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capped ch1ldren in regular class&ooms. Moreover, the placement‘

S _FOREWORD - -
W1th the passage of Public Law 94-142 came the challenge to

the public school system to educate handicapped ch1ldren 1n . ,,§~

regular classrooms, the'least res¥r1ct1ve environment in many

“instances. For many teachers, the presence of hand1capped chil- ﬂ

dren in their cla§ses presents problems wh1ch the teachers are ‘

(3

ill-prepared to resolve. . i _ o\

Martin (1974} identifies attitudes, fears, anxieties, and .

possible overt rejection as barriers to the placement of handi-

of Black and other m1nor1ty group handlcapped ch1ldren in regular - ﬂ
classrooms presents problems stemm1ng from the\race, culture, |

"and socioeconomic level of the students. The minority "handi-
capped'child is confronted by thelteacher's lack of sensitivity : .
to and pps1t1ve valu1ng of cultural dlfferences as well as'h1s/ -
her 1nab1l1ty to use teach1ng/learn1ng strateg1e< and develop

and/or rewr1te curricula in response to the needs of minority

) students. In add1t1on, the term "minority" has the~connotat1on

of be1ng 1ess than other groups with respeCt to power, status,

and treatment (Ch1nn, 1979)

t
+

To assist teacher educatcrs to overcome these problems and

to 1mplement P. L. 94-142, NABSE/TAC has developed this series

of modules. It is ant1c1pated that these modules wiil be 1nfused

in teacher educat1on programs at h1stor1cally Black institutions

" and,’ thereby, serve as vehicles to encourage and. inspire pre-

i

service teachers to use their minority perspectives and expertise
for the benefit of special-needs minority students in relation

to P.L. 94-142.. B .




There are five ingtructional ‘modules in this séries. This

-~

instructional module and others in the series address the problems
,faced by Black hand1canped and other m1nor1ty handicapped stu-

dents. The spirit and 1etter of P.L. 94-142 are explored .
reIat1ve to their problems. The modules are as follows. ’ o

~

o P.L. 94-142 and _the Minonity cmzd ' (I

o Minonity Handicapped Students: AAAeAAmeﬁt IAAueA .
and Praciecesd ] ) .
o The Development and Defivery. of InbtauctLonaz Services:
A Comniiment to the Minor«ty Handicapped Ch&ﬁd

o. Sthucturing the Learning CLLmate fon Hinonity Handi-
capped Sfudentb

{VdZuLng the DLvenbLgy of M~n04L{y Hand&capped StadzntA

Ty

> 4

. The module P.L. 94-142 and the Minority Chiid is to be
. \
used first. Thereafter, the, teacher educator may choose to use

-

_any of the ;emainingﬁmodules as appropriate to the needs of his/

hef‘studént poohlation.

4
. . § :

All ch11dren have a right~ to equa11ty of educatlon. The

\
Nat1ona1 A111ance of Black School Educators believes thaz through

- efforts such as those of the Trq1n1ng_Assistance Center-equality

i

of educgtional opporfunity’for all Black and other minority

studepts capfgg attained. ) - .o

H

Chinn, P. C., The exceptional minority child: issues'and )
sgme answers. Exceptional Children, 1979, 45, 532-536. o

: : } .
tin,-E. W., Saée thoiights on mainstreaming. Exceptional
Ch11dren and Youth, November, 1974, 150-153.
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LA

,RATIONALE o .

i ] . * \
o -
. . . .
BN .. \ .
. EXS ‘ ‘ -

tﬁé r1ght of all hand1capped ch1ldren to an apprOprzate, -

free, publlcly supported education 1r the 1east restr1ct1ve {
A

~ environment has been guaranteeﬁ by the passage of Pub11c Law 'g

:54-142. Mandates conta1ned“1n the law are espec1a11y re1evant
" to Black and other minority ch11dren, since d1sproport1onate
numbers of these children have been 1den*1f1ed as hand1capped o

and placed in’ segregated educat1ona1 sett1ngs. It is, therefore& ' L

»

11ke1y that substant1a1 numbers of m1nor1ty pupils ‘will be ‘
‘malnstreamed Thus, the 1mp1ementat1on of P.L. 94-142 carr1es = }
w1th 1t _many 1mp11catlons “for the psychosoc1a1 and cognitive . '\ L
needs of handicapped Black and other’ minority children. The - s
71aw also hae tremendous implications for.regular‘classroom .

teaciiers, teaching/learning strategies, and the learning .en- .
vironment. Therefore teacher educators in‘historically Black ,

\ ..
1ns*1tut1ons have a responsibility to proV1de preserV1ce teachers

w1th 1nformat1on and exper1ence that w111 ir turn engender the

’ knowledge, sk1llsJ and sensitivities, needed to provide a

P -

. p051t1ve 1earn1ng c11mate £or handzcapped minority students-

12
1
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Organizational Plan

This module, Structuring The‘Learning Climate for Minority
Hand1capped Students, focuses on the development of 1nterpersona1
relat1onsh1ps that foster the development of a pos1t1ve self-
concept. Attention is, given to teacher-student and student-

student interactions in an effort to determine the extent to'

~on

which hand1capped minority students are accepted in the regular

o - 'classroom. In addition, attent1on is given to the mater1als,
- N
DT enV1ronment and teach1ng and behavior strateg1es needed to pro-

V1de a 1earn1ng climate that is appropr1ate ‘for minority hand1-

° : <

o capped students. o - T ' o

This modulé "is designed to be presented in three 50-minute = |

classes. Presession activities to familiarize the teacﬁer .

-~

AT éducqtor with the module -have been, included. ‘ ) L

PRESESSION

N -

1. Read the entire ﬁodule includdng~handouts. -
2. _Obtain and preview the suggested filmstrip.

3. Obtain and duplicate handouts.
, .
5

~ .

°

. Make transparencies. - .

. Read additional materials on the education of the -
handicapped.

>
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CLASSll

. Material

e (TP-2)
el o C S
Q_i ‘ - e (TP-3)

g Lecture I

CLASS 1I

.

Material

Handouts

. e (II-1)

e (II-2)

o (II-3)

Pre-assessment Test -

Equipment

- tInastructiongl Plans

Handopts
° '(I-ﬂ) Mainsireaming and the Minority
o Child: An Overview of Issues
. and a Perspective.
e (I-2) ~ The Attitudes of Regular Class-
room Teachers Toward Main-
‘ streaming Scale (Optional)
: e (I-3a _ T
o .. b) - Pupil-Pupil Interaction Pref- ~
PR o . erence Form_ (Optiomal)
‘ ,
Trangparencies

H

. ]

;- o ® (TP-1) . Teacher-Student Interaction

Analysis Ferm

Pupil .Perceptions of Teacher-
Student Interaction and
Support :

Pupil-Pupil Interaction
Preference Form .

Eguipmenﬁ

Instructional Plans

Availability, -Usability, and
Desirability of Instructional
Materials and Media for Mi-
nority Handicapped Students

.Teacher, Environment, and

Learner Characteristics

Assessment of Classroom
Learning Environment _
(Optional) :

[N
.S

Overhead Projector

'. [ o]
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CLASS III’ - ‘ .
Material . R ». Equipment
i ' ) . .
) Instructional Plans o Filmstrip Projector -
. Lecture III K _ - §
T Filmstrip: Handling Behavior .
) . Problems#* ‘ A \
N Post-assessment Test o
. - A ) . ‘ d i )
. - ) .
. . > L
| : ‘ .
: - ik T
o | - i
) 2, ‘ ) ke hd . ~ ‘ )
D *Handling Behavior Problems, from 'Iieachir_ﬁsource Series -
- Approaches to Mainstreaming, Unit I can be obtained From:
h . . o i ‘ \
) Teaching Resource Corporation ’ ‘ )
100 Boylston Street =

Boston, MA (2116 - -




-y * - Handout I-3 ¢

. this information to facilitate your securing the articles.

" .. Publisher: : L o \

- cov. Mosby .. . ‘

-

* COPYRIGHT INFORMATION °

-

. . > . .

‘ Identified below is copyright informatidn-bn all articles
that are recommended for use in this module. Some articles re-
|quire a fee for use, and others do not. The articles that do

not require|a‘fee hre included .in the module. NABSE/TkC-dﬁfefs

PR

- -
4
- - . -

Handout I-1

g
3

. Jones, R., § Wilderson, F., Mainstfeaming and the minority
child: an overview of issues and\perspective. JIn Jones, R.,
(Ed.) Mainstreaming and the minon@ty child. ;

» N -
LN S MEURL

~ ‘ R s % \ - V.
x Council for Exceptional Children S

| 1920 ‘Association Drive. S
- Reston, VA 22091

-
N

o

Pupil-Pupil Interaction breference Form and Directions for
Administration... from: - Gearheart, B. R., § Weishahn,
..M. W. The handicapped student in the regular classroon.

A

ﬁublisher: N

£l
<
~

St. Louis, MO -

~

Handout II-2 . 1.

Bland, E. et al., Availability, usability, and desirability.of
instructional materials and media for minority handicapped
students. -Journal of -Special Education, 1979, 13, 157-167..

Publisher:-
Buttonwood Farms, Inc. o . s
1950 Street Road, Suite 408 . °

Bansalem PA 19020
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* INSTRUCTIONAL PLAN - CLASS I.

. 1 \
< ENABLING ACTIVITY - N
] e — \

. . ] - - v

o Behaﬁioral Objective Teacher Educator Student Materials

. ~ A . \

as 1) The student will be able Je Lecture I ® Lecture I -~ Pre-assessment

i to identify factors that . - . .
9 can c?ntribute to the - ® Lecture I: 1Interpersonal {
— handicapped student's . ) ) Relationships' .

i - sense of security and * (
o dexelopment of-a positive \ . \ . o "
Ye self-concept. o ) o

. \
.(7 »2‘) ‘The:st'udent will be able feo Léct_:ure I ® L‘ecture_ I ' Handout. I-1: Mai.nst“reamiﬁg
= . to.discuss how teacher : ' and the Minority Child:
Ty attitudes impact Student~_ . g::;:ipc;;s;and_ An Overview of Igsues and
"y Student interaction in out 8 -~ a Perspective.

~h' ~ the classroom. s “ . - . .
T o .

. 2 ‘o bl . ' o

‘The student will be able
to identify strategies -
that promote positive . -
interactions between

. handicapped students. -

e Lecture I - e Lecture I

®

e Have pupuls de-
sign social 4in-

~ teraction

! experience which
will facilitate

- increased accept-

". ance of minority

" handicapped_child

. . -+ .children. .

-~

® Lecture I: Interpersonal

Relationships
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- OPTIONAL INSTRUCTIONAL PLAN - CLASS I

% o

‘ ; Enabling Activity
. ] " il

geacher rlucator
N MR R

Student

1) Group activity: Have .
. ~~-students administer theg
. "Attitudes of Regular

Classroom Teachers To~

ward Mainstreaming .

Scale" to 3-5 teachers.
tudents will tabulate |
the results and discusdg
how the attitudes of
those teachers. may im-
pact a handicapped stu-
~dent in the class.

‘Handout I1-2: The Attitudes “-<

Materials

N
Regular Classroom Teachers” )
Toward Mainstreaming Scale.

~

i

~ r

2) Write a one-page report
-on how a teacher may
deliberately or inad-
vertently affect 'a stu-

dent's self-concept.

Have students admini- J-e
ster Pupil-Pupil*Inter-
action Preference Form
(Handout 3) to children
. within a mainstreamed

c serbom. Data may be}
u -to compare pupil
preference for inter-
action with handicapped]
and nonhandicapped

pupils. -

3)

Handout I-3a & 3b: Pupii-
Pupil Interaction Preference
Form

LA -
. e e ———
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NAME

PROFESSOR __

"

. 1

"STRUCTURING “HE LEARNING CLIMATE FOR
MINORITY HANDICAPPED STUDENTS

V}‘ ! . ‘ v,-

. PRE-ASSESSMENT .

~ . -

= . N - ) -

. DIRECTIONS: For ‘each numbered item, there is a lettered set
. ] of alternative answers or completions. Select
L the BEST-ONE for, each item. Circle your respor :

1. Which ONE of the followingvis NOT a strategy to ﬁro:‘
mote¢ positive interaction between handicapped minority
~ students and nonhqndicapped students?

x - N
a) establishing a buddy system CL
b) -holding rap sessions to dring students together )
c¢) giving leadership status to a low status child

- d) putting students with similar handicaps. together

'Which ONE of the following alternative behavioral
strategies would NOT be used Wwith a distractibde
chiidz - . . . - \

a) moving the child's desk to a place of minimum
" activity . ‘
b) ‘“keeping the child's work -area clean
c) alternating quiet activities with ones that
* involve movement oo
d) providing a variety of instructional activities
. at ‘the same time T . C

- - - - v

Czmet 3 NN

~~r z:-exhibited“by special needs students?

,6NE of the following behavioral problems is NOT

-~ . g N

- a) distractibiiity -,  “c) ability level ..
b) hyperactivity ... ~d) short attention span

~
-~

N

¥ s 4




.4.. Which-ONE-.of tﬂe,folIbwing is NOT a ievel on which

.« behavior management systems can be,structuréd?’//,x ' &

] . ) . . . . ) _; - . o‘ . - - ‘;‘:

|~ -~ . -~ + @a) prevention s c) coping behaviors , :

. . b)_ exclusion - . d) direct intervention :

gt A . o B N R P Tm

T = : « ‘ T ' ) e

i DIRECTIONS: For each numbered item, supply the correct. response. I

S\ ' I N o - . - : '

M ;’f - . . L “ - . . , RS : S

47" .77 - 3. Factors that can contribute to the handicapped - ! t 3§ -
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6. Discuss how teacher attitudes impact student-student
: interaction in the classroom.’ ‘ ‘ C ..
. = : . .. . . N,

7. Discuss specific adaptations relative to physical en-
. vironment, 'materials, .and teaching strategies that .
- teachers need to make .to provide a learning climate
conducive to the Social and intellectual growth of
‘handicapped minority -students.
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The quality of interaction in the classroom is deperdent

upon severaltfactors that reflect the society at large. These

A

factors are b1ases that have plagued our sqc1ety for years a d
they "have a tremendous effect on the 1nteract1on in the clas§?2

room.‘ They relate to race, soc10econom1c status, and culture.
' l.
In add1t1on b1as aga1nst persons with hand1capp1ng conditions

1]

ex1sts and is eV1denced by the hand1cappeds' lack of social

i

acceptance and their exclus1on for the most part from publ1cly
supported educat1on prior to é L. 94-142. In the school system,
blases man1fest themselves in' the use of d1scr1m1natory tests
to negat1vely categgrlze rac1al minorities and the poor, as.
. Low teacher expectations for m1nor1ty students, in the failures
'~?; that_Black and other minority students experience, and in the .
{{,;;4‘ loss of self-esteem suffered by low income chfldren (Mercer,‘

i 1974 Fdsenthal & Jacobson, 1968 Hentoff 1979 Sh1pman, 1976).

°

_f'l o Public Law 94-142 supports the concept of 1nd1v1dual1ty

: and cultural d1verslty An 1§3 provisions for a free appropr1ate

education, individualized educat1on program, and nondiscriminatory

testing, but much of the implementation of the law lies with
restang, ¢

the Tegular teacher. It is the regular teacher [ respons1b111ty

.

-to adapt and adopt strateg1es and materials to effect1ve1y

teach all the children in his/her classroom and to change be-

haviors dnd attitudes that are.incompatible with helping students *

succeed.

,

a

The least restr;ct1ve environment proV1s1on of Publ1c‘Law

Y

94 142 requires the placement of hand1capped students with
/S




+3
i

.-

..~ -nonhandicapped students to the extent appropriate.

,; regular class is the preferred placement.

*

" handicapped white middle class students brings into focus the

‘events that.?ccur in the classroom.

" middle class peers.

|

* Whereas the
least restrictive environment is specific to the child and

denotes n ther spec1a1 class or regular class p1acement the

The presence of
handlcapped minority students in the regular class with non- . :

.

issue of differences. These differences are manifested in the

manner in which minority students respond and react to the

. .. : . 1
. The difference that the handicapped minority student
exhibits impact the interaction\between the student and his/
her middle class oriented tencher and nonhanﬂicapped white - ) >
"The 1nteract1en'that takes place in the
classroom determ1nes the c11mate in which students learn.

-

’1earn1ng c11mate can e1ther enhance or 1mpede the social and

The

academ1c growth of its part1c1pants. Johnson (1970) illustrates

A ’

'\the concept of school c11mate from a symbollc interaction frame

) | |

of reference in the following: . N Lot
Education, from a social-psychological point of view is
carried on in an organized social environment largely
through interpersonal processes. How a student responds
"in the classroom, for example, will depend upon such
factors as the organizational structure and climate of the
+ .8chool, the nature of the student's goals and the goals

of his teacher, and the reaction he thinks his peers,

parents, and friends will have to’ his behavior. It is .

primarily withid the extended teacher-student and student—
- student interacrion in the classroom that education takes
,splace. .

A
'~

. (\O




. Teachen-Student Interaction °

<
-

- -

_ There ié‘littfe question that the teacher has a profound
_influenc;‘on étudent behavior, achievement, and feelings of
.self-worth (Rosenthal § Jacob%on, 19%8; Shipman, 1976). The .
way in which the teacher relates to the student can ei?her . o
~ greatly facilitate or seriously impede a student's sucpéﬁs ip
" " school. _Thug, this ihtérac;iqn is anﬁimportant factor to con-
sider~witﬁ‘a11 stddents. ﬁowever, it has even greafer:imp% '

i

lications for the minority student who is identified as

A

handicapped. “ - -

“The cultu;aljcontext in which‘handicapped Blagk and‘othér
ﬁinority students live does have implicatiqqs\for the learning |
} climéte. Because these students may have a communication ;tyle,
‘incehtive-motivation style, a human ielaéions style, and style T e
of ihinking,‘pércqiving,’iememberinﬁ, and problem solviﬁé_thaf
differ from those of middle‘ciéss students, the teacher will
have to make adapfationé to the curriculum and fé%ching/leétpiné

stratégies; The édaptations wiil be enhanced if‘teachers»can'
_demonstrate sensitivity ‘to the students" cultyral diversity ?ya
1) conceptualizing cultﬁre in terms of the imporiant

components of any culture that tend to set groups
apart from each other (communication patterns, :

. customs of diet and dress, and the arts). A knowledge
‘of the components of a culture:will engender some’

awareness of cultural orientation. - ’ S

« 2y identifying and working with those gharacteristics
of individual learners t':.at cause that learner to . .
behave differently from that which the school . .
commonly¥ anticipates (Button, 1977). ) <
\ - ;
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Te

. ucation to all handicapped children,

. emphasizes special education and related services designed to : -

Ty
X

AN

Public Law 94-142 mandates the provision of an appropriate ed-

An appropriate education

meet the un1que needs of handlcapped children. Black and other

rd

m1nor1ty handicapped students have unique needs. The realiz-

~

ation of an appropriate educat1on thataaddresses their unique

needs can best be achleved if students possess a pos1t1ve self-

concept which in turn fac111tates receptivity to cogn1t1ve ‘and

soczal growth. Telford and Sawrey (1972) contend that "a person's

“ 1eve1 of asp1rat1on is 1nt1mate1y related to his self- concept "

A person s view of h1mse1f/herséﬁf determ1nes what he/she th1nks
he/she can do and what he/she attempts to ach1eve. Important

“also to the development of a pos1t1ve self- concept is what other

-

persons think and feel

-

The- hand1capped Black and other minority group student' !ii"‘
sense of secur1ty is 1mportant to his/her development of a : A%

posxt1ve self-concept. Raths (1969) identifies factore that ' , L

contribﬁte to the student's sense of security.. Teachen know-

1edge of and sensitivity to several of these factors contribute
“to the development of a pos1t1ve self concept in the Black and

m1nor1ty hand1capped student. These factors are as follows:

K

1) Every| student feels more secure 1frhe/she knows that ,
. sthe teacher will not diminish his/her status-in the /
presence of his/her peers. This .means that practically
-"all punishments will be administered privatély. No
child should receive the scorn, ridicule, sarcasm or
name - ca111ng of an angry or upset teacher in a group
51tuat1on,




a ~ ~

Z) Students want a teacher who can save them from extremes
of humiliation. Nearly,all of us have learned.a great -
deal through the mistakes we have made. Sometimes,
however, a mistake made ‘in the presence of our peers
‘can befterribly.humiliating. Sometimes a teacher can
very quickly assert ‘that he/she is partly -to blame for °
. the situation. Sometimes he/she can restate what a
student has said in a manner that-robs it of its.ad-
verse affect... ‘Sometimes the teacher can turn it into. o
a joke on himself/herseisf. Whatever'the te cher does, ) -
he/she tries to soften the significance-of the mistake L
- in order to help the student "save face;"
a0 o~ . s .
* 3) Students feel more emotionally secure when they are
respected. This means that the teacher listens -to
them and responds to them. At times he/she will ask
for their help, their ideas, and their opinions.
He/she will avoid the repeated use of such statements
as "You're too young," "you're too small," or "you .
wouldn't understand." The teacher does not "run down"
the group, the school, or the grade level. Instead,
he/she.takes many opportunities to acknowledge' the
achievements ‘of the school and the group. ‘
4 i ~ s

The teacher can assess the qua}it& of his/her ‘interaction

with students in the classroom by conducting a self-inventory

‘and by,admihistering.a questionnaire to studenhts. The Teacher-
Student Iateraction inventory wWill reveal the freqqency‘and‘kind
of interaction with each child. Here is an example of a Teacher--

Student Interaction Analysis Form: [Put on transparency, TP-1]

I3

ab -




- . TEACHER-STUDENT -INTERACTION - " S
g DIRECTIONS: Use the symbols in the following key to identify the
20 kind and nature of teacher-studen; interaction in

- . the classroom. Use a check to indicate the kind of

b .interaction and if it Was pleasurable, "P," or if it

. R was unpleasurable, "NP." Make duplicates of this"

; . . form so that you can use one for each day of the .

v ' week. : C “ h E
I I . . A
S - KEY N

. - \ . . .
- XH = Extra help, academic >
o B = Behavior Management - ) ) o
AN ' L = Listening to the Student .
R . : T = Talking to the Student -

‘ - 7 PL» = Playing with the Student \ o

\ ""°°”T"':‘°’"""””"'5%ff”i"”"’°’""’”"”””'"’“””’
: DAT; L. ;. \

. ‘ N Interaction. = ‘ :

ey : z \ '
o . . \ oo ~ %

. XH _BY L PL N

: Student's Name | P |NP| P|{ NP| P| NP NP| P | NP

& o7 : - ’
'«l.i'i" ~ ) . & . » \:'
RS . \ . Jpery N
- o rl ? - . s,
" \ Do
R X . | - 11 - ) ! g
B A R 72




Prepare a summary of the 1nteract10ns to ascertain the

1

f1ve students w1th whom you spend the 1east time and the f1ve

w1th

-~

- are

>

1

whom you spend the_most time.

pleasurable or unpieasurable.‘

The use of the Pupll Percept1ons of Teacher- Student

Interact1on and Support form w111 1nd1cate to the teacher how

Note vhether the interactions

L i o\ - s
X students perce1ve their teacher. One strategy for adm1n1ster1ng

this instrument is to have a colleague administer the test in an

effort to get honest aaswers From students and thereby 1essen

the

fear of reprlsal

(For younger ch11dren the statements

and response opt1ons ‘ctan be read y the teacher ) Here is

7\

the Pupil PercAptlons of Teacher Student Interact1on Support
. Form:- [Put on transparency, TP- 2l .,
: -
N PUPIL PERCEPTIONS OF TEACHER STUDENT o
~ INTERACEJON AND SUPPORT oo
. Ll . N .
o) NAME ~
’ Always - Seldom ’ Néver
* 3. 2 1
1. I can get extra help from the
4 ,-teacher when I need'it.- :
2. The teacher praises me when ,
: I do we11’
3. The teacher sm11es when 1 do oo . )
. somethlng well. - . : T S |
. . R
4. The teacher 11stens atten- ,

tively. . :

- o

q\

N .12 -
e . 33

—*
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e




R \\ - ~ ‘ -
R S R .
Y ' Alvays Seldom Never co
o - IR L. -3 2 1 \
é;; © “ 5,. The teacher accepts me' as. an . VN .
zf} b0 individual. . , - ‘ ';T;f'
}% - _ 6. The teacher encourages me to - S )
ST Tty somethlng new. . : : : _
?fﬂﬁf,: 7.. The teacher respects the feel- . .
FE rngs of‘others. . : - :
.ﬁ%; ¢, 8 My'work is usually good )
o 9. °I am'talled on when I raise .
2z my hand.
7'“f;0. The ‘same students: always get y
pralsed by ‘the 'teacher. = . -
\ 11 The teacher grades falrly. ’ R : -
: 12:’ The teacher sm11es and enJoys . L', ) - “
teach1ng. : v - . .
13 I have learned to do th1ngs S o ‘ ‘
) from this teacher. \ et o
14, When someth1ng is too hard my R )
»  teacher nakes it easier for g .
Loome. , v e
,‘15;~ My- teacher is polite and £ S
' vcourteous. . - ]
.16, I,l}ke my teacher. - 4 s S
l'ron*‘ Gearheart, B. R., and Weishahn, M. W. The Handicapped
s .t Student in the Regular CIassroom, St. Louis' . T
LS } ‘€. V. Hosby, 1980. ; ‘ ' :
L “\‘f - ’ e - -'t - ;'»' A . Nt l‘_ - ; -t .
R :‘." ) o . N - L;‘ v . ‘ . E n. T \“*»-4 * .
\_.. } . . . . ) o ".\ o
- 13 - , ; . -
- 5, ) 31 _—




Mneeds to acqu1re a knowledge of his/her home 11fe, previous

‘1nte11ectual growth enhancers. To gain an understandlng of and

an appteclatlon for the person the student 1s, the effecs 1ve

'classroom 1nteract10ns, achlevement, and teacher perceptlon.
‘Important as it is to understand a student the teacher of

. handlcapped Black and other minority students must exhibit an 7\T\K'

"abllltles ‘'of the student. In addltlon, the teacher of physlcally

[

- . .. . :
\ Yo, o
-, .
N .
B

Acceptance and understanding are powerful social and

_teache, makes an effort to know the whole student. The teacher

%
school exper1enoes, hls/her interests and ab111t1es, and his/

S

her’ strengths and weaknesses because thlS 1nformatlon impacts .

-

o

-att1tude of acceptance. This acceptance should be.without re-

"~ gard to the personal and 1nte11ectual attributes and physlcal

-

\
and mentally handlcapped studeats needs to show students that {

they are not just tolerated .but are respected and loved. Whlle

dlsruptlve and defiant tehaviors are unacceptable in the class- -

room, the message that the teacher conveys to the behaV1ora1ny ‘
i
=dlsordered student must be that he/she is acceptable but the

;

behav1or is, unacceptable. The regular classroom teacher as a . B

fac111tator must therefore, _possess sufflclent knowledge of

-

the dlversltle . that students have and develop strategles to

~
-

P
work out satlsfactory accommodatlons to probfems or conflicts that

4

otherw1se mlght thréaten the development and marntenance of a

-

healthy classroom clim te. f' : AN




Student-Student Interaction

Y

-~
-

Because the teacher serves as_a model, the-attitudes and —
. “expectat1ons that the classroom teacher has of the m1nor1ty
‘ handicapped child are most often adopted by other students W1th1n

the classroom sett1ng _If a teacher displays negative att1tudes

o

- and behaV1or toward hand1capped m1nor1ty students, nonhand1capped

studentS\wlll imitate the teacher's attitudes and behavior.

v-

Conversely, 1? the teacher accepts each student as a unique and .

valued 1nd1v1dua1 this p051t1ve att1tude may be adopted by

3

nearly all students. )

Gearheart and Welshahn (1980) haye observed that handlcapped

- studenf’/klncludlng the hearing 1mpa1red, visually impaired, and

physically disabled) are often treated differently by.teachers
' and other students within the regular clasSroom. Research

suggests that the teacher's attitude toward, interaetion with,

v

,and_sensitivity to persons with handicapping conditions who are
culturally different also affect‘student;student interaction. in
the elassroom.— Thus, teachers mustvrecognize‘the influence they
.have on a etudent's acceptanée and social status with}n the’
Aclassroom;‘ Thls fact is critical for hand1capped and m1nor1ty

o LT .

v‘i-_ ch11dren whose dlfferences in skln color, cultural constrncts, .

A

cognltlve and phy51cal functlonlng, and overall appearance clearly

L1

- - set them apaz: from white middle class nonhandzcapped students.
In addition, Pe society in general has unfavoraqle attitudes

- ”f“ toward and misconceptions about minorities and handicapped per-

. N ) o 'T - . . N .

sons that many white middle class students acquire because they .

are so thoroughly socialized. . . -

~ . - » 4

. . 7 \ - - 1% - }
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A
3

There are a number of ways in which teachers may examine‘
the interaction of students in their classrogm. One technique
is to gather social preference data from students to determine
‘the degree of acceptance or rejection of partlcurar ch11dren.
The Pupil-Pupil Interact1on Preference Form (Gearheart and

Wexshahn, 1980) is one such soclometrlc approach ~ [Fut on

[l
-

transparency. TP- 3] Each student is asked to complete sentences
that 1nd1cate preferences for worklng with other students.

(The teacher may need to write the students' names on the board
to correspond with' the seat1ng arrangement in the c1assroom ).

Th1s Pupil- Pup11 Interactlon Preference Form asks the student to

N
- -
~

: complete four sentences with h1s/her f1rst, second, and third

: cho1ce.

t

\

PUPIL-PUPIL

INTERACTION PREFERENCE FORM

In working.a"project I would like to)work with:

1.

-2.
.. .

.-

" During breaks I would like to-be with:

‘= ' 1.
7 2.

: !




o whether academ1c or soclal, 1n Wthh hand1capped students were A'f

~‘chosen-1f chosen at-all.

‘ handlcapped m1nor1ty students and nonhandlcapped students. 5 B

- mark1ng§per1od two months, ~

/ g

- - . .
! e 4y
AR I ?

The tahulatlon of choices and tﬁe abs1gnment of soclometrlc . TERaS

. N Y.

status reveal the number or‘hutual cho1ces, the degzee of “‘? L

acceptance of hand1capped m1nor1ty students, and the categories R

s . N \

From this sociometric data the , ﬁ’%
regular classroom teacher can determlne if there .is a need to : -

dcvelop and use strategles to 1ncrease the 1nteractlon between/

X
N i “,
i

RPN = e o evenn]

i E - .

” . . R
¥ e - ~

" The teacher may utilize some of the r011QW1ng strateg1es

1 -

N ’?

to promote p051t1ve 1nteract1on between handicapped m1nor1ty 1_Lff

students and the1r nonhand1cappeg¢penrs. : - 11. Cow

- it : e
1) estabrlsh a buddy. system whereby students work '
: together for a .specified time, for example, a °

2) hold r"o ‘sessions to br1ng certa1n students together°

3) form commlttees by. countrng off in sets of threé so
“~that all. ones are a commlttee and a11 threes are a o
commlttee,

4) :assign leadershlp status to a low status ch11d

i)

Although the above strategles may br1ng nonhandlcapped and
hand1capped students together andJare designed ko promote social

acceptance of hand1capped m1nor1ty students, the ‘teacher as'a




-

-

%
.
LI
3 e
i - g
I S
‘ \

-

classroom. 4 y C

b and supports the growth and development of every student's

‘model will have the greatest 1mpact on student student inter-

"’l

action. ThlS 1nteractxon can be n051t1ve 1f the teacher s

.\\53

‘:behaV1or and att1tude 1nd1cate that the handlcapped m1nor1ty

student 1s liked and respect 2d and belongs in the mainstreamed

)
*

-

\ « N
.

AN
S

~ . _CONCLUSION : S

~ ‘ - N .
";_‘ Y - .« ™ 1

The ev1dence of adverse self- fulfllllng prophecles, racism,

and the caste system in the publlc school system clearly in-
d1cates the ex1stenée of a’ ]earnlng climate that 1s not conduc1ve

to the lntellectual and emotional growth of Black and. other

: -v,yl

mlnorlty group chlldren. Nevertheless, the education process

"must not fa1l these chlldren. Teachers of_Blaék and other

f <
t \

m1nor1ty group handicapped students shou‘d strive to create a

Rd

healthy classroom cllmate. Such a climate is one that encourages

1) sense ‘of personal worth and accompllshment 2) self- -concept;
3) feellng of belonglng, and 4) cognitive skills. The 1mportance

of a healthy classroom cllmate is expressed in the follow1ng

. 1]
K Ty - .

™

v




8 Ii a chctd lcvcé with hoAtctcty, hc tcacné to fight.

1§:a chxtd Lives with 6caa he Learns to be apprehensive.

e £

<

’ ' o :
T§ a chcld chcé wcth cnctcccém, he Learns to condemn. -

-~

‘1§ a chitd tcvcé with jealousy, he Leanns to feel guizty

'165a chctd LL:;: with tolerance, he Leanns to be patient.

16 a chitd Lives with cncoacagcmcnt,,hc Learns tb be

confident.

A
3

Iﬁ‘a‘chczd £4vc4 with pcacéc he zcuané %o bc appncccatcvc.

14 a~ch4£d L&vco wcth acceptance, he Lcacné t6 Love.

14 a ch&td Lives wcth 6a&4nc44

l S
1§ a chctd L&vca with Accuacty, hc Learns Lo have faith in ‘ =
h4m4c£5 and those about him. ' ' ”

1§ a chitd £4vc4 with §riendliness, he tcaané that the )
’ woazd i8 a nice. placc inj which to Live. .

WLth what 44 youa ch&td Living?

-

1§ a chctd L;vcé ‘with appcoyat, he. Learns to Zikc himtczﬂ.
1§ a chitd Lived with 'honu'r.y, he Zearns what truth is.

o N
> > b
- ~
- -

he Learns justice. - o

¢

. |

- 2
~%

; - R TN "

(Anonymous.) ) N s
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INSTRUCTIONAL PLAN - CLASS II
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‘ﬁ Enabling Activity

Behavioral Objective

& .
Teacher Educator |

Student.
orude

Materials

AR

1) The student will be able to
~ --discuss specific adaptations
‘relative to physical en-
"vironment, materials, and
teaching strategies that

teachers need to make to pro-

vide a learning climate
A‘\?33§HEIVT*to~the¢social and
intellectual growtk of

handicapped minority stu-
dents. .
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s
Lecture JT1I

e Handoéut II-1 '
Handout TI-2
Handout II-3

Q\Lectﬁre II o
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e Lecture Ii: Methods and .
Materials in the Main- ~
strea?ed Classroomn, :

e Handout II-1: Teaching
Academic Skills in the
Mainstreamed Classroomn,

e Handout II-2: Availability,
Usabilit and Desirability
of Instructional Materials .
and Media for Minority Hand ="
capped Students. .

e Handout II-3: Teacher,
Environmenc, Learner
4 Characteristics.
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- Interpersonal relationships between the teacher and the

~ handicapped minority student and dmong students themselves are

¥

" very important; however, interaction between handicapped

minority students and the environment and the materials they

-
. L3
<

use are quite important too. Thus, the teacher may have to .
adapt and f1nd new mater1als, modify the phy§1ca1 enV1ronﬁ;E§,
‘ and use regularly a var1ety of teach1ng/1earn1ng strateg1es if
~ he/she is to prov1deqto each handlcapped ch11d the appropr1ate\

education ‘that P.L.. 94- 142‘mandates.

. . i
reating a wholesome, emotional climate is imporiant -in

stfucturing the classroom environment.- Teachers can provide a

x

setti g whera students are expected to interact, share, and

‘help each other and where no child is made to feel 1nsecure,

A T

.alienated or 1nfer1or. Messages concern1ng who they are, what

they might be, and hqw others perceive persons like themselves

%

: - - s %
are often presented to students in subtle ways. Therefore, ‘\

i

et

CL0l

1earn1ng centers, bullet1n ‘boards, and 1nstruct1ona1 materials

* -

should portray women, minorities, and hand1capped people in a

ﬁgéber of situations and lifestyles so that a11 students can feé
e§

ossett? 1979). ;

pted and valued for who they ar
- b : . !
“ i

-

he function of the learning cdimate should be to assismf
’the teacher in 1nstruct10n and to facilitate stddent learning
Thls pr1nc1p1e app11es to all pup1ls 'including the hand1capped
m1nor1ty ch11d 1n the regular ‘classroom. The key to manag1ng
'Aany classroeh w1th twenty five or more students of d1ffer1ng

,ab111t1es is organlzatlon. Ma1nstream1ng a hand1capped m1nority
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‘; ch11d 1nto the regular classroom does not change the basic nature

- of‘the task; it Just adds another d1men51on to it. The mater1als, .
the enV1ronment the time and space arrangement and the teach1ng
strate ies used in the classroom should reflect the cognytlve

. and affective needs of the hand1capped minority students}ln the .,

Classww N 1 . ..

- ~ hY

-~ . - . I

S B Student - Material Interaction

Selection of 1nstruct10na1 mater1als is a part of the -

N

process of 1nd1V1dua11z;ng instruction for students. Mater1als

* >

should be matched to the student's instructional needs.. Studies
. - M ) . N

support the idea that minority and handicapped students often
‘have unique learning styles that require specifically developed

curriquia and alternative modes of:presentetion (Bland, 1979).

Teachers should be aware of a student's strengths and weaknesses

f:‘$:> in addition to ethn1c/rac1a1 character1st1cs when determ1n1ng.

Ve

apprOpr1ate mater1als "(Rossett, 1979). . g 1 .

R "_ﬂﬂlnstruct1ona1 miterials can focus-on a var1ety of input/
| output moda11t1es' therefore the teacher should 1dent1fy a
student's strongest 1nput/output modality and select materials
. that utilize that moda11ty Most students have a preferred .
moda11ty, usually visual or aud1tory, that is their optimum
modality for lezrning. . Sohe studehts requ1re or prefer material

presented “through the [isual modaiity.x For these students,”

‘'verbal discussions should be accompanied by visual requirements.
L . . . .
o Lo B

i . .__26 - | »
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" racial cﬁlture, the greater the likelihood thzt apprOpriately

.or presentatlons d;rected by the:teacher. On the other

.to students have a greater 11ke11hood of captur1ng the students'

nater1a1 can exert their effect. Determining the motivational

"appeal ‘of materials reqnires a knowledge of ‘the general tastes

R N Lz . . B . ,
caliw cmwaai v ol o sl | L ol I P —— . o~ e e R, N R

- . - to. .
. Ay ' * e t

Aud1tory learnerS'may regu1re mechanlzed audio materials /

hand, some students may requ1re a multlsensory approach wh1ch

-;

ut111zes materlals that proV1de tactile- k1nesthet1c feedback in
add1t1on to auditory and v1sua1 1nformat10n. Hand1capp1ng con-
i

d1t1ons, such as 1earn1ng d1sab111t1es or phy51ca1 V1sua1, and

hearlng 1mpa1rments may greatly affect a specific moda11ty for

acqu1r1ng 1nformatlon. \For these students,.1¢ 1s cr1t1ca1 for \
;nstruct1onal mater1 and a1ds to utilize the stron%est
1earnihg modality (And son, 1979). Specifichinformatioé per-
taining‘to‘gns%ructional materials and aids for different

handicapping conditions is included in the module.
. ]

Valutng the D&Vﬁdb&ty oﬁfMLnoatty Handtcapped StudentA

-l
_H . B
' . .

% . =

' Mot1vat1on is another factor that teachers should con51der

when select1ng 1nstruct1ona1 mLfer1als. Mater1als that appeal v
of . |

-

attention so that the other instructional attributes of the »

and interests of students of particular ages‘and backgrounds.

The greater~the teacher's knowledge Qf a student's ethnic/ ' .

!
selected 1nstruct1onal mater1a1 u111 appeal to that student

(Anderson, 1979). Med1a/mater1als designed for use w1£h m1nor1ﬁy‘

L4 -
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handzcapde sthents are aya11ab1e, a;though not plentiful. The .

,4

teacher s select;on of such mater1als W111 ensure that m1nor1ty

i l § Q - t
3

i
handzcapped >tudents w111 have materials adapted to their needs

¥ -

[
1

rhther than the students haV1ng to adapt ‘to the mater1als.\
- g r§ &
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Studert - Env&aonment Intenact&on
Voo . B

ERET N
Lmﬂ N T -

-

BFV1r&nment hs thought of as a11 the conditions and
I N 5 ‘

_;Fomstanc{s whlchya\fect the development of an 1nd1v;dual
?;; o » ! A ., -
*school‘ f o?Iy one, of many 51tua ions that make ‘up a ch11d'

{

ro nment. - Although teachers have no control over many
'hi may affect a studenL they do shape the school

4
@ bl N S

éetting:and should try to create an enV1ronment -that promotes
§

BRv “ ¥ o - \\~.

pos 1t1ve feel:ngs of accompllehment, self concept and aff111atlon

,..,
€

through the students' 1nteract1ons W1th1n the classroom sett1ng

- » “

(Kolesnakf 1970) Y a g ‘ ’ ' - fif

L N R : . >

~ , [ - - .

The school enV1ronment 1nc1udes a variety of factors which .

'1nf1uence a student's 1nteract1on within that setting. Facto;s~
X - -

such as the space and fac111ty arrangements, teach1ng learn1ng . ;

dsettrngé/and the socjal env1ronment all 1nf1uence the ease in
+s 13 \ -~ o
whlch m1nor1ty and/or hand1capped students are accommodated in the

N

:f‘class settlng Reynolds (197/) proV1des a scale that details h )

] } . .
phys1ca1 1mpa1rments. ,Tnese‘accommodat1ons 1nc1ude. .
o iff; e entry and access1b111ty,for all students B

e ”2‘ [ carpeted floors and/or treatment for sound control

. e, $torage space for crutches and/or devices such as
‘ acanes and walkers

\

-

. {- LI,

o




e partitions for small groups -
e amplification devices . e

. e

"In add1t1on, the 1nstruct10na1 space should be d1V1ded into

¥

several areas or ledrging centers that prov1de space for students
- @

QQ 1ocate themselves in a var1ety of ways and to ut111ze materials.

.o y . » e
b D -

[ o Time and Space Aaaangement

g |
Room arrangement and the effect1ve use of t1me\and space

are assets to the, successful 1mp1ementat1on of a program wh1ch

4 ‘ B

focuses on the 1nd1V1dua1 n.eds of a heterogeneous group of

students. Trad1t10na1 scheduling methods in which the day is
dlvided inte spetific time periods for different subjects may
not be the best methods for speg1a1 needs students. Plex1b1eq'
schedu11ng wh1ch.1nvolves structur1ng regular rout1nes that are
fam111ar to the student in flex1b1e time perlods offers greater
opportun1t1es for 1nd1v1dua112at10n of 1nstruct10n. In addition,
flex1b1e schedu11ng allows studeLts the, opportun1ty to work at
Vthe1r own pace and also ‘provide opportun1t1es for the teacher to

”éwqu“with'smal} groups and/or individual students. : .
kobﬁ;arrangement is also an important aspect of a flexible
inétructional program.f The phys1cal arrangement of the room can
s1gn1f1cantly influence a teacher's ability to implement
indiv;dualizeq educatioq programs which are advoceted in P.L.
94-142. Providing space- for learning centers, small grohps; and
individidal learning etations (carrels)*is very important.
Spepific‘ebace'aﬁapthtions may be required depending on the nature

» Q
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of students' handicapping conditions. Some students, particularly

-

~/ * the visually impaired and physically disabled, have accessibility

"and mobilify needs that may require specific adaptations.

An attract1ve room arrangement with 1earn1ng centers can
~often mot1vate the special needs student to 1mprove hls/her
’;"@p \skllls. Attractively appointed learning areas with materials that
appeal: to minority'sthdents may include a readihg skills?center, !
listening stations, a medid center, individual study cerrels, and’
" writing, mathematics, and science centers. In each of these
1centers; haterials such as peber, pencils, books, tapee, and

N, .

'filmétrips should be labeled and organized so that they are

yf“%yom that is brganized into.learning centers will require
oty =
the regular educator-to plan and structure éach area with regard

for the academlc 1evels, cultural constructs, and hand1capp1ng

conditions of hls/her studeéts. Care should be taken to avoid

glacing the centers where. the elements, (for example, sunlight)
. i N N

!would cause discomfort or d%isxactions. :

- The regular educator should arrange the room so that there
iR are large open areas for passage. This will enable handicapped

children and the 'teacher to move freelﬁ and dsily from group-to-

group and sta;ion-%o-station.

LR

- It is possible for handicapped students to work individualiy'
or in groups with other handicapped students within the mainstreamed

= §ett1ngs, However, greuplngs and scheduling should be effected
\‘31 . N’v N
S Co A

readily accessible to handicapped students. . s
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to avoid the ségfegation of handicapped minority students‘from
nonﬂandicappeé white middie class students. Thus, the teacher
williﬁeeﬂ lo develoghschedules thét permit handicapped minority
- students and ﬂonhandicapped students to work together at various

% activities in the classroom.
i r

G . T?e use 0of learning centers and flexible room arrangement

" can be a boon to both the handicapped student and the reéular

[

teaLher if the teacher plans the centers with the ‘interest and
abilities of the student in\ming In addition, the teacher must

-+

have in place a behavior management system that works effectively

with all students in the classroom. (Behavior management will

be discussed in Lecture III.)

‘a < E'-J
N Large-group Instruction
SN ) Thgré are times. in most classrooms when large group

'instructioh is appropriate. Some such occasions are as

e showing a film
e listening to a guest speaker
e dramatizing a story/play

. .
o .-discussing a field tri

St ot g . p .

e demonstrating safety rules ' ‘

e giving a directed learning act1V1ty in any subJect
. in a way appropriate to the mix of students in
| the class

- 31 -
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In using large group instruction as a teach1ng modallty, the
teacher should exh1b1t behaviors that she/he wishes students to
acqu1re. He/she should teach in a way that includes hand1capped
_children in a positive way. They may be asked to help the -

. teacher by assisting in a-demonstration, check1ng the papers of
"other students, and running the f11mstr1p projector or cassette
player. Handicapped minority studepts should net be clustered

together and set apart from nonhandicapped students.

Larée group instraction provides the teacher with a vehicle
for verbal and nonverbal feedback. She/he can~survey the class
:and determinenthe extent to which the students in the class
appear to be/feel a part of the whole class. .Also\large group
dnstruction will ;ndicate the-commonality of interests, strengths,
and weaknesses that may occur among students. For example, if
hany students have semething to say on a specific topic, that

“topic can be explored flrther in other teaching/learning modalities.

All lagge group participants should be able to understand

directions and read any printed materials which may be utilized.

1

(If, however, it appeaTrs that some students do not know the

vocabulary used, teach- the vocabulary.)

The teacher should try to use techniques based upon -

eliciting or requesting responses from the entire group as a_

means of keep1ng the interest and 1nvolvement of every child.

Bakley (1979) suggests that the teacher. ' : .
have students mu.ke "yes and no" cards and then,

ask the students to raise' the "yes" card or '"no"
card in response.

)
.\}




o | . .
This method can be used to diagnose the effectiveness of the

*

instruction and to see which children will need reinforcement.

Lowenbaun and Affleck (1976) have identified guidelines for

Ay ;, directed learning activities. They are as follows:

\

1) Focus on skills at the level of initjial acqu1s1t1oni
~ 2) F}OV1de instructional input on how ‘to perform the skills.

- a)' Be sure the child is attentive.
b) Actively iriclude the child in instruction. _
c) Use visual stimuli in addition to verbal 1nstruct1on. .
‘ . d) Use consistelit, simple vocabulaﬂy '
e) Pregent information. in a logical, organized fashion.

- . f) Demonstrate the desired behavior.

3) Proyide supervised praciice of the new skills. ,

a) Provide prompts or partial prompts when needed.

b) - Provide physical guidance when needed and -
| , . appropriate. _ oo

c) Fdde out use of cues and prompts.
d) Provide corrective feedback on ‘performance.

The regular teacher can’ provide individualized follow-up
activities that reflect the content of the large group activity.
\ and at the same time reflect the stldent's academic functioning.
% ' .

Small-grcup Instruction ‘

Small group instruction is especially beneficial td the
mainstreamed handicapped child in the areas of both psychosocial (e.
g.‘for example, self esteem) and cognitive functioning since activ-

ities provide the opportunity to meet individual needs and

- 33 -




“thereby increase the child's opportunity for success. The
k4 //
following are small group instructional models: (a) ability

grouping, (b) skills grouping, and (c) pupil teams.' . .

Ability grouping is the most commonly used strategy for -

3 A 3 k3 k3 ) \‘
réading and math instruction. Th1s technique allows the teacher
I
to gear the instruction and materials to spec1f1c levels/and thus,

meet the needs of cluasters of children w1th1n the classroom. .

1

There are 1;m1tat1ons,re1ated to the use of this approach, however,

<

" since even with the diyisitn of pupils into smaller g'oups'there .o
| remain within the smaller groups considerable variations in
'stddent'ahilities. Another drawback of ab111ty grouping is that

it negatlvely affects the self concepts of those pupils in the : :
lowest functioning group or groups. (The teacher can offset . %ﬁw‘:
some negative effects of low ability'group member# ip by proridingﬁgéﬁa

/
opportun1t1és for these group members to 1nteract/on an equal '

|

bas1s with h1gh ab111ty students on progects related to the § 3

4

spec1f1c sk111 area). In addition, the teacher s tone and
dcmeahor with this group impacts.the way other students regard
the group. \ . = i ) -\ ‘
‘ Skil}ngroups are formed based on the skill develohment
neéds of specific children. For example, in the area of readang,
groups might be based on vocabulary building needs or word attach
b‘skfll,ncéds. Skill groups may also be formed for work in using

the'dictionary, identifyihg prefixes, and other tasks. Because‘

in this instance the specific skill is being considered, this ‘

!
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|

arrangement actommodates the varying needs of children, and ;o

therefore, does not call as much attent1on to d1ffer1ng funct1on1ng
I

levels. Thus, this type of grouplng is conduc1ve for the ;

integration of handicapped minority students and other students

-

in the class. \ .
y

<

Common interest grouping provides a good basis for small)
‘group instruction and the use of materials of differing levels.

- The héndiqapped minority student may be given a task within fhe

group relative to his functioning level. Interest groups may

also be formed in relationship. to social stud1es and science pro-

Jects or with regard ‘to hol1day activities in wh1ch the class may
be participating. Interest grouping -provides an opportunity for
the handicapped‘minority‘student to individualize and partdcu-

larize his/her interest without rigid conformance to a standard.

1. . e . . .
Pupil teams are an excellent device for review and re-
. ! * '
“inforcement of concepts and information to which students have

<

alread; been exposed The teacher can assign handicapped minority

<

~

iudents and nonhand1capped students to work as a team on specific

,.«-»

eading tasks such as phonics games and word hunts in the d1ct1onary

, or for games such as math bingo. Team work and part1c1pat1on by
<

all members should be emphasized.

' aniuidualiquéon L
; : { ‘

Individualized instruction provides the teacher with the

opportunity of meeting the specific individual needs of each

student in the classroom. In an individualized reading program,
v ¢ .
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S

\ | > .,

i \ | L 1 . .
A'for example, the pupils ma} bezguided toward selecting reading
meterigls geared to their own %eiels aéd to their specific arees

- of interest. In utilizing this hpproach, the teacher periodicaily
c@ecks the student's progress through conferences and guides the ;
students 1n the selection of further read1ng materials. ‘Students

L Y
can also_be taught to- check their own work. '

\ \ . i i

The use of equ1pment such as cassette players, and the use of
programmed instruction, record players,;and f11mstr;p prOJectors
are excellent for the 1mp1ementat1oﬁ en& support of an individualized
\instrpctiehal program. Most of these items may be used with
‘:headphones sc as not to disrupt other actXV1t1es which may be
taking place W1th1n the classroom at the same time. Because
1nd1V1dual1zed reading requires a great deal of self-direction
and independgnt working ability, the mainstreamed student may
have more djfficulty fitting into this' type program than the . ..
nonhand1capped student. Thus, the use of 1nd1v1dua11zed read1ng '
_instruction with handicapped studepts m?y requ1re the teacher to

g

o e L
circulate around the room and monitor the students on a daily

basis'so that theyxﬂey be assisted as the need- arises. Th1s
practice ls necessary becausé some hand1capped m1nor1ty students
whose frustration levels-are low and who have experlenced_§a11ure
ma& just sit and dawdle instead of asking for help when they

need ;t.

)

<~




SUMMARY

-

With the help of suppoft personnel and acquired competence

in arranging time and space, selecting ﬁaterial, and meeting the

environmental and instructional needs of handicapped minority

to students.

.~ 'students, the regular teacher can provide an appropriate education

)
Moreover, the provision of an environment in which
- AL - '

the handicapped minority student grows socially and academically

is one in which the interrelationship of the teacher, the en-

viténmént and the-learner is harmonious. - R

Y

The follow1ng chart . shows de51red characteristics of the

teachers enV1ronment and learner.

" TEACHER

1 . -~

" Makes the subject

matter relevant to

‘the\learnkr.

Perceives children
and "environment as
nonthreatening to
self.-

i Creates an envir-

onment which en-

courages the

learner to be active
and-doing in the.
teaching-learning
process.

-

Is honest and opeﬁ.

Interacts within
the teaching-

learning process

both at the in-
tellectual and
feeling levels.

ENVIRONMENT

Subject matter
relevant to the
learner.

Is nonthreateni
the learmer.

Eacourages lear
be’active and d

Conducive to ho
and open intera

Encourages inte
ual and feeling

LEARNER

is . Perceives subject
matter 'is relevant
to him. .

ng to Perceives teacher en-

vironment, and peers
as nonthreatening to
his self.

ner to Is active and doing
oing. in the teaching-
learning process.

nest Is honest and open.,
ction. ‘

llect- Interacts within the

levels. teaching-learning pro-
cess both at the in-
tellectual and feeling
levels.

£2

e

i
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7TEACH£Q ) ENVIRONMENT LEARNER

6. Feels accépted,‘in-_ Promotes acceptance. Feels accepted,

-- . volved, éomfcrtable, -~ . involved, com-
respected, and competent fortable, respected,
within the teaching- . and competent with-

. learning process. . . in the teaching=-
~learning process.

7. Enters into positive __Encourages coopera- Enters into posi-

. and cooperative re- " tive, positive re- tive cooperative
lationships with child- - lationships. relationships
" ren. | \ ' with teacher and
L ' peers.
. 8. Evaluates kimself'and Encourages self- Evaluates him-
_ his' own work. evaluation. self and his work.
- 9. Is acéepting and trust- Creates étQOSphgre of
. . 1ing of children. trusc. I *%
/> 110, Is sensitively under- Encourages sensitive
e standing of children. understanding.
11, Is flexible. Promotes flexibility., . . N )
~““, 12. Plans activities with Encourages planning of,
-“ - children. ' activities with child<
. ’ ren and teachet.

f}, 13. Aécepts his own limit- | - : '
< ations. ‘

- - i
. @
e
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Spinazola, C. Application of the diagnostic teaching model to

Sl social emotional development. In Ward, M.E., Cartwright, G.P., .
A Cartwright, C. A., Campbell, J., and Spinazola, C. Diagnostic 2
Lo teaching of preschool and primary children. University
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of ‘Education, Pennsylvania State University, 1973, 392-93.
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Baltimore: University Park Press, 1979. .

: Gréubérd,.?., § Rosenberg, H.,, Programs that can make a
i difference.. From Classroomg that work: prescriptions for
change.. New York: E. P. Dutton and Co., I974. : ‘\

‘\
\
\

Student : e - ~ \ -

-
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INSTRUCTIONAL PLAN - CLASS IIT . —
;o ) | 5 . |
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POR

i, !Enabling Activity -

Behavioral Objective - S I \
ST Lol T Tcacher. Education = . |- Stident - '44f , Materials ‘ /
<> “1) The stq&ent‘vill be abld.e Lecture III "l e Lectuyre III 1) Lectute III: =~ e
.Y to describe the three C N Managing Behavior Problem
<7 % levels .om, which be~ - . in the Regular Class . , .
% " havior management . : S . , c
... ' 'systews can be struc- L o - 8 ; ' . . '
. t\lttd{. e, - S . ) . - : ' [ :
. - - b, - C L .o »
247 : Iy .. -.( v i
''2) The .student will beé abld e Filmstrip . | e Filmstrip 2) Filmstrip: ‘Handling Behavioral -

<rgo Tiae three iypes of I} o pidcusston’ " fo Discusaton R Gt
»»»beh vior problems that ' ' Questions , - . Questions - 1 - Unit I) ]
' special needs children N \ ! . streaming nit
gg?.denoggfrat?.:;

b4 oy Ry '

A — S — - — : [ .
~f:}3) The student will be ablqd e Filmstrip e Filmstrip 3) Filmstrip: Handling Behavioral
wo to give two alternative ' . ' : - . Problems "l:
. stratégies for handling| e Discussion . T ] . .
" each of ‘the types of be- Questions . ¢ .o % ’
- havior problems ‘exhibi- , . i - .
- ¢ ted by special needs <. . )
-ikzngen;s.' ' N .g‘\ J: ’ )
) > e . \\ ' . . . “Gn
’ » ~ . Y o ’ . - -
[ Discussipon Questions °

i,'?otking in sqali discussion grsups, havé each participant give éiamplég of behavior of parftcular
'+ . children .in his/her class that indicate that-they have "special needs." Ask the participants.
KA to see if the other mehbers of the group agree hased on ﬁheir teaching experxience, )

"+ 2. Ask ‘the participants] to think about a learning experience that was frustrating for them, such as
.- . ~learning handwriting or a foreign language or learning to knit, ski, swim, play tennis, or drive.
,??f' What were their®feelings? What specific elements gave them difficulty? What was the outcome? Did
they learn the task.eventually? If not, why not? How do they think ‘they.could have been helped.
How often do they do this activity? Do they do it well? Do they enjoy it? Th'en have them contrast
this with a successful learning experigndé. ¥hat were their feelings? What aspects of thel

.situation helped them learn? / '

« «

’ A ) "_. . ‘{
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OPTIONAL' INSTRUCTIONAL PLAN - LECTURE 1 11

-

Enabling Activity

Teacher Educator

Student

Materials

1)

Write a one-page
report describing
how he/she would
prevent ‘misbe- .
havior in his/her

classroom.

44

2)

Interview a teach-
er who works with
special needs .
children. Have him
her talk .about the
types of behavior

problems that he/

she most frequentl
encounters. .

3)

+ 1ished article tha

Select ané review
a ‘recently pub-

discusses strate-
gies for handling
behavior problems
exhibited by

special needs stu-
dents. 1

w3, % .
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Classrooms that nuture growth and achievement require that

1

. some system of behavior management bé'in effect which promotes
individual growth éor all students in the class. Classroom be-
havior is considered unacceptable if the teacher, principal, and/
or school defiqg it as 'deviant. Thus, a stud;nt's failure tou ‘
conform fo established and egpfctéd requiremenfs is regarded as
misbehavior aqd can include a wide.variety of behaviors, from

»

chewing gum to hitting anothér student.

‘ M?naging the Behavior of exceptional students is an area of
great concern for many regulax teachers. Th$§‘oftqn fear the
destructive behavior thég.may be.characteristic)bf students.with
“learning or emotional problems (Fagan and Hill, 1977). Nonethe-
_ less, there are a number of reasons why students might misbehave.
. Kolesmwik (1970) cites several of them:"

_e attempts to satisfy persona11or social needs
the teacher and classroom conditions
o } (] home, social, and_cultﬁral conditions
Teachers who understand that there are réasons for a student's
misbehavior may be more receptive to studentiéifferences while
still maintaining effective discipline in their classrooms

(Kolesnik, 1970). \

Teacher attitudes and prejudices play a significant role. in
his/her perception of inapp;qp¥iate behavior éihibited by a
studeﬂt. bbcumentation exists which indicates that white tgache{;
.’ make significant distinctions between white and Black students

when rating their behavior. Minority students, particularly




~ ‘ . . .
male minority students, may often engage 1n behavior that is

unfavorably perceived by teachers.

b
)

Meyen (1978) addresses the fact that many minority group
children are;sodialized differently and have different frames
of refemence from Anglo-Saxon children. Therefore, minority
-children come to the dchool learning environment with skills
' and ‘competencies which are ngt always recognized or ut1112ed
..effectively within the classroom setting. Many mi nor1ty children

.are 1ndependent, assertive, and self reliant. Teachers often
‘interpret these characteristi¢s as.aggress1ve, hostnle, or
belligerent.: Meyen feels that schools often fail minority ch11d-

ren, since educators do not always respond to the needs,

competencies, and strengths of suchxchildren.

Discipline in the elassropm is, necessary -for E?th acaaemic
ach1evement and personal/soc1al development. .The way-that classes ' .
are conducted markedly influences the capaC1ty to accommodate
énildren who have spec1a1 needs. Hand1dapped\m1nority children
- enter:.g the class will require classroom settings structured to
thance their academ1c and social growth For tnese students,’ -

effect1ve classroom control and the effective management of

behav1or by educators can be ach1eved by we11 structured p1ann1ng

‘ell-structured planning includes the use of behavior

management systems. Behavior management systems that regular . ;

teachers«can use effectlvely with handicapped minority students

_can be structured on_three levels:




. 1) Prevent1on--wh1ch requires p1ann1ng and struccur1ng
0 . so that a minimum of teacher intervention is
. necessary,

¢ [

2) CODlng--whxch requlres teachers to teach students
that frustration is something everyone experlences
- and that there are ways to deal with it: -

coL - 3) D1rect Intervention or Corrective Measures--may -
A { be required even in the most Carefully stru¢gtured
classroom where coping strategies are taug

4 (Fagen and Hill, 1977).

Skill in observing and objectively describing student behavior

will facilitate the successful implementation of any behavior

Pl

_management'program. Teachers must avoid placing value judgments

-on observed behavior and recognize that behavior does not _—

b S !

by occur in a vacuum (Dent, 1976). The observed behavior is in-

fluenced by variables such as the handicapping condition, teacher :

.

. and nonhandicapﬁed student attitudes, and cultural constructs.

N \

By using such behavior management stratefies as prevention,

~

coping, intervention, and those (discussed in the fiim‘strip

Handeing Behavior Pnobtemé, rec*;ar educators will be able to
(
-* provide. an environment that, encourages the pos1t1ve growth of

all students. ‘ . - ’

{Show the filmstrip, Hamdfing Behavior Problems. Discussion '

questions are provided as a followup activity after viewing the ~

filmstrip.)
¢ ?‘ " .rq_._ .
DISCUSSION QUESTIONS ‘
) 1. Working in small discussion groups, haie ‘each par-
i ticipant give examples of behavior of particular
—— children in his or her class that indicate that they

have "special needs.”" Ask them to see if the other -
members of the group agree based on their teacHing
experience,

O ' . S -5 -
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Ask the participants to think about a learning ' .
experience that was frustrating for them, .such -
as learning handwriting or a foreign language

or learning to knit, ski, swim, play tennis, or

‘drive., What were their feelings? What specific

come? . Did they learn the task eventually? If not,
why not? How do they think they could have been
hﬁlped? How often do they do this activity? Do ~ .
théy do it well? Do they enjoy it? Then have them
contrast this with a successful learning experience.
What were their feelings? What aspects of the
situation helped them learn? C.

.

elements gave them difficulty? What was the out- \\\

- 46 -




STRUCTURING THE LEARNING CLIMATE FOR
MINORITY HANDICAPPED STUDENTS

POST-ASSESSMENT

. DIRECTIONS: ' For each numbered item there is a lettered set

bos of alternative answers or completions. Select’
S the BEST ONE for each item. Circle your response.

: \ C . N .
1) Which ONE of the following behavioral problems is \
" NOT exhibited by special needs students? '

¥
Il

a) distractibility c) ability level
b) hyperactivity * ,d) short attention span

. . ‘
2) Which ONE of the following factors DOES NOT contribute «
to a student's sense of security and development of
a positive self-concept?. The teacher's:
~ 1!
4 . .
' a) refraining from diminishing the student's status
. in the presence of. peers. . \

- b) interacting with the student in a manner that

exhibits respect. . - ;
- ¢) allowing nonhandicapped students to sit apart-

from handicapped students. . ) -

d) - saving students from extremes of humiliation.

"DIRECTIONS: For each numbered item,, supply the correct response.

[

3) The levels on which |bchavior management systems can be O

structured are: - . ‘ .
- -~ R 2 . - ) -

. . ' ) : _
; a)' N -, b))y e,

and ¢)




S | 4) Strategies to promote positive interaction between
S handicapped minority students and nonha“d1capped
. students are: .

S ’ . A a)‘ ‘ ", b) ,

t and c) _ e

a

5) Three alternative behavioral strategies that could be’

gm o used w1th a d1stractab1e ch11d are: - “

“ .~ a) ° ’ b) - -9 h ;
_ and c) ' el - ———
o ’ o , R b T .

<. ESSAY ‘ : . : i

. ‘ 6) Discuss how teacher attitudes affect student-student

L : 1n~eract10n/1n the classroom.

1

7) Discuss specific adaptat1ons relative to physical en-
vironment, materials, and teaching strategies that
- teacher; need to make to provide a learning climate!
conduc1ve to the social and intellectual growth of .
handicapped minority students. >

»
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RESOURCES. - -CLASS III. . -/
g e . ) -
‘ Teacher Educator:
Becker, W. C., Application of behavior principles iﬁ:tyﬁical
. . classrooms. In C. E. Thorenson (Ed.), Behavior/modification
Co , in_education. Chicago: University of Chicago /Préss 4¢1972.
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& . Stanford, CT: Greylock Publishers, 1975.. \
< o - \ - b
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&
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. larning problems could
probicms” as the chmctemtks “deficits™ of the children them.

. 'a!r«wbymalmmmm;. ‘ .

|

.\ * Mainstreaming
- and the Minority Child:
Loy et An Overview of

: Issues and'a Perspective*
"\ | ' Roylnud L Jonn and Frank B, Wilderson, Jr.

.
. \

RN

\

i

Aﬂermnofumcminty thmcumuyexlmwldewmd interest
Inithe minority group child in special education school settings, Several
fecent events hm contributed to this new level of interest in such

v

children, At least onc such event is political; others are‘professional.

The politieal clmme in"the ‘middle to 'ate 1960°s supported scif
Jefinition on & number of socio-cultural fronts nnd made it possible for
Kithertofore silent minorities o dare 10 vocalize their dissatisfaction

wilh the social, polnml. cconornic and educational institutions of this
dountry, Such fcclmgs came into stark conflict with the popularly _

rticulated views abonl\mmotily inividuals, Most suppresscd groups
;n uur society galned 8 mensure of confidence and ancw sense of Leing,
‘and in 80 daing sought tq cast off all vestiges of oppression; whcnm in

- the schools, In the work place, opin the larger scclcty,

On the professional front, changes were taking place in the nature
of conccpmalhations about mildly handicapped children, Formulations
which likened the nature 6( school learping problems o disease, &5 in

. the medical sense, wm\ rejected. In M3 place were substitutcd

dunceptunlizations which emphasized the learned nature of problems

 ‘ associatl™ with most ubbol difficultics, Morcover, the fact that
" Infiuences outside the ladividual conceivably could exacerbate if not

actually “caves™ the problems of concern were also highlighied. Thus
inippropriate tests, poorly incd teachers, an frrclevant currigulum,
amd a'failure to vnderstand lmc tion of cultuzal differences and
ch.to blame for the “lcarning

slves, who typncally were hbeled emolmally disturbed, lcarning

. *M3icuision.In the predent WW Is limited_to American Indian. black,
 and Mexican American children, though it Is hoped that the mwierial

preseniiéd hereln will. gencralize a \vcll Qo oiher racial minority groups

N N €32‘.. Y
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, disabled, or educable mentally retarded, and educated In'self contalned

N " Sy

In the wake of these new conceptulizations and s a consequence

‘of the general political and social climate refcrred 10 above, movement

toward the cducation of mildly handicapped children In regular rather
than scif contained special classroomi settings (mainsiscaming) has
become the orderof the day, - S

The present volume has as its specific focus & treatment of
maiastreaming as it relates to the education of minerity group children,

The contents of its 16 chapters range from reasons for mainstreaming,

particularly as minority children are affected, 10 the evaluation of
mainstream programs. The perspectives of those affected by main-

© sireaming are slso highlighted, Most attention, however, is given to
sdjustments which need to be made in assessment and curriculum -
practices if equality of educational opportunity for minority group .

children is 10 be ensured,
Ill!iiomamlng: A Definltion .-

In the most gencral sense, malnstreaming refers to the process of
educatmg handicapped childrenin regular classrooms. The formal
ﬁml‘m of mainstreaming adopted for the present volume is the
(1 nge 4 E

Mainsireaming refers. (o the temporal, instructional and social
Intcgration of cligible excoptional children with normal peers,
based on sn onguing indiviklually determined eduentional planning
and programming provess amnd requires clarification of responsibilie.
ty smong svpular’end spoclal educution administrative Instruce
m u;:; ;’uppmln perwonel, {Kaufman, Gutilich, Agard, &

In sddition to the above, as suggested by MacMillan ¢t al, (1976) -

G0 foliowing cloments arg added: _ »

I, The children being malnstréamed must bo cnrolled In a regular
class or program roster and spend half or mort of their time with that
regular class o program, '

2, The regular elass teacher of teachcrs, segardioss of any shared

responsidility wiih other profussionals for programing for the child,
must be primarily If not eXelusively nccountable for the child's
3. No eatcgorical labels or classifications can be applied to any
mainstreamed chlid; this is so for such formerly Iabeled but decertificd
EMR or other once scgregated children as well &s for those never
previously labeled or segrepated, ' , .

i

S N . P . -

4 Mllnsfmmlng Is delimited 1o tho- educationdl service for .l

children with learning handicaps where the handicaps are not so severe

a3 to preclude the identification for and placement with a regular class

orprogram, - " .,
There has been movement In the direction of mainstreaming for

more thaa & half sentury. Indecd, Reynolds (Note 2) In describing

developments leading to malnsireaming haseslicdattentiontoprogrese

sive Inclusion as a construct which describes activity in this area. That

" Is, from the Iate 19th century, during which handicapped children were

placed in residential institutions, to the present eza, all developments

have ied progressively to the integration of handicapped children with -

thelr peers, It should not be thought, however, that progressive
inclusion of handicapped children in mainstream settings has occurred
voluntarily. Far from it. Minority group members, in recent yearsiat

" feast, have been deeply Involved in pressing the case for mainstreaming

through legal mion! and through indirect means at focal levels.

" Minority Group Concerns :
From the perspective of minority group members, scif-contain

“saecind clasees were o be Indieted on several counts, including butsot
limited to belicls (). that minorlty group children were overeepree -

- sented In specind clusses, particularly for thementally retarded; (b) that,

sssessment practices arc biasod; (7 that specint education labels wre
stigmatizing: and (d) that.teachers hold negative attitudes towards the
putentiul of ‘minority group children, These views, reinforced by
srofesonal speciul educators In some instances, luve swerved to
highlight for many minorily parents and professionals the view that

- Insthutionalized racism Is part and parcel ofcducational practice,

* those for the mentally retarded, In an intensive study conducted inoac

- times lnrger than

- Overrepresentation of minority group members In seif contained

special classes, A primary concern has been the overrepresentationof

minority group children in sclf contained special classes—parniicularly

school district, for example, Mereer (1973) reported that the rate of
placement of black children In speulal classes was three times greater
than would bs the case-on the basis of their numbers in the population

nt lnrge. Mexican-Americanchildren were placed at a zate that was four

viewed somcwhat diffcm'nly by studying the absolute number of

children enrolled In speclal classes, Of 1268 Anglochlldren In the totel

sumplc, only 23 (1.8 percent) were enrolled in special classés for EMR

children, On the other hand, 16 of 124 (12.9 percent) black children
: gy

B

uld be expected. The magnhiude of vyerscpresentite
tlon by minority graup children In Mercer’s study sample may be
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B were'enrwlicd In classes for EMR ‘chikiren
\MMdliummmmndileclummou '
totzl of 172 bn the'sample. On the busis of these data, blick chiklren are

. have some basis in fact, A question of some in

\ |

7 timesas :Ike!y and Mexiean Amcrican children 10 times as likcly as
Anglo children 10 be placed in special classes. . .
- Recent comprehensive data for the same. state (Simmons &
‘Brincgar, Note J) revealed
students enrolled in Califomia public schopls but constituted 25
perceat of students enrolled in special classes for the educable mentally
retarded (EMR). Spanish sumame students, who represented 15.2
percent of the public school enrollees, constituted 23.0 of those in

and 32 (186 percent) -

d that blacks. comprised 8.9 percent of -

special classes for EMR's. On the other hand, Anglos constituted 72 ¢ -, .

percent of the total school population but only 50 percent of those in
classcs for EMRs. - :
- On the basis of actual data, then, allegations that minority group
children arcoverrepresented in special classes for the tally retarded
: ’Qny this is so,
Among the several important factors that obviously are 1:d are
the’ types of rules and regulailons <irawn up by school systems for
refeeral of children 1o special servicey, the lyu?corepmluuon givenby
psycholugisis, and teacher ignorance: of factdrs that influence learning
among various social cfass and ethnic groups, In addition to the above,

there is gencral agreement that biased tosts and s host of factors related

10 assessment practices are alst implicated, ~

! Assessment proctices. The belicf is widely held that the dispropor-
tlonatc numbers of minority group children in special classes Is 8 result
of biased asscsument practices, BiusJs thought to enter at three poinis:

() at the content lével where decislons are firsi made about what liems -

10 Include in a test, (b) at the level of standardization where declsions
sre made about the population for whom the test s appropriate, and (c)
8t the point of validation, whers efforts ace undertaken 12 determine
whether or not tests accomplish what they have been designed to
asccomplish, These issucs snd concerns are treated comprehensively in
Partll of the present volume, 1t will suffice io noto here that concerns
about the adequacy of tests used in screcning minority children for

speciel edueation placement have been an important éonpn’hulot wthe

malastreaming movement, ' .
Impoci of lebels, The negative effect of varlous labels on tha

mincrity child has also been & source of concem, At Issue is the belief. .

that many special education labels are stigmatizing, affeet negatively
children’s 4€if concepts, and doubly penalize minority group children
who already are diseriminated agalnstby virtue of the'r racial or ethnlc
Identity and who now must endure ¢ stigmatizing label as well, While

.
[y °
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. empirical indings have not dcmonsmréd_léné term cffects on achicves

¢

~ment and adjustment, 8 body of literature has been accumulating on the
stigma experienced by chikiren lnbeled retarded, tn an carly stwdy, for
example, Jones (1972) asked black children about thelr resctions 1o

. centain special education terms, According to. the children's percepe
tions, mentally retarded, lower class, culturally deprived, culturally . .

disadvantaged, and s slow leamer are negative characterizations, The
regponscs given above were froin students enrolled in regular classes,
The extent to whica children report stigmatization as & function of
special ‘class placcment has been Jnvestigated “also, Study of the
responscs given by 79 mostly biack high school students enrolled in

- speclal classes for the educable mentally retarded in three midwestern

Sities revealed that most respondents indicated that the regular class
-was the preferved administeative arrangement (Jones, 1973), .
Thus, although inere is no proof of the long ferm damage to
individuals in special classes g3 & function of being Iabeled mentally
retazded (MacMillan, Jones, and Alois, 1974), there is considerable

* . evidence of the distaste and embarrassment felt by children so Iabeled

and placed. This should be suflicient to justify the concern which has
_ heen expressed by minority group members, Issucs of labeling. and
clussification have been treated comprchensively by Hobbs (1975) and
these volumes are recommended to persons wishing to cxplore these
wples furiher. ST . ‘
Teacher attltudes and expectations, Even though Jiever made
expliclt, the belicf cxists that teacher attitudes play a large part in the
achicvement of minority group children who are expected to achieve
poorly and consequently to require speclal cducational placement, A
sunsequence of these atiltudes, It Is seasoncd, Is a dlsproponlm\a;e

. numbc’ of minority children in self contained speclal elasses for the

mentally retarded, Mozt often cited in support of the hypothesis that
teucher attitudes and expectations influence student achigvement it'ihe

" ‘work of ‘Rosenthal and Jacobson -(1968) on the “sclf fulfilling .
- prophecy,” the essential underlying notion that tcacher expectations

about pupil performance can actually. influence that performance,
Given the methodological shortcoming of the study (Barber & Silver,

19683, 19G8b; Thorndike, 1968) such inferences arc inappropriate, .

~Datado exist, however, to support the view that teachers hold negative
sitlides toward minority children. In one study of teacher attitudes in
a large school district for cxample, Corwin and Schmit (1970) found
that up to 70 percent of the- teachers In the Jower SES schools
cxpresscd the belicf that theit pupils’ motivetion was Jow, a view which
“was soundly refuted by actual study of the school attitudes of pupilsin
the district (Joncs, 1968), In Interviews with a national ga&)ling of
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that thy Jower the SES of the schools the smaller the proportion of
teachers who held favorable opinions Sbout the motlvation of thelr

"P“’-\. . & . \

classes since pupils whose motivations are thought to be Jow, or who

are thought 1o have a low aptitude for leaming probably are thought to

benefit from special rather than regular class instruc

- Instleutional recism. A thread running u.m,mﬂ
by minority group members is that special education practices serve to
highlight instirational racism. Johnson (1969) put the matter biuntly:
“The message is clearsspecial education . . . suffers f; m obsolete,

. racist conecptions of deviance and, unjustifiable ways of cooling

children out: . . (p. 25Q). special education practices do not
stand alone.’ They u’cm’m&m&mmg by 8 host of
additional and related problems, Including (a) ability grouping which
placemieat in which minority group

misority teachers snd adminisirators, (d) & curriculum which faiis o

$ive appropriaie attention 4o the hisiory und culture of minority groups

and () & curriculum focus upo Anglo middle class valucs bascd on the
Protestant ethie, _ . T
. In thelight of the problems enumerated sbove, It Is highly unlikely

) m;mlhqtc.uﬁngwi_llmdllomc'dilrmmesormimrilyduldrcu '

in public schools—=those Insppropriatcly placed In special clagses or
those appropriately placed in regularclasses, | minori

have Jong held eoag'em e e an oo parent
“naeerncd about mainstream programing. It Is apparcnt that maine
sirsaming i5 nol & panaces for the cducation of minorlty group
ch.dren, since regular education has yet to demonstrate adequate

capability for Individualizing Instruction even for majority group

students who have been for many years its major clientele, Theré is
$00d reasor 10 belicve, however, that as issues related w inappropriate

assesament and placcment are redolved, and- as eurricula arc ninde -

more appropriate for minority children——mainstreamed and othersem
- that the mainstream will provide a more suitable ¢ducational environ.
ment forall children, .- ' - :

- Mineriry group response, The bellef that special class placement
was harmful 10 theie chl«.m,hu'led 1 & number of jawsuits by

s Y

ol

£

ms expressed

¢ the mainstream and are justifiably

o e <
.minority parents, These actions were designed to bring about changes

In specisl cducaiion practices, Among the scveral now well known
" lawsulls Inltiatcd by parents are Hobson v, Hensen which involved
“tracking in the Washinglon, D.C. public schools (black .plaintiffs),

can; those from

.- fn e e
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Diana v. The State Board of Educstion in Norihern Cellfornla which

. ‘cuncerned the Improper placement of 8 Mexican American child in
clusses for the mentally retarded on the basiyof inaccurate psychologie

cal tests, and Larry P. v, Riles, a similar case involving blacks, These
cases, and-others, are treated in Abeson's chapter: in the present
volume, and are referred to here to provide an early introduction to the

" extent of minority:parent concerns about speclal education practices -
-und the actions which they have taken in response|fo thelr concerns.

. Mainstreaming and the Specla! Educator )
. Special educator concems. As eatly as 1962 Johnson 1.2d called
attention to the questionable benelits of special classes for the mentally
retarded, His concerns however were bascd on the lack of achievement,
of special class children despite the fact ofmaller class size, a special
curriculum, and specially trained teachees. Johnson did not address the
fact o an overrepresentation of minority children In special
classes, 1t \remained for Dunn (1968), in a\classic paper, to bring
tugether not only issucs reluted to the absence of demonsirable benefits

usweipted with 96l contained special elasses, but also the fact that
" minvrity group children were overrepresented in such classes,
Dunn wrote us follows: : - ° =

A better education than special class placement Is necded for:

~ socioculiurally deprived chikdren with mild keaming problems who

have been laboled educable mentally retarded, ,, . The number of -

. spicial day classes for the retardsd has been Increasing by lesps
and bounds, The .nost recent 1967.68 Matistlcs compiled by the
Us O!ﬁcg of Education now indicate that there are wpproxio -
matcly 32,000 teachers of the retarded employed by local school
syuems-ovet\ovmhird of a!l special educators.in the nation..In

“my best judsmetl‘gbwl 60-80 percent of the pupils taught by
these teachers are tom low status backgrounds— including Afro-

. American, American-Indians, Mexicans, and Pucrto Rican Amerie
nsiandard English spesking, broken, dis -
organized and Inadequate homes; and children from other none

- . middle class cnvironments, This expensive prolifcration of self

suntained special schools and classes raises serious educational and
clvil rights Issucs which must be squarcly faced. It is my thesis that

* we must stop labeling these depriwg children as mentally ree
tarded, Furthermore we must stop segregating them by placing
them into.our atlegedly special programs. (pp. 5-6), -

&3
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speci calors, it was

Johason (1969) 'who
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' process Imputes a Jack of _
-ability or & Iack of values and behavior which are o
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~ the fauky. conception upee-which 1Q is grounded.or the socic- e
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culivral enviconment of its clientele, .
Special education has contjmued blithely Initjating special clasee
ox, work stwly programs, resourds rooms, and other stigmalizing
Innovations which blame 1k pive, Dlack chikd for the fuilure of ihe
‘dominnnt oducationsl sysien. (p.244):. - - . "

| oo
_ Expéessions of concern were not limited 1o blacks. In s 1970 paper.
he - atiof of Mezkp,mm Bduepton (Moreno, Note 1)

ecommended;'

Tt school districts place’Mexican Americans In special classes
| (fwm,thﬂn«uﬂt@ommammuwmm( .
| M,Mml.cho:lmmmplnia;m%utyehﬂeegla_

. Mexkan Ainerlean educator were senslive- o the potentlal
patroversial asture of their proposal and thercfore Included & dection. *

titled “problem arcas,” Two. excerpts from this scction aro the

ST g A | ,
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needy child will be exciuded from special education. We must
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'Sophistication In labeling has added such terms as

L8

L)

. School dietricts may accues Meaksan Amsricans of playing he
- aumbers game, Yes, we are playing the numbers game, because that
Is the fuct of the day, L.e., Philadeiphia Plan, etc, (p. 3) '

* There Is some cvidence facn, from several sources, that speciad .
olucators have not beer Inscnsitive to problems of minority group
children In special classes, and In same Instances have: written

persuasively on the problems, -

) Research on molnstreaming. A final note concerns the need to give .
attention to resesrsh and to divergent perspectives on the majnstream-
ingeall. Thereisgencral agreement thatissucs leading to the integration
of minority children into regular classrooms wre larger than the'special

ormainstreamed education of handicap

women, n.inotity groups, and institutional residents.
~fiphts cluss action suits, there has beenan acceleration of the chaages

that had deen occurring right along; particularly since Brown v, Board

of Education, the landmark Supreme Court determination in 1954,
Given this climate it is not surprising that Tittie attention has been
. 8iven to research and writing which call attention to problems in the
conceplualization of malnstream programs (Martin, 1974; MucMillan,
Junes, & Mcyers,.1576), the bases of environmental suppors fér such
© programs (Meleber, 1972; Sosnowsky & Coleman, 1971) or writings
which guestion .the conclusivencss of data usced to support key
mainstreaming wssumptions, e.g., the impact of lubels (MacMillan,
Jones, & Aloiu, 1974), the inssloquacy of the sclf contuined clasy
MucMillan' (1971) or blas .in:asscssment (Sattler, 1973 Mcyers,
Sumdstrom, & Yoshida, 1974). 17 comprehensive and accurate picture

ol muinstrenming Is to be obtained, ssmuch atiention needs to begiven -

. W divergent ideas and findings as to those which support pbvious
Jhiases, This view was articulated recently by Martin (1975) who
expressed his thoughts on current mainstreaming practices and diree-
tions, Mirtin's sentiments bedr.repetition in the present edntext:
We cannot keep silent about som: of the lics in our present
“pteme-the failure to provide services, the poor faclitles, the
~ {ailure to identify learning prodlems, the failure to move childron

. iout of institutions or out of speeial programs into regular sestings.

o Byt we.muit also avoid those well inientioned lies rhat Ignore
the weaknesses In a well intentioned system because we are afrald
that exposure will hurt our.cause, We should not aliow our belief in

K lhpmlmﬂmhﬂmmingwmmwbcmminem

faults ‘in the spplication, With ‘the iewly recognized rights of
childeen to the ‘education we offer, there must be an equal
tesponsibility to see that those righis are truly fulfiiled, (p. 153)

“+ 90

, ‘ pedleamers; they areapartofa
.. massive thift in the public philosophy about the place and the rightsof
tted by civil .
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 In'the sections following most of the concerns enumerated carlier

~

will b touched only incidentally wnder the assumption that arguments

developed 19 spport the malnstreaming philoscohy have Eoen well
stated, The present aced is 10 develop “onccptuslizaticns which point
the dircziion for changs. This means that we have Jittle need for
sdditienal ‘writings on the inappropriatencas/of tests for use with
minority children; regular teachers do not neéd 10 be berated for their

- lack of familiariiy with important elements of minority cultures andlifs

- styles; school edminisirators do aot need to be told that evaluation

lavolving minority children will be difficult, Rather, the need Is for
eonccptualizations, strategies, and techniques which will be useful to
thoss who assess, teach, and evaluats minority children placed in

<.

mainsiream s

children aze bound 1o fail for at least three reasons: first such an effort
_would be uawicdy, requiring ‘mary volumes; sccond, important
Sy atheies would be difficult 1o achicve, and third, such an effort might

Imply that our knowlcdge base is sounder than is In £t the-ease, It Is -

sa®

~ . -namereferenced tests, whilc Dent prescats guidelines for a system for
* the educationu! sssessment o7 black children, DeAvila presents exten-

unfostunately true that whils siny suggestions, prisicipkis, strategies

wd leelm_'g;ug for mtcgrating minocity children in mainstream setlings

c2a be given, fow have been subjocted 10 carclul - scrutiny and

wvaluation, . S .
Theee papers in Part-{ provids elaboration og Issues raised in this

prosent latroductory chapier, Abcson (Legul Forces and Pressures)

provides & comprehensive dlicussion-of Iegal lssucs within the wider
context of racist, sexist, and other prejudicial motivations am proce

o mmmamqrmmnm‘um suits, and the concepts of

dve process of iaw and kast sestrictive cnvi ¢ aro
tedand \ mmelwly

Parcntal perspeciivesonmalnstreaming andsuggestionsforparents -
of maiastrcamed children are presented by Morion and Hull (Parents |

snd the Mainstream), while Oden (Descgoegation and Mainstreaming:

A Cuse of défa w) shows the zlose :clat‘ionﬂnip between. Issucs fr
_malasireaming and those of school tion. This peper and the

. "one by.Abevon highlight the important interscetion- between Jisucs
+. . Surrounding malnsircaming and lasges concemns refated to equality of

Mumnmmmmndhmu. In the first

* dren) Samuda pre

* Malnsteeam Placement) discusses concerns unique to the psychocducae

. vhikiren for whom English is a sccond language. All three suthorsgive . |

. - alw oler a vacicty of suggestions for improving assessment practines:

i Instruction), an Instructional program based on diagnostic/prescriptive \

- stratepies, Debney (Curriculum Bullding and Implementation in Main-

“tefated to decisions 10 integrate Anglo, black, and Chicano students .
- wiwohad been.classificd as mentally retarded. Yoshida, MacMillan and

Lo, ., T 0‘5' ) =, : . N ]
paper (Peoblems upd ssucs In Asscsement of Minorlty Group Chile

) s an overvicw of fundamental Issucs In testing
minority group children with particular atsention given tocausesof test
ahuse, In the papers following, Dent (Assessing Black Chikdren for

tional assessment of black children, whilc DeAvila (Mainstreaming
Ethnically and Linguistically Different Childrén: An Exercise . In
Paradox’ or .8 New Approach?) presents & eimilar-_discussion for

attention to important and necessary background information but they

Sumuda concludes with guidelines and altematives 20 the use of

sive information on the PAPL system (Program Asscssment/Pupil

procedures, .- - .
! The focus of Part !11 Is upon curticulum Issues and teaching

stream Settings: Some Coricepts and Propositions) makes explicit the

vale  ssumptions relevant to principles of curriculum building inthe |
genvealcase, and invites considsration of a number of propositions that

ate prorceigie (o' planning curriculums for the cducation of minority
grosp children In mainstream settings, Papers by Pepper (Teaching the
American Indian Child in Mainstream Scttings), Johnson (Mainstreime

ing Black Children), and Castaneda (Cultural Democracy and the
ducational Necds of Mexican American Children) treat specific
vurriculum adaptations nocessary for the mainstream cducation, sespuce
tively, of American Indian, black, and Chicano childfen; These

" carcfully prepared papers present not only conceptual frameworks for

nevessary curriculum development but they also give uscful curriculum
viraligics and instructional techniques as well, These papers were
prepured with the view that school peopls desire specific knowledgo

s techniques to facilitate mainstrcaming, not platitudes and rhetoric,

Evaluation of mainstream programs is treated In Part JV, Goutlich, -

Agard, Kuufman, and Semmel (Retarded Children Mainstreamed:
* Pritices As They Affect Minority Group Children) draw from the

data of Projeet PRIME (the largoe seale study of mninsjreaming in the

Texas schools) 10 provide a variety of descriptive daulcz: mainstream ‘
vlassrooms, the extent of integration, and-faclors that appear o be

Meyers (The Decertification of Minosity Group EMR students In

- 3 -




*evalustion efforts. In the final paper
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. aiber, T, X, & Sitver, M. J, Facts, fition, and the

o - Jekmaon, 3, J, Special edueation
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ol Swot Achievemontwnd Adjstment) e hciots

on schoul achicvement and adjustment of the ritum o regular classes
of minority children who had beon classificd -as eduenbls antally *
retandec’, This lavestigation, like that of Gottlich et al, polis o thz
range of varinbles that nced 10 be considéred in evaluntingmainstreame
ing programe and highlights a sumber of. difficultics atiendant 10 -
sper of the section, Jones (Evaluatiny -
mmmqu%)mumu
caveais for program evaluation. - | . )
.mvmamomlaMﬁAqupMam‘

dy of meisstreaming in the Philadciphls, Peansylvania.public * .
‘chools (Mainstresming and the Minority Chiki: The Philadciphia . .

* MacMiltan, . L., Joncs, R, Lo, & Meyers, C. E. Mainstreaming the mildly *.

Experience). This paper summarizes the promises and problems of  °
mimming as it affects minority children in's large urban school

i district; and places maic-atream programs in their appropriate political,

%ociological, and educationdl contexts.-The-final_poper (Summary:
Some Propositions), gives an overview of the entire volume, and draws -

mm generalizations fmnllpn‘perg published hereln, .,
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THE ATTTIUDES OF REGULAR CLASSROOM
TEACHERS TOWARD MAINSTREAMING SCALE

Put an X on top of the response which most accurately represents your
turrent opinion about the statement. There are no correct answers.

Key: SD Strongly Disagree N No Opinfion | A Agree
D . Disagree : * SA Strongly Agree

1. 1 belieye that placing a handicapped SD D N A SA
student in a typical classroom would
damage the student's self-concept. . ‘

2. A handicapped child will be moti- - SD D N A SA
vated 0 learn in a regular classroom. . ,

3. As a result of placement in a regular SD D N A SA
: classroom, a handicapped child will
- develop a more positive attitude
toward school. k
_ SD D N A SA |
' 4, Placement of a handicapped child ,
in a regular classroom will likely
‘result in his becoming socially
withdrawn.

5. I think that the integration of
handicapped students into the
regular classroom will -harm the
educational achievement of
average students.

so. D, N ‘A SA

Sh D N A "~ SA
-6. The experience o‘ being in a regular
classroom will increase the chances of
3 handicapped child attaining a more
productive and independent place in
society.

7. Given my current understanding, I .SD .D N A SA
believe that "mainstreaming” will .
benefit the teacher as well as all
children.

8.. Assignment of a handicapped chiid S ) N A SA

to a regular-classroom is a wise
adninistrative decision.

"Attitude toward Mainstreaming.® Dean’'s Grant, ‘the University of Arkansas.




The Directions for Administration of
the Interaction Preference Form

.

1. Today I am going to ask you to indicate on your paper the
. name of a classmate with whom you would like to share certain
activities. We all work better when we have the opportunity
$0 work with someone we get along with well. I am gathering
is information to find out who in this class would work well
together. I hope you will be completely honest. No other stu-
dent will know whom you have chosen. .

2., Hand out preference forms! with questions similar to those we
| have indicated. - . .

. o
3. - At the top of this form, write the names of three classmates

2

4. Write in the middle of your paper the names of thfeé-clasi-\ .
mates that you would like to be with.during breaks. You may
write down any or all of the three names used previously.

5. Next write the names of three classmates yoﬁ would like to sit
‘ near in school if you-had a free choice. You may write any or
all of the names previously used. '

" 6. At the bottom of this form write the names of.classmates with
. whon you would not like to work. ‘e i

After the students have made their choices, the teacher can tabu-
late the -results. Any reasonable status categories may be used to
determine the sociometric status of any specific student, -for
example: - i : Co

Star: One who was chosen fourteen or more times b} his classmateé.
Above averagez One who received frém none to thirteen chbices.
Below average: One who was chosen between three\and'eight timesr
Neglected: One who was chosen lgss than three times.

*  These numbers are based on an average ciassroomcenrollment of be-

tween twenty-eight and thirty-five apd may be changed proportion-
ately depending on the size of the ¢lass. :

From: Gearheart, B.R. and Weishahn, M.W. The Handicapped Student
in the Reqular Classroom, St. Louis: C.V. Mosby, 1980.

+ you would like to work with in school if you had a free choice.’




.In working on a projgét I would like to work with:

1.

2.
3 .‘.....

INTERACTIO!{ PREFERENCE FORM

PUPIL~PUPIL

. .

-

HO

)

Q

b

.. During breaks I would like to be with:

l

" ¥ would like to sit next to:

l.
2.

3.'\

I vohlld not. like to work

i.
2.

s

with:
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AVAILABILITY "USABILITY, AND DESIRABILITY OF
INSTRUCTIONAL MATERIALS AND MEDIA FOR
- MINORITY HANDICAPPED STUDENTS

ELwood Bland, M. S
Bureau of Education 604 the Handicapped
u.s. OﬂﬂLce of Education

- David A. Sabat&no, Ph.D.
Robert Sedlak, Ph.D.
Southern 12Linois Un&ve&b&ty at .
Carbondale

-

Les Steanberg, Ph.D
Lamar Univensity, Beaumont, Texas

“F}om: The Journal of Special Education,‘1979, 13, 157-167.
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‘TEACHER - . \ .

3

1. Makes the subject

2.

41 Is honest and open.

'S,

“

6

| matter relevant to the

learner.

‘Perceives children\and

environment as non-
threatening to self.

l

Creates an environment
which encourages the
learner to be-active and
‘doing in the teaching-
.learning process.

Interacts within the
teaching-learning
process both at the in-

tellectual- and fee11ng ‘

1evels.

]

Feels accepted, involved, -

- comfortable, respected,

and competent within .the

.. teachirg-learning process.

~
+
v 7.

ES

Enters into positive and
cooReratlve relationships
with: children.;

Evaluates hlmselfland his
own work., -

9. Is accepting and trusting

of children.

?;O. Is sensitively undar-
standing of children.

HO II-2

TEACHER, ENVIRONMENT, -LEARNER CHARACTERISTICS

ENVIRONMENT

Subject matter is
relevant to the
learner. —

Is norithreatening to
the learner.

Encourages learner to
be active and doing.

Conduc1ve to honest

and open interaction.

Encourages 1nte11ectual
and feeling 1eve1s.

LEARNER

Perceives sﬁb1ect
matter as relevant
to him. ° .
Perceives,; teacher
environment, and
peers as non-
threatenlng to his
self. .

Is act1ve and doing
in the teaching-
1ear§1ng process.

Is honest and open.

Interacts within the

teaching-learning

- process both at the

Promotes acceptance.

»

Encourages cooperative,
positive relationships.

7
£
{
‘

Encourages self-
evaluation.

Creates atmosphere of
trust.

_Encourages-sensitive

unders*anding.

intellectgal'and
feeling levels.

‘ Feels“accepted, -
involved, comfortable -

respected, and com-
petent within the
teaching-learning
piocess., -

Enters into,positive,
cooperative relation-
ships with teacher
and peers.

' Evaluates himself
-and his work.

-~

A




, . 30 I1-2
fﬁm‘l ' . :
"TEACHER o ENVIRONMENT LEARNER’
11. Is flexible. N _ . \Promotes flexibiiity.
12. Plans activities with Encourages planning [ 1
children. of activities with ~
_ children and teacher.
, .
13. Accepts his-own - o oo ) \ i N

limitations/ : -
".Spinazola, C., Application of the Diagnostic Teacksr Model to Social

Emotional Developient. 1In Ward et al., Diagnostic Teaching of . .
:~Pre-School and Primary Children, 1973, pp. 392-93, PR

8
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Instructions for Use of th;\ACLE Scale)for Needs Assessment

LA . . ) \ x{
. By: Maynard C. Reynolds. .
Undivensdity of Minnesota °

.~

The ACLE (Assessment of classgdgm Learning Environment) Scale is a useful

instrument for several purposes: 1) in planning in-service training for regular
.class teachers; 2) in helping the faculty of ‘an entire school in assessing their I
"implementation’ of principles of individualized education; 3) in hélping individuag/
| teachers decide upon-areas in which they would like to try for professional devel~y
opment; 4) in presenting an image of a "mainstreamed" school. The ACLE is not Y
designed, nor should it ever be used, as an instrument to evaluate teacher per~
_{qfhance. , : . . //

" .. The Scale consists of 16 sub-scales addressing a variety of factors. ~
significant in developing an overview or profile of classroom learning environments.
‘Each sub-scale is made up of five (5) descriptors, sequentially arranged from

"1" to "5" in order of increasing desirability. By reading all siib-scales in

the "5" level one has a description of a class which shows a very high degree of
power to accommodate exceptionality. - . :

. The attached summary sheet provides a convenient way of summarizing obser-
.vations which teachers make of their own classrooms. One or more classrooms may
-be described on the same summary sheet.

ACKNOWLEDGEMENT: Thé original idea 'for thfs scale came from Barry Dollar and .
) Susan Dollar who used a similar system as part of their LOFT (Learning Opportunities
for Teachers) System. Robert Prouty contributed ideas for several of the scales '
.and for use of the scale in teacher education. A discussion of the scale, in-

' ¢luding ‘related literature, is included in Reynolds, M. C. and Birch, J., °
ffeachiggﬁExceptional Children in All America's Schools, Reston, VA: The Council

for Exceptional Children, 1978. .. .

L3

~




. L ©

o "7 - Summary Needs/Inte-ests Assessment
s [N o
) Sub-Scale Topic -« | ' Co et Present Level of Learning LCnvironment
| - 1 2 3 7] 4- |.5
N .

Space)Facility Accomm&&ation

Teaéhing-learning Setﬁings

Degree of Structure

Social Environment A

anbtollkesbonsibilitf for Environment

Clascroom Management
)

‘Ra;e

Content (Cufriculhm)

Instructional Methods

Materials ] 0

11.

'Recognizing/Appteciaging Cultural Differences

12.

Evaluation i o ﬂ

13.

Affective Edutcation

14,

. Teaching Arrangements

.15.

g
Child Study Process - .

16.

Parent~Teacher Interaction

»




.centers which include room for both materials and students. Areas™
outside of the classroom, both within the school and in the-larger

o
Teaching-learning ‘Settings "
: . : _ .
A )

X ( o i R
Desks of uniform design are placed in neat rows and columns, 'all facing
a_teacher's desk. K i

Deg" s of uniform design are placed in neat rows and columns, all‘facihg
in the same direction; at least one "special interest center" is added.

I3

Students in deéks,or at tabIeéﬁyhich are not in row-by-column arrange~
ments and which interact with varioitsly spaced interest centers. B

Instructional space is complex, involving a variety of learning .-
centers and varieties of ways by which studerts may locate themselvzs.

Instructional space is divided into a 'variety of areas or learning

&

community, are used vith‘slgnifiqaqt frequency and in organired wars. =

. -

%
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Space & ﬁacilﬁgy Accommodations to Physical Impairments

IS -

- . -

The ‘classroom (a) is essentially untreated for sound; (b) access invclves
difficult elevation and entry problems for students in wheelchairs; (c) .
has no amplification devices; and (d) has no partitioned areas: for small
group work; (e) movement to washrooms, lunch rooms, and ocher essential -’

"areas is difficult for the orthopedically or"visually_impair%d students;
(f) space is very limited--thus, inflexible; (g) séorage.Space is almost
totally lacking in classroom. ) -

A

At least four of the seven limitations (a through'g, above)~dre‘chafage
teristic of the classroom spaces. N . .

& N o
@ Py -

' General architectural acdcormodations (elevation Ehanges) ‘have been .
" managed, but interaal Spaces are essentially untreated and inflexible.,

Basic architectural accommodations are adequate. -Classroom and other
Spaces are generally adequate in size, and Sound treatment is zdequate;
but storage, furniture, and flexibility of space are significant prob-,
lems. o ' )

-4

*Th¢ classtoom is carpeted amwd/or otherwise treated effectively far sound
control; access -and entry present no problems for any student; storage,
flexible partitioning possibilitiés, -sound amplification, varied
furnituze, and like matters are provided- adequately.

LI b ]

.
. .~
2 . . .

. ]
. . g ) .
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. __5.. Content, materials, and! methods of instruction

o
»

-

Recognizing and Appreciating Cultural Differences ‘

L ¢
-

instruction prSceéds with little or no explicit recognition of cultural
differences, The majority values and styles dominate the scene,

-

,Special arrangements for remedial work are made for students who may have

* second language problems or who have different developmental patterns and

learngng.styles associated with race or ethnicity. Teachers may have had
required human relations training. . .

A
W

. - W e > . .
Special projects oriented’ ’to needs of minority students are arranged to .
supplement the regular school program: such as special pre-school,
-language classes, bilingial youth advocates, or special units or,
-Native-American education or black studies. o

Efforts are made to go beyond, special projects and to redesign the basic
curriculum to include vzlid elements from all relevant cultures--so that
all children can feel that both their past and their future are given
studied and valued consideration,

are made meanirgful to poor
-and minority group children as well-as to all others; the commitment °to
.cultural pluralism is real, especially as reflected in curriculum. Both

.Students and parents from minority communities feel engaged and well

understood in the school situation;
Aesthetic experiences of the school
représented by the school

~

they feel as equals among equals, ‘
include samples from all cultures '

Pt
Mo
22




_Each individual

Control of and Responsibility for Environment

rules based almost totally on the teacher's "police"
tencies. )

" -

. Students share occasionally in discussion of how the school

shall be managed. A degree of "consent of the governed" is

Formal arrangements are made for the regular invoivement of
governance--as in student-government, student-management of

class and the school is a role-ggVerned operation;

with

power and compe-

environment
achieved.

students in
classroom

materials, weekly class meetings, or the like.

Individual students and groups of students are given special training
and responsibility for management of much of the school =2nvironment and
processes. Included are technical matters such as running audio-visual
machines, administering of competency exams, orienting new students,
showing the school to visitors. In addition, training may be included
in counseling skills (liscening, reinforcing, etc. ) and other- aspects
of interpersonal and group behavior.

Students share significantly in the governance (policy-making and
administration) of their classes and school. Their obligations run to
other students as well as to school officials; they are expected to help
make the learning environment productive,
necessary to help them take responsibilities. The teacher shares in all
of this as weli, but gives, particular attention to instruction for con-
structive initiatives and “"cutonomy" by students. °

3

-~
]
' ot

~

They ,receive instruction where

B




Social Environment

Students are expected to work essentially alone as far as instructional_
tasks are concerned. Student-student relationships tend.to be nonsharing,
even competitive. The teacher rewards individual performance and seems’
nondeliberate. about group processes. '

>

Students work mainly in isolation, but occasionally in small groups. The

"teacher praises and supports friendly interactions, but no systematic pro-

vision for education in group processes is provided. Evaluation tends
to.be individually-oriented and to encourage competition.

Students work in small groups frequently and must share materials. All
records are individual. Students are expected fo learni‘°to work with
each other, but goals are nonspecific.

‘Students are clustered so that they can interact freely. Some group

projects are assigned ‘with considerable frequency. Group projects are
evaluated informally; but grade records emphasize individual achievements,
Social skills are valued. ( ’

?he development of positive social skills and attitudes is one' avowed
objective of the teacher. Students are expected to interact and share
with each other and to help one another Sometimes they work on group --
projects, dividing up work. The teacher assists in group process and
rewards effective group work. Studeats have every reason to be mutually
helpful. Defin.te efforts are made to provide socially integrative
experiences for exceptional students
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. Degree of Structure -

Structure is attended to only casually. No systematic effort is made to
control‘degree of structure. .
Structure is imposed on some topics--those considered most essential; all
students tend to receive similar treatment.

Ail students receive a carefully structured approach in introducing
concepts or new content. Students who complete work rapidly are free~
to proceed in their own way in their "extra" time.

Instruction is varied 'in degree of structure, so that all students have a
variety of experiences. Degree of structure tends to be -a function of ‘
teacher intetest and not fully a funcltion of student need, but all students
experience variety. ; . .

Degree of structure is varied systematically so that students who need
high structure get it and those who achieve better by creating their
own structure are encouraged to do so. The teacher has structure clearly

worked out for his/her teaching area and uses it creatively. §

<




Classroom Management

Classroom management--including group alerts and communications, trams-
itions, question and answer procedures--tend to be at least mildly
chaotic and noisy. Only a minority of students tend to be thoroughly
attentive or on task at most times. )

Group signals and alerts are generally well attended, and at least half
of students are "on task" at most times; but transition periods tend

to be chaotic and behaJior disturbances are handled unpredictably.
Materials management and record keeping are on minimum acceptability

levels. . o

-

Teacher-pupil and pupil-pupil communication and managemen: are all in
good drder, but ‘mainly on the basis of the very high force level of -
the teacher. Teacher authority is clear. Predictability of class
behavior is high because negative consequences for misbehavior are
high-~a tough but. highly competent situation.

Communication is good; organization is comblex but- orderly; attention
level is high; disturbance rate is low. Teacher is creative, adaptive,
and shares responsibilities for the environment with students and
rationalizes rules in group sessions. There are some very bad days,
but most aré tolerable to good.

At least 90% of students attend when teacher seeks to alert the full
class; questions almost always serve as signals for all studentsy
systems for transitions, record keeping, materials management and

like matters are well understood and observed efficiently. "Students
are clear about expectations and consequences of their behavior.

-




‘Rate - \
hace ¢

All students are given fixed, dniform assignments to complete in uniform.
periods of time. . '

. - -

All students'are given uniform minimum assignments for standard periods
of time. Students who complete work rapidly are usually free to work on
unrelated activities. Students who do not complete work.successfully -
continue with classmates in spite of poor background. Some extra help
to "laggards mnay be given.-

All students are given uniform minimum assignments for standard periods
of time. Students who complete tasks rapidly and well are allowed
informally to proceed to more advanced related topics. Students who
fail to .complete tasks satisfactorily are given extra tasks and/or
assigned to others for extra help--such as aids or resource teachers.

Students are given mastery examinations at set times, such as at the ~
beginning of each semester. After each.evaluation, subgroups proceed
at different rates and in different levels of the curriculum.

Students-proceed with instruction ,at rates indicated by mastery ex-

amination. Such exams may be take“ at any appropriate time, followed
by pre~tests for succeeding tasks or topics. Entry to new areas may:
proceed at any time.

\

-




Content (Curriculum) ' -

-
-~

Fontent is defined totally by the textbook or teachers guide, including
the sequence of topics or activ;ties. The content and sequence are
uniform for all students. J

-

<2
Teache? basically- follows textbook or teachers' guide in setting content

. and sequence of topics, but introduces significant modifications or !

‘totally uniform for all students.

"special" topics designed to accommodate. to general interests of the
group and the teacher's. judgment of priorities. The program is almost

N

Teacher basically follows textbook or curriculum guide b;l uses more than
one level or set of textbooks in heterogeneous classes. ~ -

Content for particular students is specifiéﬁ by the teacher; several levels

" of textbooks are used along with varieties of other instructional

materials. Task sequences are carefully defined. Students are assessed ’
individually and entered into ijnstructions at appropriate levels.

Student interests guide selection of a significant portion of the con-
tent.' The program for each student is sequenced according to evaluation
of previous performance and' achievement Attempts are -made to integrate
specific tasks across broader domains of the curriculum. !

I

” : I




Instructional Methods. o

" Direct instruction--lecture with or without correlated visual aides and/or
demonstrations; 2) inquiry-discovery methods--students inquire and reach
generalizations independently, may or may not involve interactions among
students; 3) group investigations--democratic process; 4) precision teaching--
application of methods of the applied behavior analysts; 5) instructional
games--embedding concepts to be taugh; in game situations; Q),creativitz--
methods emphasizing divergent problem solution and other forms of productive
rather than reproductive thinking; 7) psychoeducational diagnostic--pre-
scriptive procedures; 8) peer or cross-age tutoring; 9) developmental
teaching as in direct psychological edication for moral development..

o

~

-

1. 1In a typical month teacher uses systematically no more tban'two of the
*~above methods. ' -

2. 1In a typical month teacher uses systematically no more than three of the
above methods. .

~

3. 1In a cypical month teacher uses systematically at least five of the above
methods. .

-
- + -~

4. 'In a typical month teacher uses systematically at least five of the above
- methods’ and is. studying or consulting with other school staff members
o about additional approaches for some students. . , -

- . 5. Teacher is able to use at least six of the above methods and has collab~
orative arrangements with special education teachers, school consultants,
psychologists, or others to help implement additional methods as needed.




Materials

/ .
The instructional materials include essentially only one or at most’

]

Additional materials

Ve

—

1.

three textbooks of standard grade level difficulty which are used

with’ near uniformity by all students.- \
2, Instruc.ional materials include several levels (different reading levels)

of basic textbooks covering content of the class.

from the library are . on hand regularly for use by students.
3. All in 2, above, plus occasional use by the teacher of films, filmstrips,

audio tapes, overhead projections, and similar audio-visual aids.
4. All of 2 and 3, above, plus pérmanent provision of a variety of materials

'in establishing interest centers for use in the teaching-learning A

ot the class. . ‘ " .
5. Instructional materials include several levels of reading materials, plus

collections 6f audio=-visual materials, instructional games, and
competency examinations. Students are able to "store" in the classroom
their individual sets of material's and records. Students‘are competent
in use of. all equipment. Special instructinnal materials centers and
consultants are.'vailable to assist teachers.

?




~ ; b A
Fvalua‘iorn - ‘ A

-
¢
¢

Evaluation is almcst to:ialiy text-oriented and always involves comparisons
with other, class member “esults are recorded as percentiles, per-

‘centages, standard slerhs ov some such metric, usuaily with no breakdoun

5.

2.’

.and assessments as well.

for diagnostic purposes. Jidres are not interpréted in
Atnosphere stresses greien uad uompetition‘

\ . BTN .
Evaluation is text-orientsd and norm-oriented, but with careful attentiqn
to domain. Some modest degree of use is made of results in assigning
“nake-up” uork or in other limited adjustments of program.

a

"mastery' terms.

!

i

'Evaluation is mainly domain-oriented and reasonably clear for domain.

All exams are "handed back", but attention is mainly on "grading",
rather than to the planning of 1nstruction. Procedures tend to be somes

what inconsistent. .-
» .

- - ! - ~ -

Host assessments ace mastery-oriented and clear about domain and are used
effectively and regularly in planning instruction. Feedback to students:
on all tests is complete and clear. However, term grades tend to be i
assigned quite strictly on a norm or social comparison basis. Students
are encouraged to evaluate their own work independently.“ ¥

-t o :

A\ ’
Assessments8 are partly test-oriented but include informal observations
All evaluation is clear as to domain anu is ’
nastery-oriented. Assesgsments are quife frequent and integral parts of
instruction. Occasiorally norm-oriented tests are used to give students '
a basis for comparison of their rates.of development with that of others.’
All students have a solid chance for sensing progress. The teacher is
aware that not all- learning can be assessed by anotlier person and that a
perssn must evaluate his/her own growth and what conditions for grouth

-~ are optimal--as part 'of the total evaluation program.




5.

~

Affective Education’

<

n

ern_for affective development and climate is limited to a general

policy of courtesy and pleasantness. Affective education is in no way
a planned part of the curriculum. b

.

Positive affective development and climate, while recognized as worth-

" while, are sought only through sporadic and genecrally non-sequential

activities included on an impulse or “"time-available" basis.

Affective education is recognized as wo}thwhile and is included on a
planned but infrequent basis throughout the year. Teachers have -

opportunities for inservice education and consultation on the topic.

Affective education is recognized as worthwhile and is included on a

regularly scheduled basis much as other subject areas are in the weekly
instructional schedule for students, Needs of teachers and administrators
are recognized as well. T~ S C-

Pl

-

Affective education is recognized as an essential component q;‘the total
curriculum, is a part of the regular daily ingtructional schedule, and

is systematically included in carry-over activities in all subject ’
areas. Administrators and teachers attend equally to professiona: o
colleagues' affective needs. Expert consultation_is provided on a fedtive
education to both teachers and administrators. -

4+
——
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\> ‘ Teaming Arrangements N 5 &

-

<

When problem students; are identified in regular classrooms, they are.
referred for study by specialists {such as school’ psychologists, school .
. social workers, school nurses; etc.) on the assumption that the probilem

: ownership has\ been transferred outside of the regular classroom". \

2, When “"problem" students are identified in the regular classrooms they are . S
referred for study by specialists. The regular class teacher is called - '

upon by the specialists to ‘assist in the diagnosis., Observations of the

student may be made in the referring teacher's classroom.

*

"‘

3. When "problem" students are identified in regular classrooms a referral is
made to specialists. The regular teacher then often participates with

) the parents and schocl specialists in writing an "Individualized Educational

et . Progranm" (IEP) The diagnosis is almost exclusively child-centered. :

Ry
&
L3

When ‘problem' students are identified in regular classrooms referral is
made to specialists. The regular teacher.then often participates in\the
. . diagnosis and in writing the IEP. Frequently observations are made of
. the student in the regular class. Consultation\with the regular teacher ’
to achieve Program modifications is frequently a part of the total brdoess
‘ following referral.. ‘ R N ‘
N i 5.. Systematic studies are made in the school for ''problems"” of students.
\ - T These are the bases for studies of classroom and home situations as well
as of gtudeni, as a basis for broad efforts for change (for example,
. providing more alternative approaches in reading instruction, more teacher
¥ competency in using small-group "cooperative" instructional groups, closer
9’. ' home-school contacts on truancy issues, etc.). When particular ,"problem"
students are identifiéd specialists are called upon for consultation with
t2achers vith primary attention to poscible needs for program modification.

P A N ~
X P’
’ . -




-

Child Study Process

. There is no structured child study process. Children who do not conform
. to expected behavidral or achievement norms are dealt with through re- ..

feérral and segregation in isolated special education programs or other
forms of separate tracks or groupings. .- . . -

~
-

Child study is seen as a problem~-centered effort to identify and categorize
children's deficits using standardized psycho-medical tests and to deter-
mine appropriate- placements external to- the regular classroom. Specialists,

. such as psychologists, are mainly occupied in c1assifying and labeling

students for special programs. .
Child study is psycho-educational in nature, relying heavily upon standard-
ized asszssment instruments to diagnose and classify the child's deficits,
with focus on determination of appropriate remedial programs.

4 r

Child study is educationally-oriented with child and his/her teacher
ceptral to process and focus on analyzing teachihg-learning interaction
to determine areas where efforts for improvement should be concentrated.

a

Child study is focused on positive development of increasingly accommodative

llearning environments. Children's diversity in needs and abilities are

closely examined, not to identify deficits 'in children but rather to plan
modification-in school practices and in school/home environments.

.Specialists, such as psychologists are heavily involved in program development.




Parent-Teacher Interaction

~ s -

Parent-teacher interaction is characteristically limited to crisis- .
stimulated contacts often adversary in nature. Administrators enter maﬂnly
as rule enforcers. v

Parent-teacher interaction, in addition to crisis-stimulated contacts,
occurs on 4 regularly scheduled basis throughout the year with the agenda
characteristically limited to the teacher's reporting of children's
progréss.’ : ’
Parent-teacher interaction, in addition to crisis and formal reporting
contacts, includes periodic teacher-initiated affirmative contacts with -~
parents to informally communicate positive behaviors and achievements of

each child. ) P ’ ;

Parent-teacher interaction is characterized by an open and trusting climate
of communication within which problems and crises are seen as cause for
common .concern and investment in solution and wherein formal and informal
information-sharing is. provided by both parents and teacher. .

-

Parent-teacher cooperation is close.and continuous. As volunteer aides,
as participants in various school committees, as co-sponsors of school- ’ o
community actlvipie?, parents join with teachers in enhancing.and expanding

the learning and experiential opportunities for children. THe atmosphere

stresses creativity, mutual commitments and trust. Administrators enter . -

as leaders/facilitators. o
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.-~ Gearheart, B. R., § Weishahn, M. W., The Handicapped Student in
- the Regular Classroom, St. Louis: C. V. Mosby, 1980.
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> PUPIL PERCEPTIONS OF TEACHER-STUDENT .
: INTERACTION AND SUPP?RT ) L,
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Gearheart, B. R.., § Weishahn, M. W., The Handicapped Student in >
the Regular Classroom, St. Louis: C. V. Mosby, 1980.
- . . . t - . , -
~ May be.used by pre-service teachers as an interview sheet or filled-
.~ -out independently by pupil. .
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| PUPIL-PUPIL : - ;
L INTERACTION PREFERENCE FORM
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Gearheart, B. R.,- § Weishahn, M. W., The Handicapped Student i

.- the Regular Classroom, St. Louis: C. V. Mosby, 1980. L "
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