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The authors stress the importance of providing

severely handicapped students with concurrent, systematic, direct,
and individualized instruction both in school and nonschool
environments within daily or weekly time intervals. A brief
historical review of educational service delivery models for the
severely handicapped is provided. These include: (1) no schools; (2}
segregated private schools; (3) segregated public schools; (4)
regular, out chronological age inappropriate, schools; (5)
chronological age appropriate regular schools ir accordance with the
natural proporvion; and (6) chronological age appropriate regular
schools 1n accordance with the natural proportion and inStruction in
nonschool environments. Discussed are the educational implications of
such learning and performance characteristics of the severely
handicapped as the number of skills that can be acquired, the number
of instructional trials needed to acquire skills at meaningful
performance criteria, instructional inference (transfer of training),
skill complexity, retention-recoupment, synthesis skills, and
generative skills. The authors compare four instructional location
strategies (school instruction only, consecutive instruction in first
the school and then the nonschool environments, concurrent
instruction in both environments, and nonschool inStruction only in
appropriate natural environments). For studeats under the age of 18
concurrent instruction is recommended, though older students should
receive most or all of their instruction in the nonschool
environments in which the student is expected to function. (CL)

EEEEETREEEERREARERE A AR AR AR RAAER R R RAAR AR ARRRE R R AR AR R R AR R R AA AR AR R R R AR XAk %

* Reproductions supplied by EDRS are the best that can be made *

* from the original document. *
EEEEEEE R RREREREREE R R AR R R R R R R RERE R R R R R R AEE R R AR AR AR AR R AR R AR R AR AR AR AR R AR AR X




DRAF®

8/25/82
THE CRITICAL NEED FOR MONSCHOOL INSTRUCTION /25/
IN EDUCATIONAL PROGRAMS 1 11.5. DEPARTMENT OF EDUCATION
SEVERE TUDENT HMATIONAL INSTITUTE OF EDUCATHON
FOR LY HANDICAPPED S S EDUCATWINAL RESOURCES INFDaM.:'ﬂON
CENTER I£A CF
& The document has betn feproduced as
tecened from thed peTSOn Of o7@3nganon
OtHAOG K
Lou Brown, Jan Wisbet, Alison Ford, Mark Sweet, = Mo a0 v bon madstommarowe

Betsy Shiraga and Ruth Loomis S e

= Points of view o O2niong stated s this 0oou
ment do iy aecesadly repiesent otherl NEE
DOSTON Of Y
University of tlisconsin
and
Madison Metropolitan School District

ED24G750

A brief historical review of educational service delivery models that
have been or that are available to severely handicapped students is provided.
Seven learning end performance characteristics and some of their educational
implications are discussed; and four instructicnal leocation strategies and
scme of the pros and cons of each are addressed.

The thesis coffered is that the placement of sc¢verely handicapped students
in chronological age appropriate regular schools that are Loth close to
their homes ané in accordance with the natural proportiocn is necessary, but
is not sufficient. 1In addition, educational and rela%ted service personnel
must provide direct, individualized, longitudinal, comprehensive and Systematic
instructicon in a wide variety of ronschool environments. Indeed, individually
meaningful nonschool environments are ¢onsidered so important in the instruc-
tional hierarchy, they should be decidod upon before activities, skills,
materials, and measuremant systems are sclected.

1 . .

This paper was supported by Grant #G008102099 to the University of
tlisconsin~Madiscn from the U.S, Department of Efucation, Office of Special
Education, Division of Personnel Preparation, Washington, D.C.

2'I‘he label "severely handicapped" refers to approximately the lowest

intellectually functioning cne percent cf tLhe school age popvlation. 'This
cne percent range includes students who also have been ascribed such labels
as psychotic, autistic, moderately/severely/profoundly retarded, trainable
level etarded,physically handicapped, multiply handicapped, and deaf/blind.
Certainly, a student can be ascribed cone or more of the labals delineated
immediately above and still not be referred to as severely handicapped

for purmses here, as he/she may not be currently functioning intellectually
within the lowest cne percent of a particular age.




When, the educaticnal services that have been or thal are available to

severely handicapped students are examined, at least six ¢general nonmutually

exclusive phases seem reascnably salient:3

Phase I: Uo Schools
Many years age it was generally assumed that severely handicapped

students could not or should not be educated. Indeed, for health reasons
many did not live past early adclescence and those that gjgq usuvally were
kept from public view. Thus, if they received educational services at
all, théy were usually provided by parents or by remarkably rare indivi-
duals who establishdd highly persconalistic bonds.

Phase II: Segregated Private Schools
In the 1940's and 1950's many parents of severely handicapped
children and concerned others established private day and residential

schools. In almost every state there was at least one outstanding person,
ei._ner a parent of a disabled c¢hild or someone‘who merged with a éroup of
such parents to establish and operate a "special school," and "place for
them," a "better then an institution environment.” With the advent and
remarkably rapid growth of the National Association for Retarded Children
(later Citizens) and with financial support coming primarily from user
fees and charitable organizations, these segregated private schocls

proliferated.

a

Phase III: Segregated pPublic Schools

From approximately 1960 to 1980 many public agencies across our
country established educational sexvices for those formerly excluded or
rejected. The overwhelming majority of these public. services were confined
to institutions for the retarded ﬁr to segregated public schools stupported
and supervised by State Departments of Mental Health or public Instruce-
tion. This segregated public school phise peaked shortly after the
passage of Public Law 94-142 in 1975 whi¢h required that all handicapped
children have access to 4 free and appropriaté public education. That
is, thé_pervhsive response to the legal requirzament that educational
services be available to all was to establish new and to expand old
segregated public schoola. ‘

3Glaring local exceptions to each phase are acknowledged.




Phase IV: Reqular, But Chronological dge Inappropriate, Schools

Haqy whose childran yere excluded fron public schools were quite
nleased when private sencols became available. Subsequently, nany
parents who wanced free public cducation were eitremely Plcagsesd when
segregateé public schools were establisned. Recently, increasing numbers
of parents anc professionals have been carefully scrutinizing and rejecting
private and public scoregated schools as accentable educational service
delivery models. ©his rejection, in conjunction with substantial legal,
advocacyY, resesarch: curriculun development and educational nolicy activi-~
ties, has resulted in rapidly increasing numbars of severely handicapped
students attending reqular gchools, albeit still confined to hancicapned
only classrooms with few, if any. interactions with nonhandicapned
students. Ia addition, severely handicappe” students who attend refular
schiools arce often confined to elementary schools in dispronortionate
nurbers., regardless of their chronological age. Unfortunately, nineteon
and twenty year old severely hancicapped students still attend the sanme
schools as nonhandicapned stucents under the age of ten. Furthermore,
it is not uncommon for severcly handicapned stucents to conprise twenty

or thirty pescent of the population in such schools.

Phase V¢ Chreonological Ace Appropriate Regular Schoois in Jiccorcdance
7ith the llatural Proporticon

Severely handicanped students, by definition, represent approximately
the lowest intellectually functicning one percent of the school age popula-
tion. This one percent is referred to as the "natural proportion”. The
effects of secrving severely handicapped stufents in environmants that
vioiate the natural proportion substantially are almost always r -ative.
Institution wards, sheltered workshops, segregated schools are several
examples {Drown, Ford, ilishet, Sweet, Donnellan & Gruenewald, 1932).
Therefore, more and more school districts are establishing programs in

chronclogical age appropriate rather than mental, social, emotional,

motor and/or language age appropriate regular schools in reascnable
agcordance with the natural preportion. For nany, excluding severely
handicapped students from normal human options is now considered unaccep%
table.
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Phase VI: Chronclegicai Age Appropriate Regular schools in Accordance
With the Matural Proporticon ana Instruction in Yonschool
Envircnments

Thus far, a progression from the absence of formal educational ser-
vices, thxoﬁgh segrégated private and public schecols, chropological age
inappropriate regular schools that viclate the natural Properticn and
chronological age appropriate regulér schools tha: are in reascnable
accordance with the natural proportion has heen delineated, As eXperience
and knowledge accrue, as communications improve., as thousands of non-
handicupped and severely handicapped perscns learn te interact for the
first time, and as more and more talented young pecple decide to pursue
careers serving severely handicapped persons, the deficiencies of those
educational service delivery models are becoming increasingly apparent.
Progression to and thvough an additional phase is now in order.

Sexving severely handicapped students in special classrooms in
chronolegical age »ppropriate regular schools that are both cless to
homes znd in reascnable accordance with the natural proportion is neces~-
sary, but is not sufficient. Direct instruction in a wide variety of
hetercgeneous: nonschool rccreation/leisure, domestic, vocaticnal and
general community envircnments must beprovided, The need for such
nonschool instruction will be even more cbviovg when some of the learning
and performance characteristics of severely handicappad students are

considered cumulatively and synergically.

LEARI'ING AND PERFORMANCE CHARACTERISTICS

Certainly, many in our society can be referred to as severely handi-
capped in ¢hat they manifest significant kinds _nd degrees of behavioral,
affective, communicative, and sensorimotor difficulties., Howesver, if they
are not functioning Intellectually among tre lowest functioning one percent
of the school aye populiation, they wouldahof be referred to as severely
handicappdd for purposes here, At least three questions now must be asked.
First, how do we know if a student is among the lowest intellectually func-
tioning one percent of the school age population? Second, how are such low
fusctioning students educationallf' different from their less disabled peers?
Third, what c¢an educatcys do ahout some of those differences?

Arriving at reasonable responses to the first question zeems relatively
easy. Most professionals seem comfortable gathering representative samples
of actions that presumably are manifestations of valic intellectual dimensioss

and separating those above from those balow the one percent demaraction line,




Despite smuch notoriocus difficulties as determining valid intellectual
dinensions, correlational vs. causal variables ,separating the lowest
functioning 1.0% from the lowest functicning 1.2%, cultueral bias, practice,
and instrument: error, this orientation seems inbedded into the fabric =f
cur scciety {Gould, 1951).

Arriving at reasonable responses toc the second and third questions seems .
substantially more difficult. The label severely handicapped shouid mean
that a styudent is different both in degree and in kind from those not so
labeled. The point offered here is that when severely handicapped students
are compared to nondisabled age peers, they manifest more difficulties in
relation to almost all gererally acknowledged learning and performance
phenomena,and these difficulties must “e addressed individually and con-
structively in educatiocnal programs. This is not to deny or to minimize the
valid and extremly important attitude that vhile different in kind and degree
intellectually, they are no differeant from anyone else when ahuman dignity,
constitutional rights, individual fre.dom and other quality of life dimen-

sions are considered.

The Wumber of Skills That Can be 2equired
Over a twenty-ohe yYear period saverely handicapped students can be viewed

intellectually capable of acquiring fewer skills than approximately ninecy-

nine percent of their chronclogical age peers. Thus, it is extremely impor-

tant that the skills taught he as developmentally meaningful and as longitu- o
dinally useful as possible. Cunversely, it is extremly important that valuable

5]

instructicnal time not be wasted teaching unhecessary, inappreopriate, or
nenfunctional skills,

The Mumber of Instructional Trials ileeded to Acquire Skills at {eaningful
Performance Criteria

Generally, the more intellectually handicapped a student the more direct
instructional trials that willbke needed in order tc acquirxe skills at mean-
ingful performance criteria. Whereas a nonhandicapped student may learn to
turn on a television appvopriately after three :i.nstruct.iana], trials, a
severely handicapped student may reguire ocne hundred trials 3:0 acguire the
same skill., When providinjdirect instruction it is extremely important to
arrange for individually and empirically determined increascs in the number
of trials. Time determined progression through curricula should be generally

6
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rejected: e,g,, "during the month of February we will cover shopping
skills"; "tle will have a six week unit on teeth brushing."™ gpisodic or
exposure activities such as "field trips", while potentially interesting and
enhancing, are usually of limited instructional value. Finally, with larger
numbers of instructional trials, tnere are correlated increases in the
amount of instructicnal time nceded. As fewer skills will be acquired in a
unit of time, acquisition rates generally lower than those of nonhandicapped
age peers chould he anticipated.

Instructional Inference .

Instructicnal inference refers to the empirically justifiable degree of
confidence or the relative probab{lity that a skill acquired in one environ-
ment will be performed in a different environmént under similar but different
circumstances. For purposes here, the phrase instructicnal inference encom~
pasges such related phenomena as stimulus and response generalization:
transfer of training; ang pPerfornance across perscns, places, instructicnal
materials, and language cues (Baer, 1981; Reeéé & Lipsitt, 1970; and wil-
liams, Brown & Certo, 1975). In general, the more intellectually handicapped
a student, the less confidence che can have that the skills acquired in one
environment will be performed acceptably elsewhere. Teaching a severely
handicapped student with cerebral palsy to take twelve pPlastic eggds out of
a plastic egg container and put them in a refrigerator in a simulated 3chool
kitchen is a qQuesticnable instructional practice in that little confidence
is justified that similar but different skills will be utilized to transfer
recal eggs from a brittle styrofoam container to the refrigerator in his home.
Until the generalization and transfer skills of severely handicapped students
can be improved substantially, close approximations to zero instructional
inference should be the general educational orientation. That is, if a
teacher is concerned that a student put real eggs in his home refrigcrator,
he should arrange for those skills to be taught and/or performed in his home.

Before completing this cursory discussion "negative inference" must be
addressed, ilegative inference refers to the hope that skills acquired in
school will not be performed in wthexr environments because to do so will cause
harm or embarrassment. For example, many parents would be truly hurt if
they cobserved their twentyY Year olu severely handicapped son clapping his
hands when he is happy and he knows it at q_restaurant; putting pegs in and
taking them out of a peg board on a public bus; or assembling a four piece




puzzle of bonald Duck at the office picnic. Unfortunately, until educators
refrain from teaching such skills we can only hope tkey are not performed in

nonschool environments.

Skill Complexity

Thers are thousands nf complex skills that can be acquired by nenhandi-
capped and less handicapped students that either cannot be acquired by
severely handicapped séudents or are extremely cost ineffe~tive when the
return for educational inbesfment,is considered. ilemorizing multiplication
tables, completing long <ivisinworksheets, learning the names of the presi-
dents of the United States, reciting the"Pledge of A;légiance to the Flag"
are but a few examples. Additionally, teaching complex skills that rcquire
so ruch time and effort that severc curricular imbalances accrue should be
minimized. Spending two'hours per day learning to categorize foods into four
groups at the expense of learning how to prepare a simple meal, to purchase
food items at a grocery store, and to order food items from a restaurant menu
is but one example, Conversely, curricular strategies that foSter the' cost~
efficient irstruction of relevant complex skills in a wide variety of school

and nonschool envirconments should be utilized as much as possible,

Retention—-Recourment

Retention-recoupment refers to the relatippship between the performance
of a partaicular skili af specifieﬁ crjteria;; the passage of time during which
performance does not occur or occurs infrequently; decrements in performance
(forgetting); and the time and iﬁstructional effort necessary to retcach
ﬁerformance at the original eriteria. In general, the more intellectunally
handicapped 2 student, the greater will be the decéements in performance
after the passage of time during which skills are not perfermed or nerformed
infrequently,and thp nore inst;uctional time and effort will be nseded to

reteach to original criteria.

Given such retenticn-recoupment aiffiéulties: students should be taught

siills that are appropriate for and required consistently inthe nonschool
environments in which they currently function; ‘individ&éily and empirically
determined, but nevertheless relatively longltime Periods in which important
skills are not performed or are performed infrequently should. be: avoided;
direct instructioral services must be availabie on a Year round basiss and
close cooperation between rclevant school and nonschool care providers is

nandatory, 8




Synthesis Skills

A nonintellectually handicapped student may learn cne skill as a result
of math instruction:; a different skill from reaching instruction, and a
third irom a language lesson. She is then quite capable of synthesizing
those different skills and applying them toward the sclution of a purchasing
problem in a neighborhood grocery store. It is the rare severely handicapped
student indced who can synthesize skills learned in three different contexts
and use then in a functicnal manner ir a feourth. Difficulties in the
ability to synthesize render it extremely important that direct instructicn
be provicded in the environments and activities that inherently require syn-
thesis, For example, a student can be taken to a grocery store, and while
learning to purchase an item, he can alsc learn nmany sccial, math, reading,

language, motor and functicnal object use skills.

Generative gkills

Few severely handicapped students can utilize existing skills and infor~
mation to generate supstantial amounts of new knowledge. Thesc generative
difficulties make it extremely important to provide direct instruction in

the actual environments requiring <s.cific practical sclutions.

To summarize, hypothesize someone who can learn, but not as much as 99%
of her age peers; who neecds a lot more time and trials to learn and to relearn
N : than almost all; who has extreme Gifficulties transferring that learned frem

cne environment to another: who remembers some things but who forgets propor-

N ticnately more than almost all others; Wwho rarely, if ever, puts information
gathered from several diffsrent experiences together so 42 to function effec-
tively in a novel situation:; and who ras serious difficulties generating
solutions to practical problems without specific training. How mach of her
valuable educational time should be spent in the physical space of a school
and how much should be spent receiving direct, systematic, individualized and
comprehsnsive instruction in the actual nonschool environments in which she
currently functions and those in which she might function in postschool

- Years?

FOUR INSTRUCTIONAL LOCATION STRATEGIES

One of the primary purposes of public education for severely handicapped
students is to prepare them to function as independently and as productively




as possible in a wide variety of naturally proportiqned nonschocl and post-
school environments. Given their relativeiy ﬁoor perfofhénce-r;cﬁrd in
relation to the acquisition and performance characteristics delineated above,
it ic now important that issues related to "where® direct instruction is

provided be discussed.

School Instruction Only

Some believe that direct instruction should be provided over a- twenty-one
year period only on school grounds. Indeed, the overwhelming majority of
severcly handicapped students receive virtually all of their education on
school property. Some of the primary réasons used to justify such instruction
ae;

That'transportation during schoel hours and the fiscal, scheduling,

logistical, administrative, liability. and staffing Qifficulties

associated with nonschool instruction can be avoided;

That teachers and related service perscnnel do not have to acquire and
utilize the complex skills necessary to secure nonschool instructicnal
sites, to establish reciprocal relationships with  variety of DPersons
functioning in community businesses and agencies, to secure the informa-
ticn and materials needed for instruction in those environments, or to
put up with distracting noise,'énonymous persons, and gther interruptions

that can be avoided or minimized in more controlled school buildings:

That severely handicapped ytudents learn best when provided relatively
lafge numbers of.teaching trials in short periods of time and activities
and;materials appropriate for repeated practice teaching strategies are

relatively easy to generaté in controlled school environmentsi:

That pecple in the community should not have to interact with severely

handicarped students nor should the students have to suffer their ridi-~

cule and hostility: and’

ThAt some students may not be medically able to function in nonschool

environuents.

Conversely, a growing minority of parerts and professionals have -examined
the longitudinal effects of Schoel Instructicfi‘Only and have generated many
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reasons for realistic alarm over the logical and empirical outcomes. Some

of those are:

That School Instruction Only requires inferences that the skills learned

in school will bhe performed accer: .oly in noaschool environments. Given
the notorious deficiencies in such learning and performance characteristics
as transfer of training, stimulus deneralization, and psrformance across
persons, places, materials, and languadge cues, such inferences are

educationally untenable;

That many pareants, siblings, taxpayers, and otheré who are or who might
be dairectly responsible for severely hanicapped studente can become aware
of their exceptional needs by observing them learning to function in
many community environments. It is extremely hard to argue convineingly
that ignorance of those needs results in nonhandicapped perscns engaging
in actions that are in the best interests of disabled persons:

that severely handicappeé students learnh few meaningful skills without
direct instruction. Many parents, siblings, babysitters and friends
either do not oz cannot teach the skills needad to function in many
nonschool environments. Thus, it seems reasonable that such importaat
nonschool skills be devélopea Girectly by educational and related service

personnel;

That teachers cor "ined to schools have limited knowledge of the skills

and performance :=2quirements of nonschool environmennts or how individual
students function therein. Unfertunately, many function guite well in
protective, supportive, barrier-free, stimulus controlled schools, but
marked performance deficiencvies are noted when they are required to

perform in less cloistered environments: and

That valuable dollars invested in instructicnal time and materials are
often wasted becauose substantially different materials are utilized in
nonschoel environments and because hany are taught gkills that are not

reguired anywhere eise but in achool.

After an examination of nany of the reasons pro and c¢on, th2 position
offereé is that School Instruction Only is educationally indefensible.

11
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Furthermore, at least three nore responsible and cost efficient alternatives
are available: <Consecutive Instructicn, Concurrent Instruction 2nd llonschorl
Instruction Only,

Consecutive Instruction

Consecutive Instruction refers to requiring the performncce skills ok
school grounds before allowing access to nonschool environments, For example,
students are often taught to put grocery items into & grocery car: in a
simulated school Store utilizing pictures of food containers as cues. Once
such skills are performed at acceptable criteria, opp.rtunities to manifest
them or %& sacure related direct instruction in real grocery stores are then
afforded. Some of the major reasons for supporting such a strategy are:

That there are students who manifest s?vious behavior problems in many
environments. It seems reasoaable to gain control over potentially
harmful acticns in a rel-+ively "safe” environment before 3allowing access

to the general commnity;

That some students learn selected cognitive, sencorimotor, and commumi-

cation skills bhest in well contrel'sZ cuvironments:

That teachers can have the time and flexibility to expewiment with instruc-
tional materials, teaching .echniques, and behavioral interventions.
Trial and error tactics would not be appropriate for real dental offices,

grocery stores, and public restrooms; and

That it is more effic.ent to train pararrofessionals, student teachers,

therapists, ets, inwell supervised school environments.

Conversely, there are those who believe that providing copsarvtive iigtruce~
ticn is generully unnecessary;and unduly risky, and thus should pe used with
extreme caution, if at all, iHore specifically, two stage instructional
strategies ar? inherently dﬁﬁgeioué because many may newver progregs through
Stage I (school) and therefore will be denied opportunities to recajve oriti-
cally needed instruction iﬁ Stage II (n.naéhool €. vironzentg) .

Additionally, it is argued: '

That too often it is falsely assumed that if significant behavior problems

« -arg manifested in school, they will alsc b« manifested elsewhere,
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A significant number of examples supportive of the position that many
students behave unacceptably in cne environment (school) and appropriately

in another (community) are available:

That even though skills may be performed at arbitrarily determined
performance criteria in schocl, tney may not be performed acceptably in

other environments without substantial direct instruction;

That i+ is & alt for school perscnnel to determine the individually
significant «kills and performance criteriz necessary for access to
nonschocl environments. Indeed, access criteria established are c¢ften

arbitrary, irrelevant, and capricicus; and

That community socialization is an experience necessary for all. !on-
handicapped persons will never be sensitized to the problems of disabled
perscns if they are permitted to see only "acceptable" performance.
Conconitantly, participation in 2 life of dignity includes.taking risks,
a component of which is the coption to try, te fail, and to try again.

Concurrent Instruction

Concurrent Instruction refers to providing systematic, direc® and indivie
dualized instruction both in school and nonschool envirohments within daily
or weekly time intervals. Assume that the instructional chjective is to
teach a nonverba', acnindependently walking, noncounting anl nonreading severely
retarded student to purchase f£ive it~ms at a neighborhood grocery =tore,.
After conductlirig a skill analysis: a teacher decides that it is appropriate
to teach certain skills in simulation at school and certain skills in an
actual grocery store. <Thus. from 9:00 to 10:00 a.m. simulated instruction
pertaining te how to transfer from an aluminum walker to a borrowed stainless
steel grocery cart:; how to match a picture on 2 piece of cardboard to a
picture on an actual food can on a shelf; and how to communicate gesturally
to a teacher aide is provided in school. From 10:30 - 12:00 the student goes
to.an actual grocery store and is taught not to grab items from shelves; to
proceed up and down aisles in an orderly manner; to desensitize to the
constantly changing coleors and noises of a bustling heterogeneous community
envircnment; to match a picture of a jar ‘of coffee to an actual jar on a
shelf; to vait in a checkout line without interfering with others; and to

. hand money to and receive change from a real grocery clerk, ™ --- 0 utilize

13
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concurrent insiructional strategies aclnowledge: thatl there nay be sXkills
that can be learnec most efficiaently in schools; and that sone students seen
to be able to transfer “rairint sufficiently to benefit from sone instruction

in sinwlated envirommenfis. liowever, they also acknowledge:

That by both provifing schecl and nonschool iastruction within a short
tine frane, the risks of aot progressing from scﬁool to-nonschool

environments are neutralized:

Thet the probability of sirmmlated instruction being functionally
related to the actual nerxformance recuirememts of nonschool environrents

is nmasindiced:

‘That teachers can experience the excitement ané other joys of teaching
meaningful skills in real environnents undey constantly changing circum-

stances;

That nany nenhandicapped persons can desentitize to, can learn to help

and sexve, and. can develop friendships with severely handaicapped stulents:

That an ecducational program can mahe life easier and more rewardine for
parents and siblinas wir can tale advantage of, maintain, and build upon
tie functional skills taucht in nonschool environnents by school personnel;

and

That respect, understanding and cooperation can ‘be enhanced substantially
if taxpayers actually sce scevercly disabled students being taught to

verform meaningful skills in real environments.

Jlonschool Instmuottion Only

Jlonschool Instruction Only refers to the provision of direct instruction
only in appronriate nonschoo). environments in wivich students currently
fenction and those in which they are being pféﬁared to function in the
immeddate future. 3hile it is couwtful ‘that this particular strategy will
gain widespread support for use w%th young students, it is becoming increas-
ingly crecdible for those within the eightenn to twenty one year chronological

age range, Sond of the poihts used to support such a strategy ares

That the grounds of pubfic high schools are Ehrupological age
inappronriate ° and can offer little to those over age éighteen that

could nst have been . realized earlier;

14
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That it can be clearly demonstrated to Parents and others that many
severely handicapped persons can function quite well in 2 wide variety

of community environments all day;

That co®Perative relationships with Postschool agencies responsible for
recreation/leisure, domestic living and vocational functioning can be
established earlier, thereby facilitating responsible transitions from

school to postschool environments.

That scarce and valuable educaticnal dollars can be spent on the actual

training needed for functigning in nonschool environments; and

That a Zero inference nodel can be cleosely approximated. That is, tea-
chers can provide instruction that does not rely on the untenable
inference that trxaining in one environment will result in acceptable

performance in others,

SUMMARY AND CONCLUSIONS

After many years .of struggle severely handicapped students now have
access to a free and appropriate educaticn. The thesis offexed is that the
benefits thet can be realized in the physical space of a regular public school
are necessary, but theyY are not sufficient. BRecause of inherent deficiencies
in many learning and performance characteristics.: direct instruction rust
be provided in the varisty of actual least restrictive nonschocl environments
in which the students can currently function and those in which theY mest
probably will function in the future. This nonschool instruction should
not be construed as & "field trip" or any other kind of episodic experience.
On the contrary, it should increase with chreonological age and should ke
accompanied by the same liinds and degrees of individually meaningful
instructional objectives, clearly delin” ted teaching and measurecment strate=~
gies, and functional instructional mat. ~ials vital to any instructional
endecavor of  rreascnable guality.

As there are skiils that can be develcped best on a school campus and
those that can be developed begt elsewvhere,the impoxtant and difficult task
becomes that of determining the locations inwhich a particular skill can be
taught most efficient2y to an individual. In relation to this "where"
direet instructicon should be provided issue, the conclusicons offered are:
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School Instruction Only is untenatles;

Consecutive Instruction, while far superior to instruction confired to
school grounds, is still much less defensible than other strategies; and

Concurrent Instructicn is offered as the location strategy of choice
for most severely handicapped students under the age of eighteen.

Finally, the postschool environments to which severely handicapped
adults are usually assigned are notorious for béinq Unduif restrictive in
nature. Sheltered workshops, activity centers, instituticn wards, nursing
homes are examples. Thus, if a severely handicapped person is to be Prepared
to perform functional skills in a wide variety of habilitative nonschool
environments, it is extremely important that the necessary instruction be
provided as a part of a public school program. 1t is also abundlantly clear
that the teaching of skills without regard to the delicate and unique student-
skill-environment ecological balance is usuaily meaningless. Therefore, it
seens reasonable that from ages eighteen to twenty-one, most, if not all,
direct instruction should be provided inthe wide varicty of habilitative
nonschool envireoaments in which a studen* will most pProbably function at

graduation.
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