily returned most of them
and ceased the hoarding. * -+ '

What re!e‘don punishment play in classroom mansgement?

Punishment can be’ defined as a technique that decelerates
the frequengy of a behavior when it is given contingent on
that behavior. .Reprimands, frowns, reminders and other
subtle expressions can servé “as ‘punishment, and can be
very effectwe when used appropriately.

A rossit.le d:sadvantage of punishment is that its ef- )

fects may overgeneralize, eliminating more behaviors than
originally intended. Another difficulty is that the student
might associate the techpigye with the person who admin-
istered it, causing ill feeling toward the teacher.

What about taking something away to decrease unwanted

. behaviors?

Teachers can take away the opportunity to obtain rein-
forcgment, attention, or a portion of some event contin-
gent on target behavior. These three procedures are also
known as timeout, extinction, and response cost. Timeout
can involve physically removing a studernt for short periods
from the reinforcing event or area. Igroring tantrums is a

¢ «
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3. Conasider a variety of techniques. ' ~
4. Combine approaches to be more effective. #or e». ample, 0
a teacher mighbt praise appropnate behavior while igno:-
ing mappropnate behavior. :
If a taacher can’t concentrute on individual problems, are 5. Concentrate ch teaching new behaviors and deal with in--
there group methods that will work? appropriate ones only 10 the extent that they inferfere
. with the individual’s or group’s learning.
® /ndependent group contingencies. Each student receives . . .
the same consequence for stated behavior, as in staying i ——_—
after class for out-of-seat behavior. Aithough eusy to C i .
administer, this approach does not take into account ) .
individual student differences. ¥ \ -
® Dcoendent group contingency. The same consequence .
is given to ail members of a group. in order to receive L
the consequence, a selected member must perform at REFERENCE i
or better than a.specified level. One student’s behavior . .

can '"ﬂl}tﬂm the group’s consequence. This approach Lovitt, Thomas C. Managing Inappropriate Behaviors in the

ithdrawal of attention that may lead to extinction of the
/ oblem vior, Taking away tj:kens or points for dis-
obeying rulés is an example of response cost.

-,

can .improve peer group behavior at the same time, A
program in which a student accumulates free time for
the_entire class by on-task behavior may encourage fel-
Ipw students to support Nis approptiate activity and not
engage him in off-task interaction.

.Group consequence, contingent on group. The entire

.Classroom. Reston VA: The Co
" Children, 1978. Stock Number 1

cil for Exteptional

Price $500. This
publication is part of a series 61 What Research and Ex-
perience Say to the Teacher of LExceptional Children,

" developed by the ERIC Clearinghouse on Handicapped

and Gifted Chiidren.

e

class is considered as one group. An example is making
free tjme dependent on appropriate behavior: an indivi-
- dual’s iriappropriate activity reduces the entire class's
reward. This approach might be effective when several
. individuals are ‘behaving inappropriately, However, re-
percussions-might occur if group members feel unduly

. punished due to the behavior of an individual student.

Other titles in this series are:

A !
Developing Creativity in the Gifted and Talentgf' Carolyn -
* M. Callahan, 1978. Stock Number 177, Price $5.50. ’
* Early Childhood. Merle B. Karnes and Richard C. Lee,
1978. Stock Number 176, Ptice, $5.50. -
Reasoning Ability of Mildly Retarded Learners. Herbert
Goldstein and Marjorie T. Goldstein, 1980. Stock Num-
ber 205, Price, $6,25,
* Affective Education for Special Children and Youth Wii- v
liam C. Morse, John Ardizzone, Cathieen Macdonald,
and Patricia Pasick, 1980. Stack Number 207, Price,
$6.75.
Socisl Enviropment of the Schools. Maynard C. Reynoids,

What we some general guﬁdevinu for managing inappro-
priats behavior?

B q ;
| 1. Examine the evznts that Maintain students’ behavior. .
| 2, Keep data to determine whether or not an approach is
F working. Compare behavior during baseline and treat-

ment phases. Ed., 1980, Stock Number 206, Price, $6.75.
. . ) ,
X
RN
. " S
L] M ‘
= .,
- N "
#
. .
}EHIG] A Product of the ERIC Clearinghouse on Handicapped and Gifted Children ‘
1920 Associaffon Drive, Reston, Virginia 22091 A .
o 1980 7 «

T

L




R

oy

ERIC

ERIC Clearinghouse on Handicapped
and Gifted Children

FACT
SHEET

LEISURE EDUCATION

What is 'sisu;e education?

Although there is no one acceptéd dafinition of lesiure
education, it is generally acknowledged o5 a process that
includes, but is not limited to, the development of knowl-
ledge, skills, and values that prepare individuals 13 make
more constructive, wholesome, and independent use of
- their discretionary or deisure time. The long te-m goal of
leisure education is to help individuals develop & positive
leisure lifestyle.

Wiat is the philosophy underlying leisure education for the
handicapped? .

. The philosaphy of leisure education is based on a concern
for Jthe humanity of handicapped persons and their rights
tc the same everyday life experiences afforded nonhandi-
capped persons. This philosophy, based on the concept of

* riormalization, affirms the right of sll human beings to live

the norms and practice daily patterns within the main-
stream of society. Thus, edutation for leisure is appropriate
for all handicapped porsons, regardless of age, type of
handicap, or leve! of functicning. This philosophy assumes
that most life experiences are as appropriate for the handi-
capped person as fi the nonhandicapped person, ¢

. tailored to meet the abilities and interests of i. " ividual.

[ Y

Why is Icisure education impartant for the handicapp yd?

Because of theif unique needs, many handicapped students
require’ direct instruction in certain areas of learning,
including leisure learning, in order to develop desired
knowledge, skills, and values. ! ’
" . Many handicapped persons need incressed opportunities
for achieveme * and personal deveiopment in order to
develop stlf es -1 and form sealthy self concepts. linher-
ent in leisure & . tnjoyment, and opportunities for the
individugl to purs. s qr her own interests at his or her
owrl level of ability. The result is often improved self ac-
ceptance, salf confidence, snd motivation that support
. continued parsonal davelopment,
' Because job opportunities are often limited, many handi-
capped persons are faced with disproportionatsly large
smourts of leisure thine. Such enforced ‘leisure too often
resulls in the hsndicapped person having extensive amounts
of unfilled and unfulfilling leisure time.
Meany handicapped persons experience problems in

social skills that adversely affect successful adjustment
within the mainstream of the community (i.e., normal peer
interactions on the job or in leisure settings). Since mar-

- out-of-school and postschool personal interactions occur

during leisue time with nonhéndicapped persons, an
emphasis on leisure education should improve the handi-
capped person’s social development and enhance accep-
tance by othe' in various areas of living (i.e., school, home,
community).

How can P.L. 94-142 be interpreted to support leisure
education for the hendiu_ppod?

The law defines special education in terms of fneeting the
unique needs of handicapped students. Since many handi-
capped cl.idren and youth have unique needs that require
specific instruction in all major life functions including
leisure time, this area should be considered an important
aspect of an appropriate education,

The law mandates individuslized education programs
(IEP’s) for all handicapped student? based on an evaluation
of their educational needs. In recognition that improved
leisure functioning is a unique need of many such students,
a compreher:ive uvalugtion should result in leisure objec-
tives and/or experiences being included as a part of the
1EP,

The aw defines recreation: {including leisure education)
as a related service; it also requiras school programs that are
nonacademic or extracuiricular in nature such as music,
art, athletics, and special interest clubs to be equally avail-
able for handicspped students.

Is lsisure education a separate curriculum?

No. 1 he identification of leisure education as a major edu-
cational qoal does not require that a new or discrete subject
be added to the school’s curriculum. Rather, an emphasis
on leisurs allows the schools to deal more meaningfully
with ar area (* preparation that has long been recognized
by educational authorities as being important for studants.
Many leisure related concepts (i.e., attitudes, soclal skills)
and sactivities {i.e., art, music, sports, games, hobbies) are
currently baing taught in school programs, but in a manner
that ususlly is not clearly related tp helping ~andicapped
students develop positive leisure lifestyiay.-.

. Educational leaders need to reorient their.thinking for
purposes of adapting their axisting schoo! curriculum to
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incorporate leisure learning experiences and outcomes,
Such an approach is more feasible, because proposing a
new subject area i1s probcbly an unrealistic der .and and one
that would be difficult for mast administrators and teach-
ers to accept today in an already crowded : “hool curri-
culum.

How can lsisure educstion be integrated into-the school's
curriculum?

v i

Leisure provides a logical outcome and extension of learn.
ing for all areas of thg school's curriculum. The employ?
ment of leisure concepts and activities in various subjects
and courses allows for the meaningfu' application of the
academic subjects to real life problems facing the handi-
capped, and gi'es more meaning to the subjects becs.se
of their reorientation toward life preparation.

The integration of leisure outcomes and experiencss
into the school’s curriculum is needed for handicapped
students who often require many prerequisite skills and
understandings that can logically be taught in various

school subjects and courses. An example: For a handi"

capped student to fully participate in dining out as a leisuie
experience, he or she should become aware of the com-
munity (social studies), travel (physical education), use
money and tell time (math), dress appropriately in terms
of the weather and fashicn (science, arts), order from a
menu (reading), ciwose nutrious foods (home economics,

health), and interact socially with various pe:rs and adults .

{speech, language}.
In summary, arn emphasis on leisure education contri-
butes tc the total education of the handicapped student.
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PEER AND CROSS AGE TEACHING

~ IN MAINSTREAM CLASSES

§
The information in this fact shee: ii taken directly from
“Peer and Cross Age Teaching: Promoting Social and
Psychological Development in Mainstream Classes” by Nor-
man A, Sprinthall and Lynne T, Blum. This chapter appears
on pages 39-59 of Social Environment of the Schools, May-
naid C. Reynolds, editor. .

Why ove peer and cro;s age teaching needed?

In the old and to some extent still current view of educa-
tion in thé classroom the assumptnon is that ear’ teacher
is a Toscanini or Sarah Caldwe" that is, each teachar has
the ability to orchestrate individual differences, the dif-
nhads of clusters of children, and the different de-

-

ISIBIIL

y mands of the curriculum.

in reality, of éQurse, such a view does not work. Studies
of classroom interactions over the past 70 years have in-
dicated clearly that the teacher simply cannot function as

+ the orchestrator of all learning activities. In most class-

-

rooms, the activities of the pupils are passive or mindless
or g series’ of minor routines with smati point or con-
sequenca, Teachers tend to spend an inordinate amount of
classroom: time in directing children: 65 to 75% (estimates
vary) of all classroom talk is by the feacher, and at least
two-thirds of that-talk is in the form of asking for short,
rote-like pieces of information or giving procediral direc-
tions. Other studies have shown thet the general cur-
riculum-the content of what is being taught in most class-
rooms—tends to be equally pedantic, in the form of a re-
citation of facts. Clearly, Mot all children benefit from such
classroom interactions. It is also clear that when handicap-
ped children are brought into conventionally ‘organized
classrooms they receive an evan smaller proportion of
sctual positive teaching time than their regular class col-
lsagues. ‘

As new children enter the mainstream, it is important
to rethink the educational objectives of schooling as well as
instrbictional techniques. Without restructuring, mainstream
educagion will not work any better than the old exciusion/
segregation/deviant stetus placement model.

It is begoming incressingly obvious that a major educa-
+.onei goal of schoaling should e the promotion of healthy
psychological development in all' pupils, that is, the sti-
mulation of each imdividual’s psychologiéal maturity, sense

-

of personal oonfudence and successful interpersonal de-
velopment.

Studies wunducted Juring the past 25 years indicate that
segregating “special education children into separate classes
does not yieid social benefits. Unfortunately, simply plac-
ing children from‘ previously segregated classrooms into
regular classrooms is not a beni~n activity. A recent study
showed th.at in such an instam.c-the regular class children
develop increasingly more negative attitudes toward the
mainstreamed children, which means that socjal engineer.
ing through desegregation will not work automatically. In-
deed, bringing diverse groups togéther without adequate
educational plans more likely will have nagativ2 effects on
both groups. (pp. 39-41)

What are the positive sffects of peer and cross age tnehir;g?

To create a more facilitative educational environment, pro-

grams should be created that will stimulate the psychologi-
cal as well as intellectual development of ehildren. Role

taking theories provide increasing evidence that placing
children or teerragers 1a genuine role taking situations stim-
ulates personal growth and development,

The idea of employing pupils as teachers is not new in
itself; what is new is how this strategy can be employed
for the benefit of all groups in the classroom. Studies in-
dicate that pu., ils who act as tutors Lenefit at least’as much
as the pupils they tutor in terms of learning activities and
learning outcomes. ¢

‘Studies at the University of Minnesota have been able to
document the positive outcomes of cross age teaching pro-
grams. At the elementary school level, studies showetl the
positive impacts upon levels of psychological maturity that
accrued when children took the role of teachers. For
children who act as teachers, thére is an increase ifi their
level of psychological maturity. They deve'op a greater
sense of empathy, individuality, interpersonal maturity,
and personal competence. For the pupils tutored, on the
other hand, the benefits are also significant, but in a some-
what different reaim. Since the tutors spend more time on
the learn.ng task becauyse of the amount of individual
attention that can be applied, the gutees receive more
practice and, under appropriate cohditions, can learn
in a less threatening environmient. Thus, bc™ the child
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age program achieve significant gains, and the teacher is
no longer exdusively responsible for all of the !earnmg
activities in the classroom. {pp. 41-42)

Hew can peer and cross age teaching be used most &f-
fectively?

It is most important to note . . . that all the sti:dies tited
here indicate clearly that such procedures do nat work
without a serious commitment of time and supervision by
the school staif. Weekly seminars in which both teaching
techniques and discussion designed to help the tutors pro-
cess their own experience are an absolute necessity. Role
taking in practice and a weekly seminar for tutors are es-
sential. Suck supervision sessions “ptovide the time for
pupils who are engaged in teaching to examine reidings,
practice new techniques, discuss some of their emotional
reactions, view some of their teaching activities thruagh the
use of technology (e.g., video and eudio playbacks), and the
life. (p. 43)

What skills and experisnces should be provided for tutors?

A specific oytiine of activities has been designed to help
implement such a plar. (The complete curriculum guide
appears.on pp. 46-56 of the book from which tnis matenial
is excerpted. Specific materials and activities are suggested.)
The autline itself, of course, is not prescriptive but rather
suggestive of the kinds of activifies and processes that may
improve a design for cross age or pesr tutoring with
recently mainstreamed children.

The objectivas of these procedures are twofold: (a)
to teach skills and (b) to help the tutors to process their
own experiences.

The-first six lessons center on specific techniques to be
used while tutaring. These lessons are designec ;0 meet the
following objectives: v

.

JIntroduce the children to each other and underline the
importance of their roles as tutors; discuss the similari-
ties and differences between themselves snd the handi-
capped children; and model/practice some role taking
eluments,

Show how to give clear, simple verbal directions sccom-
Ranied by ‘‘hands on' help.

Discuss the use of praise in increasing the tutee's per-
formence level and building his or her self esteem;
discuss other techniques to build the tutee’s attention
span.

than use cmicmm

The last four Iessons center on experiencing the handi-
capping condition. These lessons are designed to meet the
following objectives:

-

Y

who teaches 3nd the futee who learns in such a cross

o
Experience how to communicate with one who has a
very low !evel of language comprehension and expres-
sion

Experience what it is like to be limited-in coordination.
Understand.what it is tike to have a gross motor coordi-
nation handicap.

Experience a fine motor handicap. (pp. 43-56)

What are the implicstions of such a program?

Effactive cross age programs require two sets of role shifts.
The teacher needs to develop supervision techn,*ues to
give his or her teaching skills away to the pupils. Foi t~2
f-, il-tutors, the role shift requires them to move from pas
sive tn active learning, from “’studenthood”’ to a responsible
helping and caring role, from dependence:io independence.
For receéntly mainstreamed pupils, of course, the benefits

,are mnst obvious: individualized attention, more time on

learning tasks, and genuine social interaction with regular
class peers, The change in social interaction patterns of
classrooms may be by far the most important shift in the
entire context for al' - ticipants. Peer and-cross age car-
ing programs inevitaa  change relationship patterns. |so-
lation is reduced while interdependence is increased. Un-

. der such conditions all children may grow at their own pace

Show how to demonstrate and redirect behavior rathar

*

toward useful adult roles. (pp. 56-57)
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POSTSECONDARY OPTIONS FOR
LEARNING DISABLED STUDENTS

. What academic problems do leamning dieabled students face?

Leammg- disabi.sties ‘can make academic achnevement dif-

* ficult, Learning to read is not easy for peopie who have °
"visusl ‘perceptusl problems or difticulty coordinating what

they see with what they hear. Even when these students do
learn to read it is often at a low level, sp it might tale

them a long time to complete their assignments. Writing -

requires fine motor skills that some learning aisabled stu-
dents do not have. Informing onesel! through lectures re-
quires good audito® perception, ’

Somegtimes students behave inappropriately in class to
cope with their learning disabilities. For example, hyper-
active students might havé to leave the class to walk up and
down the had Some students will need to cut out tiseir
visual sense in"order to listen. They will close their ayes,

causing their teachsrs to think they are asleep. Taking notes
might not be possible for puplls with auditory-motor or _

fine motor problems.
Perceptual problems often affect the student's cogri-

tive abilities. For example, visual and auditory sequencing -

problems can ce::se difficulty thinking in an orderly, logical
way. A person with this problem might tend to jump to
conclusions. Or a student with visual and auditory dis-
crimination proslems might have difficuity distinguishing
between two like concepts such as socialism and commun-

Jism. Sometimes short term memory is affectad, because in-

formation must be perceived properly before it can te re-
membered.

How can the school sccommodate for thess handicaps?

Students who cannot take notes or who have difficulty
with auditory perception might need to tape record their
classes. If a professor is worried about the ta,.s being mis-
used, students can sign a notice declaring that the tapes are
for thear own use only and that they may not be used for
sny other’ purposse. A student who takes good notes can be
asked to take notes with carbon paper or /lend his notes to
the learning disavled student. . )

- Most coping skills for leaming disabilities take extra
time. The student might have to check and recheck his
work for errors, it takes longer to write and read. It might
he necessary to help the student find extra time to study by

R -, S

prov ding reading matesials, and some assignments in ad-

vance, so preparation for the followi
begiri over the summer. It is helpful it
to. extend deadlines for certain assignments so that.a stu.
dent is not overwhelmed by too many things being due at
the same: time: Some students can only manage one course
per semester,

ar's course$ can

Some lgdrning disabled students with writing problems

might nead a person to write the answers for them or might
need to speak into a tape recorder. Others will 1eed to have
examinations regd to them. Tests for learning disabled stu-

dents should be printed clearly with dark ink so the letters

are easy to see. Double negatives are confusing for students
with. directiongl handicaps. Computer cards are difficult for
some student: with motor problerns, since they have a hard
time keeping the pencil marks within the lines. Also, stu-
dents with visual tracking prablems might fail this type of
test by putting answer 1" in answer space ''2," answer *'2"*
in answer space "3,” and so on. Many students can take _
tests normdlly, but need extra time to complete them be-
cause of their slow reading and writing abilities.

Do the regulation for Section 504 cover fearning disabled
students?

Yes. The term specific learning disabilities is listed in the °
definition of hmdlcappe,d person in the regulations of Sec-
tion 504 (see Subpart A, 84.3 (j) 2y {i) ¥ These students
need and deserve accominodations similar to those received
by students with physical handicaps.

‘Do learning disabled people have social skills problems?

Some learning disabled people have social skills proplems
because their perceptual problems make it difficult for
them to understand others. A person who is unable to dis-
criminate visually between_the letters V and U mlght also
be unable to see the difference between a friendly smile and
a sarcastic smile. A person unable to discriminate between
two different musical notes might be unable to -hear the
difference between a joking and a’questioning voice, People
with auditory handicaps work so hard to understand ‘the
words of a statement that they might ignore the nonverbal
meaning This confusion can cause leerning disabled people

- ss0rs are willing
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to ha.e difficuity fitting in with others. They mignt have

trouble meeting people, working with others, talking to,

authority figures, and making friends.

However, other learning disabled aduits have superior
social skills, which they have dnveloped in order to com-
pensate for their handicaps.

Is it possible for people with learning dmbnlitnes to go to
college?

Of course. Many learning disabled peonle are bright and
articulate. They are frequently good college matenal Many
famous people such as Leonardo Da Vinci, Hans Chnsuan
Andersor;, and Albert Einstein had learning disabilities.

The two handicaps fearning disabilities and mental re-
tardation are trequently confused. Mer:tally retarded people
have limited learning capacity. Thev think more siowly and
less effectively than other people. Learning disabled people,
on the other hand, are capabie of fearning and performing
at their age level, but”their learning is affected by their
handicaps: They tend,to have uniyue ways of gaining ac-
curate informaticn from the world around them.

) Whlt college programs have successfully worked with learn-

ing disabled students?
The following I'st of people have agreed to sgrve as
resoyrces for college adhinistrators planning a progtam to
assist learning disebled ssudents.

Jeftrey Barsh 805/642-3221
Learning Disability Center '

Ventura College ~

4667 Telegraph Road
Ventura CA 93003 S i

Marvin L. Burdg 714/279-2304
Dean of Instruction

San Diego Mesa Coliege
Developmental Learning Lab
7250 Mesa College Drive * 1.
Sar: Diego CA 92111

Lynn Frady B05/544.2943 -
Coordinator, Handicapped Programs
Cuesta College, Camp San Luis Obispo

- Post Office Box J

San Luis Obispo CA 93406

Prepared by Dale Brown, Public Information Specialistt ' T
The President’s Committee on Employment of the Handicapped T

Lynne Harrison Martin 301/279-5058
Montgomery College

51 Mannakee Street - .

Rockville .AD 20850 *

Irwin Rosentha! 212/934-5000

Director, Learning Opportunities Center
Kingsborough Community Coilege

Oriental Blvd., Manhattan Qeach

Brooklyn NY 11235 .

Dr. S. Douglas Saddler 501/754-3034

" Director, Special Learning Center  »

The College of the Ozarks i
Clarksville AK 72830 A

Barbara E. Spear 714/556-5651

Associatz Dean, Programs for Special Education.
Orange Coast College

2701 Fairview Road )

Costa Mesa CA 92626 .

Judy Triana 408/966-4838

Educational Diagnoéti¢ Chinic

Learning Center

De Anza College -

Cupertino CA 95014 S '

& !

*

Free publications -
Learning Disabilities, a fact sheet for the postsecondary
*level, is published by HEATH Resource Center, American
Associatio's for Higher Education, 1 Dupont Circle, Suite
780, Washington DC 20036. It lists many additional re-
source peple who can be heipful.

Learning Disabilities, Not Just a Problem Children Qutgrow
is @ vrochure that discusses employment difficulties of
learning disabled people. It also has an article about form-
ing a sell help group for learning disabled adults. Write: -
President's Committee on Employment of the Handicap-
ped, Washington, DC 20210.

Learning Disabilities, an ERIC Fact Sheet, oriefly describes
13 different problems associated with various learning dis-
abilities. Available from the ERIC Clearinghouse on Handi-
capped and Gifted Children.
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ERIC Clearinghouse on Handicapped
and Gifted Children .

. FACT
« SHEET

VISUALLY IMPAIRED STUDENTS

-y -

IN THE MAINSTREAM -

Mainstreaming has a longer history for visually impaired
children than fer children with any other handicap. It goes
back to the first years of this century. Yet classroom teach-
ers continug to have meny guestions and concerns when
visually handicapped students are placed in their classroomns
for the first time. The following questions and answers are
taken directly from Supporting Visually Impaired Students
in the Mainstream, by Glenda J. Martin,and Mollie Hoben.
This book is a publication of the Leadership Training

 Institute/Special Education and The Council for Excep-

tional Children. . .
Why isn’t this child being sent to a special school?
This child is not being sent to a special school beceuse she

or-he can make it in a regular school. And wheh this child
attends a local public school, several good things will be-

* ocome nossible.

For one, the child will stay in his own home with his
family and will attend school with children he knows from
his own neighborhood and community.

For another, the child will get the day-by-day practice
of functioning in » sighted world He or she will learn to
cope and, hopefully, 1o succeed. o ’

For another, the child's presence ¥/ the regular class-
room can help the other students learn the important les-
son that people who are different are not thereby dis-
abled, that an jmnaizmergv:e‘ea ‘not be a handicap. (p. 29)

A

What kind of help in lesson planning will | have?

Your lesson planning itself should remain the same; the
content of what you teach will not change. Any unique
concepts or skills that the visually impaired child must learn
will be taught by the vision teacher. (p. 30)

Won't we have to assign a guide or let her leave class 10
minutes esrly? -,

~

A visually impaired student who has learned the building
lsyout shoukd be expected to travel through the halls when
the other students do and to do so without a guide.

1¥ & student is unable to maneuver in the halls alone;
*k¢ vision teachef will work with the child on the skills

E

& -

she or he needs to do it. This is a much more valuable solu-
tion than giving the child special privileges.ar assigning a
guide. (p. 31) .

What about fire drills?

This is the one time the visually impaired student may need
a partner. {p. 31)

L3

Won't he hurt himself . . . .

@ On the playground? .
® in the gym?

® |n the shop cays?

@ In the home economics clas®®

A- visually impaired student is no more likely to bet
hurt in the educational setting than any other student is
as long as proper procedures are taught and the usual
_safety precautions are taken. (p. 31)

- - v
Will | need to have a particular physical arrangement in
my classroom? -

No specific arrangements need to be adopted for the class-
room or the byilding. The student will learn whatever ar-
rangement is used. When you move or add furniture or
equipment, however, be sure you tell the blind student.
{p. 34)

If the child can’t see well, how is shagoingtolearn when . . .

... we have films?
Visually impaired children listen to films in school just
as they do when théy go to a thester. An occasional
+ word_of explanation from you during quiex parts of the
- film might help the child’s understanding.

- . we use dittoes?
Many low visioned children can use the darkest djtto
with success. On teachgr-made dittoes, spacing {(both
horizontal and vertical), contrast, and boldness are more
irnportant than size of print.

When necessary, the vision teacher will reproduce the .

ditto in large type or braille. (p. 35)

[
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What ahout physical education?

Can | say “s0e” or “look’‘?

Of course. The voabulary of the sighted worid and the class-
room need not be aitered bscause of a muauy impaired
child. 'He or she will use the words “see” and "look”. in
the same way the other children do. To the visually
impaired child, thess words mean “attend to this” or “ex-
amine this.” (p. 36)

d ~
Will materisis be available for this child as they are for
other children?

If the child cannot use the materials you provide, the vision

teacher will supply reaterials in a medium the child can use:

on 1ape or recard, in braille, or in large type. These will be

:hc same materials as those used by your other students.
p. 37}

4 -

Can 1 still teach color words first?

Of coursq, Most visually impaired children, including many - *

braillereaders, are able to enjoy color. Even if they cannot,
color words are part of everyday vocabulary and need to
ta lesrncd. Blind children need to know that grass is green,
sinow -is white, etc. Color words are also 2 neoessary part
of their reading vocabulary. (p. 38) N S

N

Visually impaired children often move more slowly and
carefully than normally sighted children. They especially
need the experience of freedom and gracefuiness of move-
ment, as well as the exercise, that comes from pamclpat
ing in physical aducation activities.

With a little thought, adaptations can be made that mll
?nahh the blind child to participate in many activities.
p. 39)

How will he take notes?

Blind children learn to use,ka slate and stylus to take braiile
notes: Because this method is slower than writing, they
may have to rely on memory more than & normally sighted
student would. Remember, however, that a good memory
is not. necessarily a., attribute peculiar to blind persons.

Mény low’ visioned children are able to take written
notes, but they are likely to find note-taking more of an
effort than a sighted person might. Older visually impaired

rhildren’ often find cassette rocorders useful for note-tak-

ing. (p.41) - - .

Isn't it unfair to-ask the visually impeired child to com-

. pate?

3+

Probably just the opposite is true: it is unfair to the child
when he or she is not allowed to compete.

The visually impaired child lives in a sighted world and
will hm to compete in a sighted world as a visually im-

2 N
paired aduit. What better preparation could thgre be for
meeting the standards of the sighted world than being al.
lowed to practice and learn while growing up. {(p. 47)

Shouid | expect hirq to follow the same ruljs?

Definitely yes. The visually impaired chikf, as a member of
your class, should follow the same rules, meet the same
standards, and assumé the same duties as other class mem-
bers.

Exempting a visually impaired child from class rules will
make it difficult for her or him to feel a part ot the class,
and it will make it difficult for the other students to ac-
cept the child as part of the cla~

Hoiding the visually impaire. nild to’the same rules
and standards as the other children will help the child
avoid the notion that impairment entities him or -her' to
favored treatment. {(p. 47)

How do I answer the children’s questions about the child?

" Answering other students’ questions and helping them un-

detstand the child’s impairment should be an ongoing pro-
cess in the classroom, not just a ongtime event. (p. 51)

How will the other students cope with ha\nng this child in

' il\e class?

- N

Probably the best way for vou to help children cope posi-
tively with a visuaily -impaired child is to reduce their
fevel of uncertainty about ‘the thiid as -much as possible.
Deal with-the child's impairment in an honest, matter-
of-fact way, not overemphasizing it to the point that it
becomes more important than it shouldhe, but also not
ignoring it or pretending it’, not there. (p. 52)

Won‘t it be uncomfortable for him to be the only visually
impaired child in our school? ,
Because visual impairment does not occur frequently
among children, mainstreaming often results in the yisual-
ly impaired child being the only one in school. The child
is truly @ minority member: in school, in society, and {us-
ually) in the family.t

This can be a disadvantage for the child, and it may be
important for the child to have an occasional chiance to get
together with other visually impaired children, to interact
with people who are different in the same way the child
is and who have experienced things from a similar perspec--
tive. (p. 54)
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