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'PART 1: INTRODUCTION.
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. ~+ . ' .
when a teacher contemplates the possibiiity of involving handi-
capped children in a preschool environment with nonhandicapped
chi&dren, there are scores of questions to be asked, and con-
siderations.to be made.

Whern <is a chi@ﬁ with special educational needs able to benefit - .
from 2eing in a learning enviromment alongside nonhandicapped

antldran? .
. Heo ﬁb I plan'uvtééities to meet the needs of the handicapped
? child in an integrated group and still challenge the other
chilcdren? ‘
What do I do or say when a child asks me questiong about .
differences observed in a handicapped child? '

Heu de I promote a traly integrated grouwp with childden sharing
and caring about each cther? ' ¢

3 +

Can I do it alone? *What kind of help do I need? _ '
. . ) ! -

What'is integration ‘anyway--and what is supposed to be so good - .
atout doing 1t?

These, and many oEﬁers, are all important and valid guestions a
teacher should ask when planning to place a handicapped child in’
a regqular preschool class.

In this guide can be‘found the answers to questions which will
arise émong teathers and others involved in direct program plan~-
ning and implementation of an integrated program for preschool
children who are between two and five years old. Information is
provided to help adults understand the bénefits and precautions
involved inp integration, to form a kasis for deeiding whether
it is appropriate for a particular child. The importance of -
planning to assure success is described through information on
the various: steps in the planning process. 1In addition, instruc-~
tional strategies, curriculum apprdach, and suggested activities
provided within this guide should provide a basic framework for
building a classroom_ which is individualized to meet the needs
of each child within any preschool group. And finally, strate-
gies which can help deal with the special needs of each child,
while prdmoting a cohesive group, are discussed.

’

While many qugstions in general may remain unanswered, or may
be found elseS&s;;é this guide offers many suggestions to .
assist teachers others in making an integrated classroor

a positive experience for]everyone involved. x| :

>
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A MODEL PROGRAM OF INPEGRATION ' . .

In 1978, Albuquerque Special Preschool, Albuquerque, New Mexico,
began a program of integration for handlcapped and nonhandicapped
preschool children between the ages of two to five, with funding
frem the Office of Special Education, U.S. BEpartment of Educa-
tion, Handicapped Children's Early Educatlon Progyams Demonstra-
tion Projects. -

f ‘ -
This project grew out of a traditional special educat{on program '’
for developmentally delayed children which had been prov1d1ng ’
services in special education and therapeutlc programming for ‘ten
years. The need to involve these .children in less restrictive
environments became evident. An integrated approach was expected
to have a positive effect not only on handicapped children, but
also or nonhandicapped, the families of both groups, both early
childhood and special education teachers, and programs which .
serve both populations in the community. b .

» A ~ .
Handicapped children were expected to benefit especially in lan-
guage and social development through interac®ion with ndnhandi-
capped py modeling their behavior and skills. Handlcapped child-
ren who were selected for integrated groups were betweéen 2.1 to

/ 4,11 years old,-with mild.to moderate delays in one or more areas
of development. Nonhandlcapped chlrdren in this model program
were between 1.10 to 4.11 years old and were placed with slightly
older handicapped, when comparing group mean age. Thus, children
were generally of similar developmental level. Nonhandlcapped

. "children were expected to benefit from this experience primarily *
> in thejr increased knowledge of' handicapping conditions. 1In .
add 1tfgn, the project jproposed to demonstrate that such placement
£&r nonhandicapped with‘'handicapped would not delay their rate of
developnental growth, thus alleviating public and parental fears
. that 'an integrated placement would "hold back" nonhandicapped
children. : 7 .

Special edwcation teachers were expected to benefit by their ex-
posure to nenhandicapped and normal development as a reference
for "teaching handlcapped. Early childhood teachers were expected: .
t6 gain skills in working with a broader range of populations,
and particularly with Handicapped children. Teacher training,
based upon needs assessment, was provided through a varlety of
1nd1v1duallzed experiences, such .as selected readings, in-service .
workshops, and observatlon of appropriate models. ; |

The program was structured to proSide several options for places jI
ment in successively ‘less-restrictive environments. The levels A |
of placement are based on thé premise that a less restrictiye -
environment increases the number of children total in a group,

1ncreases the ratio of nonhandicapped to handicapped in_ a’ group,

. [N v ~
N .
0 : '
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or decreases the' number of adult supervisors'in‘the grotp.. The.

Placerient options are shown,ih Table I. '

' s

TABLE I L '
» Number : » '
. Children
Level Ratio { H NH ‘Staffing Pattern
.Level I:. I:1 5 5 Single teaching or team-

teaching using oné early
childhood and one special
education teacher .

Level II: 1:2 ° 5 10 Team-teachiﬁg éppioach, same
. : as above .o
* Level III: 1:3 3 15 ‘Single eafly childhood teacher. ’ v\\

. [ . approach after one to three
., months of team~teaching a .

* . speciat educatidn teacher:
follew-up."’ X '

2 child might enter thé‘p;qgram at any level. Generally, younger

(2 tor 3 year old) or.more severely delayed handicapped were placed o
initially in Level I and would later be moved to a Level II or III

only if they demonstrated ease in déaling with thei*r present en-' -
vironment, as well as changes in skill leve.l~d U : ‘.
Children were assessed initially, and at subsequent intervals with

the Alpern-Boll Developmental Profile (Alpern, 'Boll, 1972) 4&nd the
Learning Accorplishment Profile (Sanford, 1972).‘ Play behavior '

and degree of interaction between handicapped gnd nonhandicapped

was clcsely ronitored as a measure of succesgful integration.

Parents and other family members were expected to show greater X
awareness of handicapping conditions, acceptance of handicapped ,
¢children and demonstrate an ability to set, realistic goals for . '
their children becalise of the opportunity to.view age-appropriate
behavior. Traiming programs based upon needs assessments were '
provided for parents in addition to a variety of commurrication
techniques, such as weekly notebooks to parents, newsletter, and’
conferences with their chilg's teachers. Parents$ panticipated *

in planning and carrying out their child's pprogram through team
involvement in preparing the individual education plan for their
child. ' .

v
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Many of the suggestions' and ideas in this quide are bagsed on o«
the experlences of the people involved in this model project.,
More. 1nformat10n on this project can be obtalned by contacting:

Albuquerque Special Preschool

3501 Campus Blvd NE s
Albuquerque, NM 87106 . . a
Definition, of Terms : ) .

- - !

The, terms integration and mainstreaming in a general‘sense are

synonymous, although.in the field of jeducation a differentiation

of the two terms has evolved. Integration usually refers to the

combining of two groups of formerly separated individuals, where-
as mainstreaming takes this several steps further.

Kaufman, Gottliel, Agard, and Kukie (1975) suggest the following

definition of. malnstreamlng' v

\]

the vempo"al instructional and social integration

of eligible excep,zonal children with normal peers .

based on an ongoting, individually determined, edu- ’
a+10ﬁal planning and programming process and re-

quires clarification of responsibility among,regular .

_ and, special educationalyadministrative, znstructzonal '

: and supportive personnel. _ ‘ .

*
]

Although this policy was written for school-aged children, the '
,essential eléments are applicable to early education:

T 1. individualized educational planning; . ’
2. consideration 05);;;>max&@um time, instyuctional program

"3nd social interaction which handicapped children can
benefit from in a setting with nonhandlcapped children.

Integration and maanstreamlng are essentially experlences whlchﬁare
<most likely to ensure that handicapped children can realize
maximum potential foxr full participation in society and 1ndepen—'
dence of functioning. Tt is.the pursuit of nérmalization in
educational programs through bringding together handicapped and
nonhandicapped children. The naturfe and extent of contact with
nonhandicapped children is dependent on any child's ability to
benefit from the experience, (Safford and Rosen, 1981)
]

Indzvzdualzzededucatzonal planning is defined by the IEP, which
is a written prescription of an appropriate program for a single
child. It is based on/ in-depth knowledge of ‘the ‘unique. learning
needs of a part;cular child. .

$ -
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The term least. restrictive environment refers to the choice of
settings, which is also unique to the learning needs of an- indi-
vidual ¢hild. It implieS the quest for normalcy of edutational
setting, defined on the basis of the degree to whith a handicapped
child participates with nonhandicapped children in a regular

classroom environment (Safford,and Rosen, 1981).

/
A peer is generally considered to be another child of more or less
the same age (Hartup, 1978). An effective integration strategy
may-be to combine children of mixed ages, such as three to four
year olds, thus- somewhat loosening the definition of-peer.
the purpose of bringing together children of similar develop
age levels, peer is then children who interact at comparable
levels of behavioral complexity (Lewis and Rosenblum, 1975).

For
mental

Labeling children handicapped,versus nonhandiéﬁpped presupposes

a level df differentiation which in reality does not exist. Many
handicapped children are normal or above normal in some areas of
dewvelopment. Likewise, many children labeled normal have learn-

ing problems. It should be pointed out that children who are,

labeleé as handicapped, although in need of special-interventioﬁ,
are more like other children than not. .

a general understanding of the term handicapped is offered as a
child who exhibits noticeable and significant delay(s) in deve lop-
ment in at least one of the following areas: self-help, social/
personal, cognitive or conceptual, speechor language, and -fine/
gross motor- skills; the extent of which is determined by reliable
evaluation, and which.results in a need for specialized sepvices.

" .

o
& . . i -
*

_RATIONALE FOR,INTEGRATION OR MAINSTREAMING
N L] ¥ s v

%
What Research Tell Us .

~ /7
Does integration work? To conclusively answer this question; a
great deal of research still needs to be done--especially to
determine for whom, how, and under what conditions integration )
seems tgd be most effective. Some of*the difficulty in determin-
ing the efficacy of integration or mainstreaming stems from an |
inability to control. the many variables in a classroom, such as
teacher skills and curriculum, which affect children's perform-
ance. Therefore, the conclusions drawn from esearch ‘findings
are made with caution. (

. L)
i

The mainstreém movefent actually stems from the 1954 Brown y%.
Topeka Board of Education decision, which later stimulated .

humerous other court decisions, decreeing that "separate 'is not
equal." Further impetus was given o mainstream efforts by the

<
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o !
) federal mandate under PL 94-142, stipulating that han@jcapped
' .children are to be provided an edhcation in the least restric-
tive environment; that is, handicapped children are to be
educated with nonhandicapped children, in the regular educational !
' environment, to 'the maximum extent. . “a«

Integration provides handicapped children an opportunity to
‘ imitate the more competent child. Imitation is widely acknow- .
. ledged as having an important role in social learning through
' play (Bandura and Walters, 1963). For handicapped children, .
however, this learning is more likely to ocgur with a highly
.structured and systematic approach to teaching (Devoney, .
Guralnick and Rubin, 19744 Fredericks, Baldwin, Grove, Moore,
Riggs and Lyons, 1978). - 1
Numerous studies have indicated that nonhandicapped children
will not be "held back" or imitate less competent behavior by
exposure to their handicapped peers because children tend to
model the behavior of more competent 'peers (Apoiloni-and Cooke,

é * 1978; Cooke, Ruskus, Apolloni and Peck, 198l; Bricker and Bricker,
1972; strickert, 1974).. Goldman (1976) found that nonhandicapped
¢hildren placed in groups where there was a two-year age differ-
ence .(three tp four year olds) showed more maturé social behavior

= . than children in groups composed of same age peers.: »

A potential benefit of integration is that it can positively
influence the attitudes of nonhandicapped -children and their
¥ parents toward handicapped people. Voeltz (1980) demonstrated
that nonhandicapped children who were prOVided with an oppor-
tunity to interact with handicapped children in the regular
school Setting showed improved attitudes and more accurate per-
ceptions of the abilities of handicapped children. Parents of
both handicapped and nonhandicapped children are positively
affected, developing a more timistic outlook and usually view-
ing the interactive éxperience as aiding in positive self-
concept for their ¢hildren (Roddy, 1980; Vincent, Brown and
. Getz-Shiftel, 1981). ) <7
. . -
Ispa anéd Matz (1978) evaluated the effects of mainstreamed
children in a coghitively-oriented program. They found
’ * significant pre-post changes for both.handicapped and nonhandi-
capped children--beyond what would, beﬁexpected based on normal
development (of one month developmental gain ‘per calendar month) .
These children, on the average, gained 2.07 months for each
W month enrolled.

) Other research has %enerally shown that -exposing. handicapped
children to models of age-appropriate language and social
behavior can be particularly beneficial (Cooke, et. al, 1981).

M)




It is possible, however, that handicapped children will show
greater gains with teachers who are experienced with integrated
settings. An analysis of fhumerous studies on social integration
(Gurxalnick, 1981) indicated that the degree of separation in
terms of social interaction between handicapped and nonhandi-
capped children increases as a function of the severity of the
handicapping condition. Despite this factor, it does not appear
that handicapped children have been rejected by their nonhandi-
capped peers, in general. . .

Parther study is needed to verify these initial findings which ,
indicate that certain integrative approaches can provide a
beneficial experience for both handicapped and nonhandicapged
children ‘and their parents. It is certain that a richer, Zore
diverse and stimulating environment is provided for children in
an integrated setting, with much of the. research attendin to

the benefits in the social and communication aspects of child
progress. Totally interactive behavior has not been achileved

in integrated settings, nor has it been conclusively demgnstrated
that handicapred children do better in overall developmehtal
growth by exposure to nonhandicapped peers. However, there is

a tendency toward the development of more positive and realistic
attitudes toward the handicapped, a potential for greater social
growth, and an opportunity for providing an education;for a

child in®the least restrictive environment. Due to the relatively
short period of time in which the effects of these mdinstream
environments has been analyzed, their long-term benefit is
virtually unknown. The blend of a systematically structured,
individualized program in an integrated setting potential
offers an intriguing opportunity for these handicapped children
to mature, as we do, in the mainstream of society. In timg, ‘“
longitudinal studies will tell us what thé -impact—has-been on |,
these children and societal attitudes and expections as a whole.

~r

o

e g™ .

What Teachers and Parents Tell :Us ¢

It is possible that even with a great deal of teacher enthusiasm
for beginning an integrated program, it may be necessary to con-
vince parents of nonhandicapped children that it is a good idea.
Considerable insight has been gained through obsexvation of the
classrooms and interviewing parents of nonhandicapped children
who have been in an integrated classrodm. The benefits to these
children fall into three major categories; the quality of
educational practices; social gains; and general benefits to
children and families. '
In the first area--the quality of educational practicés-~parents
' of the nonhandicapped-noticed the potential benefit of having a re-

14
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duced pupil: teache:rsatlc" which is common to special educat%on
classes. Due to the emphasis on individual needs of the.handi-~- .
capped children, the teachers are geared toward focusing on
individual children rather than being primarily occupied with

the needs of the total group. Parents appreciated the special
therapeutic servicessweroffered, such as swimming, using an
occupatlonal therapy room, and holéing dance and sign language
classes. In program planning, the teachers devote attention to
all developmental areas, creating for:nonhandicapped children
mary oppcdrtunities for growth in a rich and varied environment.

‘The social gains of nonhandlcapped children ,are a llttle more

subtle. One parent said that her child had developed ,leadership
abilities because she had been given a chance to help other
children, and had gained greater confidence. Another parent felt
that her son shows more understanding of younger children outside
the school envirorment, because he has grown in‘patience’and
helpfulness due to this experience. Several parents felt‘they
could never fabricate for their children an intimate setting

with handicapped children, provided by this program. Finally,

a parent stated that the greatest social benefit seemed to be
that the children saw no significant differences among “their

.peers. Several teachers have observed that the integrated

class as a whole seems less aggressive than other classes of
nonhandicapped children. °“although there is no data to support
this, it seems that due to all the positive encouragement in

the integrated class, there is little room for aggression. We
accept, we love, we look after one another; and, we talk about
differences and similarities. It is valuable to provide a safe
environment in which nonhandlcapped children can stare (without
being corrected for it), because it eliminates fears about d1ffer~
ences by virtue of being thoroughly exposed to them. ’

In the area of general benefits to children and their families,
several interesting .observations were made. One parent said:
"this classroom shows me that the handicapping condition is not
the most important thing about a child." Some parents of non-
handicapped children have said that they nbw feel more comfortable
meeting with ‘the parents of handicapped children, and are glad to
know that they face similar problems. Some of these parents

have worked through feelings of being reluctant to rejoice in the

' . accomplishments of their "normal" children in light of their , ,

initial contacts w1th parents of handicapped children.

The program has prov1ded parents with the challenge of developlng
age-appropriate explanations when their children have gquestions
about handicapping conditions. In general, families have gained
much 1nsught into* their own and other children. All of the
parents interviewed felt that they would choose such an oppor-
tunity again.
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GETTING READY

FOR AN INTEGRATED CLASS
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BASIC CCMPONENTS OF AN INTEGRATED CLASSROOM ’

There are several elements which are basic to an integrated pre-
school program (Anastasiow,, 1978); and, in fact, are probably
basic to well-organized preschool prograns in general. From
these basics, a teacher may operate under a variety of approaches
or philoscphical frameworks for teaching. However, according to
Anastasiow, model integration programs which have been operating.
with funding from the Office of Special Education, Department of
Education (fermerly HCEEP), in the Early Childhood Demonstration
model programs, have been shown to generally operate under several
common dimensions. These dimensions ‘are: o
1. A developmental framework for viewing the needs of the
child is implied or implicit. A framework cf sequential
information on child development is needed to Have a
guideline, or direction, in which to promote cnild
growth. .

;8]

Structure’'is ‘the nature of planning and organizing by
) ) the teacher so that a consistent curricular approach,
' . whatever it may be, is used.

3. Play and tools of play (or toys) are commonl?*acknow—
ledged medns through which young children learn. The
utilization of play in a curriculum may vary from an
approach which provides a great deal of teacher direction
and of "teaching children to play," to an approach which
assumes children have an inherent ability to play.

Play is a common occurrence in most programs and is, con-
sidered to be a useful vehicle in teaching concepts and
skills.

4. Rewards (or positive reinforcement*) are used in programs
to promote behavior which is consistent with the desired
goals of the program or indgfidual child.

LN
.

Staff training is a common factor in model prcgrams, using

a wide variety of methods. The important considerations »

are that feedback to individwal staff on performance be

given, and subsequent training on techniques and strate-

gies for faciliggting child development are provided. | &

6. Low ratio of children to adults is commonly described as
a part of a model preschool program. Unfortunately,
many programs have been developed with such a low ratio,

)

|
|

: *Anfdevent following a response which increases the likelihood
that the,rgsponse will occur again.




sometimes as low as 1l:1, that it is difficult for other
programs to replicate or model themselves after them ,
due to a more limited avallablllty of funds or other /
resources. A common ratio in integrated programs tends /
to be 1:3 to 1:5 (Anastasiow, 1978) for adults and
children. Within the subsequent sections of this gulde,
programming will be described for which the 1:5 ratio or
slightly greater can be applied‘utb rost children. ]
Mostflntegrated classrooms have several other aspects in common
which seem to be the preferred method for designing preschool
programs. First, nonhandicapped children tend to be approxi-
mately one year younger than their handlcapped ‘classm tes
(Guralnick, 1981). Parent involvement in &n integrate prog am,
is also a critical element which can promote a successfil pro~"*
gram (Allen, 1981). The role of the teacher is also a pyptert
factor in affecting children's learning. The .teacher must have
a working knowledge of normal and atypical deyelopment, use [
consistent currieulum which is based on a sound phllosophy,' nd
yet be creative and flexible. 2llen (1981) suggests that teacherys - .
must also be skilled in observing children, and plan for each child
individually. Teachers also need the support from such discir .
pllnes as speech and hearing, physical and occupational therapy,:
‘medicine, and social work, in providing attention to special
needs through consultatlon, demonstration, conductlng needed
programs to promote the Chlld s growth. -

N

|
Perhaps one of the most 1mportant elements of particular rele- f{
vance to lntegrated settings is the structure and the learning
env1ronmen¢s. More often than not, handlcapped children must .be
taught how to play and will need 1nd1v1duallzed attention to
develop the child's abilities. The physical arrangement of the
classroom also seems to be an important factor, not only in pro-
viding an accessible classroom, but one in which the potential

for . interactive play is promoted. ‘
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KNOWING WHEN CHILDREN ARE READY

-

Selecting Haﬁdicapped Children ) ©

It is recommended that the following factors Be .considnred when
decidifg whether to place a child in an integrated <lass.

‘ 1. CHRONOLQGICAL AGE: The handicapped child should be as
olé as the average age cof: the nonhandicapped children,
and perhaps slightly older. By obtaining the mean
(average) overall age of the nonhandicapped group of
children, the placement of a handicapped child who is
at least as old as this mean will provide greater simi- .
larity in developmental age between the handicapped and

some norhandicappéd children.

2. DEVELOPMENTAL AGE: The child should be at least as old )

: in developmental age as the youngest nonhandicapped
child. This information can be obtained ,through
assessment. .

3.. TYPE OF HANDICAPPING CONDITION: Intggration has been
Juccessfully demonstrated with children who have many
different disabilities, or handicaps, including: learning
disabled, communication disordered, educable mentally
retarded, trainable mentally retarded, physically handi-
cdpped, multi-handicapped, and abused and neglected.
children who exhibit general developmental delays.

4. SEVERITY OF HANDICAPPING CONDITION: Little is knhown'
about whether some children -Wenefit more from an-inte-
grated class, when severity or extent of delay is the
factor in question. .Programs which have demonstrated
N success with integrated children have included a wide )
variety of handicapping conditions, as well as mild .
thcugh severely impaired. As the degree of severity .
increases, the need for a more individualized program
of instruction increases. ' -
5. PREREQUISITE SKILLS:: Handicapped children who already . ;
have the following skills prior to integration may bene- ‘
£it from an integrated classroom: :

, -

~ ability to sit within a group of children for several™ .
minutes. r : '

- no extremé behavior problems, such as a high frequenc¢y

" of self-abuse §r_self-stimulation._ This-especially
relates to behavior problems which reqguire intensive

A
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. intervention to reduce or eliminate. Behavior .
problems which may be infrequent, such as tantruming,
or which are directed toward peers, such as aggres-
sion, may especially be dealt with effectively in
the integrated setting,with normal peer pressure
helping to reduce these behaviors.

v o
- emerging language skills, that is , an expressive
f vocabulary of 5-10 words -and a comprehension of
common words. ﬂ

- ability to follow the most basic directions used -

. in the 1ntegrated classroom, which may be commands &
'such as "come here" and "get your coat." :

Selecting Nonhandicapped Children ¢ ' ‘

Although many classes for nonhandicapped children traditionally -
have a wide range of ages and abilities, placing these children
in an integrated class requires some consideration of the follow-
1ng factors:

o \

l. CHRONOLOGICAL AGE: Nonhandicapped children often vaxry
by one to two years in age range in typical preschool '
classes. This provides an opportunity for the average

> age of nonhandicapped children to be the same or
- , slightly younger than the average age of the handlcapped
Chlld

2. DEVELOPMENTAL AGE- An initial screening of the non-
handicapped children, using an assessment instrument
- can be helpful. If a nonhandicapped child exhibits _
' significant delays in any area of development, the
demands upon teacher time because of this chiléd's needs,
should be considered. Many children will have hlgh and
low skill’ areas, and some may be well above the normal
range. This is to be expected and can be accommodated
within an 1ntegrated classroom.

A ATTITUDES Any parent or child who expresses a strong
opposition to being involved with an integrated class- £
room may have & detrimental effect upon the)entlre
group. It is recommended that all integrated classroom ‘'
placements be done with voluntary consent of both
parents and children. It is further recommended that
parents observe the integrated classrpem (if. 6ne ex1sts)

" prior to approval. If one does not presently exist, in-
formation regarding the size, and nature of the class T
and the extent of disabilities of the handicapped children
should be given - to the parents. .




Grouping Children

The ratio of handicapped:nonhandicapped within a cldssroom will
vary, depending on: /

1. age of children ’ J

2. severity of handicapping conditions

. {

3. 'prerequisite skill levels of childxen. !
Younger preschool chlldren, the two to three year/age range,
usually need to be in a smaller group than older chlldren. As
a child gets older, play skills and attention spans become more
well developed, resulting in less need for teache supervision
and initiation of activities. Also, by the age of 3 a child
begins to frequently engage in play which 1nvolves other children
and consequently should have a substantial number of peersfrom\mlch
to choose. Younger children spend a greater amount of time playlng
alone. Peer modeling, or children learning from one another, is
also -affected by ratio. Withim an 1ntegrated class, nonhandicapped
children should be sufficiently represented in number to be able
to model behaviors for each other, as well as for the handlcapped.
For this reason, nonhandicapped children should be available in
equal or greater proportion to the handicapped, and amount to no -
less than 3-4 in total number. Within a ratio no greater than
1:1, a varlety of patterns may exist., with examples shown in the
diagram in Table Ifsee page 10).
|
The most appropriate class size and ratio can be determined by
looking at: ) <

1. Age of child - Younger childrenr should generally
: be placed in smaller groups~ than
older preschoolers;
2. Severity of handi~ - A child with mild delays in develop-
) capping conditions. ment, or with few moderate delays
’ may be initially placed in a larger
group than more séverely handicapped
children. A child with moderate
delays inmbst areas of development
and/or severe delays in one or two
. areas development may still be -
able £o benefit from an integrated
clags, although greater, work on the
teagher'!s part will be needed, thus
lowerlng class size may ke necessary.

» - -
N
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3. Prerequisite skills - If few'prerequisite skills are
4 exhibited by the child, supervi-

sion and program intervention are
needed which can best be applied
in small groups. However, it is
important to look at these skill
. . areas -in conjunction with extent

of overall developmental delay

and all gther factors, rather

than in isolation.

Several potential pattgrns of placement emerge from the levels .
described in the Albufuerque Special Preschool model. A child
may begin at Level 1 and work. through levels over a period of
time,) as the child gets older and/or acquires greater skills.
Or, a child may be placed initially in the integrated program
at any level, depending on individual negds and skills, apd re-
main in that level for an indefinite pe;iod\of:jime. :

Yo . “ . ‘ 4
In most integrated classrooms moré “than one handicapped child is
placed in a sihgle setting. Even with reverse mainstreaming,
where a few nonhandicapped children are enrolled in & class of
predominantly handicapped children, it is moSt common to find two
or more children of- each "category." And even another approach
to grcuping or placing children exists in the transition class-
room (Fowler, 1980). ‘Essentially, a transition classroom is
designed to assist a handicapped child to learn specific skills
in preparation for later placement in a more tomplex setting,
usually jn"public schools. With this type of placement, ha&

ildren' are often double placed, spending part of t
in one setting and the remainder in a second setting.

A final consideration in placing children in an integrated setting

is the total environment in which that child lives. One must con-

sidér parental needs and fears and their willingness to place the
child in the program. Also, the particular physical envirgnment
in which the integrated child is' placed is a factor., Access-
ibility, environmental distractions, and other factors should be
viewed in relation to the child's ability to accommodate these
potential problems. And, finally, the total array of placement
options must be considered. Sometimes, there are possibilities
of creating a wide variety of choices, thus, a potential of creat-
ing one which: is almost ideal for a specific child. In other
settings, the options may be limited; for example, in rural"
communities the child's only option for services may be within

a regular-day care center. Within the range of options, the
teacher will have to, of course, choose the best one available,
and use all of the information available in adapting that environ-
men* as much as possible to the-needs of the child.

\

\
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ASSESSING CHILDREN'S SKILLS -+ .t

What is an Assessment? . : '

~J

An assessment is the measurement of an individual's performance
at any ‘one time to determine the status in cumulative skill or
knowledge. There are two types of assessment:

R . Ay
NORM REFERENCED: This type of assessment has been standard-

- ized on # population of normal children.
The. evaluator can give the test to compare
QLK a child's individual performance to other

children of the same chronological age.

CRITERION-REFERENCED: This typé of assessment is a determin-~
ation of mastery by the individual on a
, * . particular task or criterion within a
' sequence of developmertal /kills. } Criterion-
- referenced assessment items are frequently
' linked to specific instructional objectives,
but not to a "normal" age.
Teachers can benefit from information obtained both from norm-
referenced and criterion-referenled assessments. A norm-referenced
assessment compares the child's level of functidning to normal -
development. It is a basis for pre-post measurement of child
progress. Assessments can tpen also measure the effectiveness
of the program's educatipnal approach for the child. The
criterion-referenced assessment is used to obtain goals £0r the
child for use in developing'an individualized education plan
ag@lgo:deteémﬁiqg the most suitable educational approach for the
child. .

/

Most norm-referenced assessment tools, due to their usefulness
in diagnosis and placement, are administered by a professional,
usually a psychologist or other specialist. Many of these tools
require that a person specially gualified in test administration
only be allowed to administer these tests. However, some of the
assessment tools which teachers may appropriately use have been
norm-referenced to some extent, with the description of the |
population used, etc., Leing described in the text accompanying
the assessment tool. Assessments which are acceptable for use

by a teacher, or other individual not specifically trained in f

test administration, are the focus' of this discussion on asseSs-
ment. ‘




- v ) :

Who Shoﬁld.Give an Assessment?

In the use of criterion-referenced assessments, the teacher is
an ideal evaluator by being able ho capitalize on the familiar
environment of the classroom for the assessment setting. 1In
addition, the teacher has frequent and objective contac: with
the child. 1In addition to the teacher s other members of the
team involved in the education of the child can have a role in
determining the child's skill levels. These team members in-
clude the speech therapist,jphxsical therapist, occupational
therapist, classroom aide, nurse, parent or other individuals
who work with the child. : '

v 4

L4 - L4

; 4
wWhen Should an Assessment be Done? ¢

211 assessments should be done at régular intervals. In addi- .

tion, they should be given when unusual circumstances within' an ﬁ

individual child's life warrant a special assessment. Examples

of this are when a child's behavior or performance seems to

change radically in a short period of time or when a child is

being reviewed by another agency for possible placement. ‘
. N 1

L

Usually,  an assessment tool will. give specific instructions for
administration. Some directions suggest that answers-to the
items on the assessment’ be obtained by a parent interview, oth&rs
by child observation. It is. advisable to use the assesbment
according to the approach recommended by the authors.

< .
How, 1S an Assessment Done?

. +

In general, it is suggested Lhat an assessment tool be admin-
istered: '

~ 1in a consistent faggﬁon during test-retast-

- under optimal conditions which will produce a respohnse
from the child |, '

- in the setting in which a behavior naturally occurs '

' 3
~ by someone who has frequent contact with the child
- and by someone who is not likely to ke biased toward .
presenting the child in a highly positive or negative way
-, after the evaluator has established some form of rapport
and method of communication with the child

25




Each of these suggesgions can\'be’ illustrated by the following
examples:

- 1if a child is assessed \ffiitially in the classroom setting
by obstrvation methods,\then retesting shouyld occur in a
classroom setting by observation

-~ 1if a child is knowr to be most responsive, for examplg;
after his nap in ‘the late afternoon or .in the morning,
then these timeg should be utilized

- 1if a child is most likely to respond tc the assessment
- item "eats with a fork»" fQor example, during a regular
- mealtime, then assessment should occur during a mealtime

- 1if the parent is.the person

child's ability to perform i
then the parent should parti
ing the asskessment

ost knowledgeable about a
the self-help skill area,
ipate in the team administer-

i

A

- if the parent has been known t, bé SO zealous akout the
child's performance on tests that the parent has attempted
to drill the child on test items, then it may be better
to rely on the child-observation\method rather than parent
interview. \ X .

- the evaluator should have achieved\ a pleasant interaction
with child prior to assessment, in luding establishment

of the child's willingness to commujicate as well as some

method of communication with the eva ugtor. In assessing

a handicapped child with little or nd verbal communication

' skills, an alternative communication ystem such as point-
‘/// ing, eyeblinks to questions, or some other method should

be established.

Should You Make Adeptations for Handicapped Children?

It is important that the teacher know what the cAXéd is already
doing, and what the child needs to know. With this information,
the teacher can appropriately develop an instructional program

for the child. The evaluator must make an effort to test the
child's limits and to identify the conditions®under which resq6ﬁ§3
is most likely to occur. Therefore, adaptations in administration
of the assessment may be necessary.

The results obtained from an assessment which has been adapted \

should be used with caution. Once a test or assessment has been

adapted to promote a response in a child, the norms under which .
+ the assessment items were developed have been violated. 'Therefore,

)
s »
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. \ . .
any score obtained for which a developmedtal age is diven for a
child cannot be said to be truly accurate. It cannot be compared
to the normative sample with any degree of assurance that-the .
findings are accurate. . T ‘ -

* -
In addition, the evaluator should record ‘the nature of the adapta- '
tions on the assessment form, or protocol. This enables the
_subsequent evaluator to assess under similar conditions, and
for anyone reviewing the assessment to better understand the
findings. LR I
COMMUNICATIVE ADAPTATIONS: With handicapped children, and parti-
cularly physically handicapped children, the. need to develop an
alternative communication system is comnfon. When a\child has
little or no expressive language skills, ,other methods of _
Obtaining a response to ¥erbal items aré essential to determine
what the child knows and 'i’s capable of expressing in some form.
If a child cannot verbalize, ‘he may be able to tap a finger or .
blink his eyes when a correct response is presented to the chiﬁ&, .
‘within a series of/choices. If an alternative. communicatign i
system is already being used by a child, it is essential . «
and appropriate- for the evaluator to make use ot this system. . .

INSTRUCTIONAL, ADAPTATIONS: Adaptations using a test-téach-test
E .. method permit the|gathering of information which demonstrates .
what a child can do after demonstration. Although many tests
allow. for a sample demonstration of ar.area, it often .is not
adequate for a handicapped child. At times, it is necessary
to design’ a task [for the child to perform which simulates the
' assessment item, |then 'proceed to the assessment items. This
type of adaptation is particularly relevant wgen the evaluator
is seeking to.obtain information about a particular skill, but
’ feels that the child's difficulty in understanding the directions
is prohibiting him from responding correctly. ’
STIMULUS 'ADAPTATIONS: Some assessmept tools may call for a great
: - deal of pencil :and paper work or other use of materials which ;
have: little stimulus value, or little interest, for the child.
When assessment |items are presented in a setting which is like |
.a play situation or which is made into an enjoyable activity, the
child is more lilkely to respond than if he is run through a
‘series of items, with the ewaluator saying "Do this... now do
this . . . now this." The point is not to change the concept
that s being e%amined, but to 'increase the likelihood of res-

ponse with an approach which is stimulating and novel.

TIME ADAPTATIONS: Few developmentai assessments contain any
timed responses, -such as "trace a line in three seconds,” but
when it does ocgur, a consideration of its feasibility for a

*
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handicapped child is essential. Young chlldren, partlcularly
handIcapped children, may not understand the concept,of time
limitations, though they may be able to perform the task. 2lso,
a physical 1imitation. may make it 1mposslble. Other time limit-
ations center on the general time frame in which an assessment
is wholly given. Usually, an assessment done through child-

- observatlon tecbnlques will take several days, ‘in two or more
sessions, 'and’ possibly, in more than one setting. The child '’
may not have the physical stamina, interest, or attention span

to participate in activities for such a sustained period as would .

alIow for a complete assessment in one session. Even the evalu-
ator may €find this difficult! )

CULTURAL ADAPTATIONS: Otcasionally, an assessnent item may
contain elements which are particular to a glven social, ethnic,
religious or phllosophlcal point of view which is not compatible
with an individual child's background. An example of this might
be found in the- Learning Accomplishment Profile (Sanford, 1974)
under social gkills:

4,

’

a

"Plays aggrassively with playmates” (48-60 months)

Although this may be considered normal behavior by the evaluator
and the authors of the LAP, aggressive behavior can be considered
unacoeptable by some religious groups and by some Native American
groups. Because of this, it may not only be suppressed in child-
ren within these groups, but also considered an inappropriate
edudational goal. . In general, it is the responsibility of the
evaluator to be'sensitive to possible cultural conflicts: within
the "assessment items, and take these into consideration when
reporting the child's overall skill levels.

TEST~CONSTRUCTION ADAPTATIQONS:  Some assessment items are con-
structed in an inconsistent manner, that is, in a way which is
inconsistent with a developmental approach or ‘'which may be -ir-
relevant or 1nappropr1ate as educational goals for children.
Aside from the previous example, there are others, such as the
following one from the Alpern-Boll. Developmental Proﬁlle (Alpern
& Boll, 1972): .

Has uﬁe ehild been promoted from regular first grade?
Just being placed or agsigned or given a goeial pro-
motion to the second grade is not enough to pass. If
w ckild 18 not in regular classes (e.g., 18 in, speczal
education classes or in some form of ungraded school-
ing) *hen a pass i8 given if the child ie judged by a
teacher to be able to do-second grade work in reading,
writing, and numbers.” (79-90 months)

_This item is not developmental in nature, and is inappropriate
for assessing a child who is less than six years of age, but has
passed the previous items in the aseessment.

28
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J In all.cases of adaptation and‘elimination, the outcome of the
assessment regarding the child's skill level becomes increas-_
ingly questionable with the greater .-amount of change in the
standard assessment approach. However, an adapted assessment
can provide valuable information for the teacher and others
involved in the child's educational program development. ° .

.
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Supplement i

ASSESSMENT TOOLS SUITABLE FOR YOUNG CHILDREN

Each' of these assesgment instruments can be used to assess
children within the 0-5 age range by a teacher, therapist, or
other individual with a professional background, buc who may
lack special training in assessment/diagnosis. Most of these
assessment tools contain instructions for administration.
1. Defiver Developmental Screening Test
University of Colorado Medical Center .
Denver, Colorado 80201

£

2. Alpern-Boll Developmental Profile
Psychological Development Publishing Company
Box 3198 \

Aspen, Colorado 81611 . .

3. Learning Accomplishment Profile (LAP)
Kaplan Press ’ ,
600 Jonestown Road : ' . .
Winston~Salem, North Carolina 27103

4. Developmental Indicator for.Assessment of Learning (DIAL)
Dial Inc.
1233 Lincoln Avenue S X
Highland Park, Illinois 60035 >

5. BPBrigance Inventory of Early Development
Curriculum Associates ‘
5 Esquire Road :
North Billerica, Nebraska 01862 , H

6. Memphis Comprehensive Development Scales ,
Fearon Puklishers : . ‘
6 Davis Driwve -
-, Belmont, California 94002

/. Vision Up
Bducational Products & Training Foundation .
6025 Chestnut Drive ] -
. Boise, Idaho 83704 . \

8. Carolina Developmental Profile
- Kaplan Press . .
600 Jonestown Road ‘ . .
Winston-Salem, North Carolina 27103

Y. Marshalltown Behavioral Developmental Profile
Marshalltown Project
507 East Anson
) Marshalltown, Iowa 50158

'




11.

12,

L4
|

Developmental Activities Screening Inventory (DASI)
Teaching Resources oo
100 Boyleston Street . N
Boston, Massachusetts 03116, .
Pennsylvéhla Tralnlng Model.Currlculum Assessment

123 Faorster Street £
Harrisburg, Pennsylvan;s 17102 '

Behavzoral Characte;}stlcs Progre551on (BCP)

VORT Qorporation

P. 0. Box1i132 * - = - . )
Palo Alto, California 94306.

?
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% DEVELOPING AN INDIVIDUALIZED EDUCATION PLAN (IEP)

what is an IEP? T '

.

An individualized education plan (IEP) is des%ribéd for parénts
<+ by Stevens (1979) as: . '

’ An IEP i8 an individualized education program. It is
individualized in that it is written speeifically for )
"your chiid.and not for a class cor group of children. S

|

|

E 1
R Education refers to those parts of your child's educa- w
tion zhat require special education or related Services. |

|

i Lo - i - “
. . |

. ‘\

. N w

. |

For instance, if your child is in the regource room
:for spelling only, then the IEP will be written on
‘spelling and will not include math. Program means
what will actually be provided for your child. 4n
IEP ¢s not a lesson plan as‘'lesson plans are only
part of the educational program. After reading your
child's IEP, you should have a clear picture of what
your child will be learning for the next few months.

The IEP is a teaching tool and a guide for the professionals
who work with the child. It is not intended to be a contract
or an accountability measure, but rather it is intended to be
an overall plan from which daily or weekly lesson plans will be
developed. ‘

Who Should Be Involved in Writing an IEP?

¥

The following individuals should meet before the IEP goals and \ :
Ybjectives are put in writing to provide information from their !
own point of view about the individual child:

- the diagnostician

the teacher

v

-the  parent(s)

- any support personnel who are involved in the child's R
educational prograiv, speech therapist, physical therapist,
.nurse, for example , ,

‘ ' N . -,
any administrative personnel who may need to know what ;s
services, funds for equipment or other needs to make ~f‘*§
available - ‘ - n

Ll




What Are the Contents of an IEP?

An individual education plan should contain the following ele-
ments: . ‘

1. 2 statement of the child's present. level of per formance,
primarily obtained from diagnostic and assessment infor-
mation and from this, a summary of strengths and weak-
nesses. !

2. A statement or other record of the parents' major con-
cerns or goals desired for their child, as part of their
» + involvement in the IEP précess. " E ’

v

b“

3. A statement of the long-fange goals that are subsequently
broken down into short-term objectives which include the
following parts: .
- who?
' - will do what? (target behavior)

- when=~-or in what setting? (condition)”

how well or at what level? (criterion or standard)

how will progress be measured? (evaluation)

(Stevens, 1979) . ..

4. A statement of specific educational services to be pro-
vided, which include a placement recommendation and type
and amount of involvement in a regular educatipn program.

5. The projected date for idﬁtiation and anticipated dura-
tion of services, and the date for review of the IEP.

6. A statement cf the standard by which the child's program
- will be reviewed to determine whether instructional
objectives are being achieved. S

.7. Designation of person(s) responsible for implementing
‘ each goal and/or objectivé; with their signatures acknow--
ledging their participation/agreement on the IEP.

Many different s§y1es of IEPs have been developed which cover
these basic components, and yet comply with the intent of Public
Law 94~142, the Education for All Handicapped Children Act.
Within this framework, an agency can develop an IEP format which
works best for them. An example of an IEP format is provided in
Supplement No. 2. '

by
s
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Supplement 2 -~-~-SAMPLE -~ -~
4 ALBUQUERQUE SPECIAL PBESCHOOL

i
( Individualized Education Program (IEP) %
“ |
Child's Name . In Effect: ___To_.
Date '‘of Birth ~- Review date (s) :
" Current Placement (Class) . Teacher

I.E.P. REVIEW

Date of Review _ , COMMENTS

L

Person(s) Attending (Sign below) Title

Date of Review

Person(s) Attending (Sign below) Title ,
-
; ‘ 1
Q
1
T )

Date of Review

Person (s) Attending Sign below Title

3




INDIVIDUAL EDUCATIONAL PROGRAM

Parental Involvement in Goalsetting

ra

Dear Parent(s),

Your child's IEP (Individual Educational Program) is being
developed or revised. The term individual educational program
means a written statement of instruction especially designed to
‘meet .the unique needs of children. You, as a parent, are an
1mportant part of the IEP development. We need your participa—
tion 1n developing goals for your child. S N

- To help you think about your Chlld s strengths and weaknesses,

s ‘ there is a brief description of the si'x areas of a child's
' developrment and some examples of goals one might set in each
area. Write at least éne goal for your child. . .

1. GROSS MOTOR: Your child's ability to move his body (i.e.

-0 head movement, rolling, sitting, crawling,
istanding, walking.) Examglé of a gross ]
motor goal: My child will 'sit by himself. 2

*

Your Goal: !

2. FINE MOTOR: Your child's ability to use his haids (i.e.
' holds crayons, turns pages, manipulates
clay) . Example of.a fine motox goal: My

p child will pick up and use crayons.
Your Goal: ] .
.
) i
3. SELF-~HELP: Your chlld' ability to care for. himself

(i.e. tbileting, dressing, eating, washing).
Example of a self-help goal: My Chlld w1ll
eat a cracker by himself.

.Your Goal:




4. LANGUAGE/
SPEECH:

Your Goal:
5. SOCIAL/
BEHAVIORAL:

Your Goal:

6. COGNITIVE:

DR

. Your 'Goal:

Your child's ability_to understand and '

. respond to people axgu him. This does

not necessarily refer-©nly to talking as
there are other ways children do communi-
cate.(i.e. activity stops when hearing

"no no", jabbers with expression, responds
to own name, etc.). Example of a language/
speech goal: My child will respond to me
when I call his/her name.

Your child's ability to interact and get [
along with other people (i.e. plays with N
other children, helps put things away).

Example of a social/behavioral goal: My
child will stop having temper tantrums..

«

Your child's ability to think ang figure '

out how to do things by himself (i.e. looks i

at pictures in a book, points to one named

body part, matches familiar objects). "

Example of cognitive goal: My child will
learn how to use a-new toy, such as turning
the handle of a Jack-in-the~bbx when he
wants.Jack to jump out, -

~

Which of the above areas do you feel are most important?

-
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' SUMMARY OF CHILD PERFORMANCE .= -

. ‘Overall Range

w . .
3 Gross | Fine | Self . . Cogni-
Assessment Tool Date Motor [Motor | Help Social tive Lanquage of Performance
1.
2.
3. /
a. ) )
5. ;
STRENGTHS/ABILITIES: . AREAS OF HEED: H' o ‘ %
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- STATEMENT OF ANNUAL' GOALS
’ Goals in all areas of development for the coming year: COMMENTS
1. MOTOR: (Gross) ’ . -
24 MOTOR:- (Fine) {
3. SELF-HELP: , . ~ . .
' . . .t ' L[] ' A
. . _ -
gt ' 3

4. LANGUAGE/SPEECH:

+7

5. SOCIAL:

6. COGNITIVE:

7. BEHAVIORAL: ' ' / ‘

IText Providad by ERIC.




) * IMPLEMENTAT ION/ INSTRUCTIONAL PLAN : ‘ E"
JChi]d‘SAName“_ ) ) N . Date Sheet # i
S Area of Development L Inplementor (s) '
""" Long-Term Goa) i_ﬁ'
¢ : i

2

Instructional Objectives

Initiated/ . )
Achi eved Methods/Materials Evaluation Procedures ' Comments




Who Does What .'. . And When?

£

An IEP is the collaborative effort of teachers, parents, and
support personnel who form an interdisciplinary team in planning
and implementing the child's program. Parents play an integral |
role providing essential information about the child's curtent .
strengths and needs. Their goals for the child should be con- *
sidered in choosing skills to be worked on with the IEP. Ancil- |
lary or support personnel should be involved when diagnostic . |
' information indicates special needs for services such as
pPhysical or occupational therapy, speech therapy, medical care..
and visual or auditory habilitation. . %
. An IEP is developed when a-handicapped child is initially placed -
. in a program, usually within 15°-45 days. {sing the IEP as a .
~"blueprint" for building an individualized program within a daily
series of activities or events leads to the recurring need for
assessing child progress. As goals and objectives in the IEP
\ are met, they should be revised or changed. A schedule: for °
periodic review of a child's IEP should be established which
includeg the professionals and parents involved.

It should be noted that, although goals may usually be set .
annually, they may begin at differefit times during that year.
Various factors may affect;the choi¢e and timing of goals, in- °*
cluding teaching prerequisite ills first (and in appropriate.
developmental sequence), and the\av ilability of time within the
daily schedule, thus resulé&ng in a prioritization of goals
according to the team's perception of need.

\ .

For an IEP-to be functional, its objectives must be linked to

the development of activities in the classroom on a daily basis.
Often, numerous objectives can be worked on within a single acti-
Vvity (see Supplement 3). Aan IEP is the gquide which determines

the choice of these activities in the daily lesson plans.
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, ' SCHEMA FOR LINKING OBJECTIVES.T0’Q§TIVITIES

LY
- w
G

__ . Objective - * Objective - - ‘ ' Objective'A'

. 1. Child will label objects. . 2. Child wil} put on and button 3. Child will exhibit symbollc e

g a shirt, 1 ) representation in -play.

HOUSEKEEPING AREA

sy

&

Activity v ~ - Activity :
“Introduce housekeeping equipment (i.e., Provide dolis and doll ciothes with buttons, tub with
. broom, pots, pans, dress-ups) to area. water. Teacher demonstrates baby care; asks wh-ques-
Teacher initiates play with items and tions. ) :
* verbal response to questions requiring . S ’7

naming of objects. ' o

~ K ) .

2
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CHOOS;NG A CURRICULUM .
There are numerous approaches to developing a classroom f ramework
. for learning, and each s different in perceiving how children
learn. As described by Anastasiow (1978): ‘
At one extreme is the position that the learner is to
be taught by ‘a trainer-teacher who perceives the child
as'a receptor. Another extreme perceives the child as .
the digcoverer and inventor of all of his. learnings.
Somewhere near the discoverer extreme is the position
of the ehild as a transactor within an. environment. ; .l
' And, finally, a more moderate laissez-faire group views by
the ehild as a receptor who matures at a.fized rate.

%

A

In thechntexﬁ;pg the classroom, the environment.is‘meant to in-
clude not only the objects in the pPhysical space and the arrange-. .
ment of that space, but also the experiences or' activities-which

are provided', and the nature of interactiqns«bgtween children and
adults. ¢The ‘point on the continuum at: which any child can optim-
ally benefit from the envirenment is worthy of congideration,
éspecially in light of the range of abilities which exist with °
children in an integrated setting. ‘ :

CHILD TEACHER ,
DIRECTED DIRECTED --
ACTIVITY ACTIVITY

.

A teacher may want to use a curriculum model which best ‘suits the
needs of most of the childrén in the classrodm, moving in one
direction or another as needed to accommodate individual learning
styles. The greater the developmental delay of a“child, the more .-
- the teacher may need to intercede on behalf of the child and take .
' on a more,directive rold. Nonhandicapped children are more likely
“to be capable discoverers and inventors, thus functioning best
witﬁin'a curricular approach which allows them Qpportunitigs,to
-direct their own activities. : )
Supplém jor - ¢ icylum models which form the kasis A
fggpégggngail?hggilg%gogagggsggggﬁg?‘ It is important that teachers :
have a clear’ understanding of the approach they are.using, and
& consistently apply it.”~ . ' B 3 ‘.




-~ & Supplement 4

Model Type

~ Experiential/
Open-Educa-

f . tion

Montessori

+

ae &

Piagetian/
Cognitive

s

CURRICULUM M@DELS WITHIN PRESCHOOL EDUCATION

Characteristics ‘

- Based on educationa1 phiiosophy of
Dewey and Froebel

- Child learns by exploring

- Child structures own environment
- Child must be self-motivated

- Environment offers wide range of
materials and activities

Teacher serves mainly as resource
person

Based‘oh‘educationai philosophy of -
Maria Montessori

Focuses on sensory training
experiences °

Makes use of numerous p1ay materials
specifically designed to promote
sensory discrimination skills

Activities should have a structured
motoric component

Older children make good teachers
of younger children

“-jBased on Jean Piaget's theories of

‘child development

" - Emphasties process of 1earning

rather than product’ .

- Children learn by active participa-
tion; i.e., motoric experiences,
which provide a basis for language
development

= Children learn through sensory ex-
periences -

- Tgink%ng moves from concrete to ab-
- P1ay is major vehicle for learning '
- Child passes through a specified

series of stages ¢ -

Play is principal means of 1earning-

Teaching. Tools/
Programs

- = Assessment: informal

and observational on

" an on-going basis to

determine what. experi-
ences child needs to.
have -through materials
and activ1ties

. Major. programs ‘British-

Infant School, Eliot-
Pearson School at
Tufts University

T e
B

Assessment* Teacher
observation and- informal’,
assessment to determine
child's level in terms .
of ability to use par- .
ticular materials.

Major Programs: There

are numerous Montessori-
preschools for regular
education across country .
but few specifically for
handicapped children.

-~

Assessment: selected,
situations to elicit re-
sponses according to
operational stages of
development.. -

Assessment in Infancy:
Ordinal Scales of Psy-
chological Development

(Uzgires & Hunt, 1966)
*Curricula; Teacher's

Guide: Early Childhood '
Curriculum (Lavatelldi,
1973); An_Experimental

“Curriculum for Young

o

Mentally Retarded Child- ’

ren (Connor %" Taibot,

T966) - N




Model Type .

Information

Processing/

Language-
“Oriented

Diagnostic/
Prescriptive

t

-

®Characteristics

Téacher's role is to choose activis
ties appropriate to child and subtly
facilitate child., , o

Based on 0sgood's Theories of
learning .

Focuses on children using language
to structure and guide their think-

‘ing

Based on premise of sensory input,
process (or integration), then
output through verbal or motoric
response

Téacher sets stage for child 4niti-
ation of language

Activities are structured usually
in small groups or tutorial sessions
following a specified curriculum..

Based on numerous theories of child -
development, translated into assess--

ment instruments for child progress
such as Gesell and Bayley. .

Based on developmental-maturational
theory that maintains that growth
is sequential.

.Developmental "milestcnes" mark pro-

gress of child

An analysis of major tasks ‘to be
Tearned by child is done by teacher
to identify sub-steps to be taught

Each child has his own learfiing:ob~-
Jectives, with specific activities,
designed by teacher to meet objett-
ives ‘ )

.Teaching Tools/
Programs

- Major P}ograms: Cog-

nitively Oriented
Curriculuni (Weikart,
Rogers,. Adcock &
McClelland, 1971);
preschool programs
at University(s) of
Oregon and Texas.

k]
Assessment: Illinois
Test of Psychololin-

-

guistic Ability (ITPA)

Curricula: Peabody
Language Development
Kit (PLDK); ‘DISTAR;
Goal: The Language
Development Program

Major programs: Project -
PEECH (Colonel Wolfe
School), University of
T11inois.

Y
-

Assessment: Criterion-
referenced checklists

which contain- items in
5 areas of development

.. (social, self-help, o

language, cognitive,
and motor). Numerous
tools exist, such as
Learning: Accomplishment
Profile (LAP), Portage
Project Checklist, :and -

‘Alpern-Bo11 Develop-

mental Profile.

- \ K
- Major Programs and curr~,

ic¢uia:Portage Project, :
Portage WI; Frank Porter

Graham Child Development .=~ .
Center, University of o

North.Carolinaj

44




' Téathjhg Tools/

Model Type Characteristics . Programs -
Behavioral - Based on Skinner's (and others) - - Assessment: In addition ,
_ - theory of learning . to above, under Diagnos- v
> . .= Similar -to Diagnostic Prescriptive tic/Prescriptive Model,

teacher will also col-"

Model in classroom-application - “Tect data on specific - .

N ~ = Premise that all behavior is observ- behaviors, including = -
able and measureable; all behavior . direct counts and graph-
. is learned. . ‘ ing of progress. S

- Focus on skills that are necessary . . PR
and functional . ‘ - Major Programs: Teach1ng“{~

~  Research Preschool,

- Highly systematized environment, - - University of Oregon at A
. including specific objectives for Monmouth; Preschiool in ~+<¢
each child, step-by-step sequence Experimental Education-® -.:
of learning activities, and feed- Unit, University of Wash-
back to children on their perform- ington at Seattle; Edna:~ .
" ance, R A.Hill Child Development -~ &
’ .- . Preschool, University of *
- Kansas, . oo
- ’ n%

‘ Throughout the following discussions on getting prepared for and
implementing an integrated program, the importance of a child's
role as an active participant in his own learning is stressed,

as well as the role of the teacher as a facilitatoér. Children
are seen to serve as models for less-capable peers, providing
information on' the next step in development vid the child's use
of the environment. Nonhandicapped children can also provide
powerful incentives for the handicapped child to make use of his
environment by providing praise and assistance. Following the .
premise that children are not.miniature adults, but rather become
adults only through a sequential process of learning, it is pos-
sible that children can teach each other in a way which is more
natural than if carried out by a teacher. In fact, it is possi-
ble that children are the best teachers of children. o

]
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TEAM TEACHING: SOME HOWS AND WHY - - \ {

Many early childhood programs, particularly integrated classréoms,
have found the concept of team teaching to be succe ful. The
combination of teachers from different disciplines dan bring to-
gether early chiléhood, special education, and/or other areas of
expertise. It can be a wonderful learning experience or it ¢an

be devastating. Before plunging’ into a team situation, it is a
good idea to look at the rationale for it in reference to your
program and skills. Establishing ways to make the transition to
this form of teaching a smooth one should be decided upon and
‘followed. -

There are some very simple, positive notions about working to-
gether that make sense. Sharing the workload is efficient, while
each teacher probably offers different strengths and weaknesses.
Team teachers provide each other with a built-in support system,
and can learn a great deal from one another. For parents and
children, there is a better chance-of gaining the utmost in rap-
port with a choice of two teachers. Differences in experience,
education and background enablle a team to offer the best possible
approach to individual children.

For teachers interested in making the school year more challen-
ging, team teaching can ke a growing experience. After a teacher
has taught alone for a couple of years, she has probably developed o
a sense of identity as a teacher, has established confidencé and is '
familiar with the needs of the preschool age group. Many teachers
find it helpful to observe one another, pecome familiar with' each
other's style, and discuss teaching philosophy and background
before entering into the team together. Criteria for team teachers
include motivation, flexibility, and the akility to listen to
others as well as to state ope'%ﬁpwn’needs Cclearly. -

~rH

Teachers, as well as children, should have goals for themselves.
These goals can describe areas of growth which are desired not

only as an individual bit as’ a menber of the team. Some teachers
benefit fror having their own individualized education plan, much
the same as the children have in their classroom. It may. be helpful \
and insightful ‘to develop this with the advise and support of .
a superviscry person, who can assist in monitering and providing ) K
educational opportunities for the teacher which lead .toward meeting

‘those individual goals. .

A

In a team teaching situation, differences of opinion can be .
expected to arise. A regular time and place to communicate is . "y
the most critical need for team teachers. 2 regularly scheduled - ., v
time is also needed for planning for the classroom, discussing ° -
concerns about individual children and-reviewing their, progress. .
Establishment of this kind of a meeting on a weekly kasis is not =
too frequent for most teachers. ‘ ’ :

o el ~
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Teachers should jointly plan the classroom envmronment and

selection of materials. Some teachers in a team situation have

tried easing the workload by dividing responsibility for chil-

dren, with each teacher plannlng and settlng up "activities .for .

some of the children. This is likely to result in problems in -

lntegratlng children, and in developlng corpatible and comprehen- X

sive activities within a daily schedule. If each teacher has .

a sense of responsibility for all children in the class, however, o

that teacher is more likely to work with all children as needed

and the classroom will reflect- thlS overall planning-and coor~-

dination.

Realizing that aifferences of style, opinion and.strategy will
- always emerge, it is wise to set up a me chanism for handling pro-

blems ahéad of time. Identify methods by which compromgse or

-choice ;ll be handled. Identlfy who you may wish to inwolve

in addl&lon to the two team teachers to help resolve any Fajor

conflmgﬁs. - . , ) K.

-~

bend

In integrated classrooms for handicapped and nonhandicapped
children, the combination of a teacher with an early childhood
background and a teacher with a special education background

: can, prove to be a wealth of 1deas combined. Each comblnation

- of two teachers will be a unique one,' creating. opportunities: ) -

- for learning for each of them. Teachers need to be willing to

B share, comprorise and grow, the same things we ask of children,
in order for .it to be a successfjl experience.

:
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“your phil'osophy,

These blocks of time should be
year and tried out on a tentative basis to determine:

i

ORGANIZING THE CLAgéROOM EXPERIENCE

Introduction .

Y

. o
Let's assume you already have some framework within which your
class will he structured, including such parameters as the length
of the school day and external factors such as regularly scheduled
events: lunch, openings, day. 1In addition,
let's assume

activities, music or whatever type of activity'is

teaching and your knowledge of the children
enrolled. -

What are some planning considerations that you might want to make
if you are integrating handicapped with nonhandicapped- children?
This section provides suggestions on Planning a schedule and an
environment for this kind of an .experience. O

-

Daily Schedule oo

the time. An example is: %
¢ 9:00 « Self-selection :
10:00 Clean-up and toiletiné ~ .
10:30  Snack o !
10:50 Large group actdvity 1 \i
" 11:00 Outside/Therapy time Jﬁ
11:30 Session ends ’ ;

set up at the beginning of the

= the best length of time for each event

< B
=’ possible re-grouping of dctivities

’ C B
< whether additional events are needed : , o




- whether longer or shorter transition time is needed
between events .

- whether the sequence of events is suitable for the
, particular group; for example, a planned gross motor
time followed by a freep ay time may lead some children
into the latter activity in an inappropriately active
and high-strung state, so that a different later activ-
ity should be chosen ‘which could help the children to
become calm and focused on a different task.

"When the "bugs" are worked out of a schedule, one should plan on
using the same schedule every week. In this way, it can provide .

" routine experiences and common expectations for the children.

.As they begin to anticipate the next event on a daily basis, .
their concept of sequential relatlonshlps develops. For example,
the child will begin to recognize that after snacktime, a speci-
fic event, such as music, will occur.

»r'i.

Knowing what comes next allows children the opportunity to
initiate activities within the regular sequence and to take
responsibility toward the completion of the present activity.
For example, the teacher's statement of "It's almost time for
snack" can stimulate the children to independently clean up. the
present activity, and wash their hands for the next activity.
Also, a consistent schedule can help make it easier for a child
to separate from a favorite activity, because of the assurance
that the activity will appear again at a regularly ‘scheduled

" time.

Another consideration supporting the importance o@ a consistent

daily schedule is that it helps children learn and feel a senge

of order. Within-that sense of order for children, as with most X
adults, "there is usually a subsequeg?\cggse of security. Of oy
course, a schedule has to be flexible when needed. We can all «
recall those snowy days when outdoor play (or even school alto- ”
gether) was cancelled. In.such cases, children are entitled to &= *
an explanation of the reason for the change in the schedule. ’

Weekly Scheduie

Within the daily schedule, activities should be planned for each S

event (or block of time) at least a week ahead of time. Some- RS

times called a lesson plan, the weekly schedule of activities )

takes into account the individual needs of children. NWith plan- ’ i

ning, the teacher can choose activities to fit w1th1n’each event S

of the schedule on the follow1ng basis: ) Eﬂ R
Ve

ol
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- the activities for each block of time (event)

[}

1+ = which thildren are expected to participate

- specification of individualized work (or specific goals
for individual children)

- adult responsibility for‘aptivity
- length of time ’ o
- materials needed for activity

This information may be shown in more than one place, that is,

not only on a weekly lesson plan but also in supplementary

material, such as:

~ individualized car®& file !

- individua; goal data collection forms on a clipboargd

Whatever the teacher chooses as a method for keeping track of
this information, it is important that a system be developed
which will provide all of the information needed for anyone to
work with a child or carry out an activity which is relevant to
all the children. ' ’

" - charts of each child's goals | a /

Planning should take into account previous teaching stratQGies
and activities which have worked well with.a particular child
or  the group. The following are some things to consider in
planting a weekly schedule: "

- ‘the adult: child ratio - some activities require -more
. supervision than others

. = pick activities which realistically fit into.time slots
' for events - or plan to carry out dctivities in two or
more days L A

- within each part of the daily schedule, balance something ’ 3
new to the children with something that is. familiar ' ;

- plan'according'to the' emotional and energy needs of the
children - that is, when children need to.slow, down,
plan an activity which is quiet, such as a story telling
event . : o .

- consider the pace’ which the children have shown - that igf
whether they tend to be fast or slow in completing.certain .
tasks ‘ f~ :

: . h . ' :
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.Wwith the children. Generally, a teacher will need to prov1de

‘usually necessary to provide fewer choices of activities during

"children who might use the space and materials, and the. children's

" A primary consideration in developing the classroom layout is

Planning for:'Teaching Classroom Rules

Y

The beginning of the year is the ideal time to establish the
general rules of order, safety, use of materials, and procedure

more supervision as these rules are being taught, ‘so it is

the first few weeks or months. As the teacher models and pre-
sents Pe rules of the classroom within a few activities, the
children will quickly learn these rules and be able then to
handle greater. freedom of choice. During this time, the teacher
should proyide verbal reminders on what activity will occur next
throughout the day. In this way, the independent behavior which
is desired in getting children to clean-up and anticipate the
next act1v1ty can be enhanced.

Some exampl s of rules which are a good idea to establlsh early
in the y are: v 8

“

- put away materials used -
. . A

- finish what you begin . ; ;
- take turns or share materials that more than one child wants
- no throwing

- no running inside g

%

Depending on your own classroom environment and situational needs,
other rules may become essential to smooth operation and fairness -
to children and adults. -

f
Materials and Environment

2

The utilization of space and arrangement of furniture,.equipment
and materials are an integral, part of planning. Space and arrange-~
ment affect the likelihood of the use of materials, the number of

interaction with each other.

1A

the .capability to extend pne play experience into another. Some
materials and play areas enhance others, and when combined, sus-

tain play. Play then becomes more complex and extended from its o
original concept. For example, playing with the dress-up clothes L
can extend to the playhouse area, then to building a house in the

block building area.




More advanced (complex) levels of play can be promoted through
the afrangement of materials also. Parallel-or cooperative play.
between two or more children can pafticularly be encouraged. .
The placement of two similar items side-by-side, such as paint-
ing easels, will promote parallel play. When two sets of paint +
pots are reduced ‘to one set at these two éasels, then: the sharing
of the—paint—-develops a cooperative play situation. Two peg-
boards with one container of pegs promotes cooperative play, as
ancther example.. Numerous pairing of partial or full sets of
materials can.promote the likelihood of parallel and intesacfive
play. -

Consideration of the physical environment is especially impor-.

tant for self-selection activities. Ample physical space must .
be available for both quiet and isy, highly active and passive
activities to occur simultaneousl¥ without interference. The

type of surface on which an activity is placed is important to

harmony. Materials which can create a good deal of .noise when
maripulated, such as large building blocks, should be placed on

a surface such as a rug or a mat.’

Within each activity area which has been set up for self-selection,
there should be ample physical space for two or more children in

order to promote interactive play. The types of materials which
are.available to children are also- important, as some materials

lend- themselves to a greater likelihood of interactive play, such

3s dress-up clothes. A list of these items are shown in the

Inteqrated Environments Checklist (Supplement #6) and in the Activities,
?aterials and Equipment List (Supplément #5). : '
whern fighting or other conflicts among children arise, it may be
irdicative of .a poor arrangement of activity areas. This con-
flict will usually occur if highly different activities are o
within close proximity to each other. For -example, the placement
of a guiet reading area next to the workbench creates the poten-
tial -for conflict. Another potential source of canflict among
children is when trag;ition from one area to another cannot ke
easily. achieved by children. Clear pathways, should exist to all
areas, without having to cross through areas to get to others.
However, pathways which are too large, can promote behaviors which
are inappropriate for indoors, such as running. Activity in path-
ways can also discourage extended play between areas.

The distance between areas and the determination-of which activi-
ties should ke next to each othér are primary factors in arrand-
ing a smooth-running classroom envirdnment. Each setting will
differ because of its, own parameters, such as exits-and windows,
‘and other variables involved. ~

~
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There are a variety of environmental structures and spaces ‘which
have a great, potential for promotlng interaction between chlldren.
These are:

l. LOFT AND HOUSE: Designed separate%y or in comblnatlon . E
* with each other, such a space can ‘Fe used to define a ° ! o
quiet area, housekeeping areas, dress-up clothes area, - o
puppet stage, or numerous other activities. '

. 2. BLOCK-BUILDING AREA: Placed on a quiet surface such as
'smooth indoor/outdoor carpet or a mat, this area can be
particularly important in promoting sustained play-from
day to day. Often, several children can become involved
in extending the blOCkbUlldlng structure from one area
to another. :

3. "ARTS AND CRAFTS AREA: With a shelf or counter which dls- ‘

o ‘ plays a variety of arts and crafts material, this area” Y

e T .. Should be basic in ‘any classroom. Alon with basic. oY

I oo materials which should alwdys be available, such as’ N F

toL , ~crayons:and paper, a varlety of novel, stlmulatlng L gy
) . materials can be rotated in and out of tHis area" regularly

G et gathus promotlng the-interest of several chlldren.

- 4. FINE-MOTOR MANIPULATIVES ARFCA: This area should contaln
a number of standard items which are always avallable, "
¢ such as puzzles or small-block building materlal, and

- should rotate novel items to stimulate interest. A shelf . -

' or storage area for dlsplay of materials, as well as a 2

i . SR . table for their use, is needed.

T ~. 5. .QUIET AREZ: ' .An area large enough for at least two child-

s T //ren'cou1d be designed using a large box with pillows, a
TP "~ couch, or even the space under the loft. Appropriate use:

2o, 77t - . of this area can be stimulated by placement of a selec-

‘o s «-tlon of books nearby, a record player or even a pet area.

sl P ‘
- LARGE GROUP AREA: With space for getting the entiré group e
e o ‘of children together at once, this area may simply be a .
o A ,'Z _ fug or floor space for making a large circle. Carpet Y e
o B ‘squares for each child may be helpful in defining indivi-

oo dual .spaces. These are usqd to carry out large group
ol N act}v;tles such as music, language development games and
ﬁ actJV1tLes, and movement ac;1v1t1es. :

@

N Plannlng the arrangement of materials can promote thelr indepen-
SRR |_dént ‘and interactlve use by the children. Some suggestions for




\3‘{ . : T

: T e : : : '
1. Display materials at.child height. ‘

2. Store materials intended for use (such as arts and N
- €rafts items and fine-motor .manipulatives) in tubs or
trarsparent containers. Tubs may display a picture
or label on the front of the appropriate item tg, be
stored in the containexr. Children should ke able to
handle and carry containers easily.

L)

- Arrange the materials or containe¥s so that children can i
.see the order in which things should be returned. FOZaa. §
example, pictures matching the item to a particular
place ¢n the shelf may be helpful. ) .

~
.

Make available materials of various ability levels at
one time, particularly in the fine-motor manipulative
area and arts and crafts area.

5. .Maké available iwo or more of the same kind of material

_when possikle in fu;{ or partial sets. . p

~

6. Remove materials and ‘equipment from reach of children
for which they do not have the skills to use, such..as. -
the record player or popcorn popper. . ,

7. Rotate items in the activity areas, so that everything
is not out .at. once, and so that interesting items can be
maintained.

ontm—— v
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ACTIVITI%S, MATELIALS AND EQUIPMENT FOR INTEGRATED CLASSROOMS

s

Activities: Teacher presence at some activity centers help o
stimulate”and assist handicapped and nonhandicapped children's
participation _ ‘
* Make-believe play - preparing a meal, dress%&g up like
adults or favorite TV characters i

Puppets - puppet shows

Water play table - fill with cornmeal, styrofoam, and
other new textures

* Painting - two children side-by-side at easel, or large
piece of paper on table (for murals)

Playdough - baking cookies, building a structure as a group
effort (for exploring, pulling, pounding, sharing)

* Games - Ring Aroud the Rosy, pulling/riding a waéon, taking
walks with 'a partner

- * Block play - designing and building a miniature town,
- extending make-believe play into block area

Lunchtime

Py -

Tape recording of voices, stories, in small group

* Play music of action songs, gdmes

Mime activities -

Children choose partners to . go places

Environmental Modifications and Equipment

* Build a loft for classroom use

- * Make a playhouse for "housekeeping" including dishes and
other utensils .

A large block area

* Aﬁple room around tables for group projects
) . . R, ,
* Tire swings for two or more children (suspend tire T
horizontally)




saive

See-saw- , ' o
© -

Slide wide enough for two or more. children .
Parachute (needs many hands to hold and lift)

Innertube trampoline large enough for two or more children
. -

Play telephones - at least two

Dress=-up clothes, hats, etc

Large cardboard boxes which will hold at least two
children. s

Private space large enough for two children, such as cubby

or small rug with books
Sandbox (outdocrs) with many shdvels, cuts, etc
Rocking boat for two or more children

Clay, mud, fingerpaint and other messy Substances

\"’

»

.

s,
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- in an integrated setting. Any item to which you respond négatively when viewing your own classroom is one

. . : - .‘ Supplement #6
INTEGRATED ENVIRONMENTS CHECKLIST &

-

The items on this checklist are suggestions for providing an environment which is beneficial to promotibn of
interaction and cooperation between children -- and, "in particular, between handicapped and nonhandicapped *.

which you should consider for possible modification of the environment. ' . . L
” ) Yes No
Space and Arrangement , .
1. The room is arranged to define separate activities which can be identified by a
sample of children, - Co- -
An area is defined for large block-building activity which has blocks of at
least 6-12" and space for building which is at least 1 sq. ft. per block.
Floor space for large block-building is covered with indoor/outdoor carpet,
mats, or other material to reduce noise.
An area is defined for large-group activities. T
An area is defined for arts and crafts activities, with basic items accessible ,
to children (see materials section) by the physical. location of items. g3
An area is defined for quiet activity or rest which contains some items for .
comfort (such as pillows, couch, or mats) and which is accessible to children
at all tymes. ’ .
An area is defined for housekeeping activities which includes the items ‘shown
in the materials section. -, o i
8. An area is defined for fine-motor manipulatives activity which contains mate-
rials accessible to children, including the items in the materials section,
. at all times. : _ ' '
9. The playground is directly accessible from the classroom.
10. The bathroom is directly accessible from the classroom. "
T1. The bathroom contains 1 or more sinks where children can independently reach
the faucets. ’ .
12. Storage areas (cubbies or other containers) are identified for each child to .
keep personal belongings, artworks, etc, _
13. Tables which will seat 4 or more children at once are present in sufficient
quantity to allow seating all children at once. :

L 4

D s W N

~J
.

St—
S
t——
—————
e t——

)]

]

S ————
a———

——
——————
———
———————
——————
————

——
e a———p—
s
———————
.

.
——r—
- i

\ ’ : - |




N S Y - I N N O EE e ..
| -

-

-

Entry and exit doorknobs are located within reach of children.

Materials in each activity area are displayed at child-height.

Materials which are available for use by children can be stored in a location
specifically identifiable to children.

Surface area (such as bare wall or corkboard) is available for displaying

children's artwork, stories, etc. ~

Washtubs; sink, or other water container is accessible to children for clean-up
of messy activities nearby. : .

Children can obtain access to the housekeeping area directly from the block-
building area (without crossing another area).

Children can obtain access to books directly from the Quiet Area without cross-
ing another area. . )

Noisy activities such as a workbench are not located next to the Quiet Area.

Visual access can be obtained to all .areas of the room by standing in any one
area. - - . .

A divider or other portable structure to screen 9ff an area is available. )

Pathways provide access to each activity area without crossing other .areas.

A11 spacé in the room is being utilized. S G ¥

o . o R X

%

Number Yes answers

Percent Yes (divide Yes answers by 25)

»
*

.Supplement #6

(continued)
Yes  No
) *

LY




&
L]

18. Empty, unbreakable con-
tainers .
19. Housekeeping utensils
such as pots, cups,
eating utensils

(such as Legds)
10. Large paper
11. Writing utensils
12. Scissors

. } g )
@ L ; -, .. Supplement #6
. ¢// ’ : © {continued)
Materials : ' y S, -
A. The following materials are available at all times: o . _ .
Yes No . o T Yés No
1. Dolls ] 13. Paint/brushes @ - ; '
2. Doll clothes 14. Tape and glue
3. Books (for children) 15. Miniaturized cars, people, ,
4. Records ©or animals ;
’ 5. Record player i 16. Dress-up clothes for male,
6. Large blocks female, and some job
7. . Small blocks \ roles .. ’ s A
8. Puzzles ) 17. Mirror F;§% ,
9. Assorted manipulatives A .
: i —_—
e
e
e

B. The following materials (equipmeng\ are available at some time duriné the year:

" 20. Real plants . \
21. Real animals \
|

22. MWater table, tub, or pool
23, Sand table, tub, or¢box

i

C. Materials are'arrange as fol

24, Materials are.stored in which dlearly define their contents.

25. Storage containers are available fyr small items which are multiple in quantity, N
such as crayons, blocks. ' -

26. Storage containers are nonbreakable.

27. Materials in the fine-motor manipulative area are suitable to a variety of \
ability levels in children.




: - L
SN IR * .
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| N
| . ) 28
| . : ' '
| - - - Supplement #6 K
, 4 s ) (continued) ;

l : . .
' o Yes  No__ . Coo

- 28. Materials in the fine-motor manipulatives area and in the arts/crafts area’ L
- contain several items which are duplicated in full or partial sets. L

29. Materials or equipment for which children do not have the skills to use are

out of reach (such as the record player or electric skillet). .
30. Materials are being rotated on regular basis between Storage and display for
use by children. C .

Comments /Recommendations , ‘ . ) “ ' ) i b




PART 3: STRATEGIES

IN THE CLASSROOM
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INTRODUCTION ' , -

The following section describes blocks of time upon which to ,
buiid a daily schedule for integrating handicapped and nonhandi~
\ capped preschoolers. Although four blocks of time in.the daily
" schedule have been ghosen to describe the program (self-selec-
tion, snack, large group, occupational therapy/outside), other
, arrangements could be developed, depending on the emphasis of
your particular program or time available. After each block of
\WL time is discussed, some suggestions are given for activities .
which will allow children to work in groups on individual areas o

" of need. Teaching strategies are also described throughout this
section. L e

»

In this framework, handicapped and nonﬁandlcapped children are X
together and fully integrated throughout the day, exgcept for in-.! Ty
dividual therapy when necessary. Examples are taken from class- ’ 4
rooms of ten to fifteen children where one-half or one-third of - )

R the children are handicapped, as well as larger classrooms where
a much smaller percentage of children are handicapped.

6 v
The Importance of Play

The preschool child is an avid learne? as he watches, listens

and interacts with the environment. There are many theoretical
approaches- regarding how children gather information, as well as
what methods teachers can use in the classroom to facilitate

maximum 4rowth, development and learning. One of the most

important constructs in early childhood education is the value “
of play as a vehicle for all areas of growth. In addition, play
helps to form the basis for later cognitive functioning.

In a Piagetian framework, play functions as a means for children
to move from activity to representation, concrete to abstract.
It is the¢pr1mary focus of children before the emergence of
language. A rich sensory environment encourages spontaneous
. play. In most situations this is certain to enhance concept )
—- formation in areas such as cause and effect, seriation and >
measurement.

1

Play also allows the child to understand the world, adapt to it
and master situations--all important steps in reaching the mile-
stones of early childhood. Through dramatic play in particular,
children can express themselves, learn to problem solve and
develop empathy for others. Playing out real life roles as well
as reflecting relationships and experiences are common occurrences
in the preschool setting. As socialization increases, play com-
panions can give one another concrete expermences for fotming

A » - N . ‘l
. T ‘ 64 >
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T (relatigﬁshiﬁsy‘fcrFexémplep by’ learning what is socially accept-

. -, ablé to peers.-: U ( St
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smhé ibtééiafbdﬂchassroo%wseﬁfinq‘i

‘ < s charactérized by Several™
“(‘:;,Y&evels'bffé;ay«whichtqrbfQevelbpmenbaltig‘hature;f Solitary, or
- Y isolate play is.evident..in thé..child who ‘watches activity or is
s . involved in play by Himself; Parallel -play. takes ‘place when two
. OEapre’children are actively -éngaged in-play, side by side, yet
: ~ .'having little .or nothinrg, to’do’with one .another. -The next devel-

o opiiental level of play is:intera¢tive play where somé ‘communica-
S . tion takes place’ (ver 41 or nonverbal) - .concerning the: activity. .
. 7. It is-Sustained for "a’ reasonahile amount of ‘time. The ‘d4Pe¥k of * . -
SO preschool play, is ‘coopérative play. A classic example of this
o . type of play is,algroupjof_childrehdplaﬁning and pursuing_ the .

L ' building of & firelstatjon,in the.block ,area, each taking a role
: .« . fas firefighter, dbg or person in distress, etc) and carrying out
¥ a theme'under gréoup diyection. = e T

‘The handicapped éHiLd‘iéLQertain to beﬁéfit‘frqm:thé“pawerful play

N -models' present’ in-the ihtegrated 'classroom. ' The most obvious.. -
areas: to notice’are the presepce of modeling in sogialization,” . -

language deyelopment and symbolic representation. Both nonhandi-
capped children and handicapped children néed:lérgé'bloqgs of
timé in their school day to work on these areas as well :as to '

, expe€rimént with the different levels of play. -The %e}f selection
. . time of day provides an excellent opportunity for growth .in all .
. - dreas -of development. It is.a structured time of "day- in which .

individualized goals ¢an be met, spontaneous- play can ‘take-:place
: and newly gained skills can be observed-.and asséessed.. By under-
N standing the .importance and value of play, we can.help ‘children:

+ ..e»  learn, grow and develop in the way that is most natural”to them.
: N _ “ "1 [P . .
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SELF-SELECTION : ... !

The self-selection time of day must be well planned and struc-
tured to attain maximum benefit in an integrated classroom. The )
purpose of self-selection as well as the role of the teacher

. during this time must be clear béforegappropriate activities

_ can be planned and carried out.:- : :

- A '

.-Young children learn best through play because it is.a vehicle

.«for all areas of growth and development. Play is the child’'s
basis for learning language as well as enhancing concept forma-
tion - two areas commonly worked on in the integrated classroom.
Threugh spontaneous play, the preschool age child learns to
understand the world and gain some control over it,

s

e

By providing a large block of play time in the preschool setting,
children have the opportunity to grow in the six developmental
N . areas: fine apd gross motor; language; cognitive; social; and
seif-help. Through careful preparation on the part of the teacher,
" instruction on the children's IEP goals can occur at this time of
day. A self-gelection time provides an i:deal setting_for inter-
action between the handicapped and nonhandicapped children. 1In ha .
addition, the handicapped can model the behavior of the nonhandi-
capped children. Self-selection provides the opportunity to
extend previous experiences as well as introduce new concepts.
Children must use skills to initiate and choose activities during
self-selection time. For the teadher, self-selection can'be a
time to probe and assess the skill level of each -child.
h , The role df the teacher during ‘this time fg to see that planned
activities are carried through, but also allow for unplanned
events to. take place. The teacher plans one or more activities
. for each day which will require different types of intervention
‘ " and direction as well as some which will "eed little or no - = )
teacher guidance. Teacher supervision of self-sélection activi- o
ties can be provided in two ways: i S

A teacher-initiated. activity is-one in which the adult .
brings attention to an activity, then removes self as
the children become. involved and start~initiating play -
on their own. ~ This type of supervision can also be
- used to promote play between handicapped and nonhandi- .
capped and to direct children who are having trouble
oo _ _initiating and choosing an activity. Examples of .
" . common teacher-initiated activities include block .
.- building, easel painting, and the use of a water play g g
table. *~ . ' .

?

-

B veacher-directed activity is ogg%in which the adult
initiates and continues to supervise an activity.

& o




This type of supervision.can be used to direct children,
help them learn to initiate and attend to an activity’
and to provide reinforcefient for their participation.

The teacher can guide an activity to<a variety of skill
levels, thus promoting the integration of handicapped L0
and nonhandicapped children. Individualized instructions
can be provided in these activities when the needs of 'a
childewarrant such attention. " Examples 6f teacher-
directed activities include lotto games, writing stories
told by children, and cooking. : )

o

Y

: W,

Children can direct themselves and therefore create a new activity
during self-selection time:

A self-initiated activity is one in which .a child makes

a single choice to work a puzzle, look at a book, build

with blocks, on his own with little or no intervention :

by a child or adult. Therefore, materials which can be o ot

used independerntly should be available. . ®e

. A peer-initiated activity is one in which a child be-
" comes involved through observation of a peer engaged
in play or through invitation by that peer. A common
example would be a child who becomes interested in
house play while watching other children play with B
dress-up clothes. Another example would be one child
asking a friend’fqﬁ)assistance in block building.
The self-selection time enables the children to choose from a-
variety of new or o0ld activities. children often need to repeat
activities to master a tadsk. ‘Therefore, materials and activities
which should usually be available include: some form of block
building (unit or hollow’ core); housekeeping and dress-up play;
some manipulatives (including puzzles and a variety of fine motor
materials); books and records for browsing, and listening; and art
materials (markers,*paper, and scissors, etc.) so children can
incorporate their use in other activities. Aside from these
activities, the teacher may plan ané structure activities depend-
ing an: ' g ' : v
M
- the recently expressed interest of children;

- 1IEP goals and objectives for individual children;
- availability of adults for supervision;

- 'the need to maintain a balance between noisy and guiet .. S
activities, messy and quick-clean-up ones; N

.
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‘ - whether the variety of activities will amply provide an
opportunity to explore in several sensory and skill areas.

This time of day is not to be confused with the common concept
of free play. Self-selection time requires a great deal of plan-
ning, careful attention to environment and choice of materials,
and involvement of the adults. The teacher must develop a care-
ful balance between the need for planning -and supervision and the

spontaneity with which children create their own activity.

B

’»

Suggested Activities for Self-Selection

Purpose of Activity: To provide tactile stimulation

Possible activities:

1. chalk drawings on a mat* (té be described below)

2. using water or sand table (corn meal also works well)
3. finger,gﬁgnting (try it directly on a table)

4. using play dough -

" 5. mystefy feeling box (touch things without looking)
X

- *Chalk drawings on a mat: Have children draw on carpet scraps

with cha}k and then "erase" it with their hands, feet, or any °
other hedy part. Make sure it is not dustless chalk. .Some
handicaPped children are not very tolerant of tactile stimulation
and need to learn to experience it in a way that is-not threateng
ing. The activity will also help children develop a pencil/crayon
grasp. As a self-selection activity it will be enjoyed by the
ncnhandicapped children as well because it is_so open ended and
provides a time to make complex drawings. Tk*"fore, it lends

ind7 since it can

itself well to use within an integrated sett

asily accommoddte children of many developmental abilities and
pxovide an enjoyable social experience. '

o * * * * * * * ) » :
Purpose of activity: To develop symbolic representation and '
facilitate representational play

g t

-

-Possible activities:

1. re-create a field trip** (to be described be{ow)

-

* Contributed by Erin Moody S : ’
** Contributed by Pat Krchmar ' , é/

1. *



2. use new and different housekeeping eguipment

\ oo

3. set up a play store using empty food containérs -
- 4. make mud pies in the sand table
5. take an imaginary hike in the classroom

**Recreate a field trip: After a visit to the Fire statlon, the
v «children can use the large block area to recreate the site of
the trip. A fire station, engine, and sleeping quarters an all
be built. A teacher (or nonhandicapped peer) will have to help
direct the activity of the handlcapped children at first. The
use of props and dress-ups is important so that the activity does.
not become too abstract, thus too difficult for involvement of ‘some :
handicapped children. This type of playy 111 be easily inte-7" s
grated becadse it allows for any level :5f imagination. Children
can be assisted in elaborating on their "ideas by draw1ng plctures
or writing stories.

* % * X x . %k

Purpose of activity: To develop self- help skills 1n dre551ng
- ‘and feeding

Possible activities:

l. use clothesplns and clothesline for hanglng palntlngs
and dressups* (to be described below)

2. cut up vegetables to serve for snack

3. make available new and dlfferent dress—up clothes with
zippers and snaps .

.

4 provide dolls with easy-to-put-on clothes

. 5. .spread cream cheese on crackers -
Use clothespins and clothesline for hanging pictures and dress-
ups: Have a box of clothespins available (the squeeze/clamp type
that are not too difficult to open) alongside a rope clothesline.
When children are finished painting at an easel -or drawing a
picture, they can hang up their work to dry. The same type of
line can be found in the dress-up area. This activity will help
the children develop hand and finger strength, Wwhich are prerequi-
sites for dressing and feeding skills. 2ll of the children will ;@
enjoy the independence of taking their own pictures-to dry and

- being able to neatly put away clothes in the house area.

* * % * * * *

* Contributed by Erin Moody
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SNACK TIME

In an integrated classroom, it is important to utilize every
opportunity each day for the growth and development of all
children. Therefore, the snack preparation process should
always ke done with child partlclpatlon or observation, rather
than being- prepared in advance.

Snack preparatlon provides an excellent tire for language devel-
opment by engaging childrén in conversation akout new food,
taste, and concepts in cooking. 1It is 2 perfect time to work
on concept development such as wet/dry, hot/cold, cooked/raw,
and simple countlng (i.e., amounts of food needed for the group).
Children can enjoy a sense of responsibility and confidence when
passing out food to their peers. Snack time is a natural setting
for socialization. A group o° four or five children involved in
food preparatlon is an ideal situation for social sxlll building
since there is need to take turns mixing, share jObS in cooking
while enjoying making something good to eat for the rest of the
group. Fine motor skills can be developed through activities
' such as mixing, pouring, spreading, cutting, kneading dough, and
even using an egg beater. Finally, making snack as an activity
during or at the close of self-selection time allows for the
extension of prévious activities, such as learning- aktout 'flowers
and making flower shaped cookies, play1ng store and selling vege-
tables, or visiting a dairy and u51ng milk for shakes the next

day. * " ‘

2t times, children may be hesitant to try certain “snacks. “Here
are some tips on helping children to eat new foods: e

'selling’' food as a part of playing store; )

combine a preferred food with a new food, sﬁth as cheese
(fawlllar) with celery;

- glve food a new name, such as "ants on.a- log" (raisins on
peanut butter in celery sticks);

give food a special quality, sueg as "magic tomatoes"
(made magic with a sprinkling of salt).

Generally, when children take part in food preparation they are
less suspicious of new foods and more eager to try a taste.
Sometimes, "licking the bowl" is in order when helping a child
try something new and different. Seating an eager eater beside
_a reluctant one will usually encourage better eating habits.

Some adult expectationsfthat will help children: i

W
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- stress that everyone needs'to taste each food; &
’Z’( N
begin’ by serving small portions, then chlldren can re-

o

quest more if they like; .y

]

encourage children to serve themselves and pass food to
- friends; i

]

ra

clean-up of one's place. should be expected when appro-
priate. .

Snack time is more than an eating experience; it is ‘@ valuable
opportunity for teachlng skills, partlcularly in language and
. social development, in a natural setting:.

& * .

R Suggested Activities for Smack

T

Purpose of activity: TS deveIop the ablllty to sequence and
i recall events

IPossible activities: g

1. make carob chewies* (to be described below)
2. recall the events in food preparation while eating.
3. make juice popsicles to freeze for the next day -

‘ 4. clean tables before and\qfter snack; rinse cups

¢’ 5. keep a pictoral list of each week's snacks
carob chewies: "Make a pictoral recipe for ease in "reading."

Melt in”"a pan: 1 cup butter
1 cup honey
1 cup sifted carob powder

e .
-t

___ Remove from heat. Add: .1 _cup peanut butter o
bl : 3"cups oats (toast at 400 F for

10 minutes first)
. -2 cups raisins or coconut ™
' : 1- 2rteaspoons vanilla i
Thoroughly mix all 1nared1ents and place by heaping teaspoons
on a greased cookie sheets or wax paper. Freeze.

By b . A
* Contributed by JoAnn Bates
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Any cooking activity allows the teacher to point out to children
the order and sequence within an activity. This particular re-
cipe is good because it involves several steps: toasting; melt-
ing, mixing, freezing. Cooking activitigs_ are excellent for an
integrated classroom because all children are generally inter-
-ested in making and eating a special, nutritious snack. Children
can take turns adding ingredients, mixing, making chewies, etc.
All levels of ability can be included. The teacher can talk
about who is doing what, what is being added, or what we do next. i
Concept awareness of wet/dry, hot/cold, melt/freeze, sweet/sour b
can ali be included. Clean-up should be done with participation -

of children, as, it encourages independence, self-help skills,

and brings closure to an activity.. .

.
- L

* * * * *

Purpose of @ctivity: To encourage socialization, turn-taking, !
| listening . g

Possikle activities:

°

. ) B
1.  .use snack time helpers to pass out food (to be described
below)

2. choose recipes which requife a lot of mixing for turn- - ¢
taking T ‘

* 3. have' children pour juice for others at their table

4~5 children, with 1

4. eat snack in small groups: i.e.{
X

adult to facilitate conversatio

S

-

5. have a "picnic" outside in small groups
Snack time hélpers to pass out food: 1In the integrated classroomn,
it is important to have more than one helper per specific task so
that the childrém have greater-opportunity to socialize and depend
on each other. One child can pass out apples as _ahother follows °
with crackers and a third .gives out.cheese. Changing helpers and
deciding who passes’ the food Will help children learn te take

turns and cooperate as a team or small group. Passing out fqed e
to a friend requires an-otherwise shy child to make social cdptact. W
Oftentimes, a child who is reluctant to eat a snack can be aided - i

by being a snack helper. When evéryone has an equal turn at this
job, it helps develop self-esteem in individual children and ‘ o
poipts-out that everyone is capable of ‘helping the group. e

. "o N N -
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Purpose of activity: " To develop fine motor dexterity and strength

Possible activities:

4. make "ants on a log" (to be described below)

. 7 "
2. knead and shape pretzels ) S T

- . . ~ g. *
3, .make cinnamon toast, press down toaster, sprinkle sugar

’ £. make peanut butter eating cilay (l'cupépeanut’ButEer with

1 tablespoon honey and 2 tablespoons milk)

5. cut up a variety of fruits for fancy fruit salad
Make "ants on a.log": Cut celery into medium size pieces, fill
and spread the inside with peanut butter, and decorate with raisins.
Each aspect of this activity will help imprgve fine motor strength
for children of all levels. Cutting celery‘with a sharp knife is
quite difficult and must be carefully overseg&h by the teacher.
Holding the child's hand as you cut together may be initially
needed. Spreading the peanut butter in wet celery requires a
great deal of concentration. Decdrating with raisins will con-
clude the activity and will provide skill development for those
who need 'to work on developing their pincer grasp. '

* * * * * *
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¥ LARGE GROUP TIME . : e

Large group time usually includes any or all of the following
elements: a' musical activity; a movement activity; and oppor-
tunity for children to share an expérience or some information
through language and imagination, and the expectation that each.
child respond to and follow directions. As an event when the
entire group gathers together for a 10-20 minute block of time,
large group can be one of the most structured times'of the day
because many considerations are necessary for a smooth running’
group. ‘ ’
. Organization of both physical space and content are_important’ oy

— in planning the large group time. Initially, it is preferable,

to conduct large group events in the same physical space so
—&irat children become accustomed to sitting in this ‘hrea for this

activity. Also, it may be helpful to have each child sit on the .
mat of her choice. Mats can be made of small squares of rug,
straw, cardboard, or other materials. Assigning a child to a i
mat can help locate a space within the group and serves as a con-
crete reference point for the child who begins to wander from the
group. 1In addition to identifying the child's space, this organ-
ized placement of children within the group helps assure that’
each child has a good view of the activity. Ideally, mats should
be phased out as children develop skills to sit within a group
unassisted. , -

The content of a large group time should vdry from day to day to
remain new. and stimulating and yet have some common elements to

help children recall expectations and follow directions easily. .
It is important to keep in mind the following ccnsiderations when
planning activities for large group time:

- begin with a highly stimulating activity;. -
< " - provide many short activities and vary them frequently;*

when children are accustomed to attending well, one long
imaginative storytelling activity is possible;

- Dbalance something new with something familiar; .. .. N

. - plan the sequence so that-lots of action is followed by
a quieter activity;

]

¢

- make note of children's attention span and plan activities™
which are timed within this span or only slightly longer.

L4
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The potential for large group activities is very great. Language
development can be considered of primary importance; however, in-
struction on. cognitive goals as well as motor goals may take
place at this time. The socialization that takes place as a’ -
group of ‘children participate and share together is quite valuable.
It lS a natural time for the integration of handicapped and non-
handlcapped children to take place. Careful planning of activi-
. ties for the large group will ensure that children with varied
skill levels can all.participate. One must be especially con-
cerned with holding the interest of and stimulating the nonhandi-
capped children at this time, while 1nclud1ng all handicapped

chlldren.
P~

5
3

Suggested Activities for Large Group Time

Purpose of activity: =~ To imitaté verbal and méto; movements

‘Possible activities:

1. .the clapping orchestra (to be described below)
2. follow the leader march

3,) "Simon Says"

4. | mirror images to music - . ‘ o -
* 5. call and response records

The clapping orchestra: One child is chosen at a time as the

- orchestra leader, after an initial demonstration by the teacher.
To a fast tempo record, the leader claps, indicating that all’
children clap. When the leader stops, everyone does. When the
leader points to an individual child, only that child claps.
This can be done with rhythm instruments or vocalization. Most
thildren love being the leader and learn to take turns. They

. will "lead" at whatever level is comfortable for them, some using

only one direction, others changlng diredtions quickly and fre-

quently, managing to confuse even a teacher.

\
* - % * * *- %

o

Purpose of activity: To promote imaginative and symbolic thinking

. Possible activities:

~. . 1. "Guess what I am doiﬁé?" (to be described below)

»

2. flannel board stories

t

3. Children tell an imaginative story "in the round”
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4. dance activities (i.e., imitate animal movements)

5. take an imaginary trip to future field. trip site

"Guess what I am doing?" The teacher can whisper a direction to ¢
a child (such as "pretend you are swimming" or "pretend you are - '
hopping like a rabbit"). The other children take turns guessing

what the child is doing. This activity enablé&s children to think
symbolically in response to another child as well as making their

own bodies' move in an imaginary fashion. The more sophisticated

child can provide his own ideas for representation. At the same

time, a child who needs assistance can receive helpful ideas from

the teacher and still be successful in the group activity.

* * * * * *

Purpose of activity: To increase expressive language abilities:
§ A -

Possible activities:

1. "What do you do with it?" (to be described below)

2. show and tell

3. classification games (colors, shapes; use the classroom
environment)
V]

4. discuss vacations, weekends, holidays, families, etc.

5. ask questions to stimulate discussion akout a story
recently read ’

"What do you do with it?": Have a bag full of common items
(brush, scissors, can opener, egg beater, tape). Pass the bag
around the group so that each child can reach in and choose an -
object. Take turns describing the function or purpose of the
item each child holds. cChildren of varying abilities will S
respond with answers ranging from simple to quite complex, thus
developing skills at his/her own level. For example,®° one child
may answer to "What dc you do with a brush?" simply with the
word "hair," wheréas another child will explain how you fix your
hair in the morning so that it will look neat. Both children
are participating - that is what counts.

. * I * - % Ve
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'Although'tricyclés, wagons, jungle gym, slides, and swings are

-holding hands with a partner. 1It is an idealytime to pair

f\

OUTSIDE/THERAPY TIME

The outdoor playground or use of a large indoor room such

as an occupational therapy room or indoor gym is meant to be

more than an unstructured play time iqézhe integrated setting.

It is a time for physical exercise as %Well as a change of pace,
allowing children to do things that are not feasible or appro-
priate in the classroom--yell, run, and climb. In an integrated
classroom, this can be a time of/ day when differences may be

less apparent between the handicapped and nonhandicapped child-
ren if they have comparable gross motor skills. A child who

has difficulty communicating verbally, for example, may be able
to play a running game without any problems. ' Of course, for
children who need individual attention for development of gross
motor skills, it is an ideal time to work in this area, make
use-of peer modeling, and carry out physical exercises prescribed
by the therapist. . .

S

all essential, outdoor play expgyiences do not need to be con-

fined to a playground and its stAndard equipment. Many activi-

ties that are usually done -indodrs can take on new.and special o ?
qualities outdoors--such as mural and easel painting. Sand

and water play are natural activities for an outside time and

can provide an ideal setting for imaginative play. Taking a
walks as a group is an excellert opportunity to generalize

language learning to real exp@riences.. Children can practide
directional prepositions (in front of, behind, beside) while

children who can offer each other something. For example, a
nonhandicapped chil@ will gain confidence by helping another,
or a handicapped child will benefit from modeling the behavier

of a peer.who follows» directions well.

In an indoor gym, many actiwities can promote interaction between
handicapped and nonhandicapped children, such as several children
on ‘a teeter-totter, a gyoup of children playing.under a parachute,
and-circle games.  An occupational or. physical therapist can .
suggest activities for specific motor development goals and riéeds
of individual children. . All children can be challe?ged by such
activities-if they are designed to accommodate many' skill levels.
The opportunity to socialize, take turns, learn rules -of games,
and play together.muSt.no§ be taken for granted during outside

or occupational therapy time. Adults can assist children with
forming friendships when. neces$sary, as well as provide for some
encouragement for reaching out on one's, own.

3 ° . \
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Suggested Activities for Outside/ng;an Time

Purpose of activity: To encourage an -awareness c‘f group effort

Possible activities: . - )

L parachute play* (to be described below)

2.. play tug of war with long rope b

3. fantasy,chase game ( e.g, the teacher is a witch)
. g ‘s

' 4. Dbuild a sag§ castle together
. 5. use dress-up and make-up faces as clowns o have a
parade /s

Parachute play: Everyone stands in a.circle holding ontg the
edges of a parachute (or large sheet). The parachute is/alter-
nately raised and lowered slowly by everyone's cooperation in
raising and lowering his/her arms. One, a few, or all ,children
can run under-it (must be well supervised) when it is gp in the
~air. This activity depends heavily on a group effort/ providing
good gross motor exercise and promoting motor~-planni skills.
It will appeal to and challenge all members of a clagsroom.

ok * % * x %

Purpose of activity: To learn to follow rules
7

Possible activities.: -~

1. set up an obstacle course (to be descr% ed below)

2. -play "Duck, Duck, Goose" or other cirgle games

4., 1limit the number of children to us
(i.e., tire swing, sandbox)

5. sharing tricycles, wagons, takin
"highway" ' '

¥
. f

Sntributed by Erin Moody ' / : N
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.- Purpose
N e, abrlltles, balance, and coordination

Obstacl

e course: In settlnq ﬁ‘anw» door or: Qutdoor obstacle

course,
.rocking
is avai
~sequenc
example
then cl
in fron
modelin
close a

many types of equipment can bé ‘uged: scooter boards;
boats; swings; teeter-totters; sl;des, hills; whatever
lable. Childreh can take turns. mov;ng thHrough an obvious 1

,§>of act1v1t1es,‘bound by limits. and: rﬁles for use. For

slide déwn the sllde, -then walk acro$s the balance beam,
imb to the' to? 'of the: monkey bars--follow1ng the person’
t of yoéu. st type "of" act1v1ty will promote peer ° A
g as the entlre ‘group w1ll :he anolved It will require ® -
dult superv151on for safety and asslstance. , »

3 -
- fr( e

. - .IA
Y o . VL
x . kS % *\ * . kT %x .
¢ L PR LI « .
Yoy e et “: . . -

PEEN ‘

of aétivity: ?o devélop strength in“gross motor

Possxble act1v1t1es. T

, \n . .
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-flnd an oPeh space~for runnlng, rolllng down hills

¢ ¢
{
- f

play follow the leader on the playoround us1ng:a fantasy
theme" Gto be &escrzbed below) s :

¢
ﬂ
e,

.
-

et x .

"bllndfolaed”zwalk thm partners (older chlldren)
{plnata party»(break the plnata w1th a . bat)

flnd .or create stairs on walks

u\,', . A

o~

Follow the leader- Create the game with chitdren or adults as

the. leadef. A fantasy theme may help involve children who ‘may’
be he51tant to join in... Some themes might in&lude going on a

» trip. to

another planet, walklng throuch the forest and seeing ot

trees and Yakes, tlptoelng through the jungle so as notf to wake

: the ‘wild/ ‘animads., All’playaround equipiment, or bushes, grassy

axeas or whatevér ~can bé used. Making a game of it.will en-

COurage

“¢hildren to tryout new equipment they have hot used.

ALl chxldren .eanbe - inghuded, “although care must be taken to - .

"5}‘,,see that”’ agtlvltles are\not so. dlfficult that some children ..
8 are, unable towtry'them,n‘q- PR




GRONF MANAGEMENT AND TRANSITIONS -

. # In oRder to maintain a structured, constructive environment in . A
which both handicapped and nonhandicapped children can function
together’ working with the group as a whole is important and, at
times, difficult. Intexruptions and-disruptions will occur--
such as the inappropriate use of materials, difficulty in under-
standing directions or coping with transitions, inability te

‘ attend to a group or to an activity--as well as motor problems

which may result ip bufping into or knocking over things.in the
<lassroom. . A

, 2 '
One of+the first things to 'notice is whether or not the child
with some special needs has the skills to function in this parti-
cular classroom. It is helpful to start, very basically, in -
devekoping®new skills and becoming aware of others' differences,
so that the handicapped child can be dssisted in becoming a
rember of the group. ‘

. The néxt step is to take a carggul look at the classroom. Did

the year begin with a fairly simple environment in the classroom3-

" A child with special needs, as well as many nonhandicdpped child-

ren, can easily be overloaded by too many ihteres; areas, too
many components in an area, and too many brisk changes throughout

K the day. If the classroom progresses from simple-to comrplex,_ it

: can be observed more clearly, whether or not the childrep hawe
appropriate play and attending skills. ©Next, it is important to .,

be sure that all of the rules and expectations for the children -
are set forth clearly and maintained consistentlg. For example, -~ ,
‘one child may need to be.told repeatedly not to play with the

: record player. It will take: much longer for that child to '

learn if "the rule'is not enforced consistevtly.

Another environmental consideration in the managemgnt of a large
group of children is to notice the placemen{'of'aréas within the
roém: If, for exampie, the workbench or block area is adjacent
£o an area where guiet actjvity is expected, there will undoubted-
- ly be problems. It simply does not make, sense to ask a child to
hammer gquietly. Finally, it is essentia& to scan pathways in
the classroom environment. A child who has di¥ficulty moving his
body .through space will be doubly confused if there are unclear
pathways in the room. A child should be able tp make his way
from an art activity® area to the housekeeping area without ’
having to negotiate a maze of narrow pathways or to disrupt
. carefully-tuilt .block ‘structures, cauging a chain reaction of
. frustration by tripping over, something or someone.. v

-




One of the major points .to reMember in managing a large group

of children is to anticipate! The teacher needs to anticipate .
that out-of-control- or dlsruptlve behaylor is likely to occur
and to plan for coping with it For example, when making masks
with a grouprof children| the teacher should expect loud, scary .
sounds-and rambunctious behavior. Because this activity can.
easily get out of control, Bhe teacher must plan ways  to deal
with it, direct it, or end 1t.

Second, anticipate the child who wanders aimlessly so that the.
~ day doesn't end before it is realized that the child has done
nothing. It is easier to spot the "invisible child" when such
behavior has been -previously noticed. Waiting can be especially
difficult for some.children. Anticipate how dong an act1v1ty
.. "~ willftake to set up, “so that .children do not have to wait too
' long. Better yet, have everythlng at hand before the children
arrive for a given activity. If we .expect that what happened’
yesterday or last week mlght happen again today, then half the
‘ battle of group management is .won. New crises will always come

‘ «up, but experience should serve to assure better preparation.

1 In overseeing a large classroom, the teacher should be sensitive
to the varying abilities of children. If the activities encom-
pass many ‘levels of development, ¢hen children will "be more
likely to succeed. A classroom #ull of children having success-
ful experiences will run gquite smoothly. When problems occur,
several factors may be con51dered :

- Are there enough materials to share?

Is there an environmental problem?

What preceded the difficulty? - | .

Was there an uneasy trensition?

JDoes the schedule need Fhangmng’ ‘
' ~ ]
Was an act1v1ty too taxing, too dlfflcult for . some child-
ren, or was it unchallenging for a group or an individual?

‘.
I

Are children given enough time to function independently?

_— . Do some children seem to spend a lot of time waiting
between~activities° .
Careful observatlon by the teacher or others can help answer
these questlons.

r [—-4 Y .
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™. One area of potential difficulty in an integrated classroo i
+ the 'transition from one activity to the next. A child.wi spe—
cial needs may have problems with internalizing rules, sequ ncing,
or 51mplj remembering what comes next. A child.with auditory
: oroces51ng problers may not understand what is being requested -
ané may need visual cues to understand a direction. Sometimes,
just accomplishing a ¢hange in activities w1ll takeé longer sfor .
the handicapped chsld. ‘ .o

The adults in the cIassrggm must also plan for the transition

by readying materials for the next activity. or example, if .
puppets will be used during the large group activity, -they should !
be gathered in advance. Prior notice to the children about )
transitions always helps. Verbal reminders--such as, "We'll
start cleaning up in five minutes," or "You have time to @6 one
more puzzle," or "After we go outside it will be time to go
home"”=--can really help a child anticipate a transition. Re-
assurances of what comes next are very helpful to-thg, child who
finds r§ hard to remember. .

.

Whep children play a‘role in the loglcal crder of activities,’

they understand the rationale for change. For example, when the
childrem set out their mats for large group time, they are physi-
cally involved~in the transition. When it is nearly snack time,

it makes sense to involve the children directly by having'them ’
clear the tables. Another 1mportant aspect of transitioning is
flexibility on the pant of the teacher and a sens1t1v1tyfto
children's needs. Wheh an activity loses its appeal, the teacher
should be sensitive to the need to change it, extend it by adding

a new dimension, or simply end it. If the teacher is comfortable
with that, the'children will also be comfortable. Finally, one. >
transitioning technigque which can be helpful is to develop a game

and routine for ending an activity. An examples of this is asking
all"children who "are wearing red to leave the group. K6 Gamgs in

which children can leave the group one at a time tec get theéir

coats, go-to the khathroom, or sit at the table are recommended.

With this, the.children will not exit at once in c¢haos. Games

such as these requlre attention frem children, help them under-

stand sequeéence, and help prevent behav10r prleems durlng a

_transition.

-

With experience, a teacher will develop & repertoire of techniques .
for managing a large group of children and raking smooth- transi- ’

tions. The most important points to remember are, to observe the

‘chiidren within the environment, to anticipate difficulties or ;
problems, and to utiljize technlques, mater1als, and act1v1t1es

that will make transitions and change easier. . . , )




OTHER SPECIAE LEARNING ACTIVITIE§ )

e . , P o
An integrated program should make an effort to ‘take advantage of -
specialists in the community who can offer particular strengths . - .
to the .program. The Albuquerque Special Praschool was able to °
offer two spécial learmming activities withfi its integrated
program. o .

\ . ) ’ .

A movement, or dance class, held for one-half hour every other

week proved té be an excellent vehicle for working in all areas %

of development for the children. The class was designed so that

the children were asked to make use of their ability to imagine,

follow single~step as well as a series of directions, recall

stories and songs used for movement activity, all within the -

context of gross motor activity. One exercise, for example, ad

involved the children' acting out the sond "Eency Weency Spider."

The group was divided into three smaller groups: the spiders;,

the rain; and the sun. As_ the children sang, each group moved

when the time came for its part. - This "sophisticated choreo=-.

graphy" required that the children recall a familiar song, con-

ceptualize all of its components,; follow directions as to where

€o'go, when and how, "and finally to use their bodies wth some,

imagination along with other members of a group.
¢ . ’

Some activities duriﬁg dance class were designed to improve indi-

vidual motor skills. These included leaps across the floor, |

hopping in step with a partner, or jumping over a doll. A

favorite challenge was to imitate 'a "dinosaur walk" with both

hands and feet flat on the floor, requiring quite a stretch - ‘

of muscles. 2aside from helping to improve skills in g;rticular

areas, the dance class is an enpjoyable change of pace for the

children, one to°'which they all look forward. From week to , .

week, children noticed each otHler's progaess.

Another very successful special learning activity is a sign
language class. This is particularly valuable .if one or more .
handicapped children in the class are learning to sign. It
enables all other children to understand some of the "special"
language they see adults and children use. The sign vocabulary
that is acquired need not be extensive - foods, colors,. family
members are all useful signs to know. The important point is .
that the child who signg, especially if he is the only one in
class, will feel more fortable using signs at school if there
is familiarity on the part of the other children. Furthermore,

‘ the children realize it is a useful language and gain apptrecia-
tion of a child who signs. .
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the castle (the dungeon), o

4scary’)

DEAﬁING WITH DIFFERENCES R
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At first glance, it seems $0O easy: simply placé nonhandicapped .
with handicapped children and they'll play together. ‘In reality,
it is much more complex than that. "Two things are at risk when
integration is left to chance. First, the interactions may be
negative. What may seem like playing together could be manipula-
tion of one child. Second, the nonhandicappedchild could model -
undesiracle behavior. The situation is not used for its great-
est potential unless 1ntegratlon is planned for and *ntergentrﬁn
takes plaee when necessary T
The first aspect of integration for which staff needs to plan is’
the logistics of getting the two groups playing and working . .
together. To begin with, activities which can accommodate all
age and developmental levels within a partlcular classroom must ,
be prov1ded
gkills‘will not involve a child who has a lack of fine motdr
dexterity. However, a cutting- activity which is open-ended and

.allows fcr a Varlety of levels,of cutting abilities to accomplish

the same goal, will accommodate the many developmental levels"
seen in one. class. , . .

’

In pldnning 1ntegration strategies, teachers must always be .
aware of the varied abilities within the group to insure that
both handlcapped and nonhandicapped children successfullj parti-
cipate in any given activity. For example, a certain game” during
large group can be geared to the individual goal needs of the
handicapped children and be made interesting to the other child-
ren as well. With the use of a large cardboard refrlgerator
bcx, the children can imagine they are .playing in a castle.’

One at a time, they can be asked to go +o the top of the castle
{to visit the prlncecs), or to go under the box, downstairs in
or to go beside the castle, on the

sun porch (to have tea with the king and queen). For the handi-
capped chﬂld who may have d1ff1culty understandihg spatial rela-
tionships, it is a great exercise in the prep051tlons—~on top of,
urdé®r, and beside. At the game time, the game can kéep the ;v
-nterest of the nonhandicapped through the use ¢f fantasy,
lmaglnaylon, and “the intrcduction of new words and concepts
{(a,dungeon--what's in‘ there? what does, it look like? Is it

All children are involved, challenged, and integrated-
in an activity like this. To have .a successful integration
program, all activities should be planned with this in mind.

ogether involwe
An abundance of

4

Other, methods of enc¢ouraging children to pla}
envirbnmental modifications in Rhe classroom,

.

~
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An activity which will, require sophisticated cutting .
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' materials which can be used by at least two children facilitate
« integration better thanfsingle-chlld materials. A material
should have more:than one component so that parallel or inter-
active play, rather than 1solated'play, can take place. Sugges-
tions inciude one container of’ pegs with two or three pegboards, ™
A or many palnt brushes at one .large easel -
Althouch it often occurs guite-naturally, ways to encourage
peer modeling should be explored.. There are some helpful ways
to ensure its occurrence. Seating- ‘competent children next to
ones who will need help at snack or’large group time is a good
example. ‘Another way is to pair children tdogether as partners
for walks and field trips, so the more-able chlld can assist
the one who may  have d;fflCUlty. A simple game asklng, "fet's
see how quickly/John and Joe can trade places,” at group time
will enable a child to sit close to one who w:.l1 be a good model.

The teacher may promote 1nteract1qn by helplng‘nonhandicapped
. children find ways to include handicapped children in dramatic
play, especially. For example, suggesting "It looks like ybu
might need another sister in your famlly to help cook the dinner™
may encourage some new interaction in play, an opportunity for
more modellng. At times, it may be necessary to limit the number

! \ of children in some small group activities to prevent domination

. of
as
to

the activities by the nonhandicapped children. Handicapped
well as nonhandlcapped children will imitate the behaviors
which adults give favorable attentiomy If comments are made -

on how well a child coopergtes or puts the play dough away, for

Eon exampie, the handicapped child is more likely to notice the =~
; appropriateness of the particular behavior and model that’
behav1or. ) !

It is 1mportant to remember that handicapped children ‘'should not
be removed from the group frequen*ly for therapy or individual
wosk, as they then do nét have an equal opportunity to establish
friendships and to be considered a regular part of the group. . .
Make every effort to carry out therapy w1th1n the classroom “
setting during the course of teacher-planned activities.
In a reqular classroom, the teacher .will ‘have to add to-estab-}
lished management ‘techniques in order to include.and integrate
handicapped children. Some specific points to be aware of and
questlons to ask .when integrating children with individual needs
o b .whlch\dlffer from the group are-

»
- Awareness. of physical locatlon in relation to- develop-‘
mental levyel of the child;. i.e., is the child in danger?
Can the child remember safety rules easily? ‘8

-
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" to. watch the two groups of children beginh to play together suc-

'In a very literal.sense, this would mean that if you wore giant

I* tactile oversensitivity, to namé a few--through activities which

.+ What are the effective reinforcers and appropriate limit«
. .~ations for each.handicapped child? '
the toileting needs for individual children?
) : . . , i
-~ Deces the handicappéd child usually need an adult to sit
next to‘her at snack, at a messy activity? * Is an adult
hané always.needed for walks and field trips?

Wﬁét are

-

When the individual needs of‘cﬁildren and thé%varying abilities .
of -the group are taken into consideration, it, becomes possible

cessfully. The integrated classroom provides a upique Oppor-
tunity for all of the children. By planning carefully and not |
leaving integration to chance, both groups offchildren can bene- |
£it from this experience. - N o e oL
|
|
|
|

' [N

One of the most effective ways ofguﬂderétanding another per§o;Xs
problems or difficulties is to-. "put yourself in their shoes."

foam rubber shoes while walking on-a balance beam, you are guite .
likely to.have a greater feeling for. a child with very poor 'co- e
ordination 'to walk in a straight line. ‘ . v N
P ' T ' . N r. .
There.ate many activities and methods of sharing information - Y
about the characteristics of‘a specific exceptionality, particu-
larly physical disabilities., By focusing on characteristics--

such as poor goordination, partial- hearing loss, tunnel wvision, .

build a fiinctional undersctanding of these characteristics, then '
participating children may place. less, emphasis on the lakels: . 4
often associated with handicapped children.. The process of de- -
nystifying labels associated with handicapped conditions can do
a®yreat deal in helping children understand the child behind the
label, ‘and to see how frustrating.a physical disability may be

for that child, and finally what that disabled child does to ‘
accomplish various tasks. . . o . ' o
When children have questions about ‘a subject they are nbt'sugeﬁ
they should talk about--such as "Why is he wea®ing those ‘funny+"
looking things (braces) on his legs?"=-the question is usually ', |
directed at the child's pareht. How is the parent prepared to '

answer these questions aboyt the ohild's observations and natural
curiosity? One of the ways of helping parents acquire the inform-

ation' and understanding of a variety of disabilitles is to :
provide them with &imilar actiyities as are provided their children.
Lxarples of activities which can develop -empathy by simulating hand-’
icapping. charactdristiés are: using a wheelchair, trying an acti- |
vity blindfolded, wearing mufflers over the ears, or wearing shoes |
several sizes. too.large. Y L . ‘j
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N . Before choosing activities to develop empathy insnonhandicapped I
children, consider the following suggestions:
|
- Some children may need more informatign than others, ’ .
« with some needing or wanting very little information
at all. Therefore, participation in am activity should- o
. provide for options to terminate or expand in -other -
directions for all children. . I
¢ L g,' \

- ‘- Some children may have a greater interest after they T

have spent séme time in the presence of a child ‘wiskh
» a noticeable difference, but" have no 1nterest in the )

subject prior to the actual. experience.” Activities -
which provide understandlng and information cé&n be '

) prov1ded before a handlcapped child joins the group, *

3 . . “'but it depends on’ your group. Usually, the informa- -

: - - "tion is more 1nterest1ng.and relevant to preschool
' N " children after the handicapped child has joined the

i - - - group. g
. © . \—- Conélder whether .or not the handicapped Chlld s presence
W L , is. approprlate durlng some of these activities.
S - Very young chlldren may not Be\fgée to mdke the associ-
- ation between their own experiéwte in relation to what
it is like for another child to have_a simllar experi-
ence.

A
wOnce we hawe planned carefully so that handlcapped and ncnhandi-
capped-_children are involved in activities 'side by side, it is
time to pay attention to their attitudes, comments, criticisms , |
and. awaréness-of one another. 1In setting up situations so that
handicapped children will model nonhandicapped children, it is’
important to structure situations that will require more than
one child. This will encourage children té6 depend on each

& other and sée the value in each of their peers. For example,

we might agk two children to help clean an &nimal cage, or hold -
up a mural so it can be taped to a wall. Instead of dwelling .
on the traditional one helper, make it two or three-~handicapped
with nonhandlcapped. : . R

One of the mosg positive ways to promote good feellngs among
. the children is to notice the developmental gains of a handicap-
o ped child and bring that awareness to the child, in front of
« the group. For instance, stating "I like "the way John is shar-
- ing", when John is just learning this skill will help the other
- ‘children feel positively about John. ‘It is more valuable for
‘ everyone to notice what a child can do 1nstead of what a Chlld .
" ,can't do:

\

*
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Large group time is an excellent point in the day to further
the awareness of similarities and -differences in the integrated
classroom. Stories can be read, about children who are differ-
ent or have special necds. This can often lead to a discussion
about what is hard or easy for them to do or what is different
or special about each child. Attending in a large group can be

¢« very difficult for many handicapped children. Rather than dis-
~ciplining a child repeatedly in a group setting, be sensitive

tc & child's limits by terminating the activity. Give positive
reipforcement to those who can attend well. - (See- Supplement 7)
- . N o

To-facilitate a budding friendship or dispel uncertainties about

a particular child, a child can be asked to pick a partnrer never
chosen before.:' For example, one child commented after such a
pairing, "He can talk when it's just me with him!'" Another .
fa<ring technique is to hadve a nonhafidicapped child accompany a
hardicapped child to a therapy session. 1In this way, the handi-
capped child is not singled out as needing special help, and at
the same time, has a peer model for therapeutic purposes. The
nonhandicapped child can gain a very spec¢ial awareness of the
hardicapped child's. needs through this experience, though it may
not be conscious. ‘ .

When planning fof the integrated classroom, keep in mind that
aetivities in which ¢hildren succeed usually foster positive
self~-image. This will, in turn,create positive feelings toward
others who are trying ‘to have a successful learning experience.
The teacher can take advantage of such learning activities by
shaping and encouraging helpful behavior. There can, however,
be a problem when helpful behavior becomes maternal or even
ccr.descending. One néeds to be observant of this behavior,
especially in the older nonhandicapped child. a simple explana-
tion(w;ll often help, such as, "He can do it if we let him.

You know how much you like doing thihgs all by yourself."

Finally,.we must bé aware of what we say and how we say it,
because adults can be powerful models for children. In an
integrated program, we set the tone for positive feelings. be-.
tween the handicapped and nonhandicapped children. If we are
always heard to say "No", "Don't", "Pay attention" or Look at
me"” to the handicapped children, we will hear those* same words
directed at them ‘by their peers. -We must make a special effort ‘
to comment on the positive behaviors of ‘handicapped children so
that the others will also notice it. 1In addit;pn, we must be
sensitive to difficult situations that arise, 3nd use words care-
fully in explaining problems. When the norhandicapped child

teases or mimic a handicapped peer, we must be honest and strajght-
forward with our requests to stop, being careful not to produce

@ feeling of guilt for such behavior.

\

r




To promote positive attitudes among the children of an integrated»
classroom, it is -critical to take the time to observe children's
behavior in relation tg, each other, listen to their comments about
other children and respond appropriately. Adults must heighten
their own awareness of ‘similarities and differences- as well as
that of children, and be sensitive to the needs and feelings of
each member of the class.
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POSSIBLE OBSERVATIONS BY CHILDREN CONCERNING DIFFERENCES
- . AND SUGGESTED ADULT RESPONSES ,

l. Child leaves the room with adult (for therapy, etc.)

Suggested Adult Response: Eiplain that the child is leaving to work on a specific
o skill, such as "learning to talk better." Give nonhandi-

capped the opportunity to go to therapy ‘with a peer.
, 2. Child has speech problems which may be imitated by nonhandicapped.
Suggested Adult Response: Provide examples of how it is difficult for all of us to
. say some-words, an example being spaghetti. See also #9. -

v N
3. Child may need physical assistance im motor tasks.

Suggested Adult Response: Nonhandicapped can be.encouraged to assist} pair nonhandi~
- capged with handicapped on walks to hold hands and assist.

.

C s .
4. Chjld does not respond to verbal statements by nonhandicapped, who then seek teacher
i’tis;pnce. . :
) L PR o -
~ “Suggyested Adult Response: Direct nonhandicapped child to try again and demonstrate
' suggested vocabulary to use (in simpler language).

-

5. Child has difficulty holding hands and staying with the group in games, on wa;ks,'etc.
* - '
Suggested Adult Response: Suggest that nonhandicapped child could be a "helper" ’
. pairing children, and observing for need to provide verbal
N or physical assistance. ) : .

e ¢
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65 Child's speech is not understandable. - C ¢
- ¢
Suggested Adult Response: Ask nonhandicapped child to try a littie harder to listen
. more carefully. Observe for possible need to¢ .assist.

»
{ * '

7. Child exhibits specific inappropriate behavior, such as spittingrhnot sharing .
materials, etc. . RS o

. 4 [
Suggested Adult Response: Observe situation for possible cause of behavior; akk
peers why it might be happening; suggest to ndnhandicapped :
child that he tell hapdicapped child how he feels-*about . :
. o behavior. : - : e S
L . . .

.

| . ,
8. Child has high rate of absenteeisnm, ' '
Suggested Adult Response: Discuss reasons, such as'illhess,‘with a reminder that .

handicapped child is still a part of the class.
) '4

,
L]
.

. 9. Child is imitated by peers for unusual behavior such as incdordination or unusual
gait in walking. : . .

. 'L . :n 5
Suggested Adult Response: Suggest'th;% the nonhandicapped. can make it easier for the
A handicapped child to learn "good talking"or "walking"”, etc.,

if we show him how-to do it by our example. !

- . . <

10. Child gets into a dangerous situation. ¢ !

Suggested Adult Response: See #5 abové. -

‘ 11. Child may not be asked or is actually turned down from participating in activities.

SIN - e . . .

J() } Suggested Adult Response: Teacher presgpce.and assistance in directing the handi-~

.o . .. ) capped child in this actﬁvity. : -EV?

¢




‘ ] , ) Supplement #7

>

Books for Classrooms of Integrated
Handicapped and Nonhandicapped Ch11dren
,:x‘/

1. Behrens, June. 1976. Can You Walk The Plank?. Children's Press,
Chicago, I1linois. A book with photographs exploring basic. movement
skills through such fantasy experiences as walking the p]ank (balance
beam). 2 -

1

2. Brightman, Alan. 1976. Like Me. Little, ‘Brown and Company, Boston:
A child looks at his mentally handicapped friends and points out that
everyone ts the same although some people are slower at learning.

3. Castle, Sue.  1977. Face Talk, Hand Talk, Body Talk. Doubfeday and Co.,
Garden City, New York. How ch11dren can say th1ngs and express feelings
us1ng only *their bodies and faces.

« 4. Cohen, Miriam. 1967. M]lﬁ I Have A Friend? Macmillan Publishing Co, Inc.,
New York.* The'first day of school concern with finding a friend. -

5. Fassler, Joan. 1975 - 3rd_printing 1978. HOWie Helps Himself. Albert
Wwhitman and Company, Chicagh, I11inois. A child with cerebral palsy
wishes to move hig wheelchair by himself. .

6. Glazzard, Margaret H. 1978. Meet Lance He's a Special Person. H and H
Enterprises, "Inc., 946 Tennessee, Box ]070 Lawrence, Kansas. A story
\ about a boy with Down's Syndrome and how he ]earns. .

7. Green, Olary Plc Burney. MCMLX. Is It Hard? 15 It Easy? Addison-Nesley
* Publishing Company, Inc., Reading, Mass. Points out everyday ‘tasks that
‘may be Hard or easy for different children. ' Lt

8. Hirsch, Karen. Mz S1ster, Carolrhoda Books,° M1nneapolls, Minn. A child's
- perception of her retarded sister as a very special person

9. Kraus, Robert. 1973.’Leo The Late Bloomer, Néndmi]] Books and-E.P.Dutton,
New York. The fantasy story of a tigér, Leo, who is a 'slow learner but
‘finally "blooms".

¥ .

10. " Lasker, 3oe 1974, He's My Brother, Albert Whitman gnd Company, Ch1cago
' A young boy describes the exper1ences .of his younger brother who has a 5
learning disability. . “ 1

1. Mack Nancy. 'Tracx, Raintree E{htmns, Mﬂwaukee, Wisconsin. A photo story
of a girl who has cerebral palsy. .

.
a

o 12. Ominsky, Elaine. 1977. Jon 0: A Spec1aj Boy, Prent1ce Ha]], ‘Inc., Englewood
© Cliffs, ¥, The life of a boy with Down's Syndrome who has adjusted to
~ be1%a very special child.

[}

13. Peterson, Jeanne W., ]977 ‘T Have A Sister, My ‘Sister Is Deaf, Harper Row,

New York, N.Y. An illustrated story of how a deaf sister experiences every-
“day life. ) : °

' .’ . "
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14.

15.

16.

17.

-
3%
3

-~ ¢ )
Simon, Norma. 1976. Why Am I Different?, Albert Whitman and-Company,
Chicago. Discusses everyday siuations in which children see themselves

. as "different" in family life, preferences, and aptitudes, and yet, feel

that being different is alright. Lo

Simon, Norma, 1970. How Do I Feel? Albert Whitman: and Company, Chicago.
A book about the feelings of children - anger, frustration, weariness
pride, etc. : -

Stein, Sara Bonnett. 1974. About Handicaps: An Open Book For Parénts and
Children Together, Walker and Company, New York, N.Y. A boy learns about
physical handicaps of others, including a child with cerebral palsy. This.
book includes a text/for parents or teachers.: . : -

) . @ ' . .
Wolf, Bernard. Anna's Silent World, Lippencott Publishing. A photographic
description of a.deaf child's 1ife. 4
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