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Imogene Land & Kay Bull
Earlybird Session Oklahoma State University

Tuesday, April 22 Stillwater, OK 74078
9:00-12:0Q0 am
The Adaptive Approach for Educational Methods

(Make It & Take It)

The adaptive approach for meeting the needs of a wide range of students
is a technique for individualizing instruction. To implement the adaptive approach
it is necessary for teachers to develop or adapt the materials available to them.
This workshop will show participants how to create and adapt materials to meet
the needs of a wide range of students (MR to G/T). This workshop will be of
interest to both the elementary and secondary teachers in rural schools.

Elementary teachers will view many sample, non-consumable materials
adapted for teaching basic skills. Most of the materials are manipulative.
A variety of learning centers will be on display. A participant will be able
to copy the ideas or develop new ones at this workshop.,

Secondary teachers will develop minicenters in a subject matter area.
To do this they will be required éo learn to write questions for the different

levels of learning (Bloom's taxonomy) or they can develop remedial drill and

practice centers. A student packet to teach Bloom's Taxonomy will be available

for secondary teachers. Since secondary teachers do not have the time to develop
materials this packet can be used to teach students how to develop Bloom's unit
for other students. This is an excellent experience for the secondarv student.
Sample learning activity formats utilizing folders, packet folders, sma.l
notebooks and large envelopes will be on display. Secondary level teachers
will develop sample activities to be used to teach secondary students development
techniques.

Secondary teachers, teachers of the gifted and elementarv teachers should
bring subject matter materials (book§, workbooks, magazines, etc.) from their
area of expertise to be used as adapted materials in the construction of centers.

Folders, glue s»ticks, coustruction paper and other consumable supplies will be

S
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furnished. A fee of three dollars will be collected for the supplies.,




INREAL Parent Training

The INREAL (lgternggéctive Learning) model 1s a research
based intervention and prevention model for handicapped
children. The INREAL model is a nonstigmatizing, naturalistic,
child-centered approach which assists parents and educators
in establishing improved communication/interaction with
children.

From its inception, INREAL has responded to individual
pParent needs and requests in establishing its parent training
program. The objectives of the parent training program are:
1) enhance parents' natural interactions with their children,
2) to include parents of both handicapped and non-handicapped
children, 3) clarify parents' understanding of child develop-
ment and their child's needs, 4) help parents participate
more effectively within the child's educational setting,

5) refrain from treating parents of handicapped children as
though they (the parents) are handicapped and 6) work with
other parents of handicapped and non-handicapped children.

The purpose of this workshop will be to present the
basic tenets and theoreticel background of the INREAL model.
Participants will be trained in the use of specific strategies
which will facilitate parent-child communication (interaction).
Information wili be provided to enhance the identified parents'
natural parenting skills.

Elizabeth Heublein, INREAL/Outreach
Coordinator

University of Colorado

CDSS, Campus Box 409

Boulder, CO 80309

Earlybird Session
Tuesday, April 22

9:00-12:00




Irving Williams, Director
Project Rural

MSAD #62
Abstract on Proposed Presentation Elmwood Rd
"Parent and Professional Partnerships for Legislative Action" Pownal, ME Q4069

ACRES National Conference

. This presentation would focus on the experiences of a parent/professional network
which has mobilized over the past decade to effect legislative action and public policy
in the geographical, political and economically diverse rural state of Maine. Rather
than being solely a how to approach on legislative change, although practical suggestions
will. be offered to participants, this workshop would propose to examine many of the
underlying issues that confront parent/professional groups that emerge in the political
process in a largely rural state. The presentation would cover key elements in the
collaborative development of legislative strategles which i..ve affected change for
preschool handicapped children in a state which has not previously legislated services
before the age of five. Content areas would include the following topics for examina-
tion/discussion:

Parent/Professional Commumnication

In the arena of legislative involvement communication skills become very critical
to successful collaborative efforts. Establishment of trust between parents and pro-
fessionals in issues of advocacy will be examined. Quite often, parents are asked
to testify for legislative committees or to take positions on bills in their roles as
consumers of services. Understanding the demands this places on parents as well as
looking at the facilitating roles that professionals need to play can lead to better
working relationships as well as more successful legislative initiatives.

Assessment of Needs

On occasion, parent and professional groups can find thems:lves in disagreement
or confusion over how best to meet particular needs within the commnity, needs that
have legislative solutions. Combined needs assessment can lead to the development
of legislative agendas and timetables that everyone can agree to. In instances when
all parties agree to proposed solutions, unified needs assessment can still be of value
in terms of building stronger group coalitions and inter-agency agreements. Group dynam-
ics and organizational development theories when applied to needs assessments and con-
flict resolution also gives insight into new ideas for parents and professionals who
work in unified advocacy groups.

Development and Implementation of Legislative Action Plans

This section of the presentation would focus on real and practical strategies for groups
working on political action plans. How to find and use a lobbyist; getting the most out
of legislative training; working with a citizen legislature; forming coalitions; use of

prof sssional organizations and making state govermment work for you. Since the legisla-
tive process in somewhat d.fferentto each state, general principles are applied to prob~
lem .jolving in this section, as well as having tne additional focus of bueing a partici-

pant sharing time.

As president of a statewide legislative advocacy group, the Association for Young
Children with Special Needs, I feel that I have experiences and knowledge to share with
others, particularly those who may be looking at forming legislative advocacy groups in
rural states and are faced with the traditional barriers of distance, money, comrunica-
tion, etc, which confront groups as they attempt to organize.




Pat Burns, Facilitator

1225 East 11th Place
Casa Grande, AZ 85222

PROPOSED ABSTRACT

Early Bird Session: Parents Sharing Challenges and Success Stories

The proposed seminar will focus on issues important to parents of
children with special needs.

Parents, siblings, exterded family members, professionals, parent
trainers, and individuals involved in providing support to
parents are invited to attend. The proposed Early Bird Session
will provide participants with an opportunity to share important
issues, discuss conflicts, and share successful strategies.

The session will be facilitated by Pat Burns, ACRES Parent-
Professional Relationships Task Force Leader. First, each
participant will write down on a small piece of paper an issue or
concern currently being faced. The Facilitator and an assistant
will sort these concerns by general topic. During this period of
time, each participant will introdu~e herself/himself. After
introductions, the Facilitator will read each group of concerns.
The entire group will discuss the concerns and also discuss
strategies/practices that are successful.

This session will be tape recorded, and will be transcribed after
the session. The manuscript will be edited by the Facilitator
and then made available to session participants.




Earlybird Session Winston Egan, Helen Lacy, Iva Dene
11 22 McCleary, Joan Sebastian
Tuesday , Apr University of Utah

9:00-12:00 Salt Lake City, UT 84112

CREATING, DEVELOPING, AND EVALUATING INTERACTIVE TELEVISION COURSES
FOR RURAL/REMOTE SPECIAL EDUCATORS: A WORKSHOP FOR PRESERVICE AND INSERVICE
TEACHER EDUCATORS

The purpose of this presentation/workshop is to introduce inservice and
preservice educators to the processes involved in creating, developing, a1ring
and evaluating interactive television instruction for special educators. In
addition the wvorkshop presenters will report on research that has been
conducted relative to the effectiveness of this approach in meeting the
instructional needs of rural/remote regular and special educators.

Our workshop objectives are as follows: (1) to introduce conference
participants to the steps involved in actually creating an interactive
television course; (2) to suggest strategies directly related to zelecting an
instructor, selecting the courses for development, determining instructional
goals and objectives, developing instructional course formats, choosing
support media, coordinating development activities with the productior
personnel, changing session/program elements ia response to student feedbaclk,
and developing "off line" communication systems, and (3) to identify
approaches for evaluating the reception and mastery of the course conient.

Also the presenters will share the results of research that they have
conducted relative to three separate "telecourses” that have been offered
through the Department of Special Education and Instructional Media Servicez
at the Uriversity of Utah. Analyses regarding program quality, *teaching
effectiveness, objective learning and other related factors will be shared
with persons in attendance.

The presenters also intend to share with the conference participants
representative portions of program components via video tape recordings. In
these video segments they will be able to see various types of program
segments including simulations, guest presenters, quiz correcticns,
audio/slide adapltations, character generator materials, etc.

The practical implications of this presentation/workshop for preservice
and inservice teacher educators of rural/remote personnel are many. Upon
completion of the workshop/presentation, conference participants will have a
clear understanding of what is involved in developing, creating, and financing
two-way interactive television programs for rural/remote educators. In
addition, they will have some strategies for evaluating the effectiveress of
any courses that may choose to develop and air for preservice or insarvice
special educators. They will also be sensitized to the telecommunications
technology that is available for providing quality instruction to prospective
and currenrt special education personnel.

10




Earlybird Session Bonnie Jean McGregor

22 Curriculum Development Specialist
Tuesday, April National Rural Development Institute
9:00- 12:02 am Western Washington University

Bellingham, WA 98225

DEVELOPING CURRICULAR MODULES--A COMPETENCY-BASED APPROACH

This training session will focus on Meta: ill Frotile
Competency-Based Instruction. It will give an overview of
the components ot the MSP Competency-Based Instruction
System, a systematic approach to designing instruction. Tne
components are the external events of instruction needed to
enhance the ’‘internai’ process cf learning.

Moat professional educators know the “art" of
instruction and their subject content, but few have been
provided with the "science"™ of instruction. This approach
focuses on student skills rather than subject material or
content and guarantees to shortazn instructional pPreparation
time.

The following capacities will be discussed and the
capacities of most interest to the participants will bpe
covered in greater depth.

1. Identify the components of an educational systen.

2. Differentiate major approaches to sducation.

3. Identify levels of educational outcomes and their
purposes.

4. Srprecify a goal.

5. Write instructional objectives.

6. ldentify learning tasks.

7. Classify learning tasks.

8. Identify instructional techniques.

9. Identify instructioqal resources.

10. Identify types of assesament instruments.

Workbooks containing further independent study wiil be
given to participants.




State Education Agency Issues and Problem-Solving

The purpose of this session is for state education agency personnel to
share what is happening in their agency and state. The objectives are
for participants: 1) to give a brief summary of trends in their
respective states, 2) to identify the major issues faced by SEA

personnel, and 3) to discuss problem-solving strategies.

The focus is on rural issues and practical strategies. Possible topics
suggested for discussion include: 1) provision of technical assistance,
2) personnel recruitment, 3) vocational training in rural settings,

4) provision of occupational and physical thefapy services in non-urban
areas, 6) comprehensive system of personnel development, 7) consortia
building for service delivery, 8) secondary school programming,

9) funding alternatives, and 10) use of a consultative model to deliver

services in rural areas.

Pete Biaggio, Consultant
Nebraska Department of Education
301 Centennial Mall, Box 94987
Lincoln, NE 68509

Earlybird Session
Tuesday, April 22
9:00 -~ 12:00 am

4750S
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Carlybird Session Carlene Gobert

Tuesday, April 22 Kentucky Department of Education
815 Capital Plaza Tower
1:30-4:30 pm Frankfort, KY 40601

REAL PRINCIPALS NEED PRIUVE

Purpose: Share informaton on Kentucky's training project aimed at
providing princinals with resources for meeting needs of
handicapped students

Objectives: 1. Participants will experience simulations of training
activities.

2. Participants will view a videotape highlighting prin-
cipals' reactions to training activities.

3. Participants will learn about Kentucky's model which
provides a networking structure for principals who
often work in rural areas with limited opportunities
for sharing ideas/problems related to special educa-
tion.

4. Presentors will share project evaluation results in-
cluding qualitative and quantitative procedures used
by a third-party evaluator.

5. Presentors will guide discussion of questions and
sharing of related experiences by conference audience.

14 .




ABSTRACT

Principals are responsible for assuring appropriate education services
for handicapped students; but this grcup has traditionally received
limited training and/or skill building experiences addressing the
spegtrum of issues related to programs and services for handicapped
students.

Project PRIDE (Principals, Resources, Information and Direction for
Excellence in Special Education) provides selected principals with 13

days of training which is divided among 4 Training Institutes. Principals
from the elementary level through the secondary level are included. A
"train-to-train" model is utilized because of the large number of
principals needing training. ‘

Most of the project's participants have represented small, rural
Kentucky school districts. The project has demonstrated the value of
structured networking for principals who often work in "{solation"
with few opportunities for sharing ideas or discussion of problems.

The project provides principals an opportunity to develop leadership
skills, build an effective communication system for sharing resources
and ideas related to serving handicapped students, and strengthen
school-community relationships.

Training topics include:

Training Institute I Attitudes
Parent Communications

Training Institute II ADeve]oping Capable Young People

Training Institute III  Staff support teams, Group dynamics, and
Leadership skills

Training Institute IV Implementation of federal and state regula-
tions regarding education of handicapped
students

Participants have highly rated the value of training, and third-party
evaluation procedures (both quantitative and qualitative) indicate that
the project has baen successful in accomplishment of goals.

Presentors will provide information on the project's process/procedures
and evaluation results. Participants will be actively involved in
simulations of selected training activities. A question and answer
and sharing time will be built into the preczentation time.
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Tuesday, April 22
1:30-4:30 pm

Presentor:

HANDICAPPED PRESCHOOLERS IN A RURAL SCHOOL:

Issues in Placement

16
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Project RURAL
Pownal, Maine
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This presentation will focus on the development of a model program which serves
handicapped preschoolers in a rural (200 student) school district in southern Maine,
and emphasize the range of placement options which exist in a state enviromment of
permissive legislation that encourages interagency coordination and collaboration.

Efforts to establish a services delivery system for special needs children in a
state which lacks a mandate for services below the age of five (by October 15th) have
bemmﬂenaym!himlmaledwatimagMarﬂcmmnutyhasedproyanswertm
past ten years. Past federally funded demonstration programs have focused on LEA
initiatives for child find, screening and center based programming(Help ME, Project
Mainestream) day care for special needs children (Project WELCOME), and rural delivery
strategies (Washington County). Preschool discretionary grants have expanded (if but
tempcrarily) on the services base and other commmity efforts, both traditional (u.c.p.,
state Mi/MR, comumnity mental health) and non-traditional program have evolved to fill
the service and program needs of this population.

However, these programs have tended to cluster around the three main population
centers for the state, and serve very limited mmbers of children (about $8400 handi-
capped children aged 3-5 have been identified in Maine and about 15% of them are
served in school or center based programming). Therefore, issues of placement options
become critical as one discusses the need for expanded services.

A traditional view within Maine has regarded the public school, because of its
high commmity visibility and accessibility as the primary potential wvehicle for
delivery of services to young handicapped children, particutarly in widely dispersed
geographic locations. While this view is essentially correct in the assumption that the
public school is the most accessible facility (even unorganized terrttories have access
to schools and school services) it ignores factors of appropriateness of the service
delivery site, social concerns and commmity values, and the "readiness" of LEA's to in-
volve themselves with preschool programs for handicapped children. These are some of
the major concerns that may be explored in the context of the development of one model
project in preschool special education, Project RURAL, and by the further ananysis and
discussion of placement consideration and options in a rural state.

In the fall of 1983, Project RURAL was established as a demonstration site funded
by the U.S. Department of Education, Handicapped Children's Early Education Programs.
The project model was based in part on an earlier and successful H.C.E.E.P. demonstration/
outraach project, Project Maine Stream. Both projects were established as model pro-
grams in a state that until July, 1985 did not have any legislative directives for
reimbursement of costs for the maintenance of special education programs for children
below the age of five. Therefore, and most importantly, these programs became guide-
posts within the state plan for special education, which had already twice delayed the
"start dates" for special education preschool services.

The major thrust of RURAL has been to establish a low cost and effective model which
relies on the integration of school, home, and commmity resources. In many instances,
rural schools become the focus of commmnity involvement and activity. This is certain-
ly the case in Pownal, site of RURAL. Primarily a farming commmity, with a population
of 1,200 and a school (preschool grade 8) of 215. The school bullding is the only pub-
lic facility in town that has heat and ruming water in the winter months. It is the
site for a variety of commmity activities, from baton classes to Town Meeting. The
bullding was erected in 1968, closing out several one room school houses.

17
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Of the identified obstacles to services for young handicapped children in this
state, access to iinancial resources has been the greatest block to the establish-
ment of special education services. Within commmnities that maintain tight fiscal
restraints in spending on school budgets (which also must pass voter approval at
Town Meetings) generally only the bare essentials have been provided for. Without
state matching funds being made available for the establishment of preschool programs,
as well as the fact that Maine ranks 48th in per capita income, little state 6r local
support has been demonstrated in the past.

At the state level, over the past decade, Maine has put a major effort into the
egtablisment of an interagency collaborative approach to serving preschool handi-
capped children. Currently there exists a statewide system for the identification and
referral of preschool handicapped children, but this system is limited in the ways it
may provide direct services to children and their families. This statewide system of
sixteen projects has been building at the local level interagency agreements and other
collaborative efforts aimed at more effective service delivery. But all too often,
needed services are not delivered, either because agencies don't exist to meet the
need, or other barriers, such as geography prevail. Some of the sixteen coordination
sites cover as large as the state of Comnecticut. Thus, obstacles at both the state
and local level have been present as small districts have contemplated instituting pre-
school handicapped programs.

The success of Project RURAL at the local level can be attributed by several factors.
First, for a mmber of years the district has been involved in early education efforts.
The district is one of a few in the state to have taken advantage of a little used pro-
vision in the state finance law which permits the use of state education dollars for
four year old programs. Thus, five years ago, Pownal established a four afternoon per
week preschool program which was held in the afternoons utilizing the kindergarten room,
teacher and aide, along with parent volunteers. In a commmity without any local
nursery school, day care or Head Start centers, this program was well received by parents
warting an organized play experience for their child prior to school entry. The program
has consistently had both taxpayer and school board support at budget time. Another meas-
ure of the programs' success is that over 95% of eligible children have attended in
each year of operation.

For the past three years of demonstration grant funding, the four year old program
has provided the project with non-handicapped children in order to maintain mainstreamed
programuing for handicapped children. In many other practical ways, the special needs
project is "piggybacked" onto the local school's programs and services. As mentioned,
the kindergarten staff and room are used, as well as materials and equipment from that
room. The transportation system for older children is also utilized, with the preschoolers
being picked up as kindergarteners are dropped off, and sharing afternoon rides with
seventh and eighth graders.

The other unique mamner by which the project utilizes local resources is in the area
of school personnel. Regular education instructional staff are responsible in scue way
for weekly instruction of the specizl needs preschoolers, as well as the nonhandicapped
four year olds. Art, Music, and Physical Education staff are included in this process.
In addition, the services of the district's specialist staff are used in the project,
with the speech therapist, occupational therapist, and school counselor all giving a
part of their contracted time to the preschool.

This project is concluding its demonstration funding period at a time when activities
in the state, through the state planning grant effort, as well as ongoing activities within
the Department of Education shift to meet the challenge of newly enacted permissive
legislation. 1 8
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It is now recognized that the lack of preschool legislation over the past decade
may actually have benefitted the rural state of Maine. For one it has allowed the
commurity based coordination site system to develop independent of LEA'S, at the
same time gaining recognition at the state level with the legislature and the State
Department of Education. It has also allowed for a commumity base of services to
develop even though limited, one that is milti-disciplinary in composition, and
collaborative in approach to service delivery problems.

There are still many problems that need to be addressed as this system develops
and is refined through the legislative and regulatory process. However, where the
real opportunity for change exists starts at the local level, where placement options
are traditionally worked out. Public schools based in rural areas are beset by the
same problems that affect any service provider in the development and implementation
of preschool handicapped programs. Persomnel preparation, funding, geographical
barriecs, staff recruitment and retention are all common, and seemingly unending pro-
blems. Programs like Project RURAL make inroads into solving some of these inherent
problems, however it is usually because of the implementation of special federal
or state grant that change is implemented, sometimes on a very temporary basis. In
Maine, traditionally Preschool Discretionary Grant programs in LEA's have lasted for
their two year funding periods, rurely amy longer, since local districts have been
reluctant to commit the money necessary to run non-mandated programs. Going beyond
funding issues, which will always be problematic in the public sector, the following
issues need to be carefully examined as commmnities contemplate implementing new or
revising already established preschool handicapped programs in LEA's.

Programs developed in isolation of the preschool commmity.

The preschool commmity no matter how small, isclated or invisible , observes
every direction that public schools take in regards to preschool services. Educational
day care programs, Head Start Centers, mursery schools all comonly mistrust public
school intentions in establishing early education programs (see Caldwell). As a
feature of its education reform act, South Carolina has mandated that local schoois
coordinate early childhood programs and services with commmity providers, and that
local commmity advisory committees be consulted on the development of preschool
programs which will be based in public schools.

Programmatic Difficulties for LEA based preschool programs - For many reasons
including certification waivers, school consolidations and declining school enrollments,
the problem of teacher misplacement has become quite cammonplace in many school dis-
tricts. Since many teacher preparation programs. don't teach . issues in early child
development, special needs, or family systems, many teachers who are currently teaching
in early childhood programs are unprepared to do so.

Another typical concern centers around philosophical approaches to teaching. While
preschool teachers advocate the whole child approach to teaching following developmental
theories, quite often their counterparts in the early elementary grades (who are often
assigned to preschool teaching posts) find themselves labelled "cognitively oriented"
and imposing typical exercises, blue ditto sieets, on a younger and younger population.
Educational journals that have an early elementary focus are now just beginning to
publish informative and practical articles on developmentally appropriate programmng
i.. early childhood (see 0'Comnell).
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Sharon Kiefer
Child Development Resources

"Facilitating the Development of Guidelines for Early Intervention Programs"

As rural states move toward a full service mandate which addresses the
needs of children birth to three, and as programs of early intervention
spring up in states in which there is no mandated service, guidelines for
those programs become increasingly necessary. In Virginia, where

early intervention programs have grown rapidly from 29 programs serving 801
children in 1979 to almost 3,000 this year, guidelines which ensured
accountable service delivery systems was a priority of the SEA and of

the Department of Mental Health and Mental Retardation. The presentors
have been involved in the development of Early Intervention Guidelines
and of a Process Model for an interagency, interdisciplinary, approach

to the development of guidelines which can be replicated in other states.
It is the intent of the presentors to review this Process Model, describe
its implementation in Virginia, and discuss technical assistance available
to other states.

Organization of Presentation:
I. Introduction of Panel Members and Roles

II. Historical Perspective of Early Intervention Service Development in
Virginia

ITI. Rationale for Collaborative Approach

IV. Review of the Process Model and Development of Early Intervention Guidebook
V. Adaptability of the Process Model and Technical Assistance available

I. Summary and conclusions

VII. Participant Discussion, questions and answers

Objectives:

Participants will

Understand the collaborative approach to development of Early Intervention
Program Guidelines

Understand the Process Model, and its adaptability

Understand the Organization and General Content of of the Virginia Guidebook
for Early Intervention Programs

Audio-visual needs: Overhead projector and screen
Handouts: Process Model information and sample Guidebook pages

Rural application and innovativeness: A collaborative approach for development of
guidelines minimizes duplication of effort while maximizing comprehensive

service dejivery assurances in programs provided. The innovative Process model
uses a statewide Task force involving direct service providers, program managers,
state agencies, and consumers. This results in guidelines which are as practical
and appiicable for rural programs as for sophisticated and well equ]pped urban
areas. It provides ownership of guidelines to all constituencies, !nclud1nq
consumers, and results in a well defined and accessible service delivery system.

<0




Earlybird Session
Tuesday, April 22 1

1:30-4:30 pm

Presenters: Barbara lLudlow, Ed4d.D.
Wilfred Wienke, Ed.D.
Margaret Turner, M.A.

Special Education Program
504 Allen Hall

West Virginia University
Morgantown, WV 26506

AN ON-THE-JOB PRACTICUM EXPERIENCE:
SUPERVISING TEACHERS IN RURAL AREAS

Teacher training programs in special education today
find themselves face-to-face with a crucial need to prepare
personnel for teaching positions in rural areas. A lack of
appropriately trained special educators is typical of rural
schools across the United States, where social, economic and
g2ographic conditions cannot attract qualified teachers from
utside the area and local residents do not have access to
training grograms (Helge, 1981; 1984), Many districts must
issue emergency certificates to cope with personnel shortages
a practice that threatens the quality of programs offered
(Smith=-Davis, 1985). This has led some states to seek
alternative routes to teaching certification that iavolve on-
the-job supervision (Pipho, 1986).

West Virginia, a state where over 60% of all citizens
reside in areas classified as rural (WVU, 1985), has seen in
recent years severe shortages of teaching personnel in most
areas of special education specialization. A survey of
county school systems revealed that over two-thirds were
experiencing difficulties recruiting and retaining special
educators, especially for the low incidence handicaps
(Ludlow, 1985). To combat these shortagas, the state has
been forced to rely upon the issuance of temporary, out-of-
field teaching permits to individuals who agree to enroll in
training programs leading to teaching certification.

The number of permits issued has grown dramatically in
recent years. During the 1980-81 school year 572 permits
were issued to teachers providing special education services.
By the 1984-85 school year, this number had risen to 1,172
permits issued (West Virginia DOE, 1985). The demand for
certified teachers has.far surpassed the capacity of
institu.ions of higher education to provide them.
Consequently, new approaches to problematic areas of training
have been required in order to effectively address the
profound shortage of certified special educators.

West Virginia University, the state's landgrant
institution and flagship university, has offered coursework
at a number of off-campus sites through its 33 county service
area fer nearly a decade. The unavailability of practicum
sites in the remote regions, however, has preventad some
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students from completing trainiang programs and has
discouraged many others from applying. In addition, teachers
working in special education classrooms resented the nzed to
take a leave of absence or to attend a summer practicum
Program to complete practicum requirements. But university
educators were reluctant to waive practicum in light of the
importance of supervised demonstration of teaching
competencies to certification and licensing of teachers.

Yet studies suggest that local personnel who receive on-
the-job training are those most likely to remain in special
educatinn in rural areas (Bina, 1981; Marrs, 1983). Many
professional educators also believe that the most useful
training for any teacher takes place in the employment
setting (Grant, et al., 1979; Russell, 1971). The working
teacher has an optimal setting for demonstrating and

‘improving instructional skills when provided with approprate

supervision and meaningful feedback (Russell, 1971). The
West Virginia University Special Education Program,
therefore, developed a model to provide a clinical practicum
experience to practicing teachers in their own classrooms.
This model was funded as a personnel preparaton project by
the Office of Special Education and Rehabilitation Services"
in 1984.

The Clinical Practicum Program is designed to provide an
on-the-job practicum experience in which trainees employed as
teachers may demonstrate competencies needed for state
t-aching certification in Mental Retardation, Learning
Disabilities, or Behavior Disorders. The experience consists
of a six-credit hour course during the Fall or Spring
semester; over a 12 week period, the student must demonstrate
competencies to the satisfaction of a cooperating teacher
assignad by the county school system and a faculty supervisor
provided by the university. Clinical practicum experiences
are offered to the eastern and southern counties of the
service area in the Fail semester, and to the northern and
western regions in the Spring to conserve travel time and
avoid cancellatons due to winter weather hazards.

A. APPLICATION AND ELIGIBILITY
Students make application one semester prior to that in
which they wish to enroll in the clinical practicum program.
To be @ligible for clinical practicum, they must meet these
requirements:

1. enrollment in a graduate degree or certification program

at wvu:

2. completion of all other required coursework for certifi-
cation;

3. prior experience of a supervised practicum in some area

of education;

4. at least two years teaching expsrience in the area of
specialization in which practicum is to be conducted;
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5. employment in a classroom setting that meets state
program standards for the area:

6. authorization from superintendent and building principal
for the practicum to be conducted in the school setting;

7. provision by the school district of a master cooperating
teacher certified in the area of specialization;

8. participation in the practicum orientation session.

The practicum coordinator reviews the application and
transcript to determine if all requirements have been
satisfied, then contacts the county schocl system to schedule
the practicum, and notifies the student of acceptance.

B. SELECTION OF SUPERVISORY PERSONMNEL

The Coordinator selects a cooperating teacher and
university supervisor for each student admitted to the
Clinical Practicum Program.

The county school system recommends a certified master
teacher in their employ or contracts with another agency
(school system, regional educational service agency, college,
or private organization) to supply one. To be eligible to
Supervise practicum, the cooperating teacher must meet the
following criteria:

1. possession of a valid .West Virginia teaching certificate
1n the area of specialization in which the practicum is
to be conducted;

2. completion of a master's degree in special education in
that area of specialization;

3. teaching experience of at least t.aree academic years in
that area of specialization;

4, authorization from the superintendent and building
principal to supervise the practicum student;

5. participation in the practicum orientation session.

The cooperating teacner is responsible for scheduling at
least twelve (12) observations (approximately one visit per
week), lasting one to two hours in the practicum students
classroom. The teacher will assist in the development of the
Individualized Personnel Training Plan (IPTP), observe,
evaluate and provide written feedback on lessons observed,
and document the demonstration of all practicum comoetencies.
This insures that student performance is assessed by a
practicing teacher certified in the area of specialization
who is also familiar with the constraints of the particular
school system and geographic region.

The coordinator aiso selects the university's supervisor
from the pool of university adjunct and full-time faculty
available for supervisorv assignment in a given semaster. To

be eligible to supervise practicum, the university supervisor
must meet the following criteria:



1. possession of at least a Master's degree in special
education and certification in one2 or more areas of
specialization; -

2. classrom teaching experience of at least three academic
years in one or more areas of specialization;

3. prior supervisory experience.

The university supervisor is responsible for scheduling at
least six (6) observations (approximately one visit every

other week), lasting one to two hours, in the practicum
student's cfaserOm. The supervisor will approve ths IPTP,

observe, evaluate and provide written feedback on lessons
observed, offer suggestions to the student on practicum
competency demonstration, and confer with the cooperating
teacher concerning the student's progress at least three
times (at the beginning, middle, and end), during the
practicum. This insures that the practicum experience is
monitored by a qualified university staff member trained in
supervision and familiar with program requirements.

C. ORIENTATION

An orientation session is held immediately prior to the
practicum experience for students, cooperating teacher, and
suprvisors. At that time, the coordinator and assistant(s)
describe procedures in the Practicum Handbook, explain what
competency requirements must be demonstrated and evaluated
during the practicum experience, instruct cooperating
teachers and supervisors in observation and supervision
techniques, and establish a schedule of observation visits.
Students complete a preassessment on practicum competencies
by rating themselves via a behavioral Q-Sort: technique.
Those competencies on which they rate themselves the weakest
are incorporated into the IPTP, with activities designed to
improve teaching skill that must be completed during the
practicum (see Figure 1).

D. OBSERVATIONS

During scheduled observation visits, the practicum
student presents a lesson plan for any activities to be
observed. The cooperating teacher or university supervisor
observes the lesson and makes a written record on the Daily

Observation Form (see Figure 2), according to the following
steps.

1. review lesson plans

2. record facts, not judgements on form

3. describe events in sequence

4, look for cause-and-effect relationships

5. mgke appropriate comments on back of form or separate
sheet
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Immediately following the lesson, observer and student
discuss the lesson, using techniques of clinical supervision
(Acheson & Gall, 1980):

1. analyze: describe the performances in terms of obser-
vable patterns; ' gards:
* [4
: d85S5B ki e Son Sgecgéggegbggcgévggdgragéogggmsg;gg to
make these changes;
4, recommend: outline potential activities, strategies,
and resources:
5. summarize: use specific praise for performance and
growth.

In addition, the cooperating teacher documents the completion
of specific teaching competencies (see Figure 3) as the
student demonstrates each one, and assists the student in
performing the tasks specified in the IPTP (see Figure 1).
The university supervisor oversees the student' s progress in
completing these activities and provides assistance as
needed.

E. EVALUATIOlN

Upon completion of all competencies at the end of the
practicum experience, the practicum student and both
supervisory personnel evaluate the student's performance as
well as the operation of the Clinical Practicum Program,

1. Practicum Competency Rating .
Attainment of practicum competencies by each prac-
ticum student is rated independently by the student and
both supervisory personnel as strong, adequate, or weak.
This information is used to assess the student's
progress as well as for research analyzing the percent-
ages cf agreement on student proficiency across raters.

2, Summary Evaluation ‘

The cooperating teacher and university suvervisor
each complete a written summary evaluation on the
practicum student, documenting special teaching

- strengths, areas that need further development, and
skills appropriate to the grade level/area of excep-
tionality (see Figure 4). The supervisor assigns a
grade of Satisfactory, Unsatisfactory, Incomplete or
Withdrawal. These forms become part of the student's
permanent file and serve as a data base for recommenda-
tions for future employment.

3. Practicum Evaluation (Cooperating Teacher Form)

The cooperating teacher rates the practicum as a
meaningful learning experience. (see Figure 5),
Supportive comments and constructive criticisms providas
important feedback for program modification.
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4. Practicum Evaluation (Practicum Student Form)
The practicum student rates tha practicum exper-
ience and the effectivenss of supervisory personnel
(see Figure 6). Supportive comments and constructive
criticisms provide important feedback for program
modification.

F. PRELIMINARY RESULTS

The pilot program was implemented in Spring 1985 with 25
students currently employed as teachers enrolled in tha
clinical practicum program. Data from the evaluation surveys
completed by ccoperating teachers reveal that nearly all
participants favored the program (see Figure 5). Additional
data from the evaluation surveys completed by practicum
students suggest that the overwhelming majority felt that the
practicum was a meaningful learning experience (see Figure
6) .

To summarize the operational aspects of this on-the-job
practicum, the following strengths and weaknesses have been
identified:

Strengths:

1. improvement of accessibility of special education train-
ing programs to teachers in rural areas;

2, involvement of school systems in teacher preparation;

3. development of a local support system for rural special

educators through a collegial model; and
4, use of university personnel for technical assistance in
rural classrooms.

Weaknesses:

1. expensiveness of travel, lodging costs for supervisory
personnel;

2, time and energy demands on university personnel (includ-
ing long distance travel, unoccupied time between
observations and overnight stays); -

3. limited direct contact with supervisory personnel in the
classroom: and

4, difficulties in demonstrating and objectively verifying
all practicum competencies.

Although it can be concluded that the Clinical Practicum
Program is an effective model for supervising teachers on-
the-job in rural areas, a number of issues remain to be
resolved:

1. what classroom programs serve as adequate settings?
(rural Pprograms may have few students, mixed categorical
areas, or individual training assignments that compli-
cate demonstration of practicum competencies).

2. hcw can certified master teachers be found to supervise?
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(rural areas face a shortage of qualified, trained
personnel in some areas of specialization);

how can a schedule of observations be arranged to
maximize direct supervisory contact and minimize travel
time? (isolated rural sites and conflicting teaching
schedules limit visits to two at most three students per
day and travel between distant sites on rural access
roads is time-consuming);

how can a schedule of observations accomodate unplanned
interruptions? (winter weather conditions and school
emergencies may interfere with planned visits and
require reschceduling at another date);

what supervisory skills do cooperating teachers need and
how can they be trained? (teachers cannot be required
to take a course in supervision and many live too far
from the university to receive training in a centralized
location);

how can competency validation procedures be rewritten to
permit reliable documentation of proficiency? (tradi-
tional procedures for assessing teaching skills rely on
subjective judgement rather than objective evidence).

Formative and summative evaluation data from the pilot

phase and the operational phases of the Clinical Practicum
Program will be used in the decision-making process as
modifications are designed and tested to address these and
other issues. This development and evaluation process will
insure that the program is tailored to best meet the training
needs of teachers for an on-the-job practicum in rural areas.
Preliminary findings and observations, however, indicate that
providing on-the-job supervision promises to be an effective
approach to the training of special educators in rural areas.
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Figure 1

INDIVIDUALIZED PERSONNEL TRAININ. PLAN

Competencies
The following competencies must be demonstrated during the practicum

experience:

l.

~JAUN W
e o 0o o o o @

Plan of Action
The student and supervisor will follow the plan of action outlined

below:

Competency Demonstration Procedure

The plan has been developed and mutually agreed upon by:

Date Practicum Student Cooperating Teacher University Supervisor
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Figure 2

LESSON OBSFRVATION FORM

Student: Date:
Area: Lesson:
PREPARATION

Planning and Objectives

Observer:

10

Organization and Sequencing

Instructional Materials

Classroom Environment

INSTRUCTION
Motivation/Rapport

Use of Instructional Materials

Behavior Management

Pupil Evaluation

Practical Application

PUPIL RESPOUSE
Participation

Enthusiasm and Interest
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Figure 3

COMPETENCY ASSESSMENT PROCEDURE

The Practicum requ1res the student to show mastery of a set of
competencies. A variety of techniques may be used to assess this mastery.

The techniques used are: (1) assessment of knowledge, (2) assessment of
teacher performance, and (3) assessment of products. Examples of
assessment procedures in each competency area is suggested here.

Competencies Assessment Procedure

A. PRETEACHING

I. Special Ecucation Foundations
a. identifies historical and current trends

in services for exceptional individuals coursework
b, states definition, incidence, and diagnostic

criteria for categories of exceptionality coursework
c. describes intellectual, social, emotional and

physical characteristics of exceptionalities coursework

d. discusses education, social and vocational
services/programs for exceptional individuals coursework
e. uses appropriate descriptive terminology in
speech and writing coursework

11. Assessment Techniques
a. selects formal assessment instruments to collect

data on academic performance product/coursework
b. develops informal assessment devices to .

diagnose pupil learning needs product/casestudy
c. modifies assessment procedures to accommodate

pupil needs and testing situations ‘product/casestudy
d. interprets data collected from various

sources to plan instructional programs product/casestudy
e. selects procedures to evaluate pupil

progress and instructional effects product/casestudy

III.Instructional Planning
a. develops long-term objectives for pupils

in cognitive/affective/psychomotor domains IEP
b. develops short-term objectives including

measurable behavior/conditions/criteria 1EP
c. task analyzes curriculum goals to determine

instructional sequences lesson plan
d. writes lesson plans to reflect individual

pupil performance objectives lesson plan
e. uses a variety of methods and materials

appropriate to pupil needs lesson plan




Figure 3 (continued)

1V, Classroom Organization

b.
C.
d.

e.

controls environmental conditions for pupil
comfort and facilitation of learning
arranges room to provide a variety of
learning settings (centers/carrels/groups)
plans and conducts individual and group
activities simultaneously

schedules and paces activities to make
efficient use of teacher and pupil time

uses supportive personnel effectively to
tacilitate instructional delivery

B. TEACHING
V. Classroom Management

a.
b.
C.
d.

e.

VI.
a.

positions pupils to minimize behavior problems
and facilitate teacher-pupil interaction
establishes classroom procedures and routines
to develop self-discipline

manages individual and group behaviors to
provide a positive learning climate

uses a variety of reinforcing events according
to individual pupil preferences

applies positive and negative contingencies
immediately and consistently :

Instructional Programming

gives instructions/directions to orient pupils
to lesson objectives

presents instruction in sequence so pupils
respond with few mistakes

uses questioning strategies to elicit pupil
responses and discussion

provides verbal and nonverbal feedback to
pupils on performance

provides sufficient practice for generalization/

maintenance of skills

C. POSTTEACHING
Vili.Instructional Evaluation

a.
b.
C.

d.

identifies and analyzes errors to develop
remedial strategies

uses continuous assessment to measure pupil
progress toward mastery of objectives
analyzes pupil performance data to redefine
objectives/redesign programs

rates/assigns grades to pupils accurately
and equitably from recorded data

develops system to report progress to pupils,
parents, and school personnel

32
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observation
observation
obsecvation

observation

product/example

Behavior Management

Plan
observation

observation
observation
observation

observation

observation
observation
observation
observation

observation

product
product
product

product

product




C,

IX.

Figure 3 (continued)

OTHER PROFESSIONAL ACTIVITIES
VIII.Interpersonal Communication

a.
b,
c.

d.

communicates information/data at formal
and informal meet ngs

prepares formal and informal written
diagnostic and evaluation reports
provides consultation services to

parents and professionals

designs and conducts training for parents
and professionals

Professional Development

a.
b.

C.

d.

recognizes teaching strengths/weaknesses

and has realistic expectations for self
accepts and uses suggestions and criticisms
from other professionals

seeks assistance from personnel or references

for self-improvement

participates in professional activities
(conferences, organizations, subscriptions)

llonteaching Responsibilities

b.

performs administrative tasks and nonteaching
duties efficiently

complies with school rules,
regulations

policies and
dresses/behaves professionally according to
setting and activity

demonstrates regular and punctual attendance
at assigned activities

locates resources, makes referrals and
coordinates services of other disciplines

o33
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SBAT meeting
product
documentation

documentation

IPTP

completion of
practicum

resource person
contact
documentation

documentation

principal/
supervisor
documentatcion
principal/
supervisor
documentation
principal/
supervisor
documentation
principal/
supervisor
documentation
resource
personnel list
developed



14
Figure 4

SUMMARY RVALUATION
UNIVERSITY SUPFRVISOR

Please answer the following questions:

What special teaching skills have you ohserved in this practicum student?

What teaching skills should this practicum student continue to develop?

Do you think this practicum student is/will be successful in a teaching
position at this grade level for this area of exceptionality? Explain.

SIGHNED:

University Supervisor:

Practicum Student: FINAL GRADE
Unsatisfactory
) Satisfactory
Date: Withdrawal
Incomplete
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Figure 5

EVALUATION DATA
SPRING 85 CLINICAL PRACTICUM

Cooperating Teachers Surver

PRACTICUM STUDENT

1.
2.
3.
4.
5.
6.

Was
Was
Did
Did
Did
Did

the student properly prepared for practicum?

s/he responsive to suggestions/criticisms?

s/he demonstrate knowledge of special education?
s/he demonstrate skill in instruction/management?
s/he demonstrate professional attitude/behavior?
the class benefit from contact with the student?

PRACTICUM SUPERVISOR

1.
2.
3.
4.

5.

6.

Did
Did
was

the supervisor clearly explain your role?
s/he have sufficient training/experience?
the number of observation visits made adequate?

Was the length of time spent per observation
sufficient?

Did the supervisor have good rapport with the
students?

Did

the supervisor/s observations agree with yours?

UNIVERSITY PROCEDURES

1.
2.
3.
4.
5.
6.

Did
Did
Did
Did
Did
Did

orientation prepare you for practicum?
responsibilities make reasonable.- demands on time?
the Handbook clearly explain procedures?
competencies reflect skills needed by teacher?
observation forms accurately depict performance?
evaluation forms fairly assess competencies?

PRACTICUM EXPERIENCE

l.

Was

the practicum a meaningful learning experience?

N
YES

17
15
18
17
18

17

15
18
15
15

15

15

13
13
14
17
12
14

14

If asked to serve as a cooperating teacher again, would you:

l.
2.
3.

accept under the present condition 14
refuse under any circumstances 0
accept only if alterations were made 4

15

= 18
NO

OCOOOHO

wWwokr

o

ONHFHN W

UNDEC

FoOFONK

QCOoOOoON

w

BB ONKEFN



Figure 6 16

EVALUATION DATA
SPRING 85 CLINICAL PRACTICUM

Practicum Student Survey N = 16
UNIVERSITY PROCEDURES YES NO UNDEC
l. Did orientation prepare you for practicum? 12 3 1
2. Did r2sponsibilities make reasonable demands on time? 15 1 0
3. Did the handbook clearly explain procedures? 14 1 1
4. Did competencies reflect skills needed by teachers? le6 0 0
5. Did observation forms accurately depict your 16 0 0
performance?
6. Did evaluation forms fairly reflect your competency? 16 0 0
PRACTICUM EXPERIENCE
l. Did coursework prepare you for practicum? 12 1 3
2. Were you assigned in the placement you requested? 16 0 0
3. Did you engage in activities related to university 15 1 0
requirements?
4. Did you engage in activities related to career goals? 16 0 0
5. Did practicum personnel contribute to professional 16 0 0
growth? :
6. Was the practicum a meaningful learning experience? 13 0 3
COOPERATING TEACHER
1. Did s/he have sufficient training/experience to 16 0 0
supervise?
2. Did s/he model appropriate behavior and dress? 16 0 0
3. Did s/he encourage initiative on your part? 16 0 0
4. Did s/he listen receptively to questions/comments? 16 0 0
5. Did s/he review lesson plans before observation? 15 1 0
6. Did s/he refer you to helpful resources & materials? 15 0 1
7. Did s/he observe work with both individuals & groups? 14 2 0
8. Did s/he provide fe~dback in conversation & writing? 16 0 0
9. Did s/he use praise as well as constructive criticism? 16 0 0
10. Did s/he suggest solutions for learning/behavior 16 0 0
problems?
11. Did s/he evaluate your progress on a regular basis? 15 1 0
12. Did s/he confer with the university supervisor 12 1 3
regularly?
13. Did the cooperating teacher evaluate you fairly? 16 0 0
14. sShould the cooperating teacher continue working with 13 1 2
students?
UNIVERSITY SUPERVISOR
l. Did s/he have sufficient training/experience to 16 0 0
surervise?
2. Did s/he provide direction for practicum activiteis? 15 0 1
3. Did s/he assist in solving procedural problems? 15 1 0
4. Did s/he announce observations in advance? 16 0 0
5. Did s/he review lesson plans before observation? 15 1 0
6. Did s/he refer you to helpful resources & materials? 14 1 1
7. Did s/he observe work with both individuals & groups? 15 1 0
8. Did s/he provide feedback in conversation & writing? 16 0 0
9. Did s/he use praise as well as constructive criticism? 15 1 0
10. Did s/he suggest solutions for learning/behavior 15 1 0
problems? :
Did s/he evaluation your progress on a regular basis? 16 0 0
Did s/he confer with the Cooperating Teacher regularly? 14 2 0
Did the university supervisor evaluate you fairly? 16 0 é
1

Should the university supervisor contingﬁsworking with 15
students?




page 4

Comumnity Avareness and Participation

Into this category falls parent participation, commmity awareness and support for
preschool programming and reliance and family protectiveness, family systems values may
often be confusing or misleading to a public school teacher who through lack of train-
ing or exposure may be insemsitive to these issues. In the small farming commmity
served by Project RURAL the families of the initial students to be enrolled in the pro-
Ject were very sensitive to the early labelling which occurs when children are placed
in specialized programming.

Conclusions

Placement options for children in rural areas will contimie to focus on identi-
fied service providers and or/public schools. In the instance where public schools be-
come the primary service delivery site, caution must be exercised in respect to the
development of programs that are sensitive to the needs of the individual child, parents
and other service providers (formal/informal) in the commmnity. States which have the
opportunity to address these issues through the legislative or regulatory process
should seriously consider building into service systems multi-disciplinary and commmity
collaborative approaches to preschool special education. The need for greater unifica-
tion within the early childhood/early elementary commmity is evident and ongoing.
Finally, effective advocacy for young special needs children takes into account the
possibilities and real limitations of the public school System as an effective ser-
vice delivery site in the maintenance of least restrictive enviromments, effective
parent involvement and broadened societal and govermmental responsibility in pro-
viding for very young special needs children.
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BeTTYE M. CALDWELL

Day Care and the Public Schools -
Natural Allies, Natural Enemies
A blending of early childhood and elementary programs—

as in Little Rock’s Kramer Model—seems a logical way to benefit
children, parents, and society.
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v personal interest in Jday care

begun about 20 years ago at a

tine when any program of

infant stimulation ran against the grain

of theoretical ideas about proper up-

bringing for voung children. To some

extent this was true even if the mother

was the “stimulator.” It was especially

true, however. if anvone other than

the mother were the agent of stimula-
tion and enrichment.

Our concern (Caldwell and Rich-

mond 1964) was primarily directed to

.young children of poverty who were

known to be growing up in somewhat
chaotic family circumstances. As many
of the mothers were minimally avail-
able to their children, either physicaily
or psychologically (Caldwell et al
1963), our interest was in developing
an enrichment program that would in
some way supplement the experi-
ences available to children in their
homes. Our idea was to have teachers
and other specially trained caregivers
work with the children for a few hours
each day and introduce them to vari-
ous developmental events intended to
excite and stimulate them.

The idea of bringing infants togeth-
er in groups was totally unacceptable
at that time. The common fear was that
even short-term separation of infants
from their mothers would be tanta-
mount to creating “institutional’ rear-
ing conditions. The deleterious conse-
quences of growing up in institutional
care were constantly cited in the pro-
fessional literature (see Bowlby 1952)
and publicized in the popular press.
Our proposal to develop such a pro-
gram in Syracuse, New York, was
turned down, but we were offered a
loophole. The Children’s Bureau was
willing to consider our request pro-
vided we used as subjects only those
children who were already receiving
some sort of sukstitute care and that
we would not reduce in any way the
daily time they spent in contact with
their own mothers. In short, we could
conduct our own project with children
who were already in day care (see
Caldwell 1971).

Our center served children from six
months through five vears of age. It

was affiliated tiest with the Department
of Pediatrics of the Upstate Medical
Center of the State University of New
York and liter with the College of
Home Ecuonomics of Svracuse Univer-
sity. Although the resources of two
great universities were behind it, it
operated essentially in isolution from
the mainstream of either university. It
dlso operated in isolation from the
public school system into which most
of the children graduated.

While my professional concern cen-
tered on preschool children, I was
personally involved with the public
schools, having a set of twins who
entered kindergarten at precisely the
time that our project was “discovered”
nationally. Occasionally I would be
late picking them up from school, and
Svracuse winters can be verv cold.
There I would find wo forlorn twins
with icy hands and frozen cheeks. I
cun remember reacting with horror to
their not being allowed to wait inside
to be picked up; when school was out,
children were expected to go home
immediately. To me it seemed the
most logical thing in the world to
think that their elementary school
could have provided some sort of
extended day care. It struck me as
rather ironic that while I was working
hard in one part of the city to provide
both care and education for other
people’s children, no one was con-
cerned about providing the care need-
ed to supplement the education mine
were receiving.

Shortly thereafter I rnoved to Arkan-
sas and took with me something of an
obsession about the need to develop
child care programs in the public
school. This obsession was no longer
based only on my perception of the
need for such care as a service to
families but also on my awareness of
the need to change the public concep-
tion of what day care was or should be.
Considered by many people as a ser-
vice that provided only “care and pro-
tection” for low-income children,
child care was actually a comprehen-
sive service that could and did provide
education, access to medical care, and
social services to large numbers of

children from all levels of society. It
wils my conviction that an alliance with
public education would help to "legiti-
mize" child care and help it gain re-
spectability with parents, profession-
als, and policymakers. Likewise, it was
my hope that the provision of day care
in a public school setting would make
the elementary educational program
more relevant t© moder social
realities.

Natural Allies—
The Kramer Model
What developed from this obsession—
with a great deal of help from Liule
Rock School District officials, person-
nel from the University of Arkansas, an
interested granting agency (the Chil-
dren’s Bureau, shortly thereafter sub-
sumed into the newly created Office of
Child Development), and a favorable
zeitgeist—was the 'Kramer Model.
From 1969 to 1978 the project operat-

“Continuity between
early childhood

and elemen
educationalh 1d
programs sho

be as normal and
routine as

continuity between
2nd and 3rd grades.”
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ed essentially as described here. Some
of'the major components are still in
operation, although with slight pro-
grammatic changes and major admin-
istrative changes.

Early Childhood-Elementary
Continuity

Continuity between early childhood
and elementary educauonal programs
should be as normal and routine as
continuity between 2nd and 3rd
grades. In most educational settings,
however, this is definitely not the case.
In fact, there is often a change in
auspice (from private to public, or
from one type of public funding, such
as Head Start, to another); in location
and size (from private home, church,
or small-group center to large school);
in educational philosophy and curric-
ulum (from much free choice to a
high degree of structure and adult
control); and in training background
of the personnel. Not infrequently
there is distrust on the part of early
childhood personnel of elementary
personnel, and vice versa. Early child-
hood teachers often accuse elemen-
tary teachers of being concerned with
subjects rather than children and of
neglecting the "whole child”; elemen-
tary teachers sometimes assume and

“Once we fully
understand today’s
dernographic
realities, the
question of whether
schoc:lls zl;c;,uld
provide care
will become totally
obsolete.”

imply that their kindergarten col-
leagues “just play” with the children
and do not ‘“really teach” them
anything,

If the transition is from anything
other than a public school kindergar-
ten, there is seldom any exchange of
records. School personnel do not ap-
pear to be particularly interested in
knowing much about previous educa-
tional experiences, and rarely do they
send reports to teachers who previ-
ously worked with the children. Thus
the new teachers receive no benefits
from the insights gained by their pre-
decessors, and the former teachers
have no opportunity to confirm or
disconfirm their predictions about fu-
ture educational progress of individ-
ual children.

By having both an early chiidhood
and an elementary program in the
same building—with teachers from

both segments serving on all commit-

tees, attending all meetings, and shar-

ing the same lounge—we hoped to

kindle a spirit of united effort directed
toward common goals. Although it
took some time for this spirit to devel-
op, it unquestionably became an im-
portant feature of the Kramer Model.

Educational Day Care

The most important component of the
Kramer Model was the conversion of
the entire school to an “extended day
school.” That is, the school officially
began at 6:45 AM. and closed at 6:00
P.M. year round. The bells rang at the
same time as in all the other elemen-
tary schools within the Linle Rock
School District, but the program oper-
ated for the full day. The extra hours
and days were funded out of the pro-
gram grant. Teachers at Kramer taught
for the same number of hours and
total days as all other teachers in the
system (although they did have the
option of applying for summer and
holiday work for extra pay).

Extra hours were covered by part-
time and split-time staff, or, for the
early childhood segment, by stagger-
ing beginning and ending hours so
that at least one certified teacher was
on duty at all hours. In a situation like

this it is easy to let "natural” prefer-
ences work themselves out instead of
conforming to systemwide work
hours. That is, there were always one
or two early risers who preferred to
begin work at 7:00, and there was
always at least one person who pre-
ferred to begin work at 9:30 and stay
later in the afternoon..

When day care in the public schools
is discussed, concern usually is limited
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to children roughly in the age range of
five or six to ten vears. (Where kinder-
gartens last only a half day, most work-
ing parents keep their children in a
child care program until they reach 1st
grade.) While this in itself is beneficial,
it does not provide the range of cover-
age that many parents need. That is, a
working mother may have children
aged seven, four, and two. all of whom
need day care. In many communities

that can mean three child care ar-
rangements (one school-age setting,
one preschool. and one infancy pro-
gram) rather than one. The elegance
of the Krumer extended care arrange-
ment was that it accommodated chil-
dren from 6 months to 12 vears of age
in the same physical location. The
convenience of this arrangement for
working mothers is truly remark-
able—and quite rare.
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Taken in 1974 when the Kramer Project was five vears old, this photograph shows “all of us"—
*teachers and staff, researchers and students from age six months to 13 years—arranged on the Kramer

School playground in Linle Rock. Arkansas

Traditionitl starting and ending
times Yor public school schedules, and
dates for opening in the fall and clos-
ing in the spring, are entirely anachro-
nistic in today’s world. The times and
dates we now have were not arbitrarily
set; they were chosen to allow the
schools to dovewil with the social
realities of the children and families
they served. The hours allowed chil-
dren to complete chores before and
after school, and the dates corre-
sponded to times when the children
would be needed to help in the fields.
It is unfortunate that we are so bound
to custom that we have lost sight of the
fact that the custom originally corre-
sponded to demographic realities.
Once we fully understand today's de-
mographic realities, the question of
whether schools should provide day
care will become totally obsolete.

Public School-University
Collaboration .
Other major features of the Kramer
Model include having a university pro-
fessor run the school and serve as its
principal; establishing an advisory -
board to oversee school operation
consisting of university and communi-
ty personnel, in addition to represen-
tatives of the Linde Rock School Dis-
trict; and establishing special work
arrangements for Kramer teachers in-
volving both extra requirements (take
a ceruain inservice course of work and
the late-day shift) and special privi-
leges (having an aide in the class-
room) not available to other teachers
in the system. Although many of the
special arrangements required for
Kramer went far beyond the day care
situation, the same flexibility may well
be necessary if a public school day
care program is to be anything more
than an appendage to the existing
operation without any curricular or
developmental relevance.

One clear but often overlooked
benefit of this university-public school
alliance was the constant presence in
the school of student teachers and a
few doctoral candidates. Not only did
their presence confer status on the
Kramer teachers, but their excitement
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“It is foolish to try to
distinguish between
the services in terms of
shibboleths such as
care versus education.
In order for either
service to be relevant to
the needs of chiidren
and families, both
components must

be present.”

about the Kramer philosophy was con-
tagious. For example, it was not un-
common for a Sth grade teacher to
complain to an early childhood teach-
er that a mess “your” children made at
the water fountain caused “our” chil-
dren to slip down. To the students, all
the children were far more likely to be
perceived as “our” children, and they
contributed to eliminating some cof
these exclusionary references.

Evervthing possible was done to
help the students “think developmen-
wally.” For example, teachers had to
spend some time with a class in each
quadrant of the program—infancy,
early childhood, primary (grades 1-3),
and intermediate (grades 4—6). Obvi-
ously, thev spent the greatest amount
of time in the quadrant in which they
expected or hoped to teach, Exchange
times for teachers were also arranged
so that intermediate teachers occa-
sionally taught for a morning in an
infancy or early childhood classroom,
and vice versa. After such exchanges
elementary teachers were rarely heard
to complain that the early childhood
teachers “had it easy” or early child-
hood teachers to criticize elemientary
teachers for not understanding and
loving the children enough.

Natural Enemies
When people ask me what we learned
at Kramer, 1 usually tell them we
learned that it isn't easy. Such an ar-
rangment makes so much sense both
socially and educationally that one
could logically wonder why schools

are organized any other way. And'yet
the two domains of child care and
education are also natural enemies.

Conceptual and Philosophical

Differences

The first basis for the adversarial rela-
tionship between day care and educa-
tion relates to the concepts out of
which each service pattern has grown
and, if you will, to the way in which
proponents of each service want the
field to be identified. Having devel-
oped largely from a social service ori-
entation, day care has been known as a
service that provides “care and protec-
tion” for children. Schools, on the
other hand, provide “education.” Such
sharp dichotomies represent a misun-
derstanding of both services, for it is
literally impossible to care for and
protect young children without edu-
cating them, and vice versa. The do-
main of education already includes
many services that might seem to fit
more comfortably under the rubric of
care and protection: school nurses,
health programs, nutrition programs,
hot lunches, vision and hearing
screening, requirements for immuni-
zation, and so on. Likewise, during a
lacge part of the day, every high-quali-
ty day care program will provide edu-
cational experiences that are similar if
not identical to school “teaching pro-
grams” for children of comparable
age. Thus it is foolish to try to distin-
guish between the services in terms of
shibboleths such as care versus educa-
tion. In order for either service to be
relevant to the needs of children and
families, both components must be
present.

Another conceptual distinction al-
ready mentioned is that day care is
believed to be largely for “‘poor chil-
dren from problem families,” whereas
public education is for “all children.”
There are now more families with
young children whose mothers work
outside the home than there are fam-
ilies in which the mother is available
fulltime as a caregiver. And because all

families supplement parental care

with some extra-family child care, we
recogniz¢. that the nature of the family
situation no longer defines day care—
if, indeed, it ever did. There are more
commonalities between the fields than
there are differences.

Both Institutions Held in

Low Esteem

A second reason for the animosity that
we sometimes tind between represens
tatives of public education and duy
care is that, unfortunately, both institu-
tions are often held in low esteem.
The current clamor for “educational
reform” clearly implies that somehow
public education has “failed.” Like-
wise, day care has been denounced by
conservatives as “weakening the fam-
ily” and by liberals as being a “waste-
land” of poor quality in which chil-
dren’s lives could be ruined. Leaders
of the day care movement have often
bristled at suggestions that an alliance
between the field and education
would be beneficial. A typically hostile
objection might be, “The schools have
already ruined the older kids; let’s not
help them do the same thing with the
little ones.” Natural resistance to such
a union was increased by media re-
ports of a national surplus of elemen-
tary and secondary teachers and by the
suggestion that such teachers could be
diverted into the burgeoning day care
field if it were part of public education
and thereby comparably lucrative for
teachers. Early childhood and day care
personnel were legitimately offended
at the implication that no special train-
ing was necessary to work with young
children. However, such an attitude on
the part of professional educators was
no different from that often expressed

.| by the general public and given as a

reason for failing to provide higher
salaries for early childhood personnel.

The important point here is that the
two fields, each of which had reason to
doubt that it was held in esteem by the
general public, took a stance against
one another rather than forming what
should have been a natural alliance, It
was as though each sought to bolster
its own self-esteem by asserting its
independence from and superiority to
the other.

Mutual Need—The Bonding
- Agent
The demographic realities of modern
life have made this separatism and
exclusivity on the part of both day care
and public education entirely obso-
lete. Both fields have undergone tra-
vail, and both are dealing with increas-
inglv sophisticated consumers who
legitimately advocate education that

42

EDUCATIONAL LEADERSHIP




fits modern urban rather than outdat-
ed rural patterns of family living, and
day care that accepts its responsibility
to previde developmentally appropri-
ate education to voung children.
Representatives of both domains
must learn to find strengths and assets
in one another. The biggest problems
many people in the child care field
face are low salaries and poor working
conditions. Teachers certified in early
childhood who work in public schools
make, on the average, $5,000 more per
vear (often for fewer hours and days)
than centified teachers who work in
child care. Likewise, the public
schools are having to try to withstand
the major inroads in their clientele by
private schools. It is fascinating to note
that the new private academies spring-
ing up all over the country are not
overlooking the profit potential associ-
ated with the provision of child care.
Almost without exception, such
schools are providing extended day
care and summer programs. Unless
public schools offer comparable serv-
ices, they cannot hope to hold 2 major
share of the market. And, though we

PROFESSIONALS ARE
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OF CHANGE . . .
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into practical strategies and breaking the tradition of isolation
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might not want to admit it, marketing
is as important for public education as
it is for other products and services.

The inroads into support for public
education made b this increasing net-
work of private schools have weak-
ened the infrastructure of our educa-
tional system. Likewise, allegations of
sexual abuse and concerns about
maintenance of healthful conditions in
child care centers have generated in-
creased concern about the quality and
benefit of such programs. One might
be tempted to suggest that attempts to
unite the two domains are too late; the
general public now sees both services
as inadequate and flawed.

But, of course, it is never too late to
develop 2 service program that is in
harmony with patterns of human
need. Because a blending of day care
and education can meet the needs of
children for developmental guidance
and the needs of parents for effective
supervision of their children more
conveniently than any other pattern of
service, I predict that the two domains
will move ever closer to one another.
The resultant merger will be symbictic
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Managing Small
Group Instruction
in an Integrated
Preschool Setting

Joanne Curry O’Connell

® Integrating young handicapped children into regu-
lar preschool classrooms represents the least restrictive
environment for many preschool handicapped chil-
dren (O’Connell, 1984). Most regular preschool class-
rooms can be considered ideal for handicapped chil-
dren, since they are designed to allow each child to
learn at his or her own developmental level and pace.
Many classrooms are based upon the Piagetian theory
of development (Piaget, 1976), whereby each child is
encouraged to interact with the materials in the envi-
ronment, as well as the other children, in order to
acquire new developmental skills by trial ar.d error and
imitation. However, unless certain instructio:al alter-
ations are made in the preschool classroom, many
handicapped children may not benefit from the oppor-
tunity to interact and learn with their nonhandicapped
peers (Frederichs, et al., 1978; Rogers-Warren, Rug-
gles, Peterson, & Cooper, 1981; Snyder, Apolloni, &
Cooke, 1977).

The teacher is a key variable in determining the
success of handicapped children in regular preschool
classrooms—au “facilitator” of child development who
assists the pupils in their learning by providing correc-
tive feedback and reinforcement for their attempts to

lilustration t; Angsline V. Culfogienis
Copyright ¢, 1966 The Coundl for Exceptional Chitdren
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initiate new activities and learn new skills (Anasta-
siow, 1978).

Children who are developing normally will not
experience difficulty with this instructional style and
will be succes:ful through their own initiations, given
minimal support. Handicapped children, however,
often lack the ability to initiate their own activities
within a large group setting. Without this key develop-
mental ability learned at an early age, they may
become isolated in the regular preschool classroom,
thereby failing to develop at an appropriate rate,
unless the teacher’s instructional style is modified.

INDIVIDUALIZED INSTRUCTION IN THE
REGULAR PRESCHOOL SETTING

Because children in the regular preschool setting are
encouraged to initiate their own activities an.i develop
at their own pace, individualized instructional objec-
tives are not generally established. However, to teach
handicapped children the specific skills they need to
interact with the classroom materials without direct
supervision, a structured, isclated, small group in-
structional session must be scheduled. Creatively
modifying the traditional preschool schedule so that
direct instructional time is provided for these children.
can greatly enhance their success.
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What follows is a description of how one preschool,
the Institute for Human Development at Northern
Arizona University in Flagstaff, has successfully imple-
mented these instructional modifications. Handi-
capped children have been integrated into regular
preschool environments for the last 3 years. The pro-
gram model consists of enrolling 5 handicapped chil-
dren in a preschool class along with 10 to 15 nonhandi-
capped children, using mixed aged groupings of 3- to
5-year-olds. One full-time teacher and one full-time
aide staff the classroom, although volunteers are ac-
tively sought and in some instances parent participa-
tion is a requirement of the child’s placement into the
preschool.

Scheduling Small Group Instruction

Our experience in working with regular - .-.zhool
teachers has shown that many preschool teac. ;. :ave
good instructional skills, but because they a::. - iied

During the small group instruction session, the - cher
identifies the skill to be taught and the activity the child
will participate in.
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to be facilitators of learning, they may not distinguish
the need for an individual handicapped child to be
taught certain kinds of skills in an isolated instruction-
al setting in which extraneous stimuli competing for
the child’s attention are eliminated. To aid the teacher
in providing these children with the individualized

instruction they need, a small group instructional =

session can be planned as a part of the normal day.
Traditionai preschool schedules are usually designed
around the activities identified in the following sched-
ule:
8:45- 9:00
9:00- 9:20

Greet children and parents

Large group circle time (days of the
week, show and tell, etc.)

Free play (with table play activities, art,
sanJ/water play)

Transition time/bathroom

Snack time

Outdoor/motor play

Free play

Large group circle time (language activi-
ties)

11:25-11:30 Prepare to go home

The only activity that is missing from a special
education perspective is individualized instruction
time. This is easily accomplished if the first half of the
30-minute free play period from 9:20-9:50 is designat-
ed small group instruction time.

The typical free play period is characterized by child-
initiated activities with materials designed to promote
fine motor, perceptual, language, cognitive, and cre-
ative skills through coloring, painting, water and sand
play, puzzles, beading, or similar activities. The func-
tional skills developed through these activities are
often the same skills needed by handicapped children.
If this time period is designated a small group instruc-
tion session instead of free play, the role of the teacher
must change to one of structured direction. The teach-
er identifies the skill to be taught and the activity in
which the child will participate, the goal being to

9:20- 9:50

9:50-10:00
10:00-10:20
10:00-10:45
10:45-11:05
11:05-11:25

FIGURE 1
Small Group Instruction Session

Monday Wednesday Friday
m| A = Puzzles A = Play Dough | A = Painting
=
2| B=Paining  |B = Puzzles B = Play Dough
o
2| C = Play Dough | C = Painting C = Puzzles

A = 2 handicapped children; 5 nonhandicapped
children :

B = 1 handicapped child; 5 nonhandicapped children

C = 1 handicapped child; 6 nonhandicapped children
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Routines for handling materials are taught during the
puzzle play activity so that the handicapped children devel-
op a consistent pattern of response.

ameliorate skill deficits. The teacher must then struc-
ture the session and direct the child—a role that is the
antithesis of the facilitating, Piagetian model.

Once the regular preschool teacher becomes cogni-
zant of the role change required by a small group
instruction session, he or she must address the follow-
ing logistical problems:

1. The nonhandicapped children do not exhibit skill
deficits; hence, directed instruction is restrictive for
them.

2. With only two adults available, splitting the group
in half still results in two groups of 10 children
each—not a small number for instruction.

3. Itis difficult to provide one-to-one instruction for a
child while nine other eager bodies watch and
become restless.

The play activities typically planned for this time
period can be used creatively as vehicles for individ-
ualized instruction. The major difference is that specif-
ic skills at the appropriate instructional level must be
identified for the handicapped children so that the
materials to support the target skill development a

available at the play area. '

Spring 1986

46



The traditional preschool schedule is modified so that direct instructional time is provided to handicapped children who can
be successfully integrated into the regular preschool environment and given maximum opportunities to learn.

Grouping for Individualized Play. Activities

A typical integrated preschool class of 20 children, four
of them handicapped, can be divided into three
groups, with seven children in two groups and six
children in one group. Group assignments are not
fixed, so groupings change daily or weekly depending
upon the nature of the planned activities, the skills of
the children, and whether or not a volunteer is avail-
able to assist with the groups. In the example given
here, the activities have been planned so that two
adults can monitor the activities as well as provide
some instruction. The nonhandicapped children are
excellent models and can assist with the handicapped
children in the group.

Figure 1 is an example of one week's planned
activities for the small group instruction period. The
group composition is designated by, "A,” "B,” or "C”
with the number of handicapped children in each
group changing depending upon the nature of the
activity and the degree of teacher instruction and
feedback required for the handicapped children to
succeed. During the 15-minute period, each handi-
capped child should receive a minimum of five to ten

TEACHING Exceptional Children - -
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opportunities to perform the response with teacher
prompts and corrective feedback or reinforcement.

Puzzle play. In the example, a group of children has
been assigned to do puzzles (Group A). The puzzles
may range in difficulty from a 3-piece, sir iple-shapec
noninterlocking puzzle to a 12-piece, interlocki- = .
zle. Careful planning has ensured that a puzzie is
available for the appropriate functioning level of each
handicapped child. At the acquisition stage of learn-
ing, the handicapped children should not be allowed
to select their own materials.

During the small group instruction session, strate-
gies for manipulating materials (for example, those
identified with the Montessori preschool model) can
be taught very effectively. All the children are taught
to manipulate the materials in a standard fashion. For
instance, in working with puzzles, the group is taught
to take the puzzle pieces out of their holes one ata time
from left to right and place them above the puzzle
board. Routines for handling the materials are taught
so that the handicapped children develop a consistent
pattern of response for interacting with each material
and stimulus-responsc conditioning can occur.
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FIGURE 2
Physical Arrangement of Classroom

The nonhandicapped children quickly learn the des-
ignated routines for handling the materials. While
modeling appropriate “puzzlz” behavior for the group
as a whole, the teacher can physically prompt the two
children in Group A who are handicapped to complete
the response. As the other children begin to put their
puzzles back together, and perhaps start on new ones,
the teacher provides instruction to the handicapped
children through commands and prompts with correc-
tive feedback and reinforcement. When the teacher
leaves the table to check on the children who are
painting, it is not at all uncommon to see a nonhandi-
capped child imitate the teacher and remind the handi-
capped children how to do the puzzle.

Working with paint and play dough. Two other
activities that have been selected for this instructional
period are painting (Group B) and play dough (Group
C). These activities can promote development of fine
motor skills such as hand-eye coordination, holding a
brush, and squeezing and cutting the play dough.
Once again, specific routines for using the materials
should be developed. The aprons for painting should
be kept consistently in the same location. Children are

Q' 170
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directed to get an apron and put it on before painting.
They are also instructed to help each other get the
aprons on and tied before anyone touches a brush. If
only three easels are available, the paper can be
divided down the middle (either physically separated
or with a line) and two children will be able to paint at
~ach easel. .

Many nonhandicapped children will have had prior
experience with paints and have no difficulty painting,
but i is likely that the handicapped children will need
direetion. Some handicapped children are hypotonic,
if not actually physically handicapped. Therefore, the
adult in charge of this group should pair each hai.di-
capped child with a nonhandicapped child who is
preferably older and who will talk to the handicapped
child. We have found that some peers are very inter-
ested and helpful in assisting handicapped children.

Since the children stand up to perform this activity
and the potential for extraneous movement is in-
creased, a timer can be used to signal the beginning
and end of this period. The children are instructed to
paint until the timer rings. The adults can intermittent-
ly reinforce the children’s painting from any of the
three activity areas to heip keep them on task.

Spring 1986
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The play dough activity is set up at a table for the
seven children in Group C. Because of the poor muscle
tone of some handicapped children, homemade play
dough is recommended because it is much softer and
easier to manipulate than commercial play dough.
Several containers are placed on the table containing
scissors, knives, cookie cutters, and commercial mani-
pulatives for the children to share. The handicapped
child in this group may initially need to learn basic
skills such as squeezing, rolling, and patting the
dough into a pan. Teacher modeling and instructions
are once again used to teach the handicapped child
how to manipulate these materials, and the teacher
should also instruct the handicapped child to watch
the other children. The child may have to be prompted
to look while the teacher is pointing at the next child
rolling otit a piece of dough. Imitation should be
encouraged because handicapped children benefit
most from this educational environment through de-
veloping an awareness of other children’s behavior.

Organizing the Physical Space

Three adults (teacher, aide, and volunteer) can man-
age these three groups most easily. However, if only
two adults are available, the three activities are still
manageable. The handicapped children derive the
following benefits from being assigned to different
groups:

1. They benefit from the models provided by their
nonhandicapped peers.

2. The nonhandicapped children can assist them in
the appropriate use of the materials.

3. The teacher or other adult provides the one or two
handicapped children in the group with physical
prompting while the nonhandicapped children are
concurrently receiving most of their instruction
through verbal directions.

At the Instituie for Human Development, we have
found that we can physically arrange these play activi-
ties so that they are within close proximity to each
other, with the handicapped children seated so that
teacher management of skill instruction is possible.
Figure 2 shows how the environment can be arranged
so that two adults can monitor the three activities.

The handicapped children are placed at the sides of
the tables closest to the teacher so that if they attempt
to leave, the teacher can quickly redirect them. Each
handicapped child is placed with a group of nonhandi-
capped peers who are appropriate models for correct
behavior, and is seated or standing in close proximity
to one of these peers. The adults move among activi-
ties so that direct instruction can be provided to the
handicapped children during the 15-minute period.
The teacher and aide must be sure to focus their
attention on the handicapped children at specific time
intervals during the 15-minute period so that sufficient

TEACHING Exceptional Children

opportunities are provided for these children to re-
spond to teacher prompts.

CONCLUSION

With the appropriate use of play activities for learning
and the introduction of a period of direct instruction
into the traditional preschool schedule, handicapped
children can be successfully integrated into the regular
preschool environment and given optimum opportu-
nities to learn.

The activities presented here were designed ‘o bene-
fit both handicapped and nonhandicapped children,
and the groupings are such that two adults can man-
age the instructional period. When a structured in-
structional period of 15 minutes is targeted, the teacher
provides needed attention to the handicapped chil-
dren in the groups without fear of paying too little
attention to the nonhandicapped children—a common
concern of regular preschool teachers when they first
introduce handicapped children into their classrooms.
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Five Commnity Services Boards serving rural Southwest Virginia joined
together to create the Southwest Virginia Regional Co-Operative. The
QmmmitySexvic&Boardsithghdacverseenmtalhealﬂlvandnental
retardation services on a local level.

The Co~Op canplements local infant intervention programs, which provide
home-based services for children fram birth to two (2) years of age who have
been identified as mentally retarded, handicapped, developmentally delayed
or high risk. The new regional program will provide high tech professiacnal
services, physical therapy, occupational therapy, speech therapy, and
psychological services to the infant programs and local school systems.
Services like these have been minimal in the past due to the region's
rtﬁalnattme.

The program serves thirteen (13) rural counties, fram Wytheville to
Lee County, and is a pilot project for the state of Virginia and is funded
by a grant throuwgh Developmental Disabilities.

The Conmunity Services Boards participating in this grant realize a
need to expand services for developmentally disabled infants and their families.
The high need for these services can be attributed to the nature of the area.
The Southwest Virginia counties are part of Central Appalachia, a region which
has made tremendous strides in recent years in human service delivery, but still
lacks access to many services cammon to other parts of the state and nation. The
area is characterized by mountainous terrain, with primary industries of mining,
agriculture, and light manufacturing. The poverty level and educational levels
of citizens may contribute to abnormally high infant death rate,x"nnbersofdlildzen
born at risk of developmental disabilities, and premature births.

Also being provided is inservice training and support faor all infant
intervention teachers, as well as child find to locate those children in need

of early intervencion. Pamela "PJ" Davis

Southwest Virginia Regional Coo
Bldg A, Suite 3, Box 537 P

r
510) Big Stone Gap, VA 24219
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STRATEGIES FOR INPLEMENTATION OF A
COMMUNITY BASED PRE-EMPLOYMENT TRAINING PROGRAM
FOR MENTALLY HANDICAPPED STUDENTS IN A RURAL COMMUNITY

Pinal County Special Education is nestled among the cotton
fields in rural Arizona. Communities utilizing the special
services of Pinal County Special Education reach 20-30 miles
away in all directions. Populations of these communities

vary from 1500 to 18,000 in the lavrgest adjacent community

of Casa Grande.

Pinal County Special Education is currently in its second

year of its successful transition from school to community

work program.

The presentors of this program would like to share an cver=--
view of the already state-recognized-quality Vocaticnal
Program through utilization of slides and printed raterials.
This total program has served to help prepare cr: =2ducable
and trainable mentally handicapped students f<r the commuiity
pre-employment training program, and includes a 5imulated
Work Activity Training Program, Woodworking Vocaticnal Shop,
On-Campus Work Experience Program, and finally the Commnily

Based Work Activity Program.

Information regarding establishment of the programs will
be discussed and will include some of the financial asrccts,

L4
’
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rural transportation, staff and student information, vocational

evaluations and job trial philosophy.

In presenting the Student Pre-Employment Training Program
the following aspects will be addressed: Community Awareness
and Employer Contacts, the Job Training Process, Monitoring
and Evaluation Process, Coordinating of Classroom Programing,
Program Goals, and the Final Transition of "Aging Out® to

the job site at age 22 and coordination and communic¢ation with

all of those involved with that student.

Handouts will include student description .and job assignment,
mon.toring forms, employer evaluations form, and program
outline. Questions will be addressed by the session leaders

following *he presentation.
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PROPOSAL TO PRESENT AT THE ACRES CONFERENCE
APRIL 22 - 26, 1986

SPECIAL APPRENTICESHIP PROGRAM

YELM COMMUNITY SCHOOLS
HIGH SCHOOL SPECIAL EDUCATION PROGRAM

. Cathy Gangstad
PRESENTERS: Yelm High School

Yelm, WA 98597

The Special Apprenticeship Program (SAP) provides specific learning
disabled and mentally retarded students attending Yelm High School with
vocational training and skill attainment opportunities to successfully make
the transition between school and the workplace. This program has been
developed to specifically meet the needs of students living in a rural area
in western Washington who have little access to training and employment
opportunities outside their immediate environment. The Special
Apprenticeship Program provides an opportunity for the community and the
school to work together to help increase the students' opportunity to find
gainful employment once they leave the school setting.

Workshop participants who attend the Special Apprenticeship Program
session will be invited to learn about this program through lecture, video
taped and slide presentation examples, discussion, handouts, and a question
and answer exchange. Participants will be given an opportunity to focus on
modifying the Special Apprenticeship Program to meet the particular needs
of their rural school districts. They will find that the SAP is easily
modified to meet the needs of individual students, budgetary restrictions,
and community resources.

The Special Apprenticeship Program is comprised of four basic
courses and a student club: the pre-vocational course; the work adjustment
course; the work experience course; the workplace math/consumer education
course; and the Special Occupational Students (SOS) Club. The courses
provide students with a basic understanding of work and a set of practical
job skiils that students learn to generalize to almost any work situation.

The Pre-vocationz2l course is the first in the series. This is a
Year long an entry level course that provides students with basic -
information about the world of work and skill mastery in the following
areas: the responsibilities of accepting employment; the importance of
attitude in the workplace; the need to follow a task to completion; the
necessity of accepting supervision and authority from a superior; filling
out forms and writing resumes; and how to successfully participate in a job
interview. Students receive instruction in these areas through a variety
of teaching methods including: pencil and paper activities; lectures; guest
speakers from the community; movies; tapes; role play situations; and
mini~practice sessions that allow the students to proccess and practice the
information and skills they are learning.

The Work Adjustment course is designed to give students a closely
supervised practical opportunity to practice the skills they learned during
the pre-vocational course. The goal of the Work Adjustment course is to
provide students with an opportunity to practically apply and generalize
the skills they learned during the Pre-vocational course. Students in the
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Work Adjustment course are placed in hour-long, closely supervised work
situations in an around the campus. These work situations can range from
the simple task of going to the office to deliver a message while following
specific directions to helping the custodian clean a classroom. Students '
progress from simple to complex tasks based on their skills and abilities.
Students also participate in class sessions that focus on advanced skill
attainment and special needs and questions that arise as a result of the
work placement. This course alsc provides an opportunity to identify any
deficiencies that may exist in the student's work skills and then to review
and remediate as necessary before the student actually enters the work
force through the Work Placement course. '

The third component of the Special Apprenticeship Program is the
Work Placement course. This two Year course provides students with a
two-hour actual work experience in the community. Students are placed in
work assignments based on student interest, skill attainment, and job
availability within the community. Before students are placed, a set of
work performance goals are established by the student, employer and school
special education Vocational Coordinator and the special education
Vocational Assistant. Student performance is then measured by the employer
on a written evaluation form based on the work performance goals and by
on-sight visitations by the Vocational Coordinator and Vocational
Agsistant.

Students enrolled in the pre-vocational and work adjustment classes
are alco automatically made members of the Special Occupational Students
(SOS) Club. The SOS Club is a fully recognized student activity and is
governed by the rules established by the student body of the school. The
purpose of the SOS Club is to provide students with an opportunity to
create and sell a product in a supervised environment. By doing so,
students learn the nitty-gritty of running a business such as: the
importance of quality control; how to determine if there is a need for the '
product; how to sell a product; how to make change and keep a record of
cash flow; and how to keep track of product inventory. Students also learn
about the workings of government by actively participating in student
government activities while representing sos.

The final course in the program is the workplace math/consumer
education course. Students in this course learn the basic mathematics
skills that they will need to successfully work and life in the community.
Among these skills are: writing sales receipts; figuring percentages and
fractional amounts; working with sales tax; comparison pricing; money
skills; credit skills and interest rates; banking skills; and calculator
skills. This is a semester-long course that is usually taught during the
se cond year of the program.

Participants who attend the Special Apprenticeship Program workshop
will gain information and skills that will aid them in establishing a new
vocational program or honing an existing program. The presenters'
knowledge and enthusiasm for their subject will entertain and energize
participants while at the same time providing them with the practical
information they need to know to successfully implement a vocational
program.




Learning Centers and Exhibits
April 23 - 25, 1986

SpecialNet

Communication & Information
for

Special Education

SpecialNet is the largest education-oriented compuior based communication netwnrk in
the United States. SpecialNet offers special educators:

* Special Education information at your fingertips, every day when you need it.

* A nationwide network of educators, resource organizations, advocacy groups,
parents, and others interested in special education.

* Information to improve programs and professional skills.

There are now more than 40 national bulletin boards along with over 50 active state
bulletin boards. The most recent addition is the APPLE bulletin board managed by Dr.
Alan Brightman of Apple Computer's Office of Special Education Programs. This
bulletin board provides SpecialNet users with a unique opportunity to ask questions
regarding the use of Apple and other computers in their district as well as make
suggestions directly to Apple related to hardware and software rieeds. Other bulletin
boards include:

* RURAL serves as a source of sharing practices, programs, publications, and
other resources for rural special education programs. This bulietin board is
administered by the American Council on Rural Special Education (ACRES).

* EMPLOYMENT provides a listing of employment opportunities throughout the
country in special education.

* RFP contains information on grants and contracts issued by ‘ederal agencies.

A SpecialNet Communication Center has been set up for conference participants'
access to SpecialNet. You are welcome to use the equipment to send a message, or
check bulletin boards or your mail. Gary Snodgrass from SpecialNer will be available
throughout the conference to answer any questiviis you may have, or to provide
assistance using the system.

National Systems Management, Inc.
2021 K Street, N.W,, Suite 315
Washington, D.C. 20006
202/296-1800
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Earlybird Session
Tuesday, April 22
1:30-4:30 pm

Project S.E.R.T.

Special Education Training for Regular Educators of Native-Americans

By

. Dr. Carl G. Foster




The Navajo Nation is the largest American Indian
Tribe in the United States. This Nation is located in
the Southwest on a reservation equivalent in square
mileage to the State of Virginia. A 1980 census
determined low-socioeconomic population of 160,000 live
‘in isolated camps and work in mining, agriculture or
government service organizations.‘ Four Reservation
communities and five "border towns" are centers for the
purchasing of goods and the acquiring of services. The
Navajo philosophy, language and culture are practiced
by Tribal members in every phase of daily living.

Forty-eight thousand preschool through high school
age Navajo children are educated in ‘state supported
schools, Bureau of Indian Affairs facilities, church
sponsored programs or Tribally controlled sites.
Academia is provided during a six-and-one-half-hour
school day throughout 180 day school year. Of these
school age children, it is estimated that 12,000 are
eligible for special education. A significant number
of these exceptional children have been identified and
are receiving special education services. To promote
the child's education, many are mainstreamed into the
regular classroom. Theortically, this practice enables
the exceptional student to receive academic and social

environment, cooperatively implemented by the regular



and the special education personnel. Because of this
cooperative education, it is assumed that the
mainstreamed exceptional child is provided with an

appropriate and a least restrictive environment.

IHE PROGRAM

The Bureau of Indian Affairs, of all the Tribe's
educational choices, is the only institution charged by
treaties with the education of the Navajo people. Five
Agencies are strategically 1located throughout the
reservation to expedite service which ensure the
adherence to Federal/Tribal Trust agreements and promote
instruction compatible with the child's culture,
socio-econcmic need and learning style. The Chinle
Agency 1is responsible for the education of 3,500
kindergarten through high school age students. Ten
schools are strategically located within the Agency's
850 square mile boundary and offer a variety of
programming. A teaching staff of 120 implement a
pretest/posttest curriculum during a
six-and-one-half-hour day throughout a 180 day school
year. Twelve special education teachers and fifteen
education aides instruct 230 exceptional students in
eleven resource and two self-contained classrooms. A

"related service" staff of a school psychologist, an

2
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educational diaguaustician, a speech pathologist and two
speech techniciai.. continuously service the special
education classroc:.. An Agency Special Education Office
staff, co.3isting of a coordinator, a child find
technician, a secretary and a budget technician,
synchronize program offerings.

For several years, the special education
coordinator has had complaints from the regular and the
special education faculty about the - mainstreamed
exceptional child. These complaints centered around the
mainstreamed exceptional student placed into a
restrictive and an inappropriate environment because of
regular educators' 1limited to no special education
knowledge and skills. To determined whether these
complaints were expressed by a few or shared by the
majority, the special education coordinator surveyed 1)
regular educators' attitude toward teaching the
mainstreamed <«xceptional child; 2). the number of
mainstreamed exceptional students taught in the regular
classrooms; and 3) if the regular educator desire
training in special education. The survey showed that
the average regular educator was exposed to at least one
mainstreamed exceptional student daily. Also reported
was that the educator felt inadequately prepared to

effectively educate the nainstreamed exceptional child.

3
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Overwhelming, regular educators indicated a desire for
training which would augment effective classroom
instruction of the mainstreamed exceptional child.
Based on the survey's results, Project S.E.R.T. (Special
Education for Regular Teachers) was implemented during
the 1984-85 school year. The Chinle Agencx with funding
from Central Office, Branch of Exceptional Educatian,.
trained sixty kindergarten through high school regular
educators. To ascertain trainee shifts in special
education knowledge and skills, a pretest/posttest, no
control group, experimental research design and a two
tailed T-test, at an alpha of .05, were utilized.

The Agency's ‘120 regular educators were surveyed
using a questionnaire, (Appendix A). Ninety
questionnaires were returned with- seventy-eight
indicating 2n interest in training. And, of those
desiring training, sixty were selected to participate
in the Project. Requested demographic information
revealed that the average trainee had been an educator
8.22 years, a Bureau employee 9.22 years, an employee
of Chinle Agency a mean of 7.43 Years and 5 years in the
present position. Thirty-eight trainees reported being
elementary educators, three stated they were junior high
school educators, thirteen indicated having

responsibilities at the high school level anc eight

4
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indicated was -having administrative duties. Also
reported was that thirty were Native American, three
were Black, one was Hispanic and twenty-seven were
Anglo.

To ascertain the 1level of special education
knowledge and skills of the participants and to
establish topical areas for training, a Project prepared
100 stemed test was administered. (Appendix B). A mean
of 66.76 and a standard deviation of 8.17 were computed.
The test further indicated that trainees had minimal
special education knowledge and skills in 1) P.L. 94-142
and related mandates; 2) behavior management techniques;
3) special education evaluation instruments and
Procedures; and 4) teaching methods.

Throughout the Spring Semester, the University of
Arizona, Department of Special Education faculty
provided fifty-four hours of instruction, three days a
month, at two centrally 1located schools. Seventeen
hours of instruction was given in each of the four
topical areas as determined by the pretest. Nine
outside of class assignments evaluated information
and was the foundation for adjustment in instruction.
At the end of four months, the same test was again

administered. A mean of 79.88 and a standard deviation
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of 6.22 ware computed. These data were statistically
treated with an obtained T-score of 3.16 compared to a
critical T-score of 1.96.

Trainees evaluated the Project, university
instructors and the special education topics. Also
assessed was how much special education knowledge and
skills were acquired, how much of it was implemented and
if they recommended this training for other regular
educators. (Appendix C) Reported was that the training
was good and applicable to their job. Trainees felt the
university instructors were very knowiedgeable of topics
presented and generally, good instructors. The majority
indicated that all topics presented were helpful and
that they had implemeﬁted what was learned. All felt
that the training should be offered to more/all regular

educators .

CONCLUSION

The Chinle Agency, 1like its four other Agency
counter parts, méinstream 85 percent of its exceptional
population. A 1983 survey of 120 regular educators,
revealed that a significiunt number did not feel that
they were ad~quately equipped to instruct the
exceptional child in the regular setting. Based on this

information, 54 hours of instruction in special education
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knowledge and skills was provided to sixty regular'
educators. Investigation of this Training concluded
that participants significantly shifted in special
educativn knowledge and skills. Further ascertained was
that information received from this training was
impleﬁented in the regular setting. The results of this
training have been so encouraging that another Navajo
Area Agencf is requesting Training for its reguluar
educators.

Although the training of regular educators in
special education knowledge and skills was limited to
the Chinle Agency, these results can be considered  to
have impact on all Bureau schools. It seems that
throughout the Bureau, the mainstreaming of exceptional
students is common. However, Bureau regular educators
may not have adequate special education knowledge and
skills from which to promote the 'mainstreamed
exceptional student's special education program purpose.
And, because of inadequate regular educator's special
education knowledge and skills, it can be argued that
the mainstreamed exceptional student is being
discriminated in the regular classroom setting because of

his exceptionality and inappropriate: instruction. To

ensure that all ™~ Native ~American mainstreamad

exceptional children, under the Bureau's charge, receive

7
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an appropriate and a least restrictive environment,

regular educator training in special education knowledge

and skills is paramount.
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Appendix A

— —— .

Name: Address:

School: Dagree: /graduate hours completed

Please check one.

1. I would like training.
2. I would not like training.

Complete the following.

3. I have taught for: — Years.

4. T have been employed by the Bureau of Indian Affairs for: —_ Yyears.
5. I nave been employed by the Chinle Agency for: —_ Years.,

6. I have been in this position for: — __ years.

7. My position is: 1) elementary teacher 2) junior high teacher 3) high school
teacher 4) supervisor 5) Principal 6) other

8. My ethnic origin is: '1) American-Indian 2) Black 3) Hispanic 4) Anglo
5) other

9. Please rank from 1 through 4 when you would like training.
1. (most desired) 2. (desired) 3. (Acceptable) 4. (not desired)

A. during school hours.

B. in the evening(s).
c. during the week-end.
D. after school (3:00 - 6:00)

10. If training is conducted beyond my working day, I would like
A. "Comp time".
B. Overtime pay.

C. Graduate credit to be Chinle Agency paid in lieu of comp and/or
overtime pay.
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Appendix B

An Evaluation of Classroom
Teacher's Rnowledpe of Special
Education Procedures

Name " School

I.

1.

3.

4.

6.

7.

8.

9.

10.

11.

12.

13.

14,

15.

16.

TRUE FALSE
Please CIRCLE the correct answer.

P. L. 94~142 provides a free, appropriate and least restrictive
enviroument for all exceptional children.

Schools must be periodically screen all students for poseible
referral to special education

P. L. 94~142 says that every special education student must be
mainstreamed.

Anybody can refer a student for special educatiom.

When a student is referred for special education, he is automatically

placed.

Schools can suspend or expell special education students only
under specific conditioms.

Parents/guardians do not have to be informed that their child has
been referred for special education.

When a child is referred for special education, he/she can
imuediately receive instruction in the special education
classroom.

A decision on special education placement must occur within 45 days
after referral.

Parental/guardian written consent is not necessary to evaluate the
child for special education.

The evaluation of a potential speclal education student is in
accordance with the child's need.

Parents requesting not to have their child evaluated does not
terminate the evaluation. :

The psychologist/psychometrist is the only person who can
evaluate the potential special education student.

If there is disagreement with the evaluation results, another
evaluation can be requested.

The multidisciplinary committee meeting can be conducted with-
out the parent/guardian being present.

Under Bureau regulations, a school psychologist is the only
evaluator who can dlagnose for emotionmal disorders.
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17.

18.

19.

21.

22.

23.

24.

25.

26.

27.
28.

29.

35.
36.

An I.E.P can be written before the multidisciplinary committee
neeting.

The multidisciplinary committee can choose not to place the
child into special education.

If a multidisciplinary committee member disagrees with the
child's placement, he can do nothing about it.

To remove a child from special education, the school only needs
to say that he is no longer in need.

A speclal education student must be re-evaluated every three
years. :

If the multidisciplinary committee does not place the child iato
special education, a written statement must be f£iled with the
special education office.

Information concerning special education must be written and
spoken in the parent's primary language.

If the parent is a non~English speaker, ths school provides an
interpreter every time they communicate.

If the parent/guardian requests, an advocate must be providad by
the school or by the special education office.

Before an I.E.P. is written, the child must ba placed into
special educationm.

The I.E.P. is written only by the special education teacher.

I.E.P. goals do not have to be attained by the excepticmal
student.

Regular teachers are not accountable for the mainstreamed
exceptional student’'s achievement in their classroom.

A review of the child's placement must be conducted annually.
I.E.P.s are only written in the Spring.

Once an I.E.P. is written, it cannot be changed or adjusted.
Student records must be kept in a fire~-proof vault.

Under the Privacy Act of 1374, pictures of students cannot be
taken without parental permission.

The contents of a teacher’'s grade book are not confidential.

Parents have a right to review all school records of their child.
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37. 1f a teacher publishes a student's name and his test sccre, he
is violating the student's right to privacy.

38. A school cannot release a student's records to another school
without written parental permission.

39. Schools must remove documents from their records that parents
disagree with. .

40. A due-process hearing can be requested by parent/school when
there is an unresolved problem concerning the exceptional
student.

41. All teacher records of students are confidential.

42. The due-process hearing officer can be an employee of the
school or of the Agency.

43. A vritten account of the due-process hearing must be kept sad
be available upon request to the grieving parties.

44. The school and the parent/guardian, once a due-process hearing
request has been made, do not communicate to resolve the problem
before the hearing.

45. Special education students should be separated from the regular
students.

46. A due~-process hearing officer's judgement cannot be appealed or
taken to court.

47. The classroom teacher is responsible for attaining the goal(s)
on the I.E.P. he is assigned. '

48. All special education students are trouble.
49. When we attend to a behavior, we reinforce it.
50. All behaviors are measureable.

51. Section 504, of the Rehabilitation Act, states that an exceptional
child cannot be discriminated against for his excepticnality.

52. 1f a parent/guardian decides not to agree to his child's
speclal education placement, he/she can be overruled by the
multidisciplinary committee. .

53. Special education teachers must be certified in the special
education classification of the majority of the exceptional
students they are teaching.

54. After the age of 18, the student's parents no longer have legal
control of his special education program.
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55. All building barriers must be removed which cause an {-appropriate
and restrictive enviromment for the exceptional student. T F

II. MULTIPLE CHOICE

" Please SELECT the most correct amewer(s). Several questions may have
numerous correct answers.

56. The exceptional student is protected by:
1) P. L. 94~-142.
2) The Family Rights and Privacy Act of 1974.
3) Section 504 of the Rehabilitation Act.
4) All of the above.

57. Periodically, the school must screen all students for:
1) vision.
2) hearing.
3) academic achievement.
4) all of the above

58. An exceptional student is mainstreamed because of the:
1) appropriateness of the setting.
2) least restrictive environment. ,
3) the administrator says it must be done.
4) all of the above.

59. A student can be referred for sprcial education by the:
1) parent or guardian.
2) educator.
3) student.
4) dormitory personnel.
5) all of the above.

60. When referring a student for special education, there must be:
1) supporting documentation.
2) parental consent.
3) special education teacher approval.
4) all of the above.

61. Schools can suspend or expel special education students if:
1) there is a school policy on discipline.
2) they determine that the student's present setting is approoriate
and least restrictive.
3) the parents have been informed of this actionm.
4) all of the above.

62. When a child has %-ien referred for special education:
1) there must be parental consent.
2) perents must be informed and understand why a referral has been made.
3) the special education teacher has to concur.
4) all of the above.

63. Once the child has been referred for speclal education, a decision to
place or not to place is within:

1) 25 days.
2) 35 days.
3) 45 days. ey -
4) none of the above. Y
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64.

65.

66.

67.

68.

69.

70.

Before a child can be evaluated for special education services,

1) there must be a written parental comsent.

2) parents have to be notified of the evaluation and understand its
purpose.

3) parents must be present during the evaluation.

4) all of the above.

If a referred student is School/Office of Special Education determined

not to be needing special education services,

1) all documentation is returned to the person(s) referring the
student.

2) written notice 1s given indicating why the gtudent will not be
evaluated.

3) no justification is necessary.

4) all of tke above.

The evaluation of a potential special education student must include:
1) wvision. .

2) hearing.

3) psychological.

4) education.

5) family history.

6) all of the above.

If necessary, the evaluation of a potential special education child
can include a:

1) physical examination.

2) speech & hearing examinationm.

3) neurological examination.

4, all of the above.

Under P. L. 94-142, teachers can administer:
1) vision tests.

2) hearing tests.

3) psychological tests.

4) education tests.

5) all of the above.

If the parent or the multidisciplinary committee disagrees with the
evaluation results, he/they:

1) can request another evaluation.

2) must accept the evaluation results.

3) ca. appeal to the Principal.

4) all of the above.

A Multidisciplinary C-mmittee must be composed of, but not limited to:
1) the student when appropriate.

2) the parent/guardizn.

3) an admin.strator.

4) a special education teacher.

5) a classroom te-cher.

6) a person who interprets the evaluation results.

7) all of the above.
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71.

72.

73.

74.

75.

76.

77.

78.

79.

Bafore the multidisciplinary committee can proceed without the parent,
they must show that the parent has been notified:

1) one time.

2) two times.

3) three times.

The Multidisciplinary Committee must:

1) have the majority agree on placement of the student into special
education.

2) keep a written record of what took place during the meeting.

3) 1inform all staff of what was discussed.

4) all of the sbove.

The Multidisciplinary Committee meeting's purpose is to:
1) discuss what the evaluation results indicate.

2) place the child into special education.

3) not place the child into special educatiom.

4) all of the above.

Before a child can be removed from special educatiou:

1) the school must feel that there is no longer a need.
2) an evaluation must be donme.

3) the multidisciplinary committee must concur.

4) all of the above.

If the parent disagrees with the Multidisciplirary Committee's decision
to place the child,

1) disapproval is noted.

2) the child is not placed into special education.

3) a due-process hearing is automatically requested.

4) all of the above.

If a multidisciplinary committee member disagrees with the placement
he:

1) removes himself from the committee.

2) voices his concerns and votes not to place.

3) wvwrites a minority opinion.

4) all of the above.

An Individualized Education Plan (IEP);

1) 1is a yearly plan.

2) has projected goals to be completed.
3) has persons responsible for the goals.
4) all of the above.

Teachers must keep records on:

1) when the I.E.P. goal was begun.

2) when the I.E.P. goal was completed.
3) how the goals was tested.

4) student's results.

5) all of the above.

Schools must inform the parent/guardian of his/her child's I.E.P.
progress:

1) annually.

2) bi-annually.

3) quarterly.

4) nome of the above. 7 2
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80. Special education students records are:
1) 1labeled confidential.
2) kept in a central locatiom. )
3) separated from other student records.
4) all of the above.

8l. A due-process hearing must be:
1) requested in writing. :
2) submitted to the Principal or Office of Special Education.
3) filed within 10 days after the impasse has occurred.
4) all of the above.

82. Parents must be informed of their due-process rights:
1) annually.
2) in their primary language.
3) in a written format.
4) all of the above.

83. During a due-process hearing, parties have a right to:
1) have legal counsel present.
2) call witnesses.
3) cross examine.
4) all of the above.

84. A due-process hearing officer is:
1) a member of the school.
2) a representative of the Agency.
3) from outside the Bureau. ‘
4) the Office of Special Education Coordinator.

85. For a student to be classified as emotionally disturbed, he
1) has an inability to learn which cannot be explained.
2) cannot build satisfactory relationships.
3) has continuous inappropriate behavior.
4) generally, is unhappy or depressed.
5) all.of the above.

86. Student is classified as Trainable Mentally Retarded, if his IQ
is between:

1) 35 - 55.
2) 30 - 50.
3} 25 = 45,
4) 40 - 50.
87. A studen= is classified as Educable Mentally Handicapped if his IQ is
between: .
1) 50 - 60.
2) 55 - 75.
3) 45 - 75,
4) 55 - 85.

88. A learning disabled child has:
1) a normal to above average IQ.
2) difficulty learning.
3) : possible reversal problem.
4) caunot read.
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89. A special education student's program can include:
1) vocational training.
2) physical education.
3) hcmebound activities.
4) all of the above.

90. Specific learning disabled (SLD) students:
1) have short attention spans.
2) are hyperactive.
3) well below grade level-academically.
4) all of the above.
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Appendix C

TRAINING IN SPECIAL EDUCATION OPINIONNAIRE

Please circle the most appropriate answer

1.

2.

5.

10.

This training in special education was a) poor, b) average, c) good,
d) excallent

Topics presunted were a) not applicable, b) applicable to my job

University of Arizona presenters were a) poor, b) average, ¢) good,
d) excellent

University of Arizona prasentars were a) not knowledgesable, b) know-
ledgeable, c) very knowledgeable of their topics.

Handouts, ani etc. were a) not applicable, b) applicabla to my job
Topics which ware most helpfrl to me wers a) P. L. 94-142, b) behavior
management techniques, c) assessment Procedures, d) teaching techniques,
e) all of the above. - -

Through this course, I acquired a) no new knowledge, b) little
knowledge, c¢) a great deal of knowled,e of special education.

I have a) not implemented, b) iml.ﬁ-mntod very little, c¢) implemented
2 "reat dul qg vhat I learned in is course.

7 1) would, b) would not recomr.ad this training for other non-special
e 11cators. S e - -

T aislike the followings akx..t the course:
a)

b)

c)

a3

I liked the follow:.-:. -bout the course:
a) - |

b) |

c)

d)
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Effect of Inservice Education Models
on Team Problem-Solving

Effectiveness is a key term in American education
in the 1980s. Two primary areas of concern are school
effectiveness and teaching effectiveness. Within the
two areas, well established data bases have accumulated
(Gage, 1984). Educational researchers, such as Edmonds
(1982), have suggested an integration of these comple-
mentary vodies of data. Taken together, research in
both school effectiveness and teaching -ffectiveness
have provided information im the searc.  or answers to
the question: What can we do with the educational
process, generally and specifically, to yicld a better
product?

Business and industry have realized .or a long time
that institutional improvement is closely linked to
individual improvement (Pratzner, 1984). Drucker
(1977) saw effectiveness as the first of two crucial
tasks to be performed within an organization. The
second task was realization of potential through change
or innovation. As a broad plan of school improvement,
effectiveness research findings can be implemented
through staff development programs, the vehicle for
innovation and change.

If teachers are to realize potential through change
via staff development, consideration must be given to
the motivational or affective variables related to
change (Guskey, 1984; Leyser & Abrams, 1984; Rose &
Medway, 1981). 1In the move toward overall effective-
ness, Purkey and Smith (1982) suggested that attention
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be given to the attitudes as well as the interactions of
the people involved. Some of the motivational charac-
teristics that bear consideration are locus cf control,
self-concept, and attitude. Houlihan (1983) postulated
that school effectiveness cannot become a reality unless
a hierarchy of social-affective variables is considered
first.

Statement of the Problem

In the attempt to create more effective schools,
Cuban (1983) has identified a negative result, the
increase of standarization. The choice of a uniform
curriculum, uniform materials, and uniform teaching
methodology creates a dissonance within the reality that .
children have variant learning needs. The variant
learning needs of students are often perceived by class-
room teachers as barriers to school effectiveness. The
existence of these barriers has been documented in the
literature related to service delivery for the
handicapped (Hersh & Walker, 1983).

What are the barriers? The first involves
technical skills. Regular teachers pecceive that they
lack the competence to deal with variant learners
(Alexander & Strain, 1978; Dodd, 1980; Salend, 1984;
Shotel, Iano, & McGettigan, 1972). This feeling of
inadequacy persists despite the requirement of P.L.
94-142 for in-service education.

A second barrier to classroom effectiveness is .
related to the motivational characteristics that impact
on teacher performance. The regular class teacher does
not feel responsible for dealing with academically and
socially different children. One reason for the lack of
responsibility is that teachers have not been encouraged
to take responsibility for students with assessment
scores that fall more than one standard deviation below
the mean. Students outside this demarcation were to be
a special education responsibility. The easy avail-
ablility of special education services reinforced regular
teachers for referring problem students rather than

assuming responsibility for these students (kersh &
Walker, 1983).

A third barrier to classroom effectivness for all
children concerns in-service training. A problem that
schools face is deciding how to conduct in-service
programs that are time efficient, cost effective, and
that achieve specified objectives (Leyse: & Abrams,
1984). 1In discussing service delivery systems, Stedman
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(1983) stated that training "is poorly carried out at
all levels" (p. 118).

Significance of the Study

Data from the U.S. Department of Education support
the presence of variant learners within the classrooms
of America“s schools. Data were available from the
state agency 1in which this study was conducted that
provided a more dramatic index of the incidence of
variant learners.

A breakdown of the types of variant learnmers found
in regular classrooms includes four groupings. One
group of variant learners is the eligible special
education students who are mainstreamed into regular
classes. A second group includes students who because
of academic or social problems were referred and
evaluated for possible special education placement but
who were not eligible and remain the responsibility of
the regular classroom teacher. A third group includes
those who upon reevaluation were no longer eligible for
special education services and become the respounsibilicy
of regular education. A final group includes students
who present problems for regular class teachers for
non-specific behaviors or circumstances.

Purpose

If, as Bennis (1966) asserted, the health of an
organization car be gauged by the effect of its
problem-solving process, an iunnovative support system 1is
needed for classroom teachers to deal with a variety of
student learning needs.

The purpose of this study was to investigate the
relationship between the implementation of a group
problem-solving process known as the Behavior Action
Team and the motivational characteristics of teachers.
The aim of the Behavior Action Team process was to
provide a means of assistance to teachers who were
experiencing difficulty with student academic or social
behavior problems in the regular classroom. This team
process model was introduced to teachers through a four-
phase in-service treatment.

Limitations of the Study

Threats to the internal validity of the study
existed. The major limfitation was the occurrence of
other staff in-service programs during the time frame in
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which the present study was conducted. A second
limitation was the competing event of a teacher strike
which occurred during two months of the study. A third
limitation was related to the three month timeline for
the ongoing in-service program of this study. A fourth
limitgtion was that the groups were self-selected based
on percelved need for referral. A fifth limitation was
the loss of teacher respondents during the study.

Delimitations of the Study

The study was delimited to six rural school
districts in one state. The participating schools
served as field sites for a federal teacher training
project of which the Behavior Action Teams were a
component.

Theoretical Basis

An adaptation of the Guskey (1979) in-service
education model was used in the present study. The
model conceptualizes a sequence of events in which
in~service training, new classroom procedures, and
student outcomes impact upon teacher perceptions related
to causality, self-concept and attitudes.

Definition of Terms

Behavior Action Team. This problem-solving team is
a support group for helping classroom teachers deal with
learning and behavior problems. The precedent for the
Behavior Action Team is the Teacher Assistance Team
(Chalfant, 1980). The Behavior Action Team is comprised
of three elected classroom teachers one of whom is an
intervention specialist. The referring teacher becomes
a fourth member. Additional membership may include
parents, students, and support personnel such as
counselors. Usually, not more than five members meet.
The meeting itself is a highly structured seven-step
process through which the problem is identified,
solutions are brainstormed, intervention procedures are
planned, and a follow-up meeting is scheduled.

Intervention specialist. The member of the
Behavior Action Team who is a special educator who has
received special training in learning and behavior
management strategies.

In-service. In-service is defined as "any planned
program of learning opportunities afforded staff members
of schools, for purposes of improving the performance.
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of the individual in already assigned positions"
(Harris, 1980, p. 21)-.

Locus nf control. MacDonald (1974) defined locus
of control as "the extent to which persons perceive
contingency relationships between their actions and
their outcomes” (p. 169). This notion of causality
specific to a teacher population has been defined by
Guskey (1979, 1984) as the extent to which teachers
perceive themselves as responsible for students”
successes or failures.

Self-concept. The comstruct of self-concept is
"liking and respect of oneself which has some realistic
basis" (Crandall, 1974, p. 45). For teachers,
self-concept is defined as "feelings of adequacy in
teaching situations" (Guskey, 1979, p. 32).

Teaching affect. Guskey (1979) defined this term
as "attitudes toward teaching activities" (p. 32).

Methodology

Participants in this study were the teaching
personnel of six rural schools. There were 208 initial
participants and 134 participants in the final sample.
During in-service treatment, the teachers” membership in
one of three groups was self-selected. Group 1 was
comprised of Behavior Action Team members within each of
the six schools. Group 2 included teachers who
requested assistance from the Team. Group 3 were those
teachers who did not participate in the team process.
These groups were the three levels of the independent
variable of participation in the team process. Other
independent variables were demographic categories that
included (a) gender, (b) years of teaching experience,
(c) grade level taught, and (d) instructional responsi-
bility (regular versus special education). The depen-
dent variables were the posttest results of measures of
teacher attribution, self-concept and attitude. The
concomitant variables, or covariates, were the pretest
scores on the three instruments that were used to
measure motivational characteristics of teachers.

Three instruments were used to gather data from the
teacher sample. The first instrument, the Responsi-
bility for Student Achievement Questionnaire (RSA) uzed
as ipsative/ranking technique to measure the perceived
responsibility assumed by teachers for academic success
or failure of students (Guskey, 1979).
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The R+ gsubscale score of this questionnaire indicated
the teacher”s perceived responsibility for student
success, while the R~ gubscale score indicated perceived
responsibility for student failure. Reliability data,
indicated by alpha coefficients, was shown to be 0.79
for the R+ subscale and 0.88 for the R- gubscale. Test-
retest reliability, from September to June within one
school year, revealed correlations of 0.72 and 0.78
respectively for the R+ and R- subscales (Guskey, 1981).
Critericn validity data revealed a correlation between
students” final examination scores and the KSA to be
0.613 which was significant at the .05 1eveT_TCuskey,
1979).

A second instrument, the Teaching Self-Concept
Scale, was used to measure the degree of adequacy felt
by teachers for meeting specific teaching situations
(Guskey, 1979). A summated rating using the Likert
method is employed. Reliability was indicated by a
Cronbach alpha of 0.84. Criterion validity was
established at 0.612 (Guskey, 1979, 1984).

The third instrument was the Affect Toward Teaching
Scale. The purpose of this scale, which employed a
summated rating using the Likert method, was the
measurement of attitude toward activities used in
teaching. Reliability was indicated by a Cronbach alpha
of 0.85. A criterion validity coefficient showed a
correlation of 0.397 between student final exam scores
aad teacher scores on the Affect Toward Teaching Scale.
Although this corcelation did not reach significance at
the .05 level, the small number of subjects in the

validation study precluded statistical significance
(Guskey, 1979, 1984).

A non-equivalent control group design was selected
for this study. The three test instruments were
#dminista2red by the rescarcher prior to the beginning of
the Behavior Action Team in-service training program.

An ongoing series of in-service training activities
relative to the Behavior Action Teanm process was held.

A timeline was followed in completing each goal for
in-service training required by the team process. The
post measures were taken by the researcher at the end of
the school year. Table 1 depicts the research
procedures,

Twenty null irpotheses were tested in this study.

Primary hypotheses 1 through 4 were tested using One-way
Analysis of Covariance. Secondary hypotheses 5 through
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Table 1

Summary of Research

Procedures

Group

Number of teachers (initial)

Pretreatment measures

Responsibility for Student
Achievement

Teaching Self-Concept

Attitude toward Teaching

Treatments

l. Six-hour in-service training
in team problem-solving

2. One-hour in-service, Behavior
Action Team

3. One-half hour in-service
training in Behavior Action
Team process

4. One-hour in-service Behavior
Action Team video

Pcstreatment measures
Responsibility for Student
Achievement
Teaching Self-Concept
Attitude toward Teaching

Number of teachers (final)

23

Ll

»e 4

23

E

»e 4

[=,]

185

Ll

Ll

105
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20 were tested using a Two-Way (a x b) Between-Subjects
Analysis of Vari~nce with weighted means. One of the
hypotheses was rejected, and two were partially
rejected. Nine of the hypotheses were retained.
Statistical analysis was not warranted for eight of the
hypotheses. In addition, small sample size prevented
the inclusion of teacher Group 2 iu the statistical
analysis.

o

(8
-]

Hypothesis 2 received the stroagest support for
rejection. This hypothesis stated: There is no
significant difference among the three teacher groups in
perceived attribution of causality for academic failure
of students. Statistical analysis revealed that teacher
Group 1, the Behavior Action Team members, had a
significantly higher adjusted post mean than members of
Group 3, the teachers who did not request assistance
from the Team.

Hypothesis 8 stated: There is no significant
difference in responsibility for student failure among
teachers with 0 to 5 years, 6 to 10 years, 11 to 15
years, and 16 or more years experience across the three
teacher groups. This hypothesis was partially rejected.
There was a significant difference in mean scores in
favor of Group 1 in the main effect for groups. There
were no differences in the means either for years of
experience or for the interaction between group
membership and experience.

Hypothesis 12 stated: There is no significant
difference in responsibility for student failure between
regular and special education teachers across the three
teacher groups. This hypothesis was partially rejected.
A significant difference in means was found for teacher
membership in Group 1, the Behavior Action Team, over
Group 3, the no-referral group. There were no
differences for either instructional responsibility

(regular versus special education) ¢r for the interation
effect.

Overall, there were no significant differences
found in the perceived responsibility assumed by
teachers for the academic success of students, for
self-concept of teaching ability, or for attitudes
toward teaching. No differences were found for the
demographic variables of years of teaching :¥perience or
for instructional responsibility. Statistical analysis
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was not warranted for hypotheses related to gender or
grade level taught. :

Comparative Studies

The results of this study tended to support a
relationship between teacher involvement in a prcblem-
solving group and responsibility assumed for student
failure. This research finding adds to the body of
knowledge related to in-service progrums that have as
their purpose to heighten teacher responsibility for
variant lea~ners in the regular classroom.

This study provides an avenue for a classroom
teacher to realize effectiveness .nd to realize
potential through change or innovation. Yet, a majority
of the participants chose not be involved in the
innovation. The present study, should then be examined
in {erms of participant involvement in an innovation,
the Behavior Action Team process. The final number of
subjects in this study ws 134 teachers. Only 23
teachers eiected to participate as Behavior Action team
members. Only six chose to participate by requesting
assistance from the Team. Quite unexpectedly, 105
teachers chose not to be involved with the Team.
Studies by Woodman (1978/1979) and Guskey (1979)
reported similar patterns of non-participation by a
large number of subjects when new or innovative
procedures were available.

Lasley and Galloway (1983) urged thet teachers
assume new roles if greater effectivenss was to occur.
These researchers identified a teacher-as-risk-taker
role which would be acquired by learning problem-solving
techniques. The 105 teachers in the present study would
not be viewed in this risk-taking role. A question is
then raised by this study. Why do teachers make the
decision not to participate in a process of change?

Lortie (1975) enumerated on: possible explanation
for non-participation. He concluded that teachers did
not see changes in gelf as necessary to attainment of
greater effectiveness. Jones and Hayes (1980) studied
the stated versus actual needs. of teachers. It was
found that self-perceptions may not always be valiad.
Germain (1978) referred to the importance of realistic
self-perception as a guide in making choices. The
possibility of inaccurate self-perception of needs can
be linked to non-participation in new procedures.
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Another consideration to be made regarding non-
participation in innovation is whether or not the
in-service program is effective. Brimm and Tollett
(1974) found that 732 of survey respondents indicated
that in-service was not relevant to their needs. In the
case of the Behavior Action Team in-service program, the
need was based on national, state, and local statistics
that indicated the presence of variant learners in the
regular classroom. The inference from this data base
was that teachers needed additional or alternative
techniques to deal with such students.

Other elements have been associated with effective
in-service programs. The Behavior Action Team
incorporated a number of these elements.,

l. Skill development should be emphasized (Boote,
1976; Joyce & Showers, 1980; Purkey & Smith, 1982; Wood
& Thompson, 1980). 1In the present study emphasis was
placed upon problem-solving and team process skills.,

2., Administrative support and leadership
strengthen staff development programs (Blietz &
Courtnage, 1980; McLaughlin & Berman, 1977; Montague,
1983/1984; Sweeney, 1982; Wang, Vaughan, & Dytman,
1985). In the Behavior Action Team in-service treat-
ment, principals and assistant principals were in
attendance; however, the principals did not actively
participate in the Behavior Action Team meetings. The
literature (Bridges, Doyle, & Mahan, 1968; Chalfant,
1980) suggested that the principal could enhance group
process by strong leadership support rather than through
team membership.

3. Continr ous in-service has been shown to be
preferable to the one-shot approach (Hersh et al., 1981;
McLaughlin & Berman, 1977; Wang et al., 1985). The
Behavior Action Team in-service was a four-phase program
that encompassed a three month time period

4., The preference for on-site locati n of programs
has been established (Brimm & Tollett, 197 ; Phi Delta
Kappa, 1983; williams, 1978)., Three of tL- four
sessions of the in-zervice in this study were conducted
on-site.

5. The type of activity used in the in-service
presentation yields a positive or negati e effect.
Preferred activities were active participation (Blietz &
Courtnage, 1980; Boote, 1976), first-hand expaerience
(Wood & Thompsca, 1980), guided practice (Joyce &
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Showers, 1980; Wade, 1984; Wood & Thompson, 1980). The
in-service programs of this study utilized all of these
preferred activities,

It appears that the Behavior Action Team in-service
programs incorporated essential elements that are
consistent with effective practices. Yet, the non-
participant group did not decide to utilize the inno-
vation.

Conclusions

Based on the results and discussion of the
findiangs, several conclusions were reached:

1. A majority of teachers do not voluntarily
choose to participate in problem-solving processes such
as the Behavior Action Team.

2. Team participation by teachers results in
increased responsibility for the academic failure of
students.

3. Teachers who do not actively utilize innovative
procedures with variant learners may require in-service
regarding accurate perceptions of needs for use of
innovative techniques prior to being instructed in the
content or process of such techniques.

Recommendations

Based upon the findings of this research study, the
following recommendations are made:

1. Participants in in-service education programs
that focus on change or innovation need attention to
prerequisite skills prior to implementation of the
content phase of the in-service. Cunningham (1982)
suggested a three-step process for change. First,
information or experiences are introduced to change
perceptions of self, others, and events. Second, the
innovation is introduced. Third, on-going support is
provided as the innovation is implemented. This
recommendation is consistent with the hierachial system
of Houlihan (1983) as it relates to the movement toward
effective schools. Houlihan postulated that school
effectiveness for all students cannot become a realitcy
unless a hierarchy of social/affective variables is
considered.,
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The lowest level of Houlihan”s hierarchy deals with
re:lationships, the second with self-concept, the third
-'+h attitudes, and the highest level with performance.
Houlihan“s three initial levels of variables are
consistent with Cunningham®s first step toward change.
The results of the present study support the recommen-
datfon for attention to prerequisite motivational
variables of teachers before introducing content or
information related to performance skills.

2. Involvement of the school administrator during
the in-service training and the initial implementation
phase of a process such as the Behavior Action Team
would encourage teacher participation and utilization of
the process. It would also provide a prime opportunity
for administrators and teachers to work together on
curricules~ and student matters. The combination of
leadership, personnel, and curriculum/instruction has
been shown to be crucial in school effectiveness (Clark,
Letto, & McCarthy, 1980).

3. Participation in and utilization of an innova-
tive teacher collaboration effort such as the Behavior
Action Team should receive credit toward staff develop-
ment requirements. This incentive would perhaps
etcourage participation in innovation.

87



13

REFERENCES

Alexander, C.. & Strain, P, S. (1978). A review of
educators” ~.rfitudes toward handicapped children

and the conce:® «f mainetreaming. Psychology
in the Schools * 390-396.

Bennis, W. (1966). ° :nging organizations. New
York: McGraw-H:-".

i.2%2, Jey, & Cov.nz ., Y, .1280)., 1Inservice
“aining for rs.. izc. euvtn crs, Teacher

-

.vwcation and Sp-:fal Eduzatiom, 3, 10-18.

Boole . Ke S. (197¢). Pr:ucipal and teacher percep-
tivms of special educu%-.ci: inservice programs for
r:fu’av elementary teschi-rs (Doctoral dissertation,
Tenplae University, 1976). Dissertation Abstracts
International, 37, 2L7A~Z.8A.

Bridges, K., Doyle, W., & Mahan, D, {1968). Effects
of hievarchial differentiation on group produc-
tivity, efficiency, and risk taking. Adminis-
trative Science Quarterly, 13, 305-319.

Brimm, J. L., & Tollett, D, J. (1974). How do
teacl.ers feel about in-service education?
Educa:ional Leadership, 31, 521-525,

Chalfant, J. C., (1980). A tea-her assistance
wodel: In-service training for teachers and
administract.'s. (U.S. Office of Fducation
Grant No. 02G00780174%5). ‘fTucsc : University
of Arizona,

Clark, D, L., Lotto, L. &., & McCarthy, M. M,
(1i98C). Factocra ass: “fated with success in

urban elementary schr:)s, Phi Delta Kappan,
61, 467-470,

Crandall, R, (1974). The measurewent of self-
esteem and rclated construct., 1In J. P.
Robinson & *. R. Shaver (Eds.), Measures
of social psych.logival attitudes (pp. &45-
67). Ann Arbor: Univscsity o: Michigan,
Survey Researct Centu.r, Institute for Social
Research.

Cuban, L. (1983). “fective schools: A friendly but
cautionary note. ‘hi Delta Kappan, 64, 695-696.

88



Cunningham, W. G. (1982). Systematic planning for
educational change. Palo Alto, CA: Mayfield.

Dodd, J. (1980). Mainstreaming. English Journal,
69, 51-55.

Drucker, P. F. (1977). People and performance: The
best of Peter Drucker on management. New York:
Harper & Row.

Edmonds, R. (1982). Programs of school improvement:
An overview. Educational Leadership, 40, 4-11.

Gage, N. L. (1984). What do we know about teaching
effectiveness? Phi Delta Kappan, 66, 87-93.

Germain, R. B. (1978). Self-concept anc self-esteem
reexamined, Psychology in the Schools, 15,
386-390.

Guskey, T. R. (1979). 1Inservice ¢4ucation, classroom
r~3ults, and teacher change (Doctoral dissertation,
.alversity of Chicago, 1979). Dissertation
Abatracts International, 40, 3241A.

Guckey, T. R. (/931). Measurement of the resjonsi-
bilit; teachers assume for academi: successes and
yallures in the classroom, Journal of Teacher
Eq . catiasn, 22, 44-51.

Guskey, T. R. (1984). The influence of change in
'nstructionul effectiveness upon the affective
char scteristics of tewchers. American
Educational Research Journal, 21, 245-259.

Harris, B. M. (1980). Improving staff performance
through in-service education. Boston: Allyn &
Bacon.

Lhersh, R. H., (.cnine, D., Gall, M., Stockard, J.,
Carmeck, M. A., & Gannon, P. (1981). The
management of education professionals In
instructionall, effective schools: Toward a
researc . agenda. Eugene: University of Oregon,
Center for E'ucational Policy and Management.

Hersh, R. H., & Walker, H. M. (1983). Great
expectations: Making schcols effective for all
students. Policy Studies Review, 2, 147-188.

89

14



15

Houlihan, G. T. (1983). Using the right variable in
measuring school effectiveness. NASSP Bulletin,
_6_7_, 9-150

Jones, L., J., & Hayes, A. E. (1980). How valid are
surveys of teacher needs? Educational Leader-
ship, 37, 390-392.

Joyce, B., & Showers, B. (1980). Improving inservice
training: The messages of research. Educational
Leadership, il, 379-385.

Lasley, T. J., & Gallowsy, C. M. (1983). Achieving
professional status: A problem in what teachers
believe. The Clearinghouse, 21, 5-8.

Leyser, Y., & Abrams, P. D. (1984). Changing
attitudes of classroom teachers toward main-
streaming through inservice training. The
Clearinghouse, 57, 250-255.

Lortie, D. C. (1975). Schoolteacher: A socio-
logical study. Chicago, IL: University of
Chicago.

MacDonald, A. P. (1974). 1Internal-external locus
of control. In J., P. Robinson & P. R. Shaver
(Eds.), Measures of social psychological
attitudes (pp. 169-192). Ann Arbor: University
of Michigan, Survey Research Center, Institute
for Social Research. -

McLaughlin, M., W., & Berman, P. (1977). Retooling
staff development in a period of retrenchment.
Educational Leadership, 35, 191-194.

Montague, R. T. (1984). The perceptions of teachers
and principals of the principal as an instructional
leader (Doctoral dissertation, University of La
Verne, 1983). Dissertation Abstracts Inter-
national, 45, 2943A.

Phi Delta Kappa. (1983, March). Inservice education.
Pracrtical applications of research: Newsletter
of Phi Delta Kappa“s center on evaluation,
development, and research, pp. 1-4.

Pratzner, F., C. (1984). Quality of school life:
Foundations for improvement. Educational
Researcher, 13, 20-25.

30



16

Purkey. S. C.. & Smith. M. S. (1982). Effective
schools--A review. Madison: University of
Wisconsin, Wisconsin Center for Education Research.

Rose, J. S., & Medway, F. J. (198l). Measurement
of teachers” beliefs in their control over
student outcome. Journal of Educational
Research, 74, 185-190.

Salend, S. J. (1984). Factors contributing to
the development of successful mainstreaming
programs. Exceptional Childrem, 50, 409-416.

Shotel, J. R., lano, R. P., & McGettigan, J,., F,
(1972). Teacher attitudes associated with the
integration of handicapped children. Excep-
tional Children, 38, 677-683.

Stedman, D. J. (1983). How can special education
be coordinated with other service systems?
Policy Studies Review, 2, 113-130.

Sweeney, J. (1982). Research synthesis on effective
school leadership. Educational Leadership, 39,
346-352.

Wade, R. K. (1984). What makes a difference in
inservice teacher education: A meta-analysis of
che research-(Doctoral dissertation, University
~f Massachusetts, 1984). Dissertation Abstracts
interuational, 45, 155A.

Wang M. C., Vaughan, E. C,, & Dytman, J. A, (1985).
S:3ff development: A key ingredient of effective
mainstreaming. Teaching Exceptional Children,
17, 112-121.

Williams, R. C. (1978). A political perspective on
staff development. Teachers College Record,
80, 95-106.

Wood, F. H., & Thompson, S. R. (1930). Guidelines
for better staff development, Educational
Leadership, 37, 374-378.

Woodman, R. W. (1979). Effects of team development
intervention: A field experiment (Doctoral
dissertation, Purdue University, 1978).
Dissertation Abctracts International, 39,
5615A.

31



O

ERIC

Aruitoxt provided by Eic:

B.2. McGregor/L. Marrs

National Rural Jevelopment Institute
Western Washington U., 359 Miller rnall
Bellingham, WA 98225

NATIONAL RURAL EDUC. ION RESEARCH CONSORTIUM

The National Rural Education KResearch Conscrtium (NKEKC)
was formed in 1984, in response to the U.S. JUepartment oz
Education’s Intra-Agency Committee on Kural Ecucation’s
search to expand the data base of rura: education research
and identify a national rural education research agenca. 7h
Consortium :1s composed of rural schooli teachers and
administrators, school board members, university faculty., arc
state and local education agencies. Mempership in the
Consortium 1s FREE.

14

The purpose of the Consortium 1s to facilitate =he
quality and quantity of rural education researcha. Tais is
done by linking individuals with similar research in-erests
and providing data pansAs of resources. These data pa.xks were
conceived from a 1984 Consortium study, the first
comprehensive national effort to derive an empirica. da‘-a
base for establishing rural education research priorit:es.

The NRERC Data Base currently contains the foilowing
five data banks, with other data banks under develooment.
1. A member profile data pank containing an abbreviatec vi-a

of all NRERC members.

2. A research skills data bank listing members’ skills wirichH
they are willing to offer to a resesarch project.

3. A research interest data bank which links members w:=h
similar interests.

4. A conterence data bank containing iists ot members who
usually attend particular national conferences to
tacilatate "piggy back™ meetings.

5. A subject pool data bank containing procfiles of schcola,
communities ana counties of potential research su--ects
and indexes by grade level and various categories, &.3.,
ethnic minorities ana zamily income. This nanik was
established to assist researchers in oostaining gJeograzn.o
generalizability in their research projects or to =n*a:n
a needed population for tneir resear=n.
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These data banks and their potential use *o rurai
education researchers and practioners will be sharea with
participants as well as other Consortium projects.

In addition, a study is currently peing conducted oy =ne
Consortium to identity anda prioritize actual (operational’
research nypotheses and to seeik comparative data among
different individual roles, e.9., rural parents, rural
administrators, rural teacher trainers, anc¢ rura. teacrers.
This study will assist the Consortium interest groups iin
egstabiishing researcnh projects, the federal government 1in
funding rural education research, and 1naividual recearchers
1n selecting researcnh projects.

Participants wi1ll be encouragecd to ghare the:r innu%
regarding future directions of tne Consortium and particinate
in the apove stuay. Enclosea are a brochure tur-her
explaining the NRERC ara a member profiie form for memdersn
in the National Rural Education Research lConsortium.
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OVERVEEW

The NATIONAL RURAL EDUCATION
RESEARCH CONSORTIUM is a collabo-
rative team formed to facilitate the

quality and quantity of rural education
research,

CONSORTIUM OBJECTIVES

The primary goal of the Research Con-
sortium is to facilitate rural education
research by linking reseachers with
similar interests and providing data
banks of resources. To meet this goal,
the Consorrium has initiated the follow-

ing,

A, A Natiorial Rural Education Re-
search Agenda was derived from
a modified Delphi study complet-
ed by over 500 rural school per-
sonnel and others interested in
rural education research, This
Agenda prioritized needed rural
education research and became
the mechanism for linking in-
dividuals by interest areas. (For
example, all individuals interest-
ed in volunteer training are linked
together as are those interested
in the effects of school board
composition,)

B. A National Rural Research Data
Bank was instituted, The data
bank is located within the
National Rural Development
Institute at Western Washington
University, Consortium members

36

may access the data bank by calling, writing

or dialing an electronic bulletin board and
receive periodic booklets containing data
bank files. The following eight data banks

are currently being developed,

ll

A profile data bank containing an alpha-

betical listing of members' abbreviated
vitae,

An interest data bank categorizing

members according to the National
Rural Education Research Agenda items.

A skills data bank listing members'

research skills which they are willing
to offer to a research project,

A conference data bank containing

lists of members who usually attend
particular conferences to facilitate
"niggy back" meetings.

A subject pool data bank which re-

searchers can use for geographic
generalizability of their research or
to obtain a needed population,

A needs data bank consisting of re-

search requests from members who
need assistance with their research
projects.

A literature synthesis data bank on
rural education projects and programs,

A funding sources data bank identi-
fying federal, foundation, state and
other funding opportunities for rural
education research,

Electronic bulletin boards on general
issues involved in rural education and
periodic mail bulletins of research

progress and results are also planned,

If you would like to become a member

of the National Rural Education Research
Consortium, be linked with researchers
with similar interests and have access to
the data banks, please complete the form
below and return it to the National Rural
Development Institute, There is no
membership fee,

NATIONAL RURAL EDUCATION
RESEARCH CONSORTIUM (NRERC)

Name:

Institution:

Address:

City:

State/Province: Zip:

Phone:

SpecialNet Code (if any):

. Check the appropriate item,

__ ['would like to become a member of
the National Rural Education Re-
search Consortium, Please send me
the necessary forms,

__ I do not wish to become a member
of the Research Consortium at this
time, but would like to be kept in-
formed of its activities,

7 0




NATIONAL RURAL EDUCATION RESEARCH CONSURTIM

Member Profile
Name ¢ For Office Use Unly
Institution: | F.R.
Address: .
City: State/Prov: Zip Code:
Home Phone: ( )
" Business Phone: ( )

If SpecialNet User, code:

1. Qurrent position and years of experience in job positions: (Check
your current position in the lett colum and write in the number of
years of experience you have had in each of the following professions
in the right colum.)

Current Years
Position @ ience

Public school teacher

Public school administrator

(ollege or university faculty member
College or university administrator

Local education agency official

State education agency official

Other: (Please list:

2. Earned degrees: (Write in deyrees earned, institutions where the degrees
were obtained and the state/province of each of the institutions.)

Degree Institution State/Province

38




6.

Professional cxperience: (Please summarize in 50 words or less.)

r—

Areas nf specialization in the last five years: (Plzase summarize in 50
wor.'s or less.)

Recent publications and jxresentations: (Please summarize and attach up
to five examples.)

Research in pr ess and/or research interests: (Please summarize in 50
words or less.;

B D - - T ) P D il €y - - = ————— > = -0
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7. Community activities: (Summarize participation in local, state and
national activities in 50 words or less.)

- . - - > T B D - - - D D D e W W -

8. 1 usually attend the following annual national coaference(s): ((heck
all appropriate.)

Adult Education Research Association

Arerican Association for Adult and Continuing Education
American Association of Colleges for Teacher Education
Amer ican Association of School Administrators

American Association of School Personnel Administrators
Arer ican Council on Education

fmerican Council on Rural Special Education (ACKES)
Arerican Educational Research Association

Arverican Psychological Association

Association for Childhood Education International )
Association for Children and Adults with Learning Disabilities
Association for Supervision--Curr iculum Development
Association of Teacher Educators

Council for Meptioml Children

National Alliance of Black School Educators

National Association for the Education of Young Children
National Association of Elementary School Principals
National Association of Pupil Personnel Administrators
National Association of Secondary School Principals
National Association of State Directors of Special Education
National Education Association of the United States
National Middle School Association

National School Boards Association

Rural Education Association

Teacher Education Division of CEC

The Association for Persons with Severe Handicaps (TASH)
Other (Please list full name of conference.)
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9. The following nine categories (A-I) represent general areas of rural
education research. Within each category are more specific items re-
lated to the category. These items will be used to link researchers
with similar interests. (heck any of the areas in which you would
be interested in participating ir. a research project, 1f your par-
ticular research interest 1s not l.isted, write it in the "Other"
space under the appropriate category.

A, Rural School Effectiveness

l. District collaboratioi/consolidations
2. Service delivery systeans

3. Leadership qualities

4. CGurriculum outcames

5. Other:

B. Governance and Finance

l. Cost effective factors

2. Effects of federal and state policies ana legal procedures
3. Relationship of school expenditures to achievement

4. Alternate financing systems

5. Certification requirements

6. Other:

C. Education Technology

l. Availability of information services
2. Staff training needs

3. Coamputer-based instruction programs
4. Other:

D. Teaching Styles and Incentives .

1. Incentives for innovative programming

2. Pay incentives

3. Effectiveness of different teachinyg styles
4. Other:

E. Personre]l Training Programs

l. Inservice training

2. Preservice training

3. Paraprofessional training
4. Volunteer training

5. Other:

F. Personnel Recruitment and Retention

1. Needed personnel roles by geographic areas
2. Needs of preparation programs

3. Other:

G. School-Camunity Interaction

l. School board composition

2. Cultural needs in curriculum
3. Other:

H. GCareer/Vocational Education

" 1. Transitioa

2. Independent Living Skills
3. Other:

g

al vs. Non-Rural

l. Student characteristics

2. Non-schooling influences

3. High school/college attendance/drop-out rates
4. Other:

I.
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10.

11.

The following eleven areas (A-K) represen skills needed in conducting
research. Please check any of the skills you would be willing to of fer
to members of a research project.
A. Identifying funding sources
B. Writing grants
C. Securing research subjects and subjects' consent
D. Developing a research design for:
historical research
exper imental research
descriptive research
E. Constructing measurement instruments for:
per formance assessment
lknowledge assessment
attitude asse¢ ssment
F. Testing subjects
G. Coding data
H. Data analysis using:
descriptive statistics
bivariate/ANUVA statistics
multivariate statistics
non-parametr ic statistics
I. Writing the research report
J. Disseminating the research findings
K. Infusing the research findings in appropriate setting

L. Other: (Please specify: )

In 200 words or less, summarize your research experience with particu-

lar reference to those items checked in Question #10.
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12.

a2 2k 2 o ok e o o o o ok ok o ook ok ak ok ok kb e ok kol

(ne of the most important aspects of this data bank will be the avail-
ability of appropriate subject pools to members of the Consortium.
These subject pools will consist of students, teachers and acministra-
tors of rural schools categorized by school and cammnity profiles.
For instance, if a team of researchers need sixth grade tcachers

in rural remote areas with a school population under 300 for a re-
search project, they could check the Consortium data bank and con-
tact the appropriate individuals to seek their consent to partici-
pate in the research project.

To establish these subject pools we need your help. Individuals,
like yourself, who are familiar with their local school systems are
crucial in helping to identify appropriate subject pools throughout
the country. It is not a time consuming task, but it is a vital one
if we are going to faciiitate rural educational research and use these
research findings to improve practice.

Please indicate whether you would be willing to help in this important
educational research task.

Yes

No

a2 2k 2 ook o ook ok ok R ok ok F koo ok K K Kok K Rk

Thank you for yowr time in conpleting this form. Please return it to:

National Rural Education Research Consortium
National Rmral Development Institute
Western Washington University
Bellingham, Washington 98225
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Dr. Dverna Durican
Cocrrdinator, Special Educatian

Dr. June Canty-Lemke
Coordinator, Secorndary Educaticrn

University of Fortland
School of Education
S00C N. Willamette Elvd.
Portland, OR 97203

PROVIDING QUALITY SUMMER PRACTICUM TO THE NON-TRADITIONAL
AND RETURNING STUDENT

The major objective of this paper is to describe UP WITH KIDS, a
program by which a school of education can deliver a quality
summer practicum experience for non—traditional students and at
the sanm=2 time provide an outreach community service.

UP WITH KIDS

UP WITH KIDS was designed initially to mec:t the ever-pressing
problem of providing optimal practicum experiences for norn-
traditional students who wish to attend methods courses during
the summer session. This has been a particular cn—going prablem
at the University of Portland, an urban university, where a great
many students wish to complete a special education crederntial
program, or Master’s Degree Standard certification program while
continuing their regular employment as a regular or special
education teacher.

In an effort to provide for these students and not compromise
the quality of the program delivered, UP WITH KIDS was developed.
upP WITH KIDS is a completely mainstreamed, three week,

integrative learning experiernce for school aged childrer,
cperated in the summer by the faculty of the University of
Portland. The initial program in 1984 accepted 100 children (25

from the special educaticn program, &5 from the gifted educaticn
pregram, and 30 from the regular education program).  Tuition was
set at 350 and schularships were made available through severai
local, private foundations to allow fer participaticon of minority
and underpriviledged childrenr. In order to achieve a cultural
balarce, brochures deseribing the program were distributed to
public and private schools in the targeted areas; brochures were
alsno sent to pediatricians and childcare agencies. The program
was conducted in an elementary school rear the University.

The children attended the pragram from 3:00 a.m. to 12:00 p.m.
Monday through Thursday, and were instructed by teachers fram the
area who had been identified as outstanding in their subject area
by University faculty. The University faculty members alsec
assisted in the instructicrn of the children by demarnstrating
irmovative teaching techniques ard state of the art curricular

materials. The eollege students attending the methods classes
attended lecture sessions from 8:00 - 9:00 a.n. and from 1:00 -
4:00 p.m., and ware assigned to practice material covered with the
children from 9:00 a.m. — 12:00 P. .
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Each child enrclled in the program chease feour classes  to
atterd for 45 minutes per class each day. The choices were made
from the following offerirgs: working with computers; physical
education; dramaj; film—-making; improving basic skills; music; and
art. All classes wre completely mainstreamed with children from
the special education  program, gifted program and regular
programs, learning side by side; thzre was absclutely ro attempt
to identify or label the children according the ability groupings.
Each child learred through the program to  accept and appreciate
his own strengths and weakrnesses as well as thase of his peers.

Because of the overwhelming success of the 1984 program, baoth
in the eyes of the college students and the community, there was a
two-fold expansion in 198%. An UP WITH KIDS proagram wes held
again in Portland and focused upon the wurban elementary aged
child. This program emphasized multi-cultural ard integrative
education and was a model demonstration site for the University
Consulting Teacher Model Prograrm. A second program tour place in
Redmond, Oregon, a small central Oregon community. This was held
in connection with the University of Portland’s of f~campus
Master's Degree Rural Education Program. The Redmond program
demonstrated the Rural Consultation Madel and was opernn  to
students from K to 12th grade. Cieative writing and science were
added to the course offerings for the childrern.

Because of the large applicant pool for the children in the
program, the Portlard program enrolled 178 childrer this year, and
the Redmond program enrclled 117 students. The 25% hardicapped,
25% gifted, and S0% regular educaticn ratic was cont inued.

For further information contact:

Dr. Dvenna A. Duncan
Coordinator, Special Education
(503) 283-7344

Dr. June Canty-Lemke
Coordinator, Secordary Education
(503) &283-7236

Uriiversity of Porwtland
School of Education
2000 N. Willamette BRlwvd.
Fortland, Oregon 97203
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Gail Raymond, Dean MacIntosh
University of South Carolina
Box 57

Columbia, SC 29208

ABSTRACT

each onsultation sSkills

The purpose of this pPresentation is to describe the role of
the teacher consultant. The presentation is designed for those
special educations who will assist the regular classroom teacher
in adapting materials and procedures to meet the needs of those
students experiencing mild to moderate learning or behavior
pProblems. Few teacher training programs provide indepth
information about, or the development of, the skills needed in
consultation. If there is such information available, far too
often, the emphasis is on counseling, and not on consuiting.
This presentation is totally directed to consultation skills and
the application of these skills.

The design of the teacher conrfultation model draws not only
from the field of education, but also from business, medicine,
mental health and the industrial professions. Professionals,
such as business consu.tants, county demonstration agents, and
grant preparation specialists have developed such skills. The
need for consultation skills to be developed for special
educators is evident. 1If they do not have answers to questicns
asked, they must be able to know where to go and from whom to
seek out alternative solutions. They often are called upon to
work with difficult situations, to provide teachers and

principals with infoimation reeded, and to be the "expert in

1
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residence". Usually these responsibilities are carried out with
no professional training whatsocever. This presentation will
provide knowledge and information in this area for the special
education teacher. '

The teacher-consultation process presented involves three
bas;c components: 1) ﬁhat To Do = the models, perspectives,
methods, skills, and approaches to consultation; 2) How To Do It
- The communication process; and 3) what To Say = Curricular and
behavioral recommendations, planning, implementation, and
evaluation.

This presentation places the greatest stress and provides
the bulk of the instructional materials on the area of
consultation, communication, and the development of these skills.
While these areas are the foundation for the consultation
process, these are the very subjects that most teachers have had

little or no exposure to and prior training in. For this reason,

the emphasis must be placed here.
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CONCURRENT SESSIONS
WEDNESDAY, APRIL 23

10:45 - 12:00 nooN
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National Rural Independent Living Network
Regional Workshop
Seattle, Washingron
November 15-16, 1985

CREATIVE USE OF LOCAL RESOURCES

Bob Mobley, Executive Director/Administrator
Wendell Foster Center, Inc.
Owensboro, Kentucky
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B.

First Month

Second Month

The Plan

Sunday Monday Tuesday Wednesday Thursday Friday Saturday
20 21 22 23 24 | 25 26
oon Lead- | 1) Establish Theme/Sdt Goal/Activities
ership Mtg.] 2) Draft dnd Print Vdlunteer Solicitation Iletter,
Civic Qlub Lettery4 and Letten to Companies
3) Establiish Mailing {List
27 28 29 30 31
[Noon Lead- | Announce: {Mail Busi- |[Mail Busi-
ership Mtg. Leadershif ness Appeall ness Appeal
to Press |Letters to {Lettersto
CivicClub#Companies
Sunday Monday Tuesday Wednesday Thursday Friday Saturday
1 2
3 4 > 6 7 8 9
[Noon Lead- Estdblish
ership Mtg. GeograpHical List
10 11 12 13 14 15 16
INoon Lead-| Begin Mjeting with [Civic Clubs
ership Mtgd (now thrdugh Business Walk Week)
17 18 19 20 2 22 23
fNoon Lead- Initiatquund Drive Publicity
ership Mtgs (now thrdugh Busineds Walk Week))
24 25 26 27 28 29 30
[Noon Lead- Begin Bllue Chip Lidt Activitids
ership Mtg.
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Third Month

Sunday Monday Tuesday Wednesday Thursday Friday Saturday
l—fﬂ 2 3 6 7
oon Lead- il Con- Mail Let-
ership Mtg. firmation | ter to
etter to Churches
usiness
alkers
8 9 10 iIConfirm 11 12 13 14
oon Lead- |Mail Let- {List of Organize
ership Mtg.lters to alllPeople for Business
Business Business Walk
Cwners Walk Packets
15 16 17 18 19 20 21
Open House [Noon Lead- |Business [Business |[Follow-Up | Follow-Up
2:00-4:00 lership Mtg4walk Send- [Walk
Off - Busi<$ Press $ Press $ Press
ness Walk |Release Release Release
22 23 24 25 26 27 28
%oon Lead- | Late Late
ership MtgJ Follow-Up | Follow-Up
29 30 31 1 2 3 &
ocn Lead- | Wrap-Up
ership Mtgd 1) Review Yesults
2) Plan volunteer recqgnition
3) Make reqommendations for next |[year
4) Close Bdoks December 31
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WENDELL FOSTER CENTER, INC.

AC MR/DD ACCREDITED

P.O. BOX 1668 - 815 TRIPLETT ST., OWENSBORO, KY. 42302-1668 PHONE 502/683-4517

WENDELL FOSTER CENTER FUND DRIVE BUSINESS WALK

Dear Friend of the Wendell Foster Center:

The people of the Owensboro area have had a special commitment for the
Wendell Foster Center. This has been shown in the form of money and
volunteer services for the victims of cerebral palsy that are cared for
and educated in the home-like atmosphere of the Center.

The Wendell Foster Center is a private, non-profit facility dedicated

to providing training and opportunity for its residents. The Center
can continue to do its work only with loyal supporters. This year's
theme is "Quest for Independence".

The annual "Business Walk" will be held Tuesday, 19 .

Last year your firm provided "walkers" for this most necessary fund-
raising endeavor. Will you please help us again this year?

For your information, we have listed the persons from your firm who
participated last year. Our goal is to have at least 100 walkers —-
men and women. If you can prov: . more volunteers this year, we would
Many people, giving a couple of hours, make an
easier, taster job for everyone.

The walker's assignments will be arranged geographically so as to
promote the task with efficiency and dispatch. As you know, the Foster
Center Fund Drive Walk is well-structured and organized. Packets will
be provided on the day of the walk and a fact sheet on the Center will-
be mailed to all volunteer walkers prior to the Business Walk, which
will be kicked-off with a continental breakfast at the Center.

We need two groups of volunteers, so if you or any of your staffpersons
cannot assist us on walk day, but would like to help we can use them
for follow-up contacts on __ through s 19 .
Please mail the enclosed post card no later than Friday, s
19 .

Thank you for your kind support.

Sincerely,

Fund Drive Chairman Fund Drive Co-Chairman
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Foster Center plans -
$180 OOO expan_'é_lon

By Chnstopher Carey i
Mesw—hqw- :

. facnlily s operallng expenses. al- -

. Officials at the Wendeli Fostercén- though financial assistance will be

ter have announced plans for a new

in-* - provided for 1oWer-1ncome pahan.s. .

~.dependent living- facility. that could - . Maddox said.

., double participation in I.h. center's
present program. - .

- -He said canstruchon of the facility
" will be financed largely through the --

" Mark Maddox, chairman of the cen- - - center's annual fund drive, scheduled
’ter's board of directors, unveiled " -for Aug. 2810 Sept. 4. The center hopes
: plans for the $180,000 project <. the _ toreceive atleast $80,000 in donations.
Owembomnotarycmbsweeklylm- . The money raised during the fund

" cheon W,

drlve will be added to $50,9%00 already

ednesday.’
. The new facility, u; be eonstructed earmarked for the project, Maddox
on a lot near the intersection of Eighth~  said. The center may take out a loan

" and Cenler streets, would provide liv-*

to finance ihe rest of the project. he

ing space for six patients and a full-* md.

time attendant, Maddox said. Six oth-
er patients already live on their own
in three houses near the center.”

The Wendell Foster Center is a pri-
vate, 70-bed residential facility for
victims of cerebral palsy. The center,
which operates on a non-profit basis.
offers 24-hour medical treatment and
pulient counseling -among ns many
services.

Participants in the mdependent liv-’

" ing program will pay for :Post_ of the

~4a-

* ‘The facility may open as early as
next summer, Maddox said, and ap-
plications for living there will proba-
bly be available by next January: A
{eam of doctors and counselors at the

- center will determine which appli- -

cantsarebestsmtedtol‘lvmgonthelr
.own, he said. . .
The facility also may admit victims " -
of other ailments, such as strokes.-to
ease their transition between hospital '
and home, he saxd._, -

——

- ——— - -
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DELIVERY OF SPEECH-LANGUAGE PATHOLOGY AND AUDIOLOGY SERVICES IN RURAL AREAS

A major part of any child's success in school is thke 2bility to communicszte
effectively. Adequate and zppropriate communication skills are essential for a
child's success in nearly all aspects of the school curriculum, e.g., rezding, °
spelling, social studies, science, e“c. Children and youth who have specch,
language, or hearing disorders constitute the largest number of handicapped
children in a school district.

In 1965 the American Speech-Language-Hearing Association established the
Master's degrer as the minirum level of professional education necessary to
provide speech-langrage pathology and audiology services. Unfortunately, 20
years lzter only 24 states have adopted the Master's as the wininum level of
preparation necessary for certification as a speech-language pathologist. Only
21 states have certification for audiologists employed in the schkool.

During the past 20 years there has been a considerable chanze in the
complexity and severity of cases served by spcech language pathologists and
in the kinds of delivery of service models used. In the' 1960's caseloads were
made up primarily of children who had articulation disorders who were seen in
large groups. Today, over 50% of the cases have language disorders and zre
rmultihandicapped and are served using a variety of innovative delivery models.
Unfortuantely, there are still individuzls who believe that all children and
youth served by a speech-language pathologists have articualtion disorders and
can be served by unqualified individuals twice a week for 20 minutes. Some
states that have the master's degree requirement for initial certification
want to reduce standzrds to the Bachelor's Degree on the belief thzt children
and youth served in the schools in rural areas do not need services frer a
speech-language pathologist with 2 Master's degree. On tke contrary, these
profressionals need to be the best qualified because the do not have the
support services available to collegues working in large school districts or
in clinics and hospitals. An ASHA study of bachelor's level specech-lunguage
pathologists in which they rated themselves on 35S competencies found them to
rate themselves competent in only five of the 38 competencies.

This session will provide participaats with the following information:

1. Skills, knowledge and practice activitiecs of DA vs. ilA speech-language
patholczist.

2. Data compcring caseload size and make-up betwecen 1961 and 1681-85,

3. A comparision of traditional versus innovative delivery of services models
and program practices.

4. Suggestions for delivery of speech-language pathology and zudiologzy
services in rural areas, e.g. use of supportive personnel, consultstion,
regular class programs, team teaching, etc.

5. Data on current certification practices for specech-languaze pcthologists
and audiologists.

The session wil be presented in an informal style to allov participants tinme
to ask questions as various topics arec discussed. Material will be presented
using visual projections.

Stan Dublinske, Director, State & Wednesday, April 23
Regulatory Policy
ASHA
10801 Rockville Pike 114 10:45 - 12:00 noon
L Rockville, MD 20852

ERIC

Aruitoxt provided by Eic:



WEdneSday’ Apr11 23 Preseator: Rebecca K. Edmiaston, Ph.D.

INREAL Implementation Coord.
) - ) CDSS, Campus Box 409
10:45 12:00 noon University of Colorado
Boulder, CO 80309

TITLE: INREAL Model for Rural Reunification
of Regular and Special Educators

Although rural areas are noted for their diversity, they face similar
hurdles in providing effective educational services to handicapped children.
The literature suggests the following issues regarding delivery of educa-
tional services to handicapped students in rural areas:

1. Rural areas have higher poverty levels than nonrural areas.

2. Rural areas must provide greater percentages of local
revenues for educational programing.

3. Rural education systems serve greater percentages of at-
risk and handicapped than nonrural areas.

4. Rural educational services cost more than similar services
in vrban areas.

5. Rural areas have difficulty in recruiting and retaining
qualified educational personnel (Helge, 1984).

Since the enactment of PL94.142, rural educators have grappled with
the problems of creating the most facilitative, least restrictive educa-
tional environment for children with special needs. The effective imple-
mentation of mainstreaming continues to be a problem for rural school
districts as well as urban areas (Stainback, Stainback, Courtnage &

Jaben, 1985). A major reason for this failure is the lack of a unified
educational service delivery system. This lack of unification can be
readily seen in the following practices: 1) the dichotomy between
preservice regular and special education creates the notion that handi-
capped and nonhandicapped learn differently and require different
instructional methods; therefore, regular educators feel ill prepared

to provide instruction for children with learning problems, 2) educational
service delivery is fragmented between regular and special education thus,
causing a lack of educational continuity for special needs children, and
3) 1little or no collaboration/consultation occurs between regular and
special education.

With the current thrust towards excellence in education for all
students, regular and special educators must begin to pool their expertise,
resources and research efforts to implement a unified educational service
delivery system to meet the unique needs and characteristics of all
students (Martin, 1978; Weiss, 1981; Reynolds & Rirch, 1982; Edmiaston,
Heublein, & Weiss, 1983). The INREAL (INter-REActive Learning) mode
for unification is designed to create a more meaningful alliance between
special and regular educators in rural areas in order to provide effective
education to handicapped and nonhandicapped children.




HISTORY OF INREAL

INREAL was originally funding in 1977 as an HCEEP demonstration
iatervention and prevention program for preschool and kindergarten handi-
capped, "at-risk" and nonhandicapped children in urban and rural areas
(Weiss, 1981). The primary goal of the project was to improve the
language and related learning skills of 3 to 5-year-old language handi-
capped and bilingual (Spanish) children by a naturalistic, nonstigma-
tizing method in mainstreamed classrooms. This model was funded as an
innovative, demonstration program for the following reasons: 1) it was
an early intervention program; 2) it was a unification project which
Placed the speech-langauge pathologist in the regular classroom as =
resource, auxiliary teacher; 3) the projzct was one of the few early
intervention projects that had an experimental research design; and
4) the model was a strengths-based model rather than the traditional
deficits model.

Pre-test/post-test data found large and highly significant gains
in communication skills in both INREAL preschool and kindgergarten
groups. A three-year longitudinal study showed that children from the
INREAL treatment group required significantly fewer special education
services than those from contrnal classrooms. In addition, the INREAL
treatment yielded a highly significant reduction in the need for special
education services even for children who were identified as at-risk at
the beginning of the study. Cost-effectiveness analysis showed an
average saving of $2000 per child over the three year follow-up period
for at-risk children from control classrooms; thus, INREAL treatment
significantly reduced the costs of special education services.

Since 1977, INREAL has been an outreach model program p.oviding
training and technical assistance at the preservice and inservice levels.
The original preschool model has been adapted for use in regular
elementary classrooms in rural apd urban areas (see INter-REActive Learning).

INREAL MODEL FOR RURAL REUNIFICATION

The INREAL Rural Reunification model is an inservice model whose
primary aim is to unify the efforts of regular and special education ir
rural areas and thus decrease educational fragmentation for children.

The INREAL model responds to current concerns regarding: 1) the realities
of shrinking education financial support; 2) limited access to qualified
professional staff; 3) improved learning experiences in the mainstream
environment; 4) increased referrals for special education services and

5) decreased continuity between regular and special education. |

INREAL, a model developed from basic research on communication among
children and between children and adults, facilitates linguistic, cognitive
and social-emotional growth for at-risk, handicapped and nonhandicapped
children through a naturalistic child-centered approach rather than a
traditional didactic approech to instruction. The INREAL model is based
on the following assumptions: 1) all learners are capable of constructing
their own knowledge; 2) effecting learning requires an interactive process;
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3) communication is the medium for learning and language {(spoken or written)
is the vehicle and 4) regular and special education systems must be unified
to prevent fragmentation of student learniag. Some of the model's key
components include: 1) instructional methods based on the rules and
principles cthat govern genuine communication and conversation; 2) instruc-
tional methods chat account for individual needs and facilitate collab-
orative peer learning and 3) instructional methods with students that are
a strengths-based approach, i.e., identifying the individual's strengths
to facilitate meeting their needs.

In INREAL classrooms learning is an interactive process. Success
in school is directly linked to success in using language. INREAL is a
communication-based program which employs a natural conversational
approach in teacher-student interactions. In conversation, individuals
intuitively follow certian rules or principles in order to make their
communication successful (Grice, 1975). INREAL educators apply these
rules of conversation when interacting with their students (see Anatomy
of a Conversation).

The focus of the interaction is always on the comprehension of
meaning (intent) first, what is being said, and then on form, how it is
said. By engaging in natural conversations and using INREAL reactive
strategies with students, educators support the language learning process
thus facilitating both linguistic, cognitive, and social/emotional growth
of students.

The learning environment. created by the INREAL trained educator is
readily responsive to the developmental learning level of the individual
child whatever his/her age or handicapping condition. A match is made
between the child's developmental level and the requirements of the task.
Learning experiences thus draw from children's strengths rather than their
deficits. By feeling successful as a learner, children become more
active in the learning process and more willing to risk.

In INREAL classrooms, learning becomes a collaborative enterprise.
Chuildren's interests and personal experiences are brought into the class-
room. The inclusion of child choice results in personal ownership and
individual responsibility for learning. The educator is in a communi-
cative interaction with children rather than a traditional didactic
"teaching" mode. The educator shares the power of the classroom with
students. Recognizing and respecting the competencies of each child
encourages children to deal effectively with novel and challenging
situations.

In summary the INREAL model is based on a set of dynamic communi-
cative and learning principles. The learning environment created by the
INREAL educator is responsive to the individual/developmental needs of
children regardless of age or handicapping condition. Thus, INREAL
naturally lends itself to implementation in a mainstreamed setting.

INREAL TRAINING MODEL

The INREAL Model for Rural Reunification provides individualized
inservice training to regular and special education administrative,
supervisory and direct service providers. The training process accounts
for and supports educator change and growth over time. The INREAL model
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has been involved in the re-training of regular educators with special
educators over the past five years.

The INREAL Training Model provides intensive individualized training
to both regular and special educators through the analysis of videotaped
child-adult interactions. This interactional, rather than didactic, process
utilizes the teacher's strengths to meet children's needs. The joint
training process 1) increases the collaborative relationship between
regular and special educators as service providers, 2) increases the
accountability of regular educators to students with disabilities, 3)
increases ownership of mainstreaming programs -by the local school(s) and
4) increases the skills of regular educators to provide quality educa-
tional programs for at-risk and handicapped students in the regular
classroom setting.

The INREAL Training Model for agency staff is somewlat unique in that
INREAL/Outreach always wants to assure that someone on the agency staff
is trained to the Certified Trainer level. This is critical for two
reasons: 1) it is more cost-efficient for the agnecy to have training
availabilty on-site and 2) the process of fully integrating the model in
a service delivery program takes about two years and quality of follow-up
is essential. When the agency has a local trainer, follow-up is, of
course, most cost-effective and more continuous. The response of the
INREAL Training Model has been remarkably positive because Trainees feel
supported as they are making changes and because they find the information
useful across all areas of their professional endeavors.

The INREAL Rural Reunification Model addresses the hurdles faced by
rural school systems in providing effective educational services to at-
risk and handicapped students in mainstreamed environments. The INREAL
model has been used successfully by school systems to provide effective
mainstreaming. The INREAL model has the training capability to support
rural school systems in creating more effective mainstreaming environments.
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INter-REActive Learning (INREAL)

INREAL is an HCEEP model demonstration intervention and prevention
program for handicapped children. Experimental research has shown that INREAL
significantly benefits children and significantly reduces costs of special
education. Since 1977, INREAL has been an outreach model program providing
training and technical assistance at the preservice and inservice levels.
The original preschool model has been adapted for use in regular school
classrooms, resource and pre-academic classrooms, and institutional settings
for the severely multiply-handicapped.

The INter-REActive Learaing method is a nonstigmatizing, naturalistic
child-certered approach. The “INter" is concerned with the relationships
among all of the child's.developmental areas, cognitive, communicative,
social and motor. "INter" is also concerned with the relationship of the
child with the enviroﬁment, i.e., adults, peers and the physical surroundings.

The REActive part of INREAL describes an empathic, child-centered, and
naturally conversational milieu. The use of nonverbal and verbal strategies
enables the teacher or specialist to Join the child at the child's level
through genuine communication. By joining the child, the adult earns the
right to become the child's developmental model and educator.

The Learning component of the model is the result of a successful
INter-REActive relationship between the ctild, the adult and the environ-
ment. The educator is in a communicative interaction rather than a didactic
"“teaching” mode; the child and the adult are partners in facilitating
growth. As the adult learns about the child, the child learns.

The objective in using the INREAL model is to help the child
communicate better. The premise of the INREAL model is that communication,

and not correction, facilitates language, cognitive and social growth.
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WHAT IS INREAL?
INREAL (INter REActive Learning is a communication-based

method of learning. It is a way to facilitate learning and
lanquage growth (oral and written) with handicapped people or

nonhandicapped populations. The INREAL method can also be used
in the learning of a second language.

The INREAL philosophy of communication is based on the

following premises:

Communication and language are learned because an individual
has a need to express something or has an interest in what
is going on.

Communication and language are learned by interacting.

Communication growth and learning occur best when feedback
is non-punitive and non-judgmental.

Communication and learning are l1ife-long processes.

INREAL has identified seven strategies to use in natural

conversations to facilitate learning and communication:

S.0.U.L. (Silence; Observation, Understanding, Listening),
airroring, self-talk, parallel talk, vocal/manual monitoring
and reflecting, expansion, and modeling.

Several types of programs have adopted all or part of the

INREAL model:

Preschool Programs (for handicapped hearing-impaired and
nonhandicapped preschoolers) to facilitate language,
cognitive and social growth and development.

Special Education Programs to facilitate handicapped
students (mild to profound) growth and development of
language, communication, cognitive and social skills.

Regular Education Programs to prevent language and learning
problem with educationally-at-risk children.

English as a Second Language Programs to facilitate the oral
and written use of English by those just learning the
language.

Parent Programs for parents who want to support their own

normal or handicapped child with language and communication
in the parenting process.
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Residential Gerfatric Programs to improve the quality of
interactions between staff and residents.

INREAL trainers can provide these services:
1. Information about the communication process.

2. Information about the INREAL approach to communication and
how it may fit into existing progranms.

3. Training of eddcators, parents and staff in the INREAL
process.

4., Evaluation of training effectiveness.

INREAL STAFF 7/85
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The Anatomy of a Conversation

Successful conversations are necessary for implementing
communication based education. Most people participate reqularly
in conversations without realizing that there are rules and
Structure which underlie this common human behavior. Grice
(1975) has described these conversational rules as "the
cooperative principle” since as speakers and listeners we expect
each other to observe them. Because conversational partners
expect the rules to be observed, it is only when rules are
violated that they become apparent. Using conversation as the
medium for learning necessitates becoming aware of the rules and-
structure of conversation. Some rules and expectations we have
of each other as conversational partners are described below.

1. You sincerely intend to communicate.

2. You express behaQior (verbal and/or nonverbal) that is
meaningful to your partner.

You or your partner introduces a topic to talk about.

4. You listen and talk, taking turns.

You comment on what the other person has said; the other
person acknowledges or comments on what you have said.

You don't change the topic of the conversation until you

think the other person has finished or you ask permission
to change the topic.

7. You say what you think Eo be true.

8. You don't say more than you need to say to have your
listener understand.

You attempt to make Yyour meaning understood.

10. You request information if

you don't understand your
partner’'s meaning.

11. You acknowledae and res

pond to nonverbal as well as verbal
information.

12. You allow your partner time to respond and you wait until
Your partner has finished his turn.

13. You always learn something you didn't know before.

(over)
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The essence of these principles is:

-mutual respect |
-mutual sharing |
-mutual understanding |

Communication

Elizabeth Heublein, INREAL Program Coordinator, July, 1985.
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Grand Junction Regular Education-INREAL Project (GRIP)
1984 - 1987

The purpose of the Grand Junction Regular Education-INREAL
Project (GRIP) is to develop and evaluate a process model for
unification of regular and special education in order to serve
mainstreamed handicapped children more effectively and efficiently.
The three year project will: 1) develop a unification plan for
institutionalizing change in the kind of education services that are
delivered to mainstreamed handicapped children and 2} develop a
district training model for uniting special and reqular education
resources.

Regular and special education administrative, supervisory and
direct service personnel will be trained in the use of the

INter-REActive Learning Model (INREAL). . INREAL, a

communication-based process approach to facilitate learning with all
students, is based on dynamic communicative and léarning principles
rather than on a traditional didactic academic curriculum. INREAL,
originally an HCEEP model demonstration intervention and prevention
program for handicapped children, has been adapted for use in regular
elementary classrooms. Experimental research has shown that INREAL
significantly benefits handicapped and nonhandicapped children and
significantly reduces costs of special education.

The INREAL model is based on the following assumptions: 1) all

learners are capable of constructing their own knowledge, 2)

effecting learning requires an interactive process 3) language is the
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primary medium of the educational experience and 4) regular and
special education systems must be unified to prevent fragmentation of
student learning. Tb.© INREAL model prepares educators to address not
only "what to present" to handicapped and nonhandicapped learners but
also "how to present it."

GRIP will collaboratively organize the regular and special
education unification process and evaluate its effectiveness by
assessing the impact of the model on Mesa County Valley School
District #51, Grand Junction, Colorado. Implications for preservice

regular and special education will be derived from evaluation of the

GRIP project.



Wednesday, April 23

10:45 - 12:00 noon

Presentors: Glenn 1. Latham
Director, CEPH
DCHP, UMC 68
Utah State University
Logan, Utah 84322

Julia M. Burnham
Coordinator, CEPH
DCHP, UMC 68

Utah State Univeruity
Logan, Utah 84322

Title: THE COOPERATIVE EXTENSION PROJECT FOR THE HANDICAPPED

Since 1977, Utah State University, through a project sponsored
by the Developmental Center for Handicapped Persons (formerly the
Exceptional Child Center), and in cooperation with University Extension
Service, has been developing a model by which the needs of handicapped
individuals residing in rural areas can be served through the network
of state and county Extension offices throughout the United States. In
this presentation, service provider strategies, lessons that have been
learned, successes and failures that have been realized, and suggested
replication strategies vwill be discussed.

Though the services of the Cooperative Extension Project for
the Handicapped are somewhat different now than they were at the outset,
the model has proven to be an effective approach to.serving the handicapped,
and is presently linked with several other extension based programs
throughout the United States, coast-to-coast and border-to-border.

The presantation is supported by a variety of materials, including

printed handout materials, directories, overhead transparencies, and
thirty-five millimeter slides.
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Portage, WI 53901

Title:
PARENTS AS PARTNERS:
USING THE PORTAGE MODEL OF EARLY INTERVENTION

The Portage Model is an early intervention program for
preschool children and their families. The model was conceived
and designed in a rural area to serve children ages birth to 6
vears with developmental delays. The model's original purpose
was to provide quality services in areas where scarcity of
resources and distance pose obstacles. Since that time, the
Portage Model of Early Intervention has been implemented with
handicapped and non-handicapped preschoolers in both rural and
urban settings across the U.S. and abroad.

The Portage Project Model is a structured, data-based,
individualized developmental program which utilizes parents to
mediate an instructional program that meets the developmental and
educational needs of their handicapped or economically
disadvantaged preschool children. To implement the Portage
Model, a home teacher conducts an instructional visit to the home
one day per week for one and one-half hours. The purpose of the
weekly home visit is to work with the parents on what to teach,
how to reinforce, and how to observe and record behavior. The
Project uses a modified precision teaching model relying upon
modeling, reinforcing, corrective feedback, and written activity
charts to provide parents with the necessary skills to
effectively teach their own child.

The staff has devised a curriculum guide, the Portage Guide
to Early Education, and a guide for the parents, the Portage
Parent Program, to be used as aids for instructional planning and
implementation. Three to four behaviorally stated activity
charts are written for each child each week. These charts are
then used in the Portage home teaching proczss, which begins with
obtaining post-baseline data on the previous week's activities
and baseline data on new activities. The home teacher next
dermonstrates the techniques for teaching the new activities, and
the parent practices the activity with the child while the home
teacher observes and provides encouragement. The parent and
teacher then review activities and discuss new curriculum goals.
The parent(s) and other family members carry out the activities
throughout the week and are involved with planning the child's
program. Evaluation is an on-going process with data recorded
daily by the parents and weekly by the home teacher. An
evaluation log is maintained on each child for data-based
curriculum decisions and collection of long-term data.
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During the home visit the home teacher includes informal
activities and parent education activities. The purpose of the
informal activities is to promote the generalization, maintenance
and expansion of skills that both the parent and child have
recently acquired. Activities are planned to resemble routine
interactions between parent and child in order to promote
generalization of parental and child skills learned during the
Portage home teaching process. Informal activities are also used
to assess the child's readiness for skills to be taught in future
home visits. Siblings present during the home visit are invited
to participate in these activities.

The final part of a home visit is composed of parent
education activities designed to permit the parent and teacher to
plan curriculum activities, discuss information related to
parenting, and share early intervention program information. 1In
addition, during the parent education activities, the home
teacher uses the Portage Project Family Action Plan to help the

parent address their expressed needs using existing family aad
community resources.




THREE PARTS OF A HOME VISIT

STRUCTURED ACTIVITIES INFORMAL ACTIVITIES PARENT & FANILY ACTIVITIES
5-35 NINUTES 30-35 NINUTES 20-30 HINUTES

Hio: PARENT. HOME VISITOR, chre | Hho: PARENT, CHILD. stsLines, [WHo: PARENT, HOME VISITOR
HOME VISITOR
WiAT ACTIVITIES DIRECTED AT | WHAT: ACTIVITIES T0 FACILITATE |HHAT: PARENTS AND HOME VISITOR

SPECIFIC SKILL ACQUISITION CREATIVE EXPRESSION IN THE HORK TOGETHER IN EXPANDING

IN ALL COMPONENT AREAS, CHILD, OPPORTUNITY FOR PARENT'S KNOWLEDGE BASE
lows THE HOME TEACHING PROCESS SPONTANEOUS TEACHING AND | AND PROBLEM SOLVING
1= EXPANSION OF SKILL ACQUISI-|  ABILITIES
W -
i TION THROUGH Hows THIS 15 ACCONPLISHED BY:
. + HIAINTENANCE | w
i . PLANNING WEEKLY CURRI-
e + GENERALLZATION CULUN ACTIVITIES
+ OIS 2, SHARING COMPONENT IN
, SHARING C -
+ EXPOSURE FORMAT 1 ON
3+ SIARING PROGRAM INFOR=
MATION

. ' I, DEVELOPING STRATEGIES
ﬂp_»g. THROUGH ACTIVITIES SUCH AS FOR DEALING HITH FANILY
ART, MUSIC, CREATIVE MOVE CONCERNS
MENTS, NATURE WALKS,

SNACKS, ETC,

EHPIASIS S PLACED ON THE HOHE AS A TEACHING ENVIROMIENT BY:

USE OF 1ioUSENOLD ODJECTS AS EDUCATIONAL MATERIALS
DAILY ACTIVITIES AS TEACIING EXPERIENCES
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STRUCTURED ACTIVITIES
25-35 MINUTES

Mno: PARENT, HOME VISITOR. cuiwp

WHAT: ACTIVITIES DIRECTED AT STRUCTURED ACTIVITIES

SPECIFIC SKILL ACAQUISITION
IN ALL COMPONENT AREAS.

How: THE HOME TEACHING PRUCESS

DIRECT SKILL ACQUISITION FOR CHILDREN AND PARENTS

The structured activities presented during the first part

of the home visit provide learning opportunities for both

the child and his Pparent.

CHILD PARENT

*Structured activities help the child *Structured activities help parents ac-

acquire new developmental skills in all quire new teaching and Parenting skills
areas of development, in a structured in a structured and systematic way.
and systematic way. *Parents learn about:

*Structured activities are individual- -presenting materials and getting the

child to respond
ized to the needs of the child.

. -reinforcement
*The presentation and techniques used

. -correction procedures
with each structured activity are

-observing behavior
selected with the individual child in

*Parents are assisted in the use of the

mind.

techniques through demonstrations by

the home visitor.
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INFORMAL ACTIVITIES
30-35 MIMUTES INFORMAL ACTIVITIES

Ho: PARENT, CHILD. siBLINnGS.
HOME VISITOR
WHAT: ACTIVITIES TO FACILITATE
CREATIVE EXPRESSION IN THE
CHILD., OPPORTUNITY FOR A TRANSFER OF SKILLS
SPONTANEOUS TEACHING AND
EXPASION OF SKILL Acaulsi-
TION THROUGH -

The activities presented during the second part
* MAINTENANCE P
o GENERALIZATION of the home visit are informal activities. These
o READINESS

activities help the child and parent transfer skills

° RE ~
EXPOSU acquired through the prescribed activities to the

regular daily routine.

How: THROUGH ACTIVITIES SucH As
ART. MUSIC, CREATIVE MOVE-
MENTS. NATURE WALKS,
SNACKS, ETC.

CHILD PARENT
* Informal activities help the child *Informal activites aid the parent
utilize developmental skills through: in generalizing acquired skills to in-
~maintenance formal settings.
—-generalization * Informal activities facilitate the
{ . *Informal activities provide the parent's use of household objects as
child with opportunities to use educational materials.
skills in novel situations and with *Parents are assisted in the transfer of
a variety of materials. skills by observing the home visitor
*Informal activities encourage the use the skills.

child to initiate and direct activities.
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PARENT & FAMILY ACTIVITIES
20-30 MINUTES

PARENT & FAMILY ACTIVITIES
Neo: PASENT, HOME VISITOR -

WHAT: PARENTS AND HOME VISITOR
WORK TOGETHER IN EXPANDING
PARENT'S KNOWLEDGE BASE

AND PROBLEM SOLVING EXPANDING THE PARENT’S KMOWLEDGE

ABILITIES

How! THIS IS ACCOMPLISHED BY:

The parent and family activities offer the Home Vistor
1. PLANNING WEEKLY CURRI- an opportunity to expand the parent's knowledge base in
CULUM ACTIVITIES many areas. These areas include curriculum planning,
child development, and child management. While these
2, SHARING COMPONENT .- activities do not have a direct and immediate impact on
FORMATION the child, hopefully, the information the parent acquires
3. SHARING PROGRAM INFOR- will reach the child through changes the parent makes
MATION in relating to him.

i, DEVELOPING STRATEGIES
FOR DEALING WITH FAMILY
CONCERN"

PARENT

*The parent and family activities help the parent under-
stand their child better hy learning what their child
is ready to learn and targeting these skills. The
parent also learns how to prepare meaningful activities
to do with the child.

*The parent and family activities also help the parent
understand the child's problem behavior and shows themn
effective means to deal with the behavior.

*Parent and family activities also help parents realize the
importance of regular health care including:

- immunization

- medical well-child checkups

- dental checkups

- providing well balanced nutritious meals

*Parent and family activities also help the parent address
the needs/concerns that confront the family. This is ac-
complished by helping the parent:

= identify specific needs or difficulties
- develop strategies for systematically confronting the
problem

- locate and utilize appropriate community resources
to address the concern
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YEARBOOK: A RESOURCE ROOM ..sE BUILDER

This presentation will outline the building of a K-6th
grade school yearbook in a school with an enrollment of
slightly over 300. The school is located in a small Arizona
community. A hierarchy of skills will be laid out which can
involve all Resource students to varying degrees. Step by
step plans will be Qiven to show how easily this can be
accompl ished. Visuals will ghow the aids provided by
publishers ¢to help the teacher implement the program.
Student self-image is a most important benefit of this
endeavor because the entire student body identifies with the
book and respects the students involved in making it a
reality. The Resource Room students enjoy this attitude of
respect and importance from the onset of the year when
subscription sales begin to the end of the school year when
the books arrive and they deliver them. The children are
involved in activities such as sales, limited photography,
layout, writing, cover and design selection to itemize Just
a Taw.

’ A yearbook project in a small school district can be an
exciting builder of school spirit which is kept alive all
year long. The benefits of the program are numarous. One
aspect is that the special education teacher is forced into
the mainstream with a very high profile in terms of
Anteracting with the total school population and becomes
identified with a very important total school project. All
too often the special education specialists operate in
separate little domains and never become a part of the
mainstream activities of the school.

This workshop is particulary appropriate for
administrators, teachers, and parents who are interested in
adding excitement to their schools and most importantly to
their special education programs.

Submitted by: Shari Stewart
Tanque Verde Unified School District
Agua Caliente School
11420 E. Limberlost
Tucson, Arizona 85749

Tanque Verde School District #13
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Title: Research partnerships with Native Americans. . .Wi1l the sneakers
ever go away?

Presentors: Lyle Frank, B.S.
Bill Martin, Ed.D.
Sam Minkler, M.Ed.
Joanne C. 0'Connell, Ph.D.
Marilyn Johnson, Ph.D. (Facilitator)

Address: Native American Research and Training Center
Box 5630
Northern Arizona University
Flagstaff, AZ 86011
(602) 523-4791

ABSTRACT

For decades, Native American people have been “researched", probed and
invaded by typically Anglo researchers interested in documenting the
mysteries of Native American culture. Popular lore reports that Native
Americans are “tired of the anthropologists in sneakers who invade the
reservations during the summer and return to the sanctity of academia
during the winter to write about the Indians". Native American people,
however, are faced with tribal governments in transition. Federal
policies of self-determinism have resulted in increased efforts on the
part of Indian people to become self-sufficient through tribally-based
human service programs. Many tribes are now contracting education and
health services from the Bureau of Indian Affairs and Indian Health
- Services with the intent of self-government and improved service
delivery. Tribes have only recently begun to actively address the needs
of their handicapped population. Tribal governments are seeking
assistance in defining the problems and identifying systematic solutions.
As with any marriage between research and service activities, discomfort
pursues. Research with Native American people, however, is particularly
delicate because of a long history of distrust and the invasion of privacy
by the dominant society. The Northern Arizona University Native American
Research and Training Center is mandated to conduct research on the needs
of disabled Native Americans. In the process of implementing this
mandate, iiaisons have been created with Tribal governments and Indian
people to cooperatively address the needs. Issues that will be discussed
include: Native Americans as a part of the research team; tribal
government structures and the approval process; securing local support for
research projects; designing research projects and budgets for reservation
settings; and discussion of three different tribal governments as they
interface with research projects.

Wednesday, April 23

10:45 - 12:90 noon
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Jerrie Ueberle, Sue Potts,

Wednesday, April 23 Margaret Gardner, Ellen

10:45 -

Gieszl, Betty Easley-
. Overbeck, Jeanne Clark
12:00 noon Global Interactions, Inc.
PO Box 23244

GLOBAL INTERACTIONS, INC. Phoenix, Arizona 85063

ORGANIZATION STRUCTURE

GLOBAL INTERACTIONS, INC., is a non-profit Foundation. A
three member Board of Directors represent the governing and
menagement board. They are responsible for the planning

and for directing the day to day operations of the Foundation.

THE BOARD OF DIRECTORS:

Provides leadership and vision to the staff and constituents

Ensures the financial viability of the Foundation through
effective management,

Ensures that Global Interactions, Inc. operates with
integrity and effectiveness,

Establishes and naintains domestic and international
contacts with professionals, professional groups and
other agencies that will open opportunities for world-wide
conmmunication and understanding.

FOUR STAFF MEMBERS assist in carrying out the day to day
operations of the Foundation. They are responsible for:

1) developing and maintaining a data base of
profrssionals, nationally and internationally

2) managing of the exchanges, including invitations,
correspondence, commnications, receipt of deposits,
billing and travel arrangements

3) researching geographic and topical areas for delegations
that will further understanding and increase
participation when abroad

4) maintaining contacts with other organizations involved
in domestic and international exchanges to pramte
the oontacts and share resources

5) handling the routine procedures of the office

6) maintaining current information on the International
Bulletin Board
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THE ADVISORY BOARD, represents a broad cross section of
professions and businesses to include education, medicine,
law, health, commmications, media and broadcasting, science,
technology, resource development, computer technology, and
management .

The Advisory Board provides balance to the Board of

Directors by assisting with decisions that keep Global
Interactions, Inc.'s activities on the leading edge of what is
occurring in the professions and in exploring the
opportunities for people to share the most current and
pramising aspects of their work.

THE DELEGATION LEADERS are professionals who have made an
outstanding contribution in their professional area. They
are invited to lead a delegation of their colleagues based
on their commitment to the purpose of the exchange, choice
of presentation topic, and their persocnal and professional
experiences. Their agreement to lead a delegation is a
camitment to further the work of the Foundation by
selecting colleagues who will pursue long-term relationships
and mitual benefits between colleagues and counterparts.

The delegate leader is responsible for the Exchange being
successful and for pramoting continuity from past to present
and from present to future exchanges.

THE DELEGATES AND THEIR COUNTERPARTS are, ultimately, the
ones who will make the most difference in achieving the
purpose of the organization. The delegates pay for the
privilege of participating in the Exchanges. They bring to
the Exchanges the best they have to offer, the promise of
more opportunites to follow and the experience of
understanding among their colleagues and counterparts. The
delecates are the vital part of the organization because
they will return to their jobs and be examples to their
fellow employees. They will represent what is possible
through scientific, technical and educational exchanges for
furthering worldwide communicatica and understanding.

SPONSORS AND OONTRIBUTORS are individuals, organizations
and companies who believe in the vision and concept Global
Interactions, Inc., is committed to bring forth. Through
financial contributions, volunteered time and pramoting the
Fourdation their support enables the work to continue.
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CONCURRENT SESSIONS
WEDNESDAY, APRIL 23

1:30 - 2:30 PM
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"Tecknology-based Solutions to Problems Faced by Rural Special Educators"

Barbara L. Bowen, Ph.D.
Program Director
Education Affairs

Microcomputer technology--together with the capabilities offered by telecomuunications and a wide
variety of peripheral devices can be used by rural special educators to make teaching and learning
more effective. This presentation will:

Since 1983, The Apple Education Foundation/Education Affairs grant program has supported
educators across the country to weave microcomputers into the fabric of learning and teaching in
classroom settings. Fifty projects which have been supported nationwide. Of these, nine ar=
projects in rural areas and six others address the students with special needs.

*  Describe several projects in rural schools which use microcomputers
effectively to improve education in a variety of curriculum areas;

"English Fluency via Computers” Yakima Tribal School, Zillah High School
and Heritage College

"A Computer Network for Gifted Science Students and Teaching
Improvement in Rural Appalachia"
Western Carolina University and 14 Rural North Carolina Schools

"Speaking Graphically in Indian Languages" '

Humboldt State University and Four Rural School in Northwest California

"Network-Assisted Instruction for Rural Districts" ‘
Chemeketa Community College and Four Rural Oregon High Schools

* Describe several projects with special needs students that use
microcomputers well to empower the learning and functioning of
these students;

"Developing Writing and Word-Processing Skills Through Microcomputers and Access
Technology: Tennessee School for the Blind and Vanderbilt University

"Improving Language Competence in Deaf Students"
Clarke Scho:’ - the Deaf and Smith College

"CAI for Dex Altiple-Handicapped Youth in Rural Kentucky"
Tas.wern Kentu: iy University and Madison County Schools

A listing of a database scarch of foundations which have supported educational technology projects
will be made avail-blc tc attendees.

Wednesday , April 23
B..:bara Town, ’rogrem Director,
Educat:on a.rairs
<»ple Compute-..
<055 Alves Liive
Cunertino. CA 95014

1:30 - 2:30 pm



Aoril 23 Presenters: Janice Schnorr, Ph.D.
Wednesday, Apri Center for Excellence in Education
Northern Arizona University
: - 2:30 pm
1:30 - 2:30 p C.U. Box 5774

Flagstaff, Arizona 86011

Marjorie Montague, Ph.D.

Center for Excellence in Education
Northern Arizona University
C.U.Box 5774

Flagstaff, Arizona 86011

Marilyn Johnson, Ph.D.

Institute for Human Development
Northern Arizona University
C.U.Box 5774

Flagstaff, Arizona 86011

Title: Native American Training Programs in Arizona

Bilingual/Multicultural Education (BME) represents a philosophy that schools
should be oriented toward the cultural environment of all children and youth
through programs designed to preserve and extend various languages and cultural
alternatives. The newest educational term endorsed by the American Association for
Colleges of Teacher Education (AACTE) and the National Council for the Accreditation
of Teacher Education (NCATE) is multicultural education.

Special education training programs across the United States have developed
specialized workshops, courses and entire programs to meet the needs of bilingual
students. Most of these programs focus on Hispanic (Spanish/English) populations
because they are the most prevalent. Numerous studies have been conducted with
these populations and much has been written regarding pertinent social and
educational issues. Unfortunately, this data bank of information does not exist for
less populous ethnic groups including Native Americans.
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Bilingual/multicultural special education for Native Americans represents a
unique ecological system that is not the same as bilingual/multicultural special
education for Mexican Americans, Southeast Asians, and other populations of recent
immigrants. The primary characteristics that distinguish Native Americans from
other ethnic groups include the following:

1. Native Americans are indigenous and many have strong attachments to their
historical roots.

2. Many Native Americans speak a Non-English language that has no orthographic
component.

3. Relatively few Native Americans have oral and written language skills in both
cheir native language and English.

These characteristics require a unique approach to the training of special
education teachers. A standard curriculum in bilingual/multicultural education
would be insufficieat. The Native American training programs at Northemn Arizona
University (NAU) reflect this philosophy. The programs include the Navajo Special
Education Teacher Development Program (Navajo Special Education Program) and
Pursuing Education And Knowledg * for Service (Project PEAKS). This presentation
will focus on: a) the Navajo Special Education Teacher Development Program at
Northern Arizona University, b) a d~scription of the Bilingual/Multicultural special
education course developed for the Nuvajo Special Education Teacher Development
Program , and ¢) Project PEAKS, another Native American Training Program at
Northern Arizona University.

Navajo Special Education Tz . “_. . :velopment Program

The Navajo Special Education Program, initiated at Northern Arizona University in
1980, is a continuation of the Navajo Tribe's effort to train a selected number of
Navajo teachers in special education. Since 1979, the Navajo Tribal Government, in
cooperation with Northern Arizona University, has been developing and utilizing a
model to successfully meet the needs of handicapped children and youth on the
Navajo Reservation. The Navajo Tribe has received funding from the U.S.

Department of Education, Office of Special Education and Rehabilitative Services, for
this graduate level teacher training program.

Over the past decade, a strong and positive relationship has developed between
the Navajo Tribe and Northern Arizona University, first in the area of training Navajo
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and non-Navajo individuals for elementary or secondary teaching certificates, and
more recently, in providing specialized training in special education. Northern
Arizona University provides a field-based onsite program in various locations on the
reservation during the academic year and classes on its main campus in Flagstaff
during the summer. “’he project provides tuition payments for participants during
the academic year, and the Navajo Tribe provides scholarships during the summer
sessions for program participants.

Needs Addressed by the Project

The fundamental needs for the NSETDP are:
1) the large percentage of Navajo students placed in special education programs

2) the critical shortage of qualified Navajo special educators

There are over 61,000 Navajo students enrolled in four educational systems
(Public, Bureau of Indian Affairs, Mission and Contract, and Headstart Preschool) on
the Navajo Indian Reservation. Through surveys (written questionnaires and
telephone communications), monitoring site visits, State Department of Education
publications (Arizona, New Mexico, and Utah), and studies performed by the Navajo
Division of Education, Navajo Community College, and individual school districts, the
number of Navajo students identified as receiving special education services is 4,500,
representing 7 percent of the total Navajo student population. Projection of the
unserved population however, might double this figure.

Among the identified and potential Navajo special education students, learning
disabilities was the major handicapping condition. The Navajo Tribe firmly believes
that linguistic and cultural differences contribute to Navajo students being labeled
learning disabled. Next in prevalence to the learning disabilities category are speech
impairment and mental retardation. Data from the survey of the special education
population (NDOE/NCC-DCHD 1983) revealed that of all handicapped Navajo
youngsters, 49% are identified as Learning Disabled, 16% as Mentally Retarded, 15%
as Speech Impaired, 10% as Visually Impaired, and10% as Emotionally Handicapped,
Hearing Impaired, Orthopedically Handicapped, or other Health Impaired.

The survey was a joint effort of special education assessment by the Navajo
Tribe's Division of Education (NDOE) and the Navajo Community College's Dine Center
for Human Development (NCC-DCHD). The survey substantiated that recruitment of
Navajo/Native American special education teachers and ancillary personnel is a
"moderate” to "severe" provlem. Therefore, based on the NDOE and NCC-DCHD survey
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results of Navajo special education students and personnel (1983), the NSETDP
established the following goals:

1) Meet the unique needs of isolated, rural, bilingual/bicultural populations.

2) Meet the underrepresentation of Navajo/Native Americans in the teacher and
administrator special education positions.

3) Meet the large numbers of unserved children.

4) Meet the confusion between learning disabilities and linguistic and culturally
different learn’ng styles.

The benefits to be gained by the NSETDP are:

1) Over each three year period, 18-24 teachers would be certified in special

education, thus reducing the special education personnel needs by 20to 25
percent.

2) Navajo professionals would be in a better position to avoid misdiagnosing and
misplacing Navajo children in disability categories because of language and
cultural differences. This is very important as Navajo language and culture
are educational objectives of the Navajo Nation, especially since most Navajo
handicapped students are bilingual and many start their education exclusively
as Navajo speakers. Logic, rather than statistics alone, tells us that these
children benefit more from instruction from teachers who understand the
language and culture.

3) The successful multicultural features of the program would serve as a model

for other education agencies, particularly those concerned with Indian
Education.

The Navajo Tribe subcontracts with Northern Arizona University's Center for
Excellence in Education for educational services, which include courses, instructors,
and academic counseling. Personnel from the Center for Excellence in Education
work closely with the Arizona State Department of Education and public school
districts.

The NSETDP begins with the view that Navajo/Native American degree holders

already employed in education and/or related fields are excellent candidates for a
Master's degree program leading to certification in essential specialities within the
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field of special education. This philosophy is further reinforced by the following
observations (from previous successful teacher training programs):

1) Mature Navajo/Native American degree holders have already demonstrated
both their academic ability and their employability and they are also more
likely than non-Navajos to remain in employment on the reservation due to
their natural integration with the social and cultural environment.

2) Navajo professionals have the added advantages of not having to deal with the
linguistic and cultural compl.catious in both diagnostic and teaching areas.

3) Navajo/Native American professionals can communicate more effectively with
Navajo parents on the critical issues of educational planning, parental
involvement, and community support for programs. -

The Navajo Tribe has utilized the services of the BUENO Center for Multicultural

Education, University of Colorado at Boulder, for evaluative and multicultural

curriculum development purposes. The BUENO Center has provided external
evaluation of the NSETDP.

The objectives of the NSETDP external evaluation are:

1) To annually evaluate the degree of accomplishments of the project objectives.
2) Toevaluate progress in meeting the purpose of the project on an annual basis.
3) To evaluate the impact of the project on the participants.

4) To evaluate the effective use of the project's resources in attaining objectives.

5) To evaluate impact of the project on relative programs serving handicapped
Navajo children.

6) To summarize and analyze all evaluation activities.

The evaluation approach is one of formative-summative evaluation design, that
is, the use of evaluation information for the improvement of operations and activities
(formative evaluation), and the use of evaluation information that provides
descriptive and quantitative data on the effectiveness and impact of project
activities (summative evaluation).




The courses that students complete for this program are similar to o*her special
education courses offered; however, the content is modified to reflect the unique
characteristics mentioned previously. A special course in bilingual/multicultural
aspects of special education for Native Americans is offered as a part of the program.
The rationale for course content is described in the following section of this
presentation along with some examples of Native American comments regarding
special education within some tribes.

BME Course for Native Americans

During the developmental phase of this course, pertinent issues related to
meeting the needs of Navajo special education students were identified. Some of
the issues included:

Terminology

Limited English Proficiency
Legislation

Cultural values

Family

Learning styles
Professional resources

N ApLUD-

Based on these issues, a course was developed by Janice Schnorr. The
competencies of the course are listed below:

1. Demonstrates knowledge and understanding of the history and philosophy of
special education and bilingual education.

2. Identifies major issues in the U.S. Education/Special Education and Bilingual
Education Interface.

3. Demonstrates knowledge of P.L. 94-142 and Senate Bill 1160 and awareness of
related legislation judicial decisions.

4. Demonstrates know'~dge of the cultural factors related to learning.

5. Demonstrates knowledge of a variety of formal and informal assessment
instruments for special education and bilingual evaluations.

6. Demonstrates knowledge of selecting appropriate instructional strategies for
remediation of bilingual special education students.
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7. Demonstrates awareness of community and agency resources.
8. Seeks and shares professional materials and ideas.

9. Demonstrates understanding of expectations and values held by peers, fellow
students, paraprofessionals, parents, etc. regarding special eciucation for
handicapped individuals and specifically bilingual handicapped individuals.

Since this course was specifically designed to meet the needs of special education
teachers on the Reservation, the content focused on Navajo (1) attitudes toward the
handicapped, (2) language used to explain handicapping problems, (3) assessment
procedures for identifying handicapping conditions and (4) learning style
preferences. This presentation will focus on the first two areas, Navajo attitudes

toward the handicapped and the language used by Navajos to explain handicapping
conditions.

Navajo Attitudes Toward the Handicapped. Little information exists in the

literature regarding Navajo attitudes toward the handicapped. A few individuals
have explored Navajo beliefs regarding the causes of handicapping conditions. The
noted causes typically relate to (1) a parent breaking a cultural ritual or code or 2)a
curse cast through witchcraft. Since insufficient written information was available
for class discussion, a different tact was selected. Students were required to explore
parental attitudes and values in their respective communities. Each class member
interviewed two Native American parents. One parent had a handicapped student in
the immediate family; the other parent did not. Interviews were conducted in the
language which the parent preferred; some were conducted in English, some in
Navajo and some in both.

The interviews sampled a variety of information including (1) tribal affiliation,
(2) age, (3 places of previous residences, (4) years of education, (5) commitment to
traditional values, (6) knowledge of disabilities, (7) school responsibilities in relation
to students who have disabilities, (8) perceptions of disability causality, (9) reactions
to disabilities within families and (10) cultural or real stories concerning the
treatment of individuals who have disabilities. The interview information was
discussed in class. The purpose of the activity was to reject any one stereotype;
instead, a model was developed that focused on a continuum of reactions that ranged
from typical Anglo type reactions to traditional Navajo reactions.

Anglo Type Reactions. Anglo type reactions were typically displayed by parents
who had college degrees. Most of them were teachers or professionals emnloyed by
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the Tribal government. Government employees tended to move more frequently
and to live in towns or villages where a variety of specialized services were
available. These individuals recognized handicapped people; they had some insights
into the medical causes of handicaps and they supported appropriate intervention
models ( as advocated by PL 94-142). The most frequently mentioned causes of
handicaps included drug abuse (marijuana and peyote) and alcohol abuse. During
the past five years special programs have been established for children who have
been diagnosed as fetal alcohol syndrome.

Culture Switching Navajo Reactions. This group included teachers, government
employees and others who typically had at least a high school education. Again,
these individuals easily recognized handicapped people; they had some insights into
the medical causes of handicaps and they supported appropriate intervention
models. In addition, these individuals periodically -elied on cultural heliefs. Many
individuals feel that modern medicine is limited and that traditional ceremonies
have powerful effects. Several samples appear below.

Mary had completed her undergraduate degree in special education and was
enrolled as a full-time student in a graduate special education program. She was
pregnant but confident that she could manage her studies and the baby. She
returned to the Reservation to have her baby. Shortly, after the birth, the doctors
indicated that the baby had some medical problems including a defective heart valve
which required surgery. The surgery was successful but the baby still displayed
other abnormal developmental signs. After approximately six months, Mary gave up
on the medical doctors and took her baby to a medicine man. After several

ceremonies, the baby improved and Mary was satisfied that the baby would be
normal. '

Ella and Jim were driving to town when they happened across an accident. They
went to the aid of the victims. When Ella approached one victim, she discovered that
he was dead. Both Ella and Jim were upset at this discovery. According to Navajo
culture, pregnant women should not view dead animals. Failure to follow this code
results in serious illness or death. The baby was normal at birth, but shortly after he
became paralyzed. They sought medical assistance but no improvement occurred, so
they took the baby to a medicine man. After three ceremonies, the chiid improved
vastly. Today, this person is an adult and no symptoms of his paralysis are evident.

Traditional Navajo Reactions. This group included primarily Navajos who spoke
Navajo and very little or no English. In addi:ion, they tended to be older, had less
formal education and lived in isolated areas of the Reservation. These individuals do
not always understand what is meant by handicapped because the Navajo language
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does not contain an equivalent term. Many recognize that some problems or
handicaps are caused by alcoholism and intermarriage but they ascribe primary
causes to breaking Navajo codes or rules. Some causes are listed below.

If a mother puts one bag inside of another bag, she will have twins.

If a mother views an eclipse of the moon or sun, her child will be deformed.

If a mother eats shrimp, her child will be born lame.

If a mother eats seafood(considered to be unclean), the baby will be born without
one of his limbs or with underdeveloped limbs.

If a mother eats frog legs, her child will have a problem with his legs.
If a mother attends a five or nine day sing, the chi' will have problems.

If a mother looks at certain religious sand paintings, the baby will be mentally
and/or physically handicapped.

If a mother attends a Yei-bi-chei ceremony, the child will have probiems.
If a m~ther sees dead animals, the child will have serious problems and may die.

If a mother sees a dancer fall during a ceremony, her child will have epileptic
seizures.

If a mother kills any animal or insect. her child will have problems.
If 2 mother thinks harmful thoughts about anyone, her child will have problems.

If a mother uses a weaving comb with more than five points, the baby will have
extra fingers.

If a parent becomes inappropriately involved with a white person, the baby will
be an albino.

If the father yanks a fish hook out of a fish, the baby will have a cleft palate.
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If the father ropes cattle or horses, the umbilical cord will be wrapped around
the baby’s neck.

If the father kills a snake, the baby will have a severe rash.

If the father is careless about religious ceremonies, the baby will not be healthy and
normal.

The attitudes of various individuals were discussed. Group members agreed that
as they work with parents in the future, it would not be appropriate to force Anglo
values and beliefs, which in essence permeate PL 94-142, upon Navajos who are
traditional. Instead, the group proposed to query parents during the Individual
Education Process (IEP) regarding their attitudes and beliefs about their child. If the
parents indicate tr~ditional beliefs, the teachers will ask the parents if they know of
any religious cure for the problem; if so, the teachers will encourage the parents to
pursue this cure. The discussion of the religious cure is designed to be in harmony
with nature which is the central tenet of Navajo existence.

Navajo Terminology. Navajo is an Athabascan language that is highly descriptive
and context dependent. In some cases the same sequence of sounds can mean totally
different things due to tonal differences. In addition the orthographic component of
the language was only recently introduced into the educational curriculum. A
bilingual curriculum is used in some schools but typically the curriculum is limited to
the primary levels. Thus, some younger students are bilingual in written and oral
communication modes. This, however, is not the predominent pattern for adults.

Many adults are bilingual in the oral communication mode but most are unable
to read the orthographic component because they did not receive instruction in
it during their formal education. This pattern was evident amoung teachers enrolled
in this class. Thirteen of eighteen teachers indicated good oral bilingual skills in
English and Navajo. Of these, seven teachers indicated that they possessed some skill
in reading and writing Navajo whereas the others possessed no skills at all. All
teachers were employed on the Reservation and were frequently requested to serve

" as translators for the IEP.

Numerous discussions regarding terminology were undertaken. During thee
discussions it became evident that terminology varied considerably from one school
district to another. The special education terminology list used was taken from a
concept paper developed by the Dine Center for Human Development as part of the
Communication Panel Media Development Project during January 1980. Samples of
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11
some of the terms appear below (unfortunately the electronic reproduction used to
produce this text lacks the capability of writing all the appropriate diacritical marks):

Epilepsy

Bitsoo'iilneehgo yaaninadiidaah doo nidadiitl'ish
Danidiitsah doo bizhe~"ahaghaah doo nidadiitl'ish
Bikee'doo’ ei dine akot'eego ei t'aa'awolhi beech'eehdighaan
Naa'anatlish doo nidadiitlish, aadoo lahda danidiitsxah doo
bizhee' haaghaah. Bitsoc ' iilneehgo dah yaanidiidaah

Trainable Mentally Retarded

T'aa bi'adaa akonidzin doo adaa'ahalye

Nabidi'nitin yineel'anigii doo t'aa bi

Akonidzin doo adaa'ahanigii

Bini' doo binitsekees baah dahaz'aanidi, t'aa bi adaa'akonidzin
Doo adaa'ahalyaagi bee nabidi'nitin

Teachers were also asked how they secured informed consent from the parents
under a variety of scenarios. When parents spoke only Navajo, translators were
used; written forms were not used. Out of twenty-five teachers enrolled in the class,
no one was able to locate any written documentation in Navajo that was used by
schools on the Reservation. If the parents spoke English, the IEP proceeded
according the the guidelines specificied in PL 94-142 and each respective district.

These guideline were reviewed in ¢..s and ‘eachers were encouraged to critically
review the many forms. Semantic and syntactic analyses were conducted. Based on
these analyses, many of the forms were rewritten. It was recommended that all
forms for parents be re-evaluated to ensure that parents will be able to understand
the contents of the forms.

In summary, I would like to emphasize several points to remember when
working with Native Americans. First of all, determine their beliefs regarding
causality and cures for handicapping conditions; do not assu:ae that their belief
system is the same as yours. Incorporate their beliefs when feasible and offer Anglc
type solutions when appropriate. Secondly, use translators but be. cognizant of
translation inadequacies and syntactic and semantic compiexity in written and oral
communication.



Project PEAKS - Graduate Training for Native Americans in Special Education

Project PEAKS, Pursuing Education and Knowledge for Service, is a Master's level
training program for Native Americans in Special Education. It is funded for a three
year period by the Office of Special Education and Rehabilitation Services. Project
PEAKS represents a coordinated effort between the NAU Native American Research
and Training Center and the Center for Excellence in Education.

Rural school districts located on or adjacent to reservations experience difficulty
in hiring and retaining qualified Native American teachers. This program works
with districts and tribes in identifying and training Native Americans from tribal
communities.

Students are identified via a cooperative effort with rural districts and tribes who
need qualified special education teachers. These districts are asked to identify
potential students want to teach special education in the district. Irdividuals who
have community ties and intend to remain in the community after training are given
first priority. These teachers are contacted to determine their interest in the
program.

Students choose from two training options: (1) a certification training program,
or (2) a Master's degree that includes certification. In addition to the training option,
students select the schedule of training they wish to pursue: (1) summers only; or
(2) summers and academic year. The latter option expedites the training process
and allows the individual to return to the community within a relatively short period
of time. Students receive stipends to defray costs during training.

Training programs lead toward certification in multiple areas of special education
in order to meet rural school district needs for certified personnel for low incidence
populations. All students participate in course work designed to improve their skills
in relating to local community systems, interdisciplinary models of service consistent
with local community values and the development of teaching techniques that
correspond to specific community characteristics.

Training focuses on preparation for teaching in rural reservation schools.
Consideration is given to culturally distinct values and beliefs by tribal communities.
Parent and community involvement in the education of handicapped Native
American children . encouraged. A course focusing on these issues is being
developed.
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In addition, Project PEAKS recognizes that student support is often the key factor
in whether or not a student completes a program of studies. Students participating
in Project PEAKS for the academic year have frequent opportunities to meet with the
project director regarding their studies and other concerns. Students who attend
summer sessions on the other hand, engage in an intense level of studies in a short
period of time. The student support network in the summer has greater structure.
Students, along with the project director, meet twice a week for an hour to resolve
issues and concerns and to identify university and community resources.

Through Project PEAKS, we hope to train Native Americans in Special Education
thereby reducing the critical shortage of qualified teachers on or near reservations.
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THE THINGS THEY NEVER TOLD YOU ABOUT REPORTING CHILD ABUSE AND

NEGLECT: WHAT EVERY EDUCATOR NEEDS TO KNOW

The growing number of reported cases of suspected and actual
child abuse and/or neglect impact today's professional educator in a
very real way. Statistics tell us that one of every four girls and
one of every seven boys will be sexually exploited by age eighteen.

) This translates into as many as six or seven sexually abused students
in the average classroom. Statistics that include physically abused
and neglected or maltreated children estimate that more than one
million children are maltreated each year. Of these children, 100,000
to 200,000 are physically abused, 100,000 to 250,000 are sexually
abused, and over 500,000 are neglected. Many professionals believe
that these numbers are low estimates of the actual numbers of abused
children. The more the professional educator increases his/her
knowledge of child abuse and neglect, the better prepared s,/he will be
to identify and aide the abused child who may be a member of the
classroom.

The issue of child abuse and neglect is an especially
important one to the rural educator. Often, the rural educator will
be unable to make use of support services that are frequently
available to his/her urban counterpart. It may take a longer time for
local child protection agency officials or law enforcement officers to
investigate a report. The rural educator may also be expected to take
a’more active part in the disclosure and evidence collecting procedure
since s/he has immediate direct daily contact with the student. The
result of these increased expectations is that the rural educator may
often feel isolated and alone since there may be little professional
and/or peer support before, during and after the reporting process.

Students in rural areas are effected by suspected child abuse
and neglect differently than their rural peers. Support and therapy
services are seldom within a few minutes drive of most rural
locations. Depending on the size of the rural location, i+ may be

| difficult to keep matters of child abuse and/or neglect confidential.
News travels fast in most rural communities. This is an especially
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important point for the educator to be aware of since confidentiality
is vital in matters of abuse and neglect. A referral is only a
request for an investigation, it is not an indictment or proof of
guilt. :
There are a number of reasons that professional educators
must, and do, become involved in the issue of child abuse and neglect.
Perhaps the two most compelling reasons are teacher self-preservation
and student survival.

It is a fact that educators see and interact with children on
a daily basis. 1In many cases, educators see children as much, if not
more, than their parents see them. One study estimates that by the
age of eighteen, students have spent 18,000 hours in school with
teachers and other school personnel. (1) The school system provides _a
unique opportunity for educators to observe, compare, and contrast
student behavior over an extended period of time. This continuum of
behavioral observation is advantageous to the abused child allowing
for the foundation of a solid data base of behavioral and academic
functioning before, during and after the abusive incident occurs.

The results of child abuse and/or neglect manifest themselves
in ways that effect all students (those who are abused as well as
those who are not abused) and educators daily. Abused students may
exhibit signs and symptoms of abuse in a variety of ways within the
classroom. Students may act out aggressively, seek an inordinate
amount of attention from adults and peers, be verbally disruptive
and/or abusive, withdraw from their peers, be truant, and/or begin to
fall behind academically, all as a result of abuse and/or neglect.
Many students from abusive or neglectful situations may be so
concerned about what is happening at home, or what will happen when
they get home, that they will be unable to concentrate on their school
work. Such preoccupation has a direct impact on the student's ability
to function socially and academically.

Child abuse and/or neglect frequently has a severe impact on
learning, causing significant learning problems and below grade-level
functioning in key academic areas. Abuse and/or neglect can also be
the source of student emotional and/or behavioral problems in and out
of the classroom. Needless to say, the teacher who must deal with as
much as one-third of his/her students who may ke exhibiting such
behaviors has his/her hands full. Even if the figures are as low as
two or three students in every class, this still creates a classroom
situation that is potentially disruptive to the educational process.

It is important for the professional educator to be prepared
intellectually and emotionally to dea. with the issue of abused
children in the classroom because it is his/her responsibility to help
students increase their academic functioniny levels and successfully
complete school. Building administrators and support personnel, should
also increase their awareness since they are likely to become involved
with the abused and/or neglected student who frequently breaks the
rules or becomes so disruptive that s/he can no longer function as a
productive member of the classroom.

This perspective will help the Professional educator increase
his/her knowledge of the issue of child abuse and neglect by exploring
the responsibilities and rights of the professional educator to report
suspected child abuse and neglect as well as the basic signs and
symptoms of abuse and neglect that often manifest themselves in
observable classroom behaviors.
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’ REASONS FOR BECOMING INVOLVED

There are a number of reasons for the professional educator to
become involved in the issue of child abuse and neglect. To help
built a common knowledge base it is important to acknowledge some of
the reasons educators do and don't report or respond to cases of
suspected child abuse.

REASONS FOR NON-INVOLVEMENT

Some ‘educators do not report suspected cases of child abuse
and neglect. It is important not to condemn these individuals, but to
help them understand why they are not making the report as well as the
importance and benefits to the child of making a report. Personal as
well as legal reasons for reporting are discussed below.

PERSONAL REASONS FOR NON-INVOLVEMENT

There are a million and one reasons that someone does not
report suspected child abuse and neglect. The idea of child abuse and
neglect is repulsive. It is hard to understand how anyone would treat
a child violently or neglectfully. In some cases, it seems easier to
ignore the situation that to deal with it and the possible
reprocussions that might result from filing a rep~~t. Some educators

' do "not want to get involved" while others have a /ell-meaning desire
"not to make things worse for the child". All these are actual
reasons for not reporting, unfortunately, they do not abide by the law
nor do they help the child.

SOCIAL BIAS FACTORS FOR NON-REPORTING

Many people still believe that child abuse and neglect is a
problem that only happens in low socio-economic status homes or in
homes where the parents are uneducated. Many communities still fail
to acknowledge that child abuse and neglect exist within their
boundaries.

The simple truth is that child abuse and neglect, like mental
retardation, can occur in any home regardless of the educational level
of the parents or their socio-economic status. Doctors, lawyers, and
educators have been guilty of abuse just like clerks, store managers,
truck drivers, and lumberjacks. This stereo-typed image is often
ingrained in rural communities that may not have resources to devote
to community and parent education like larger more metropolitan school
districts.

Once the stereo-typed image of a poor, uneducated ghild abuser
has been dispelled, we can begin to work together to bring the issue
of child abuse and neglect under control.
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ORGANIZATIONAL FACTORS INFLUENCING NON-REPORTING

Unfortunately, many child protection agency caseworkers are
overworked just like many educators are overworked. Many state
budgets have been cut forcing fewer workers to handle an
ever-increasing workload. The result of this situation is that child
protection workers are forced to deal with child abuse cases on the
basis of severity. The most severe cases are the ones that get
immediate attention. This often causes the reporting educator to
become frustrated with a system that seems unresponsive to student
need. Reduced staff numbers, along with the right to privacy of the
accused perpetrator, also makes the system seem unresponsive by
impeding the flow of communication between agency and school district.
It is important for the educator and child protection worker to learn
to work cooperatively so that they can best meet the needs of the
child.

A second organizational factor that sometimes influences
educators not to report is an unwritten school district policy that
says "we don't have child abuse in this district, so don't report
any". I believe that this attitude stems from the stereo-typed image
that child abuse is a problem of the poor an uneducated. Educators
can help to renounce this image by informing their peers and the
community about the causes and frequency of child abuse.

PERSONAL REASONS FOR INVOLVEMENT

People enter the field of education for a variety of reasons,
One of the most often cited reasons is the desire to help children.
Many educators feel a need and/or responsibility to help students in
their classroom. Some educators believe that they must do everything
possible to help end the pain and suffering of students who are abused
or neglected. Others just have deep feelings of care and concern for
other human beings who are in pain.

Still other educators are caught up in the "messiah complex™
syndrome believing that they can fix and/or cure all those in pain.

As a result, they are compelled to become involved in the issue of
child abuse and/or neglect.

Many educators also become involved with abused and neglected
children because they have a special empathy for the hurt felt by
abused and/or neglected children. This empathy often results from the
educator's personal experiences with abuse and/or neglect. S/he may
know someone who was abused or s/he may have been abused as a child.
Some educators will be very vocal about their reason for involvement
while others may work quietly toward a resolution of the issue.
Whatever their reason, many educators feel a personal need to be
involved in the issue of child abuse and/or neglect.

LEGAL REASONS FOR INVOLVEMENT

If the preceding practical and personal reasons aren't
compelling enough to involve the professional educator in the issue of
child abuse and neglect, all fifty states, the District of Columbia,
and all US Territories require professional educators to protect the
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students they serve by reporting suspected child abuse and/or neglect
to the proper authorities. It is important for the professional
educator to become familiar with the state laws and local policies
mandating the reporting of suspected child abuse and neglect for
his/her own state and local school district. In most states, lack of
local policy and guidelines for reporting does not absclve the
educator from his/her state mandated duty to report.

While specific definitions and requirements for reporting
suspected cases of child abuse and neglect vary from state to state,
there are some common elements of legal definitions. 1In all states:

=~ a child is someone under eighteen years of age
- child abuse and/or neglect is non-accidental
- the resulting injury is either physical or mental
- the child is either negligently tréeated or maltreated
- the injury is caused by a person who is legally
responsible for the child's welfare...
parent -- guardian -- baby-sitter -- teacher
(Someone to whom parental responsibility has
been delegated to in a caretaker role, regardless
of how temporary a time this responsibility has
been given.)
- injury can also be the result of child-to-child abuse
as in t-e case of rape or physical violence
- adult developmentally disabled persons who are unable to
provide for their own protection are usually also
protected under child abuse and neglect laws.

Other common elements in state laws include: who must report;
to whom a report must be made; and the content of the report.

FEDERAL STATUTES/GUIDELINES

There are three major federal documents that provide
guidelines for the reporting of suspected child abuse and/or neglect.

Federal Standards for Child Abuse & Neglect Prevention and
Treatment Programs and Projects

This document was generated by the National Center on
Child Abuse and Neglect in 1973. It provides a set of standards
of good practice for school systems and other child-service
agencies regarding child abuse and neglect. This document
provides guidelines for the following topics:

- reporting procedures

- treatment approaches

- guidelines for achieving change

- prevention programs

- coordination of public and private programs

This document can be especially helpful for school
systems and agencies that do not have an established system for
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dealing with the reporting and follow=-up contacts of children
who have been abused and/or neglected or for systems and
agencies that are in the process of revising and/or expanding
their existing procedures. Appendix A of this document deals
specifically with the educational system.

Federal Family Educational Rights and Privacy Act (FFERPA)

Passed in 1974, this Federal statute deals with the
release of student school records. The purpose of this act was
to protect confidential student information, including student
academic, attendance, and health records, from indiscriminate
review by those not directly related to or concerned with the
student's welfare and school progress. The FFERPA requires a
school obtain parental permission to release school records.
This includes the release of records to other school districts.

There are exceptions built into the FFERPA. If a
"health or safety emergency" exists, parent permission does not
need to be obtained before student records can be reieased. It
is up to the school cfficial, usually a building administrator
or central office administrator, to determine whether or not
suspected child abuse and/or neglect constitutes a "health or
safety emergency" on a case-by-case basis. In states that limit
the definition of child abuse and neglect to "child health
and/or safety endangerment® suspected child abuse does
constitute a "health and safety emergency" as defined by the
FFERPA and records can be released without parent permission.
Parental consent is not needed if school records are subpoenaed.

Usually, the FFERPA does not have a bearing on
information that is reported concerning suspected child abuse
and/or neglect. Most reports are made based on the personal
knowledge of the teacher and his/her personal working notes.
These items are not part of the official schooi record tha: is
covered under the FFERPA.

Head Start Policy Manual

This manual is the guideline and governing policy for
all Head Start programs. It requires all Head Start programs to
report incidents of suspected child abuse and/or neglect to the
appropriate state or local authorities in accordance with the
applicable state law. While it does not specifically apply to
the school system, it does provide a useful and practical set of
reporting guidelines and standards that are applicable to the
school system setting.

A SPECIFIC STATE STATUTE

At this point, it may be useful to review the mandates of a
specific state statute regarding the reporting of suspected child
abuse and/or neglect. The value of reviewing a specific statute is to
provide the reader with a basis for comparison and reference. Because
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I am most familiar with the laws of Washington State, I will use the
Revised Code of Washington (R.C.W.) as an example.

THE WASHINGTON STATE STATUTE

R.C.W. 26.44.020 provides the legal definition of child abuse
or neglect for the State of Washington. The statute defines child
abuse and neglect as follows:

"Child abuse or neglect shall mean the injury, sexual abuse,
or negligent treatment or maltreatment of a child by a person who is
legally responsible for the child's welfare under circumstances which

indicate that the child's health, welfare, and safety is harmed
thereby."

It further defines negligence in this way:

"Negligent treatment or maltreatment shall mean an act or
omission which evidences a serious disregard of consequences of such

magnitude as to constitute & clear and present danger to the child's
health, welfare, and safety."

Needless to say, these legal definitions can be interpreted in
different ways. It is important for the professional educator to
become familiar with the specific definitions of child abuse and
neglect for his/her state. By doing so, s/he will better understand
the parameters within which s/he must work. I recommend that when you
are in doubt about reporting or not reporting child abuse you call
your local child protection office and discuss the circumstances of
your suspicions with a child protective service worker or law
enforcement officer. After consulting with another professional who
is familiar with the law and the signs and symptoms of child abuse
and/or neglect, you can jointly make a final determination whether to
formally report or not to report your suspicions.

A safe rule of thumb is:

** When in doubt, consult and report. **

UNIVERSAL GUIDELINES FOR THE REPORTING OF SUSPECTED ABUSE

Just as there are common elements in the definition of child
abuse and neglect between states, there are also common reporting
practices that should be observed by professionals who have contact
with children. It is important for educators to be aware of these
reporting practices. This will help to simplify and expedite the
reporting process for both the reporter and child protection workers.
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WHO SHOULD REPORT

In the State of Washington, as in most other states, any
person "who has reasonable cause to believe that a child or
developmentally disabled adult has suffered abuse or neglect, may
report, in good faith, such incidents to the child Protective Services

or to law enforcement". For specific reporting requirements for your
state refer to your state statutes.

Those required by Washington State Law (R.C.W 26.44) to report
suspected abuse and neglect include:

- Professional School Personnel: including but not limited
to, teachers, counselors, administrators, psychologists,

support personnel, child care facility personnel, and school
nurses).

- Medical Practitioners; (licensed podiatrists, optometrists,
chiropractors, registered or licensed nurses, dentists,
osteopaths, surgeons, physicians, religious healing
practitioners, psychiatrists, and dentists).

- Social Workers: (those providing social services to
children, adults, or families as an employee or agent of any
public or private organization or institution.

- Licensed Psychologists.

- Registered Pharmacists.

- Employees of the Department of Social and Health Services.

Other persons, including friends, relatives and neighbors, who
have reason to suspect that child abuse and/or neglect is occurring
can also report their suspicions "in good faith"™ to the local child
protection services office or local law enforcement agency.

WHAT SHOULD BE REPORTED

It is important to realize that reporting suspected child
abuse means no more than requesting that an investigation be conducted
into a suspected incident of child abuse and/or neglect. Reporting
does not mean that the suspected abuse i1s a proven fact, rather it
means that there is a question being raised about the state or
condition of a child's well-being. No state requires the reporter to
have proof that abuse or neglect has occurred before reporting.

Reports concerning suspected child abuse or neglect may be
made orally or in writing to child protection agency or the
appropriate law enforcement agency. Reports should contain the
following information:

~ the name, address and age of the child.

- the name and address of the child's parent or guardians
or other persons having custody of the child.

-~ page 8 -

161



- the phone number of the parent or guardian.
- the nature and extent of the injury or injuries,
neglect, and/or sexual abuse.
- any evidence of previous incidences of abuse or neglect
including their nature and extent.
- any other information which may be helpful in
establishing the cause of the child's injury or injuries,
neglect or death.

* Especially important to report is any handicapping
handicapping condition that may effect the child's
ability to make a valid disclosure.

the identity of the perpetrator if known.

By having this information readily at hand when you phone in a
report to the correct local agency, you can help to make the referral
process flow smoothly. Do not be concerned if you do not know the
identity of the perpetrator. You may not know this unless the child
has made a disclosure statement to you. It is the job of the child-
protection agency and/or local law enforcement agency to determine who
the perpetrator is and exactly what kind of abuse has been inflicted.

WHEN TO REPORT

Each state has different reporting timelines. It is
especially important for educators and other child care professionals
to be familiar with the reporting timelines for their state. Under
the revisions to the child abuse law made during the 49th Legislative
Session, professionals in Washington State who suspect child abuse or
neglect are required to report their concerns "at the first
opportunity, but in no case longer than forty-eight hours (48) after
there is reasonable cause to believe that the child or adult has
suffered abuse or neglect. (R.C.W. 26.44.030) For the specific time
requirements of your state, call your local child protection agency.

In Washington State, as in many other states, those who
knowingly fail to make a report or cause a report to be made are
guilty of a misdemeanor under Washington State Law. Consequently,
professionals required by law to report suspected child abuse and
neglect may face a fine of up to $5,000 or jail term.

WHERE TO REPORT

A report of suspected child abuse or neglect should be made to
the child protection agency for your area or to the local law
enforcement. agency where the child resides. The local law enforcement
agency refers to the local police department, the prosecuting
attorney, the State Patrol, the Director of Public Safety, or the
Office of the Sheriff.

In most states, this report can be made over the phone, in
person, or by letter. Under Washington State law, you must make a
written report (this can follow your oral report).

It is important to make sure that you are reporting suspected
abuse or neglect to the correct authority. Confidentiality should be
observed and maintained at all times when reperting suspected abuse or
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neglect . This is especially true when reporting suspected sexual
abuse. Remember, a report is a request to investigate, it is not a
conviction nor is it proof that abuse has taken place. For the sake
of the child, and the parent, it is important to treat all suspected
abuse reports with strict confidentiality.

LOCAL (SCHOOL) POLICY

Educators are also governed by local or district level
policies governing the reporting of suspected child abuse and neglect.
Every educator should be aware of his/her local policy regarding the
reporting of child abuse and neglect. Many school districts have a
specific policy statement and special reporting form that they require
the reporting educator to file once s/he has cause to suspect that an
abusive situation exists in the life of one of his/her students.

If your school district does not have a specific policy
regarding the reporting of suspected abuse and neglect, you may want
to act as a catalyst and begin the policy making process by bringing
the lack of policy to the attention of your supervisor or
superiatendent.

An educator cannot be excused for failure to report suspected
abuse by claiming that a speciiic district-level policy and/or
reporting form was not available. State laws require educators report
suspected abuse regardless of local policy or a lack thereof.

GETTING THE INFORMATION TO EDUCATORS

There are a variety of ways to pass information about child
abuse and neglect along to staff members. My preference to to meet
with groups of staff members, usually by building or working unit, and
to present the information using a multi-media approach with as much
teacher participation as possible. Such an approach allows educators
to begin to build a support system within their building or working
unit by laying a foundation of mutual trust, a common knowledge base
and respect for each other. These factors are especially important
when someone needs to make a report of suspected abuse and neglect.
Often, just knowing that peers, and others we have daily contact with,
understand what is going on and can listen intelligently will do much
to relieve the apprehension associated with making a report.

Copyrighted March 1986
Cathy D. Gangstad
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The Kansas University Affiliated Facility (KUAF), at Parsons, ic
one of three UAF sites affiliated with the University of Kansas (the
others are located in Lawerence and Kansas City). The KUAF receives
federal funds for the purpose of providing exemplary services to
developmentally disabled individuals as well as training for
professionals seeking careers related to developmental disabilities.
We will be discussing two of the programs included under the KUAF
umbrella: the Infant and Early Childhood Intervention Program (IECIP)
and the Respite Care Program.

Infant and Early Childhood Intervention Program

Jevelopmentally delayed children create problems for their
parents from the time of their birth. When the child has complex o:
numerous medical problems doves not start to walk or talk when he o
she is supposed to, has problems eating, etc., the parenting role
changes, and parents need help and answers.

Rarly identification and intervention has been effective in
improving the progress and outcome for many DD children. If nothing
eisc. it involves the child with persons who know how to work wish «'..
chlld to help him develop. According to Jordon, Hayden, Karnes, anr
Wood (1977), programs providing early educational and therapeutic
programming to meet the needs of young handicapped children and their
families are redu:ing the number of children who will need intensive
or long term help....with early help, the sooner the better. these
children can often function at higher levels than has been dreamed

possible in prior years.
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Unforuiunately, early identification intervention programs are not
readily avail~ble in rural Kansas. There is not a homogeneous group
of DD children. Distance and cost are formidable barriers to program
development. Pare - groups are hard to establish. Access to the
variety of professionals needed to effectively manage and program a DD
child is limited. The IECIP is an attempt to address these problems.

The Infant & Early Childhood Intervention Program began as a
interprofessional, interagency program between the KUAF and existing
service agencies involved with developmentally delayed children and
their families, in a sparsely populated, rural area, of Southeast
Kansas. The program involved the child's physician, county Public
Health nurses, social and rehabilitative services social workers,
public and independent school personnel, Mental Health Department
psycholiogists and counselors, and the'-child's parents. Initially, we
informed and trained each other in regard to functions and roles. The
KUAF educated its sister agencies regarding the need to provide
developmentally delayed children appropriate medical and educational
procedures and-therapies as soon after birth as possible.

We decided each agency wou'd act as a broker for children
initially identified by that agency. In other words, the agency would
direct the children to other needed services provided by its sister
agencies. ‘

At first, KUAF staff were primarily interested in initiating
procedures for identifving developmentally delayed or at risk infants
at birth: however, the other agencies expressed their concern with the
needs of existing developme :itally delaved children in their
communities wno were not receiving help. At that time, (approximately
1C yrs. ago) in our region of the state, parents of even identifiable
DD children, such as Downs Syndrome, were not informed of their
child's problem until the cuild was two to three yvears old. Then, the
chi:d was directed tu a state institution. Thus, their was a need to
provide services for children regardless of age.

We first attempted a tre <disciplinary training and service
madel.  The remnants of this.model continue in the - eas of behaviora’
management, social work, self help, early speech and language
trairing, and parent involvement. However, tocday, the basic system
Las social workers doing social work, speech therapistis training
speech and language techniques, psychologist dealing with behaviora!
problems, and so on. The main persons actually involved in the
transdisciplinary training are the child's parents.

Zow e premivzes.  Thelir are some 16 hasic nremises o) the IFCTP,
These «re as follows:

1) When parents think there is something wrong with his or her
child. we will work with them to discover if there is a problen.

2) Dur purpose is not to diagnose or name the child's condition:
we want to determine where the child is developmentally. identify
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and eliminate factors impeding the child’'s ability tou develop,
learn how to best teach the child, and take tlie clhi'd foward
developmentally-- we do not concern the parent with where the
child should be.

3) It is important to initiate remediation on a developmental
problem as early in a child's life as possible.

4) The child's parents are the authority on their child, and
they are our peers; it is their responsibility to raise their
child, not ours - we work with each other.

5) The child's parents, their attitudes, and the environment
have the long term, overriding effect on the child's development
and eventual outcome.

6) Parents do many things right for a special child without
intervention.

7) Parents are capable of training DD children in most areas of
learning with direction and information from other experienced
professionals.

3) TFor continuity in long term learning, for contiraity of
programming, for intensive training, for maintenance and
generalization of learned skills, and for an affordable
program, we believe the child's parents are the best
teachers the DD child will ever have.

9) We never tell the parents we will teach their ch:ld; we do
train the parents what and how to teach their own child.

10) DD children have problems synthesizing the separate skills
they areé taught for effective application.

11) The most important need of a special child is environmental
adaptation - to train the child to exist and function in his home

environment (home, grocery stores. restauranis. mov -s theaters,
churches, etc.} Next comes reading, writing and arithmetic.

12) The child's rate of progress determines our ol --tives and
goilsy wlngioses and prognosis are kent tentative,

13) The child's improvement :s based on time: “hw» anmount of
time spent in ome on one training experiences at the child's
ceirning level is a crucial factor in determining ine ohild's
progress.

:4) We are involved with the child for a long tew:
consequently, we emphasize continuity in programming.

5; Learning should take place where it can Le =aintaiued and
generalized.

-
1
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16} Programs which take the DD child away from the places and
persons instrumental in the childs development are at

best ineffective and at worst destructive; such programs attempt
to serve the DD child under the guise that prufessionals can do
it better than the parents and with child being taught in
situations limited in time,and opportunities and separated from
the natural environment-- in some cases the parent is not even
told what the child is being taught and parents are seldom
involved in the training.

Description of IECIP Services

The IECIP is an interdisciplinary approach serving the
dwvelopmentally disabled population, primariiy ages 0 to 6 years.
Tte IECIP provides services in the areas of gross and fine
perceptual-motor development, speech and language development, social
work, and psychological services. The IECIP is available to the
Southeast Kansas population at no charge to its clients. The IECIP
is funded by the University of Kansas.Bureau of Child Research core
grant and matching federal/state funds. The administrative cost of
the program is approximately $200.00 per client, per year. This cost
pPlus low trave! to centrally located provision points for families
makes the IECIP's parent training approach feasible and financially
possible. ’

The total population served by the IECIP is approximately 350
children, adults and their families. The prograr covers a region of
15 southeast Kansas counties serving the families of children with
disabilities. There are 18 provision points in specific cities in the
region where weekly or bimonthly clinics are provided for the clients.
Most of the clinics are held in county public health, mental health,
social and rehabilitational agencies, and public/private schools.

The IECIP team travels into the catchment areas to the designated
provision points to serve the individual clients. In addition, when
clients are i!1, extremely young, or there are transportation
problems, the IECIP staff provide services in their homes. This tends
to alleviate the expense of travel that hinders center-based programs
with lower social-economic clients.

The IECIP model involves the development of parent competercies
in implementation and evaluation of developmental1§7behavioralls'basec
intervention programs. Based on the principles of individualized
pbrogramming, the trainer develops the goals. techniques, and materials
for parental use. The program is geared to the age of the child,
chronologically, physically, and emotionally. If a client is an
infant, the yrogrim emphasizes motor and communication
developrent., If the client is older, the program directs itsel?®
tuward self-help. communication, sensorimotor integration. ang schou:
readiness. The program also directs its effects toward aiding
Parents in handling the inappropriate disruptive behaviors of thei:
children.

Services delivered are specific tu the c¢lient's needs and
disabilities. The gross/fine perceptual -motor cowponent hresls .
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specific needs into two areas of contact - motor development and
sensorimotor integration. Direct application of remediation is
dependent under which level the client is functioning. The speech and
language component encompasses the lcvels of pre-speech, and language
receptive and expressive language, pre-academic readiness, and
behavior management. The psychological component provides complete
cognitive and adaptive behavior testing and instruction in behavioral
management techniques for handling inappropriate and disruptive
behaviors. The social work component offers parental counseling,
behavior management techniques, respite (are programs, and home-base
intervention in crisis situations. The IECIP thus offers a full
interdisciplinary approach to the rural-base environment through

four components.

The IECIP also joins with the other support agencies in the
catchment area to provide a comprehensive interagency network for
complete programming to further meet the families needs. For
example, if the client and family needs services from Social and
Rehabilitational Services, an orthopedic doctor ard
psychological services, the IECIP contact might serve th: family
in the role as contact for these professionals to provide these
services. Other clients are referred from the interagency
network to the IECIP. SRS, public health, and mental health
make up over 45% of the IECIP's referral sources. Each
professional service interacts with the IECIP to ensure that
services necessary to the families are provided. Steffings,
consul tations, and workshops are provided by the IECIP to
continue and update the current services to the interagency
network.

The actual sequence of contact with the clients and their
families usually occurs as illustrated in the following example. A 14
month old cerebral palsied infant has been referred to the IECIP.
First the intake information is taken by the secretary or
professional. An appointment then is made at provision point closest
to the client's home (or in the home itself, as explained earlier).
This assessment session appointment is made with the professional in
charge of managing the primary handicapping condition. The
professional then becomes the case manager in charge of aligning the
appropriate services necessary for the family. The initial
assessment is the first block in building the foundation of education
and therapy that the family will utilize in handling the client's
disabilities. From the first contact, the case manager then decides
what measure to take in the therapy and needs of the client. The
client is maintained in therapy every one or two week period through
the education of the parent. “Therapy” may be a misnomer, as parent
education is the key to the IECIP. The individual therapist fosters
the program that the parents utilize for their child. Thus the
parent becomes the therapist.

Contact between the therapist and the parents of the client is
intense, with particular emphasis on educating the parents on the
specific handicapping condition. The parent is the focal point of
therapy. Children are not seen without their parents. The therapist
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determines the next area objectives but the parents train the child.
The therapy period (15-60 mins.) is spent assessing progress since the
previous period, developing a structured prescription, and explaining
and demonstrating techniques to be used by the parents until the next
session. The techniques are modeled for the parent and she/he is
shaped in their use. Before the ending the session, the parents are
given a written plan to follow until the next session.

The home environment becomes the therapy room. The parents thus
become the client’s therapist, case manager and advocate. By working
with parents in this manner, we more than triple our managing case
loads, thus increasing the number of clients in the catchment, without
2 concomitant increase in numbers of professionals.

Respite Care Program

In addition to the services provided by the IECIP, the UAF's
Respite Care Program offers another set of important services to
parents of handicapped children in Southeastern Kansas. The purpose
of the KUAF Respite Care Program is to provide those persons
responsible for the care of developmentally disabled - ividuals with
intermittent, brief periods of relief or time off fr« - _. 'y
demands and constant stress of caring for their disablei child or
adult. Respite care offers not only relief to the farily, °- provides
for growth, development and normalizing experienc: or the isabled
individual through interaction with others in the ommunity It is
the intent of the respite service program to reduce the neer for
institutional or other out-of-home placements, whil ' strengi ening the
coping abilities of families and improving the qua. ity of f ily life,

Since 1982, the KUAF Respite Program has provi’cJ ~ munity-based
respite in the rural counties of Southeast Kansas. " substantial
and rapid growth of the program demonstrates the neea for community-
based respite and the ability of professicnals in the ficld o’ special
education to recruit, train and place’'volunrteers in temporary
caregiver roles. Consequently the families van have p'anned time for
recreation or renewe® «ctivities as well as time to attend to
emergencies. The two types of respite offered through the program
”ce:

Companion/sitter service - Trained persons provide care in
the disabled client's home.

Resp.te car: nome - Trained persons provide care in their
homes, which are state ).icensed.

Recrultment. Mass media campaigns are used to recruit potential
providers a.d inform famjlies with disabled members about respite.
Most of the campaign is conducted utilizing no-cost forms of
advertising, such as a' public-service announcements through radio and
television, b) news releases and feature stories in newspapers, c)
interviews cn radi talk shows, and d) presentations to community,
church and school organizations. The only types of paid advertising
used to date e a) posters announcing the respite services mnd
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upcoming provise:r training workshops, b) brochures scribing the
program, and ¢} miass mailings to education, socia’ < prvic-, health
care, and church personnel.

Training. Providers must be at least 18 year. of age and
volunteer time to train in preparation for resp.tc. The training
provided through the KUAF Respite Program includes .n al!l-day workshop
and "hands-on" <raining experiences. 1In additicn, (nce a family
requests respite and a provider agrees to provide the care, the
provider is obligated to train with that family until the family -~nd
provider are satisfied that the provider will be able to competently
meet the care requirements for the disabled persuu. Additico-zl
requiremenis include, health and security clear.nces, lette-

of reference, and a screening interview conducted by the

Respite Care Coordinater to determine the applican*':

willingness and ability to provide respite and ¢ .~rer-. ki.!

levels. Potential providers are responsible for ubtaus,. 1.
Cardio-Pulmonary-Resuscitation (CPR) Certification thr .gh

community agencies, already offering such training., (sucl as

the American Red Cross).

How the KUAF respite program works. Parents are asked to enroll
their son/daughter in the program prior tc reque:-ing respite. This
assures that the specific care needs of the disa,led individual are
well known so providers can be adequately traired. Once enrolled, the
family calls the Respite Care Coordinator [.<ing the toll-free number)
to request respite. The coordinator then .untacts a provider and
arranges for the service. After the placem:nt is agreed upon by the
parents, provider and coordinator, a pre-placement visit is arranged
in preparation for the respite.

Following respite sessions, providers are reimbursed for their
services and both the providers and the pa-ents are asked to complete
evaluations on the placement. Payments do not occur directly hetween
families and providers. The provider submits a bill to the
coordinator and receives payment through tle program. The program
bills the famiI'y for the services based on ‘'je financial agreement
determined when the family enroils. A slid.ng scale is used to
deterrine fenmily fwes for services

Precrim finding.  The budget of (he KUAF Respite Prougram consists
of two compununts--organizational and direct-service funding in regard
to organizatlonzl funding, the program is sponsored by the Kansas
University Affiliated Facility at Parsons which supports the program
in cooperation with the Parsons State Hospital and Training Center
through the contribution of all organizational, administrative «nud
suppiy costs.  As for the direct service funding, donmated monies and
family feer for vervices are used to pay for the direct costs of
providing respite to clients. This includes incentive fees to
pruvider: at a rate of $3.00 per hour for 1-7 hours of respite or a
f.at rate of $25 for each 8-24 hour session and mileage reimbursement
to providers who must travel out of their home community to provide
respite. Providers are self-employed. contracting with the program to
asrovide services. and are not employees of the university.
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Start up funds for the program have been provided hy i
Frederick L. Girardeau Memorial Fund which is administered through the
Univer-ity of Kansas endowment fund. This trust fund was designated
to support community-based services for developmental ly d:isui ' ed
individuals. In addition, respite services have been supported
through the generous contributions of individuals, industry and
community o-ganizations, and family fees for services

Program growth & replication of services. Respite services are
how available for the families of developmentally disabled individuals
in six rural Kansas counties, with 21 sitter/companions providinyg
respite for 42 disabled clients. The number of hours of respite
provided has increased from 60 hours in 1982 to 2,283 for 1985.

The goal of the program is to make respite available in a nine"
county area to any family with a handicapped member requesting
the service. As each area is targeted for recruitment and
fundraising, the initial steps for implementing and supporting
the program are replicated.

Future Directions

We plan to continue our IECEP service model in the future. but
anticipate diversifying in some significant ways. Many of the
diversifications will be designed to meet our responsibilities as a
UAF: to develop "state of the art" services and to communicate our
methods to a broad audience of individuals involved with handicapped
children. In addition, there will be some changes related to the
Reapite Care Progranm,

One activity we will undertake in the future involives a research
project designed to compare the effectiveness of the parent-directed
model we have developed to the more traditional therapy model used in
the public schools. While only in the planning stages, the project
will involve two studies, one involving speech services and one
involving motor development. Public school speech and physical
therapists will treat some children using the parent-directed model
and some using the traditional model. Outcome datz wi'' Yo cnllected
in order to determine which of the models appears more +ffuective.

To demonstrate the replicability of the service pode.. we ..o
planning to help initiate similar services in a regiun of the stite
which we currently do not serve. Therapists and teachers a1 that
region will be assisted in learning to provide parent-directed
services by IECIP staff. We feel that it is important to determine if
the philosophy and methods which we have found so effective can e
used by other professionals.

Based on the results we have achieved to date. and on ant o inted
success in the two projects described above, we will be making an
effort to communicate the details of the parent-directed model to
audiences on a state and national level. We intend to attend si.. .
regional, and national cunferences of professional ovgithiloit Tutr
discuss the merits of the parent directed approach. I 'he Sitore. we

IRER RN 171

4



will be videotaping examples of our sessions with the clients and
their parents to illustrate the procedures and styles we use in
encouraging and teaching parents to work with their handicapped
children. We are also considering the possibility of conducting
training workshops for professionals attending conferences. In regard
to professional journals, we intend to submit articles detailing the
philosophy of the program, the procedures we use, and the results of
the research project mentioned above.

Along this-same theme, we feel a need to provide additional
practicum opportunities for students studying speech and hearing,
adaptive physical education, physical therapy, psychology. special
education, etc. While we have done some such training in the past, we
intend the level to increase in the future (i.e., more students and
longer practica).

Still in the planning stages is a potential project designed to
demonstrate the feasibility of a parent-training program for
decreasing the risk of developmental delay among infants conceived,
born, and raised in poverty conditions in rural areas, such as
Southeastern Kansas. The components of such a program would include:
pre-natal identification; professionals as parent trainers and
consultants; parent-aides; parent-training classes; parent support
group; community outings; parent competency demonstration. In
addition to our current staff, this project would involve the additiorn
of six Parent-Aides and a Nurse who would serve as the Parent-aide
supervisor and medical representative of the transdisciplinary team.

In regard to the Respite Care ?rogram. we are seeking sreater
levels of community financial support for the incentive reimbursements
paid to providers. While administration of the program will continue
to be provided through UAF funds, we will be seeking to raise enough
donations from community, civic and church organizations, industry.
business and individuals to cover the funds budgeted for provider
payment.

Finally, we plan to carefully review the current training progran
for respite providers. While most of the topic areas appear
appropriate, we would like to convert the training to a competency
based model. This would help to insure that new providers do. indeec.
acquire the skills that we are attempting to teach.

In summary then, we are quite encouraged by the success of ous
current programs and intend to continue them in much their present
form. Our plans for the future include at least one systempnt .
research project related to the effectiveness of the pareat-directed
approach, a replication of the service mode! in another region of tie
state, the provision of additionul student practicum activities,
increased dissemination activities, changes in the respite provider
training program, and the development of more community support for
the provider payment portion of the Respite Cz:ie Program.
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Wednesday, April 23 Ruth Bragman, Joyce Couch Cole
SERRC
) Y 1236 North University Drive
1:30 2:30 pm Plantation, FL 33322

Improving Employer Effectiveness in Interviewing
Handicapped/Disabled Applicants

Ruth Bragman and Joyce Couch Cole

One of the most important aspects of a secondary
special education teacher and a rehabilitation counselor’s
Job is markKeting handicapped/disabled individuals to
potential emplorers. As special education and
rehabilitation personnel Kknow, success in job placements is
one of the most difficult components of their position.
Research with emplorers (Bragman & Cole, 1983; Cole &
Bragman, 1983) has shown placement of handicapped/diéabled
individuals is a difficult task, primarily because employers
are unaware of the problems inherent in different
handicapping’disabling conditions and, therefore, display a
lack of confidence in the employment interview. Many times,
potential emplorers become so involved in wondering about
the non-job related concerns associated with the
individual“s handicap/disability that they totally overlook
the applicant’s job-related skills and abilities. For
example, if an indiviuval with epilepsy applies for a
position, the employer may become mentxlly engrossed in a
scenario such as the following: “"Her lip just twitched.
Does that mean she is going to have a "fit" in my office?
What should I do if she falls out of the chair? Whom shall
I call?". 1In this situation, the employer is busy trying to

sort through possible dilemmas, all the while asking the
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standard interview questions, that he or she completely

misses the fact that the interviewe- happens to be the most

qualified applicant for the job.

The purpose of this presentation is to provide special
education and rehabilitation personnel with guidelines for
preparing employers on how to conduct interviews with.
handicapped/disabled applicants. A five step process is
described which can be used te increase employer
effectiveness in interviewing disabled individuals, so that
appropriate placement can be made.

The five-steps include: (1) analyzing the written Jjob
description in respect to critical job requirements; (2
determining possible areas of concerns for an indivfdual
with a specific h;ndicap; (3) matching the job requirments .
with the individual’s abilities to determine if there are
areas that may present problems; (4) developing questions
for the individual that are job related; (S) matching
applicant and /ob to ensure appropriate job plucement.

The step-by-step process described in this pruse.. tation
is intended to provide tangible, straight-forward guidelines
for emploryers in interviewing handicapped individuals.
Because of the structured format special education and
rehabilitation personnel will also find this process to be
convenient tool when providing employer awareness and
éducation and when preparing handicapped/disabled

individuals for the interview and the Jjob.



Wed., April 23, 1984
1:30 - 2:30 PM

Every Question a Parent or Teacher Would Want to Ask A

Pediatrician

Dr. Michael Cohen, presentor
Or. Ed DeForrest, facilitator

The medical issues presentation was conducted in an informal,
conversational manner. Dr. Michael Cohen of Tucson led the
discussion, which addressed a series of questions raised by
the preceding year’s meeting of the Heal th/Related Services
Task Force. Mike responded to the questions asked by Ed, and
solicited audience reaction to his observations. He
presented slides and discussed a number of issues. Mike and
Ed openly engaged and conversed with the group.

A number of salient points were brought up, and which could
facilitate health/related service/educator/parent
relationships.

1. School districts, particulariy in rural areas, should
identify their principal heaith care provider(s) and
become acquainted with them. Designate a primary
special education contact person at the school--a school
health nurse, special education administrator, other--to
work with the health care personnel. Get to Know each
other, establish routine and standard communication
procedures. Socialize ard get to Kknow each other.

Tell the health care provider what you need, what is
required, and what you can do for them.

2, Educators should not speak for parents. Stop doing for
parents what they can and should do for themselves.
Help parents to cope--don’t cope for them. Relax. Meet
with parents ahead of time. Prior to a PPT/PET meeting,
share information with parents ahead of time so they
Know what will be discussed, rather than coming in coid.

Remember: as a school persan your role is educationj you
are one of many intruders, but hopefully a helping
influence in the array of those impacting the family.

Be sensitive, learn to flex. Too often the school
assumes unknowingly or inadvertently a defensive role
and establishes barriers by insisting on using its
system,
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Suggestion: in order to access medical information, ask
parents to arrange an evening meeting for you and them
to visit their doctor. Doctors don’t have to attend PPT
and you nill have a better picture of the problem and
the family’s needs.

Don’t use medical jargon in PPT meetings. Ask the
physician or health care person to translate. For
example, soft neurological signs is a helpful clinical
concept but not an educational term; when transzlated,
it means that the child is developmentally below ncrm
when compared to others of the same age and sex, etc.
Interpretation of this and other phrases is not the
role of the educator, but is the responsibility of

the physician.

Children are constantly developing and unfolding,
whether they have a disabling condition or not. Thus
the diagnosis changes, and should be viewed as a
dev.lopmental status report.

Be cautious about diagnostic events and labels of
hyperactivity. Some diagnoses have multiple causes, not
all being physical. Each child has a unique
personality; pediatricians trained in the past several
vears are aware of and use a new array of methodologies
and approaches in assessment. Temperament, family
style, birth order, and other concepts are useful to the
family, school, and physizian in working as a team.

Physicians in many states are acked to sign off for
occupational or physical therapy as related services.
The physician is not trained as an OT or PT, and
should not be asked to support more than his/her
training and practice dictate. The trained OT or PT
will better understand and be ablv to assess what each
individual child may need in OT/PT services.

Certain children with disabilities, such as a studen® in
a wheelchair, have unique medical or clinical needs tut
can participate in a full schedule of regular ciassroom
instruction. Do not make presumptions about these
students or base decisions on school convenience or
school attitude when assisting these students and their
families. They are often persons who, with the

~7¢ *ance of a personal care attendant, can participate
0 regular school activity,
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Wednesday, April 23

1:30 - 2:30 pm

Michael Cohen

Clinical Association Professor
Department of Pediatrics
University of Arizona

Tucson, AZ 85717

Ed DeForrest (Facilitator)
Director

Spaulding Youth Center

Box 189

Tilton, NH 08901

EVERY QUESTION A PARENT OR TEACHER SHOULD ASK A PEDIATRICIAN

Dr. Michael Cohen is a pediatrician in Tucson involved in
evaluation of special education students and in the
implementation of PL 94-142. Dr. Cohen will discuss recent
events in the developmental assessment of children and the
procedures used in evaluation. He will also discuss how parents,
teachers, and medical or health-related personnel can better
communicate about the needs of children with disabilities and how
to work together to provide maximal services to each child.
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Wednesday, April 23 Presentor: Joan Sebastian
217 Milton Bennion Hall
1:30 - 2:30 pm Dept. of Special Education
University of Utah
Salt Lake City, UT 84112

RURAL TEACHER CERTIFICATION FOR MODERATELY AND SEVERELY HANDICAPPED
STUDENTS IN INTEGRATED SCHOOL PROGRANS

*Community-referenced Teacher Education in Rural Areas® (CTER)
PART I. PRESENTATION OVERVIEW

. In the fall of 1985 the Department of Special Education at the University
of Utah began the development of a model rural field-based certification
program for teachers of students vith moderate, severe, and multiple
handicaps. The purpose of the model project is to deliver a pre-service
certification program on site in four rural regions of the state. Utah’s
rural districts experience the same personnel recruitment and retention
problems as other regions of the country. The problem is wore severe in
relationship to finding qualified teachers and specialized support staff for
lov incidence and severely handicapped students.

The major components of the project vere selected to address several of
the personnel training needs typically found in rural parts of this state.
Utah’s rural districts are geographically characterized by vast open spaces
interrupted by multiple mountain ranges. MNost of these districts are not
close to the state’s tiraining institutions. In order to participate in a
certification program, individuals need to travel great distances to the
nearest college Or university campus. Recruiting teachers to vork in small
rural communitieu or very remote locations is also a difficult if not
impossible task for the local special education directors. The components of
this model (Figure 1) address the issues of distance and recruitment in the
folloving three major project goals: 1. Rural adjunct faculty are identified
and trained by project staff to deliver certification coursevork on-site in
each of the regions; 2. Training manuals and instructional materials vhich are
congruent vith the campus based certification program, and reflect the service
needs of rural moderate/severely handicupped students have been developed for
use by the rural adjunct faculty; 3. Certification candidates for the project
are recruited from local rural communities.

The certification competencies of this model emphasize the integration of
students vith moderate to severe handicaps into their community schools.
Often, because of the small numbers of these students in rural communities,
they are bused to centralized facilities which are staffed cooperatively by
several districts. As teachers become trasined in strategies that facilitate
the integration of students, the service delivery patterns vill also need to
change. The project staff and university personnel are vorking vith these
rural districts to assist them in the development of nev programs vhich allow
studentz to remain in their community schools. This project along vith
several other projects in the state of Utah, are focusing on systems change
strategies in crder to assist districts in their response to federal and
advocate demands for services in the least restrictive environment.
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Figure 1

Community-referenced Teacher Education in Rural Areas (CTER)
(Moderate to Severe Handicaps)
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PART II. HNODEL COMPONENTS DESCRIBED

The Commin.ty-referenced Teacher Education in Rural Areas . .R) project
has a threse yea- funding period. HModel development activities began early in
Qctober 1983, ard the pilot testing phase will begin during the suzmer of 1586
in tvo regions o the state--the Northeast and the Southeast (Figure 2). The
training site in the Northeast region is in Vernal, 173 wmiles from the
university campus; the second site is in Moab, 235 wmiles avay.

The three major compcnents of the CTER project are describec¢ in the
follovin, sections. Since the project is in the developwent phase data on the
effectiveness of procedures and strategies is not available at thiz time, but
vill be forthcoming in future dissewination publications.

Component 1. Selection snd training of rursl adjunct faculty.

Twvo individuals, one each from the Northeast and Southeast regions, vere
initially selected to participate in the pilot phase of the project.
Selection vas based on recomzandations from district and regional Specisl
Education directors as vell as project staff input. Several additional
criteria vere used along vith these recommendations. It var impor.ant that
these individuals be able tc provide supervision for the certification
candidates during school hours, therefore districts and regional centers have
agreed to release them for these activities. Both of these individuals have
had successful experience vith moderate #nd scverelv handicapped students and
are currently serving in supervisory and inservice roles in their districts.
During the grant period funds vill be pruvided to the districts in order to
purchase time and assistance from the adjunct faculty for model development
activities, instruction and supervision.

The rural ad unct facu.ty rcle is a key element in the success of this
project. Through this position critical communications vill be wmaintained
betveen the rural areas and the university campus. Rural adjunct
responsibilities include:

1. recruitment of potential certification candidates. This may included
publicizing information about the project through district and community
information netvorks; providing admissions information for interested
candidates; facilitating the adwissions process for the department in the
rural location; providing initial screening information on candidates.

2. teaching and/or facilitating certification courses on-site. These
activities include arranging for the class location and tiwe schedule;
informing students of relevant course information each quarter, i.e.,
location, cost, time, ; preparing materials; ordering texts and other
needed wedia; registering students and co.lecting tuition; class
preparation; assisting vith and facilitating on locaticn, interactive
instructional television course presentations; grading students; and
course evaluations.

3. liaison vith university project staff. This critical activity
include a variety of responsibilities and often is the wost difficult to
maintain. Phone conferences vill be scheduled on a regular basis to
facilitate comsunication. Other interactive technology such as
electronic mail and interactive video conferences vill be utilized as
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needed. Rural adjunct faculty vill come to campus at least once each
year for training. Support for this training is built into the grant,
but vill be provided by the dis‘ricts and -egions in the future. Project
staff vill also travel to the training sites on a regularly scheduled
basis.

This component includes five days of training, prepared by project staff
and university faculty, for the rural adjunct instructors. This training is
being developed as part of the model project and vill focus "hov to® teach
university courses, supervision, and off campus program management strategies.
A reviev of the adult education literature suggests several kinds of
strategies programs can successfully utilize vhen vorking wvith adult learners.
This inforsation in addition to specific cours2 content information has been
utilized in the training. The instructor’s manual for each course and
practica vill serve as a "teaching guide® for the adjunct faculty folloving
the initial training period.

Component 2. Trainina manuals and jnstructionsl materials

The specialization sequence for certification in the area of moderate and
severe mental retardation/multiple handicaps in the Department of Special
Education includes five specialization content courses 3 cuarter hours each.
The programs also requires sixteen quarter hours of practicum vith students
vith moderate to severe handicaps. Certification candidates who .ave 1. :ited
background and formal instruction in the general area of special wduca‘’ion way
also need to take additional coursevork. Specialization coursevork training
manuals have been developed for use by the adjunct faculty. Otber courses
nesded by certification candidates vwill be provided on a contract basise
through the Department of Special Education in cooperation with *ke sc:: .ol
districts.

Tvo basic formats have been used in the structuring of the re:.ired
courses; 1) course vill be taught by rural adjunct faculty on site in the
region, and 2) course vill be taught by the campus profes»or over the in’er-

active microvave video netvork. Soecisl Education $31 (3) Socisl gr-:
Edycationsl Issyes in Neptal Retardation and Special Educatior 552 (3)

inary n_of 8
vill be taught by the adjunct faculty member. Instructional manuals developed
for these courses include session outlines, discussion topics, 3tructures for
the course assignwents, grading procedures, and supplemental readings fcr the
faculty member. These courses vhen taught on campus tend to be presented in a
“lecture/performer® style (Crane, 1980) by instructors vho posses.. a great
deal of expertise. For this project these courses vere developed as
discussion courses, utilizing limited lectures. The instructional role of tF
adjunct faculty member is that of a facilitator and discussion leader.

A reviev of the literature describing characteristics of adult lea:..~rs
vas used as a foundation in the structuring of these courses (see references).
The certification candidates in this rural project are all individuals vho are
older than the traditional university student, most have college degrees and
are currently teaching in other aress. They bring to the learning setting a
vealth of background knovledge and experience that researchers suggest needs
to be integrated into the nev learning experience. These indivi uals are
motivated to learn and are anxious to apply nev information. Adult learners
also have many demands on their time; family concer.s, vorking environments,
sccial activities, and vith rural folks, travel becomes a demand as vell.
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Activities for these courses focus on relevant content that can be used
"tomorrav® in the classroom and/or vays nev information and theories can be
applied to local rural special education concerns. Assignments vere broken
dowvn into shorter more applied activities, i.e., veekly study/discussion
questions; brief summaries of current articles in mental retardation shared
wvith the class; papers that require descriptions of hov inforsation can be
applied in current teaching situations, etc.

The interactive video courses vill be presented by the on campus
professor and facilitated at the site by the adjunct faculty member. The role
of the rural instructor in this case becomes more supportive and facilitative.
Activities include leading discussions folloving the "airing® of the campus
class, assisting vith assignments, grading papers, communicating with on
campus instructor, and assisting students in the application cf assigned
activities in their classrooms.

The sixteen hours of practicum will occur in the certification candidates
ovn classroows. Because of the shortage of teachers, most of the individuals
in this program are wvorking full time in special education classrooms on
"letters of authorization® from the State Office of Education. The rural
adjunct instructor serves as the practicum supervisor and assists candidates
wvith the spplication of the certification competencies (see attachment).

Practicum observation procedures are consistent vith on campus
strategies. A systematic data collection strategy along vith a behaviorally
anchored rating scale are being used to assist certification candidates in the
iwmplementation of nev skills. Self evaluations through the use of video tapvs
vill enhance the feedback provided for individuals.

nent ce ndidat

The Department of Special Education has in place a ssveral step
admissions procedure that all students must complete. It vas necessary that
departmental standards for adwissions be utilized for rural certification
candidates as vell. Admissions packets vere compiled and distributed to
potential applicants. Part of the procedure includes a testing battery for
basic competence in language, reading and mathematics. Arrangements for
taking the test off campus in the rural regions vere made vith the university
testing center. All candidates vill be screened according to departmental
standards.

Information about CTER and its goals has been extensively distributed
throughout the state utilizing various information netvorks. The Special
Education directors in the Northeast and Southeast regions have been contacted
personally by the Project Director. MNMeetings have been held in each region to
describe the program and adwissions procedures to interested individuals.
Inforwation about the project has been distributed throughout ~ach local
school district and through the local nevs media. An article describing .he
project vas puhlished in the state-wvide CSPD Special Educator Nevsletter.
Approximately thirty people will be involved in the training program as the
project begins instructional activities in each region during the summer of
1986.

PART III. EVALUATION PLANS AND CONCLUSIONS
Evaluation data for this project are being collected from several

sources. All of the training manuals and instructional materials will be
evaluated by the adjunct faculty instructors and the students. Folloving the
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Spring quarter of 1987 this information wvill be used to revise the materiesls
for implementation in the tvo other rural regions of the state. Quar.erly
revievs of progras progress vill be cospleted by project staff in the process
of examining both the content of the courses, management of the program, and
effectiveness of the rural adjunct faculty. This information wvill be used to
provide specific support to each of the rural instructors as they implement
the program in each region. Modifications of materials and strategies vill be
made cooperatively vith each instructor as needed. A winimus of one site
visit vill be made each quarter. Regularly scheduled (monthly)
teleconferences vill be used to maintain comwunication and provide support for
each of the rural adjunct faculty wmembers.

The training for the rural adjunct faculty will be evaluated immediately
folloving the session and later as strategies and wmethods are implemented.
Training effectiveness data vill be supplied by the adjunct faculty and
through observation during quarterly revievs by the project staff. The
training vill be revised based on the data collected during the pilot phase of
this project. Folloving this revision, the training vill be presented to the
tvo nev adjunct faculty from the remaining regions.

Folloving the grant period there vwill be in place procedures and trained
rural adjunct faculty to continue certification activities as needed by each
region. The Department of Special Education is comsitted to facilitate this
effort on an ongoing basis to assist districts vith service for students with
mnoderate and severe handicaps.
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Attachment

Teacher Competencies in the Area of MSMR/MH




CONPETENCIES FOR TEACHER TRAINING PROGRAM IN MODERATE AND SEVERE NANDICAPS

[ COMPETENCY AREA

PERFORMANCE OBJECTIVES INDICATORS

HHEN COMPLETED

L.Effective Service
1 Delivery Models

{

2. Advocacy

. Jproject must:

gtach trainee wiTT denonstrate KnowTedgefa, Summarization of current Fesearch on
of effective service delivery models § the effectiveness of various service
for {ndividuals with moderate and models and formats for infants,
severe handicaps, youth and adults with ‘severe
handicaps in an essay examination,

b.Submission of a review of the
research in one of the following
areas; preschool, educational,
vocational, or residential services,
This review must (1) define current
problem areas, (2) summarize recent
research and evaluation reports in
each area and (3) draw conclusions
and make recomendations for future

% service development,

{

|

Each trainee will complete one advocacy

Indicators of completion are:
project prior to certification,

This §a.Pre-authorization of project by the
trainers' program supervisor,

b.Records of contacts and work sessions
outlines of work sessions, or
outlines of presentations, and

C.A written summary of project results
including recommendations for future
activity,

a.Involve parent or professionals
working outside the Unversity,

b.Focus on improving access to, or the
quality of, community services for
individuals with moderate and severe
handicaps,

This project may include presentations,

comittee work through advocacy groups,

or advocacy for an individual or

family,

|

!

Completed as part
of course require-
ments for Sp.Ed,
551 and 533,

|

|

1

|
|

{

{

§Comp1eted as part
of course require-
ments for Sp. Ed,
557 and 558

148
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L

INDICATORS VIIER COMPLETED

Each trainee will select and administerﬁuritten report summarizing results of

! COMPETENCY AREA PERFORMANCE OBJECTIVES H

3.Knowlede of tach tralnee will demonstrate know-

L Professionals andyledge. of professionals and advocacy
Advocacy organizations targeting individuals
Organizations  §noderate or severe handicaps, \

1

4 State/Federal  JEach trainee will demons.rate knowledgeJ

1 Negulations of Utah State and Federal requlations

’ qoverning evaluation, assessment,
placenent, due process, and maintenancej -
of confidential records for individuals
with moderate to severe handicaps
educational programs,

5. Assessment ﬁ

1 Selection and  Jassessment instruments appropriate for
eAdministration development of annual goals and short-

Jtern objectives for at least two 1
students with moderate or severe
handicaps,

sunmarization of priuciple mission

and activities of each of the

fol lowing organizations 1n a essay

examination:

L.Assaciation for Retarded Citizens,

2.National Association for Autistic
Children,

J.National Cerebral Palsy Association

4.Council for Exceptional Children,

5. American Association on Mental
Deficiency,

6.The Association for Persons with
Severe llandicaps.

Complated as part
requirements of Sp.
Ed, 551

|

|
Completion of an essay examination on ‘Completed as part
the rules and requlations of PL 98-199, of the course re-,

quirements for Sp.
{Ed. 853,

As part of class
requirenents for
Sp. £d, 553 & 557,

assessment and specifying areas for
qoal development for each student,

l
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1 COHPETENCY AREA

PERFORMANCE OBJECTIVES

INDICATORS

HNEN COMPLETED

1.Curriculum
Evaluation

0.1EP Nevelopnent §Each traTnee wiTT develop T TEP™s for

|

students' with noderate and severe
handicaps and participate {n 1EP
meetings, Each IEP must nclude:
a,3tatenent of current functioning,
b.Annual goals specifying conditions,

ﬂa.Pre-authorization of target students

by the trainee's university super-
visor and cooperating teacher,

b.Submission of complete IEP for each
student prior to application for
certification,

behaviors, and criteria for
per forma~ce,
c.Completc short-term objectives

specifyli 1 conditions, hehaviors, and1

criteria . performance,

d.Strategies of evaluation, and

i
e.Projected tinelines for {nitiating 4
instruction for each annua) goal, | ‘

(

Each trainee will complete a wri ;ten
evaluation of curriculum quides
designed For use with individuals with
noderate or severe landicaps, The
focus of the evaluation wil) reflect 1
the trainee's age level preference
(elementary or secondary) and wil]
address the following issues;
a.Comprehensiveness of domaing and
skill sequences,
b.Appropriateness of behavioral

1

objectives and task analysis,
c.Potential use as an assessment,
d.Attention to problems of generaliza-
tion and maintenance, and
e Adaptability for students with
physical handicaps,

Hritten report submitted to university
supervisor,

|

|

2.AS part of course
requirements for
$p. Ed, 557 & 550

a.As part of course

requirements for Sp
£d, 553,

|

(

{




COMPETENCY AREA ’ PERFORUANCE OBJECTIVES | TNDICATORS § WEN COMPLETED |

0,Program (8. 1.Each trainee will develop Tnstruc- §Trafnees™ will submit a compiete As part of course
Development tional programs in the following instructional program for each area to requirements for
| curricular areas: the university supervisor, Sp. Ed, 553, 554,
{a.Reading/tiri ting/Speling, 556, 557, and 556,
(b, Ma th/Honey/Time, -

'c:Self-help,
d.Soctal or leisure-recreation,
je. Sel f-management,

8.1.1 Trainees with an elementary  §
enphasis will develop programs in
the following areas:

2, Feeding, |
. Language/Conmunitcation,

ic. Motor Development/Sensory Functions
| 8.1.2, Trainees with a secondary

| emphasis will develop programs n !
| each of the following areas:
fa.Yocational training,

{h.Communi ty-based personal management,
¢, Communi ty-based leisure, !

§ 8.2 ATY instructional programs sub-

{ mitted by the trainee will include

| the following components;

fa.A complete instructional objectives

| specifying conditions, behaviors,

and criterfa,

tb,Task analysis or instructional .

| sequence,

ic. Instructional examples,

d.Criteria for student movement through
program steps,

e,Delineation of instructional cues or
prompting strategies, correction
procedures, and reinforcement,

f.Description of program materfals,

g.Description of instructional

4 settings, and

h.Data collection procedures,




| COMPETENCY AREA !

PERFORHANCE OBJECTIVES ’

IDICATORS

WHEN COMPLETED

-

9.Progran
Implementation

§ on student performance data, and |

0.3 Each trainee wiTl subnit Tnstruc-
tional programs which utilize at |
| least 6 of the following instruction-§
| 2] procedures and programning
| strategies,

fa. Increasing prompt hierarchy,

ib.Decreasing prompt hierarchy,
(c.Time delay,

(d.Time advance,

fe.Cue redundancy,

{F.Forward chaining,

j9.Backward chaining,

th.Concurrent chaining, or

[1.0irect instruction sequence and -
general ease programming,

Each trainee will fmplenent and report
the results of instructional programs
fthat they have developed, Inmplemen-
tation will include;

fa.Regular fmplementation of instruc-

[ tional program with students enrolled
in the trainee's practicum placement,
b.At Jeast 20 consecutive 1nstructional
| sessions,

—

ﬁd.Appropriate program changes based

fe.Evaluation of the effectiveness of
{ instructional techniques and proce~ |
| dures utilized by the trainee,

ubnission of written report to
juniversity supervisor,

As part of course
requirements for

and 557,

——

Sp. Ed. 563, 554, °

—
Loy
3




§ VURFETENGT AREA

PERFORMANCE ODJECTIVES

INDICATORS

a WHEN COMPLETED

{0, Instructional
Delivery

11, Scheduling

Each tralnee will demonstrate effective

Instructional delivery in {ndividual,

small group, and Targe group teaching

situations, Instructional delivery in

each situation should include:

Ja.Sufficlent rate of responding for
each student,

b.Distribution of trials across group
members,

c.Appropriate provision and fading of
assistance,

d.Appropriate strategles of behavior
management,

e.Based on written nstructional
program, ‘

lEach trainee will develop a classroon

schedule for a group of 8-12 students,

The schedule should;

a.Be based on a summary of IEP
objectives for all students earolled
in the class,

b.Include systematic fnstruction on [EP
goals during each period of the

1 school day,

¢.Includes student groupings that
maximize rate of responding for
each scheduled task,

d.Maxinize available instructional
tine, and

e,Schedule opportunities for aide or

§ peer tutor observations with non-

! classroom training sites,

Instructional delivery will be eval-
uated by university supervisor,
Trainee performance in each instruce
tional group size must Pe determined
appropriate on 3 consecutive
observations,

1

1

Each trainee will submit a copy of
classroom schedule ti university
Ysupervisor, This obyective may be
Jeompleted 1n assigned practica or
or simulation,

]

¢

requirements for

ﬁAs part of course
Sp. £d, 557 & 550

As part of course
requirements for
Sp. Ed. 554 or 557

138
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‘ COMPETENCY AREA ? PERFORMANCE OBJECTIVES

INDICATORS

{ wiew comierey

l
!

|
.J
{

!

15, Transition
Planning

a.Expected outcanes of training and
criterla for perfommance,

b.Description of training procedures,

¢.Description of systen for monitoring
performance, and

d.0n-going observations and feedback, |

Each trafnee will develop a comprehen-
sive, written plan for the transition
of moderately and severely handicapped H
students to subsequent service environ-
nents (1.e, Pre-school to elementary,
to middle school; middle school to high
school; high school to adult services).g
The plan should include;
a.Delineation of entry requirements or
subsequent environments(s),
b.Description of needed services
or resources for successful
functioning, and
¢.Ski11s required for successful
functioning, J
ad.Timelines and responsibilities for |
faci1itating transaction activities, |

|

. |

_

The trainee will submit a written plan
to the university supervisor,

ii

|
1

Conpleted as part
of course require-
Tments for Sp, Ed,
553, 957 and 558
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FLANNING THE UNFLANNED CONFERENCE FOR FARENTS

Roberta R. Daniels - Arkansas State University

Ellen R. Elwell - Vocational Services Coordinator, Andover, MA

Constructive parental involvement in the public schools is
desired by all. We recognize that the relationship between
parents and educators has undergone major transformation in the
past twenty years. The time has passed when educators view
parents as non-useful contributors in the educational powers.
Increasingly parents are viewed as essential members of the
educational team; not because laws dictate the partnership, but.
because professionals in general and special eddcaticn have found
parents to be an asset in solving pressing educational prablems.
Maore meaningfql parent infolvement is mandatory if we are to have
a truly productive educational program for cstudents.

Complexities of teacher’s task is no longer a wvalid encuse
to prohibit parent involvement. In fact, it should be viewed as
one of many reasons to include parents in the educational
proceedings. We will undoubtedly increase our effectiveness as
educators if we wark in partnership with parents faor tiie
amelioration of the child's exceptionality. The overwhelming
trenc of current research supports parental involvement in many
aspects of the instructional powers. This is evidenced by a
quote over 1I years ago by Laopate and others in Review of

Educational Research.

203



_2_

Educational research indicates that when parents of

school children are involved in the process of

education, their children are likely to achieve

better. This heightened achievement may be due to the

lessening of distance between the goals of the school

and goals of the home and to positive changes in

teacher’s attitudes resulting from the greater sense of

accountability when parents of their students are

visible in the schools. The child may also achieve

better because he has an increased sense af control

over his own destiny when he sees his parents actively

engaged in decision making in the school.

The research is supported in ever' area of exceptionality (i.e.
favoring parental involvement). For example: Where extensive
therapeutic processes were assumed to be too complex for parents
have shown great strides for students with a variety of home-
school interactions. It has been shown that parents trained in
basic speech correction methods were able to significantly
improve their child’s speech patterns. Similar findings
involve: M.R., physically and neurologically impaired,
emotionally disturbed, learning disabled, and gifted.

It becomes evident that our program efforts may succeed only
to the extent that parental support and cooperation exists and if
more than 90% of all school districts have cor’zrences with
parents. Skill and competency development are important. In
order to make sure this happens, communication skills must be
developed and parents must be accepted as partners. There are

caveral factors involved which influence the success of

conferencing with parents; all of which include:
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- Jjoint attendance of both parents
- preplanning of the.conference
- good listening skills
- recording essential data
- summary of conference session
- questions (clarifying and types)
- evaluation (formal or informal)
The type of parental involvement 1s important. Decide if it is
for behavior modification or involvement in instructional
process, etc. FKey issues are important in- both. For example in
behavior modification basic principles must be made clear:
- reinforcement is fundamental to all learning.
- reinforcement must be scheduled in a systematic way.
- reinforcement is effective only when it can be applied to
specific observable behaviors.
- reinforcement of desired behavior toc extingui:n
misbehavior
- reinforcement is contingent upon the child’s perception of
its effectiveness and the child’s maturity.
- success is contingent upon the individual’s desire to
control their own behavior.
Parents and children must know that is expected of them.

The degree of general or specific procedures will depend upon




..4..
individuals. Follow up is required in the behavior modification
process. Parental sincerity and adaptability are crucial

factors.

Instfﬁctional involvement is another type of direct
intervention which involves parental cooperation. It involves
both school and home and formal and informal methods.

In School

— paraprofessional

- observations (structured and non structured) directed

provides modeling opportunity

At Home

— encouragement of learning (positive interest)

- inyolvement with homework (quality work)

Enough background - Now to specifics. How do we build trust?

Sharing

Taking risks

Establishing clear expectations

Provide feedback and reir‘:orcement
Two major types of conferences we are involved in. We must be

prepared for both.



-5-

Flanned and Unplanned

Format
Flanned Unpl anned
yes Family and school backaround info. maybe
yes , Assessment information maybe
most likely Goals % expectations of parent for child maybe
yes Purpoée of conference no
yes Opportunity for questions no
yes Discussion of assessment procedures no
yes Restatement of needs or plans no
yes Classroom/schrol schedules no
yes School philosophy ‘ no
yes Specified academic procedures discussed no
yes Related services no
yes Evaluation procedures no

Obviously planned conferences would be our preference,
however we must be prepared to contend with and interact with
parents at times other than during scheduled (preplanned)
sessions. Specific types of unplanned conferences with parents
maybe: telephone, non-educational settings, emotionally over
wrought (shock, guilt, frustrated, grief), angry, garrulous, and
during class time. Specific strategies we might develop for
unplanned conference in order to enhance success might be as

noted below:
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Be able to assess their own beliefs and feelings about
parents and unplanned interactions they usually are more
adapt at dealing with them.

We must be able to accept parents as having a
facilitating role in the child's growth and development
and beiny worthy of cooperative involvement for the
child®s benefit.

Planned changes can occur through assistance of

parents. They need to be exposed to appropriate
conditions and contingencies and that we can engineer
and effect such changes.

Be able to redirect unplanned conferences through
structure and guidance. i.e., be able to express
emotions and perceptions truthfully - to be able to
reschedule. |

Provide structure for the unplgnned conference. Frovide
written guidelines for when unscheduled meetings are
permitted (e.g., “drop in" sessions, calls at home or
school, hours available). Structure needed here just
like for IEP’s.

Effective communication skills necessary. Unscheduled
conferences are likely to have a disproportionate number

of angry, guilty, or discomposed parents so - we must
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be prepared to employ appropriate communication skills.
e.g., verbal and non-verbal signals (value their
perceptions - even if we disagree), address con+flict
directly - in order to turn it into a joint problem
solving session.

7. Anticipate and plan for unscheduled conferences.
- maintain up to date files on all students
- ready access to local agencies
- structured guidelines on how parents can assist

students at home

being familiar with conflict resolution strategies

In order to strengthen or enhance encounters with 5arents we
must address not only the needs of parents, but their strengths
as well. We must rely on and utilize parents as experts to serve
on curriculum committéeg, parent advisory boards, fund raising
activities, and to develop parent to parent programs. We must
keep in mind, we are all interested in the welfare of the
exceptional children and youth. We must work together to achieve

the highest levels of performance.
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John Stellern
University of Wyoming
Box 3374

1:30 - 2:30 pm Laramie, WY 82071

Wednesday, April 23

QUALITY INSERVICE
TRAINING FOR RURAL EDUCATORS:
A FUNCTIONAL ALTERNATIVE

Target Audience: Teachers, Administrators, University Faculty,
State Department Personnel.

Providing quality inservice training for teachers and administrators
from very low population density areas has always been a major concern. In
the spring of 1977, the Special Education faculty members at the University
of Wyoming decided to directly address the issue.

Working jointly with the SDE, it was determined that a large number of
Wyoming public school teachers were in need of a survey course in special
education for re-certification purposes. Such a course was designed, and
extensive efforts were begun to recruit and train potential instructors.

During the summer of 1977, fourteen potential instructors were selected
from Wyoming school districts, brought to the UW campus for eight weeks, and
subjected to a rigorous training program. At the conclusion of those eight
weeks, eight potential trainers met. criteria mutually established by us and
the SDE for Probational Course Instructor status.

Each probationally endorsed instructor taught a survey course in
special education in a selected rural Wyoming setting during the fall
semester of 1977, Students in those classes, University faculty, and SDE
personnel evaluated all instructors. Six of the eight instructors who
taught the course in the fall of 1977 were endorsed as Extension Course
Instructors for the spring of 1978.

For the past seven years, this system has grown to include eleven
instructors endorsed to offer University graduate credit covering a variety
of courses for both the regular and special educator. Monitoring and
evaluation of instruction continues to be a joint University and SDE effort.
Feedback from students in these courses continues to be excellent.

Our intent for the 1986 ACRES conference is to share step-by-step
methodology for establishing a high quality statewide inservice effort
directed to rural areas, systems for monitoring and evaluating these
efforts, and strategies designed to continually upgrade instructional
offerings. Emphasis will be placed on statewide inservice coverage and
SDE/University cooperation. )
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CONCURRENT SESSIONS
WEDNESDAY, APRIL 23

2:40 - 3:40 pMm




Pat Pickens, Linda Knowles, Julie
Green
Coeur d'Alene SD #271

Coeur d'Alene Public Schools Cocut A'alewe, 10 83814

ADMINISTRATIVE CENTER
SCHOOL DISTRICT NO. 271 311 N. 10th Street

Coeur d"Alene, 1daho 83814
Phone (208) 684-8241

ABSTRACT OF PROPOSED PRESENTATION

Approaches To Secondary Transition in Rural Areas

The delivery of appropriate ser.ice to severely handicipped students as
they make the transition from school to adult life has been idextified as a major

program goal by the Office of Special Education Programs in Washington, D.C.
(will, 198a). '

The purpose of this presentation is to provide information on a
community-based model designed to provide transition services for the mildly,
moderately and severely handicapped individuals. The model prepares students to
leave the school setting and enter the community work environment of rural
North Idaho. Critical components of this program include:

a) community-based work experience
b) community-based instruction

c) social skills training

d) employability skills training

e) parent involvement

f) social/sexual awareness classes

g) peer-age tutoring program

This program was selected by the Idaho State Department of Special Education
in 1985, as the Exemplary Seccndary Special Education Program for the state
and is used as a model demonstration site.

An overview of the transition model, program goals and objectives will be
Provided. FPresentations will focus on a variety of curricular processes utilized
for school and community integration of high school level handicapped students.
Procedures manuals, developed in response to requests from program visitors,
will provide an outline and explanation of the model’s structure.

Part of the session will address developmen? of programs for the moderate
to severely handicapped student population and will include a discussion of
age-appropriate programs, community-based instruction, peer-age tutors,
individualized instruction and parental involvement necessary for support of
program design and implementation.

The second part of the presentation will address vocational issues and
strategies pertinent to mildly handicapped learners. Emphasis will be placed on
classroom objectives, activities and their relevance to work experience,
assessment procedures and application, development and maintenance of
community work placements, interagency and employer {nvolvement and
transition to post-secondary vocational programs.
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Presentors: Bernice Epstein R.N., M.S.N.

Wednesday, April 23 Cooperative Extension Service

2. - 3. Family and Consumer Resources
40 3:40 pm University of Arizona
Tucson, Arizona 85721

TITLE: INSTANT HEALTH INFO: The Telephone Connection

It is not an overstatement to declare that the residents of rural Arizona
have more health problems and fewer resources to meet their needs than do
those who reside in urban areas. Surveys showed that rural irnfant mortality
rate was almost 50% higher than for urban areas. Also, rural Arizona has a
higher accidental death rate, especially in motor vehicles, many of which are
alcohol-related.

Rural families also have more socio-economic problems; ten of the twelve
rural Arizona counties have been gshown to have a greater percent of their
populations living in poverty than is true for the state as a whole.

Portions cf all of Arizona's twelve rural counties have bezn classified
as medically underserved areas by botk federal and state designation. 1In
addition to the dearth of the health manpower, rural Arizona lacks certain
health care facilities and other services taken for granted in urban areas.

It was to respond to some of these needs that the Extension Serv ce began
its INSTANT HEALTH INFO PROGRAM: statewide toll free telephone acces:. to more
than 350 brief (3 to 5 minutes) pre-recorded tapes on a wide range of health
and safety topics. In addition to Extension Service funds, major financial
support cam from the Flinn Foundation with some assistance from the Arizona
Department of Health Services and the Western Health Systems Agency. The
purpose was to demonstrate that a free telephone gervice was a cost effective
and efficient way for rural Arizona residents to access health information,

The goals of Instant Health Info were to have users be more knowledge-~
able, be better able to discuss problems with health providers, reduce health
and safety hazards, recognize early warning signs of illness, and be more
self-gufficient in home care,

To measure the degree to which tkese objectives were met, a randomized
telephone survey of users and non-users was conducted. Significantly more
users were younger in age and came from lower-income families than non-users.
The majority of the sample of respondents were female. Only small differences
existed between users and non-us>rs in reported accessibility to and use of
medical gervices.
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The respondents were almost evenly divided between urban and rural resi-
dents. In actual calls made to the service, however, the usage by rural
residents was muck more dramatic. Although rural residents account for only
one fourth of the state's population they made two thirds of all calls to the

program. In gross numbers these calls totalled almost 50,000 in the two years
the program operated.

The majority of respondents (75%) reported using the service in connec-
tion with a personal or friend's health concern. Another 25T were simply
curious. Overall, 89% of the users were satisfied with the informational
content of the tapes. As would be expected, satisfaction was greater for
those who used the gervice frequently. Of those who were dissatisfied, the
predominant opinion was that the tapes didn't contain enough informarion.

There was overwvhelming agreement (98%) that the taped information was
either very or moderately helpful. Those who had used the service most fre-
quently were the most positive in their r.ting.

Respondents were almost evenly divided in reporting whether they did
anything differently after hearing and IHI tape. Differences were a function
of the number of times respondents reported using the service. Respondents
who had used IHI three or more times were most likely to report changing their
behavior. Of those who reported no changed behavior, the largest percent had
called only once. These differences were statistically significant.

Among respondents who reported changing their behavior, most frequently
mentioned was that they took some preventive action. The most frequently
cited changes concerned aspects of child care and lifestyle changes such as:
increased exercise; lowered salt, cholesterol, sugar, and/or caloric intake;
quit or cut down smoking: and used su screen lotions. Other actions were as
diverse as "bought a smoke ale m," "had a lung capacity test," and "got rid of
our cat."

Even where no changes were specified, respondents frequently commented
that the information eased their mind or confirmed their present actions as
correct. Voluntary comments were almost all highly positive, but weren't
analyzed.

While the program intent was not to have the tapes take the place of a
medical visit, it is apparent from the survey data thct the increased knowl-
edge gained from the tapes encouraged respondents to modify their health
behavior in this regard. Of those who reported 1 change, 17%7 went to a doctor
sooner than planned - indicating perhaps the recognition of a possible early
warning sign of illness. Fourteen percent reported they were more confident
to treat minor illnesses or accidents at home with self-care. Another 16%
felt more prepared to discuss their health concerns with health providers.

Some of the features of the IHI program which anade it attractive to
callers were that the tapes were available in the evenings and for ten hours
on weekends, the library included many health-related subjects such as child
development, fcod safety, and family concerns including coping with stress,
grief and dying. Eighteen of the tapes met the needs of child:en age 3~12
while others dealt with the concerns of adolescents in the areas of drugs,
rape, contraceptives and depression. These tapes consistently were among the
most requested of all the tapes, surpassed only by one on weight control.
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In order to increase usage of the gervice beyond what was available with
free publicity, seven paid promotional methods were implemented in rural
Arizona over a two year period of time. (Figure 1) Promotions we:: targeted
to one county at a time and only made in rural areas. Analysis of data
indicate that the most effective ways to increase usage of the gervice were to
get a brochure/directory into the home through newspaper inserts, mail or
especially by distribution at school. Least effective were newspaper adver-
tisements which instructed readers to call for a free directory. As a rule,
counties with the lowest prior use ghowed the greatest gain from the promo-
tion. (Figure 2)

Newspaper promotions done on Tuesdays led to a greater response than
promotions done on any other day. (Figure 3)

Tuesdays may have been more productive than Wednesdays for newspaper
promotion because of certain behaviors exhibited by women. Women are known to
use health gervices more often than men. They also are most likely to mauage
household budgets and do the major food shopping. In Arizona weekly grocery
store ads run on Wednesdays. It is possible that Wednesday's . food ads were of
greater concern to women than health promotion but on Tuesday with no food ad
competition, women were more ready to respond to the health promotion in
larger numbers.

The costs of all promotional activities ranged from zero, when print
space was donated, to 9.6 cents per unit delivered. The cost per new call,
i.e.each call above the base rate plus a margin for error, ranged from zero to
$4.56 with an average of $1.04 (Figure 4). Compared to paid promotioi, free
publicity was not found to be as effective a wey to generate a response,

An abbreviated version of IHI is being implemented in the two major
metro areas of Phoenix and Tucson. Three fourths of Arizona's population live
in these cities. The program name has been changed to "Dial Extension".
Half of the tapes are the most requetted of the IHI tapes plus some brand new.
topics. The other half of the tape library is made up of home, family and
gardening messages. The service is free to callers in the two urban areas but
outside callers must pay the toll costs. One new highlight will be the
"Health Tape of the Month"™ which facilitates the rapid dissemination of topi-
cal information. '

In addition to rural residents, other special populations were considered
in the planning of the program although lack of funding precluded most of the
adaptations needed to facilitate their access. One successful modification
for the blind was made possible by Arizona Books for the Blind who made 40
braille copies of the IHI directory. It took 24 pages of braille for each
copy. These pages were covered and bound and distributed to every major
library in the state. The program only paid for the duplication and binding
costs, all the other services were contributed by volunteers. Had funding
for the program continued, the Arizona State Library for the Blind and Physi-
cally Handicapped would have made a master tape of the IHI brochure, listing
first the categories of tapes and then the titles in each category. This tape
would then be reproduced and given to the visually and physically handicapped
whose hands could not hold or open a regular brochure. Using tone indexing,
listeners would be able to fastforward the audio tape to the category of

choice. They then could access IHI with their requests as any other caller
did.



Serving the hearing impaired was another plan which never was implemented
but could have been without too much additional cost.

Based on a 1981 Handicapped Needs Assessment by the Maricopa County
Com qunity College District, Arizona hag 207,645 deaf and hearing imparied
individuals. The Arizona Council for the Deaf estimates that there are more
than 2,000 deaf who already own TTY or TDD telecommunication devices for the
deaf. These machines permit the deaf to communicate with each other but with
almost no one else. This special population is desperately hungry to access
the "mainstream” world but such entry is often blocked because of their disa-
bility. To overcome this problem it was planned that fifty of the most
requested IHI tapes would be transcribed onto a Beparate set of audio
cassettes with pulsated gounds of the message text instead of a voice. These
pulsations would be transmitted over the telephone, from the TDD in the IHI
center to the TDD in client's home. There, the message text would be printed
on the TDD viewing screen or paper feed. A special listing of the available
tapes would be gunt to each person who had or was considering the purchase of
a TDD. They could then call the special WATS line get up for this purpose,
When the program operators received a call on this line, they would know to
uge the special TDD tapes.

Replication of the IHI telephone program is feasible for special popula-
tions within or among states. Start up costs consist primarily of preparing
scripts and recording the information on caggette tapes. Tape recorders of
sufficient high quality to play the tapes over the telephone cost about $100
per machine. The most significant item is the cost of the wide-area telephone
service or WATS line.

Before the American Telephone and Telegraph Company was mandated to
divest itself of certain services the ~wo statewide WATS lines used by IHI
cost approximately $1500 per month. The telephone charges were based on a
flat rate for 175 hours of usage per month., Additional hours of use cost
$4/hour. After the break up of ATST the flat rate was cancelled and an hourly
rate was instituted. As a result the program telephone costs more than
doubled. The more people called, the higher the phone bill. In other words,
the program could not afford its success.

Recently, some of the alternate telephone systems have initiated special
intrastate WATS rates which may be more reasonable.

Even with the acute rise in the cost of the telephone service IHI still
was a cost-effective way to get health and safety information to a large
number of people. Excluding in-kind donations, primarily of time, the out-of-
pocket cost was about two dollars per call.

If a more limited audience than the general public is targeted the costs
might differ considerably. Certainly, promotional costs should be less since
many of the potential users may be already identified and could be reached by
direct mail. Funding sources often times are available for demonstration
programs. Once the feasibility has been proved the problem of continued
funding is trickier, It might be appropriate for several different programs
to pool their resources and sponsor one telephone line into a central office
for recorded information on diverse topics, In other parts of the country
similar systems appear to have worked we@l@pportuuities for people to
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access sports and similar information or to record their votes for or against
a particular issue and have the cost charged to their own telephone bills are
already available nationally. It is expected that this feature will be avail-
able in Arizona within the next few years.

Sociologists and other futurists have documented that we are already well
into the "information age." While newer technologies eventually may overcome
the use of telephones it is still an almost universally available and reason-
ably affordable tool to provide accurate information in a timely and confi-
dential manner to target audiences of any size for any purpose.
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Presentors: DOr. Michael P. Wolfe
Director, Center for Teacher Educati
"SUNY Plattsburgh
Wednesday, April 23 Plattsburgh, New York 12901

2:40-3:40 pm Dr. Barbara McConville
Associate Professor, Special Educati
SUNY Plattsburgh
Plattsburgh, New York 12901

TITLE: Rural Special Education Preservice Field Experiences

Rural and small-town life connotes more than any Census Bureau definition could
possibly suggest. In a now famous interview with a prominent magazine, the Mayor
of the City of New York described the typical upstate New Yorker as "Pa" in his

bib overalls and “Ma* in her calico dress riding in their pick-up truck to a nearby
general store. :

While that picture might depict an occasional glimpse of }ife in rural

New York, it certainly is far from typical. Particularly, in those states which
are dominated by urban populations, such as New York, the word “rural® is thought
of as synonymous with “abject poor*; conjuring up images of postcard landscapes
peopled by pleasant, but bittersweet remnants of the 1930s.

This cavalier attitude toward rural .and small-town New York reflects a lack of
appreciation for and sensitivity to the rural atmosphere.

It is the purpose of this paper to describe the reality of the Ncrth Country area
of New York State and explain how a rural-located unit of the state university system,
the State University of New York at Plattsburgh, prepares prospective teachers to

meet the unique needs of this area through its Rural Special Education Teacher
Training Program.

Characteristics of the Region: The North Country

The four-county area of Clinton-Essex-Warren-Washington is large (4,568 square miles)
but sparsely populated, having a population density of 49 people per square mile,
one sixth that of New York State, even excluding New York City. The four-county
area is situated in the northeast corner of the Adirondack Park (roughly six

million acres of state and privately owned land), in which land use and development

is highly restricted. The population is predominately white (98%) with a median
age of 29.3.

Virtually every study or analysis of the region has pointed to the severely )
economically depressed nature of the area, which has the second lowest per capita
income in the State. The 1984 Lake Champlain-Lake George Economic Development-
Regional Planning Board Report pointed out the problems confronting the region.

1. a surplus of unskilled labor

2. highly seasonable employment opportunities

3. a declining number of operating farms and limited farm employment
opportunities

4. 1inadequate highway, rail, and air transportation
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water pollution ‘
. inadequate cultural facilities and opportunities

an insufficient supply of developed industrial sites

high transportation costs, which contributed to a high cost of living
inadequate opportunity for post-baccalaureate education in the area

(besides SUNY Plattsburgh, there are two small community colleges,

Empire State College, a satellite unit of SUNY, and a small, private

2-year college.) ‘

WoONOYWL

A map of- the four-county North Country area is appended to this paper.

High unemployment, an unskilled labor force, and few employment opportunities for
" those entering the labor force characterize  the region. The four-county area has
had an average unemployment rate of over 11% for the past three years, nearly
50% higier than either the statewide or national average for the same period of
time (U.S. Dept. of Labor,1984). The annual youth unemployment rate in the
North Country runs at 33%. The per capita income of the region ($5,483) is only
61% of that of New York State and 62% of the national per capita income (1980 Census).
Roughly 27% of the families within the region have an annual income below $10,000,
and nearly 14% live below the poverty level. Social Security income is received
by over 31% of the population, a rate two and a half times the statewide rate,
and 18% of the population subsists on public assistance, a rate four and a half
times the statewide average excluding New York City (NYS Dept. of Commerce,1984).
In addition to these dismal economfc statistics, the population must contend with
a climate which necessitates that homes be heated eight months a year, a high ‘
rate of substandard housing, and a considerable distance to travel for basic
commodities and health care facilities.

A 1980 SUNY Plattsburgh Upward Bound Program Zurvey revealed that 40% of the
region‘s high school students 1ived below the low-income guidelines for the

U.S. Department of Education's TRIO programs, and that 85% of these area high
school students came from homes where neither parent had earned a baccalaureate
degree. Of the population over the age of 25 within Clinton County, nearly 64%
have received a high school diploma. The average number of high school students
accepted into post-secondary institutions consistently averages around 56%, while
only 22.5% of high school graduates from low-income families go on to some form
of higher education. :

Locateu in the center of the service area, the State University and BOCES (Board
of Cooperative Educational Services) are within 60 miles of 39 small rural school
districts. The New York Legislative Commission on Rural Resources (1985) identifies
%he Clinton-Essex-Warren-Washington County area of New York as suffering from a

ist of woes:

Lack of availability of quality teaching personnel due to low salaries

Limited programs and staff

Insufficient career guidance for students

Problems presented by geographic isolation of large numbers of the rural
population

Limited summer education

Lack of state-of-the-art communications technology .

These regional characteristics provide the setting for the field-based special
education program at SUNY Plattsburgh.
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Field-Based Experiences in Teacher Education

In the last fifteen years the goals of the field-based teacher education programs
have changed significantly. The earliest stated goals pointed toward: socializing
the prospective teacher into the school environment, improving the cognitive and
affective performance of students, providing students with early field experiences
to allow teacher education students to make more informed career choices, and to
improve the students success in student teaching. Such goal statements tended to
view the student in the passive role, as someone on which the institutions are
acting. Research assessing the achievement of such goals has shown the meagerness
of teacher training institutions' success.

As Zeichner (1980) points out in his review cf the research, teacher education
programs have not created significant changes in the pre-service teacher's
perceptions of education. It instead indicates that the cooperating classroom
teacher's attitude prevails over the attitudes of the students s/he supervises.
Field-based experiences seem to entail a complicated set of both positive and
negative consequences that are subtle in nature and are not under the complete
control of the school nor the institution of higher education.

As the field-based movement has developed there has been a significant shift

toward: assessing the student's performance as a potential teacher, providing
situations in which the student can practice and develop teaching skills

(E114ot and Mays, 1979), and increasing students' confidence in student teaching.

The clearest results of research on. field-based programs comes from student survey
data which shows that graduates of“field-based prograus rate themselves significantly
higher than do graduates of campus-based programs. Perhaps recent success results
from a clearer understanding of..the purposes of the field-based experience.

Two recent publications seem to have focused themselves on :such purposes. First,
The National-Commission for Excellence in Teacher Education (1985) states that
the list of goals for the professional education of teachers should include:

1. Teaching students how to select appropriate content and concepts.

2. Teaching students to understand how children think and learn.

3. Teaching students to use a variety of teaching strategies.

4. Allowing students to observe and analyze the performance of a
variety of children.

5. Giving students an understanding of how technology can be integrated
into practice ensuring the development of higher order thinking,
problem solving, conceptual and social learning.

6. Providing the student an understanding of the conceptual relationships
of ideas and facts they learn in their advanced academic courses.

7. Permitting the student to participate in detailed analysis and
criticism of their own and their peer's teaching.

Of these goals, at least the last five can best be accomplished in a field-based
setting. The first two reflect foundations elements which can be introduced in
the college classroom and then applied in the field setting. A second source,
Guidelines for Field-Based Experiences (AACTE, 1983), suggests that field-based
experiences should:



1. Be carefully designed and supervised moving through stages of ‘
increasing responsibility.

2. Allow prospective teachers to observe and practice instructional
theory in environments which facilitate early feedback, evaluation,
and modification.

The remainder of this paper will illustrate how these goals are being implemented
in a field-based special education program at SUNY Plattsburgh

Field-Based Special Education Program, SUNY Plattsburgh

Preservice preparation for teacher education candidates in special education at

SUNY Plattsburgh generally focuses its.field training in a sixty-five mile radius,
utiiizing approximately eight school districts therein for practicum sites. Each

of these school systems is affiliated with the nineteen-member regional collaborative
of school districts, BOCES (Board of Cooperative Educational Services for Clinton,
Essex, Warren, and Washington Counties). Each field experience is designed
specifically to enhance the on-campus coursework and is monitored by university
supervisors. The sites are selected to meet unique needs of students and to
acquai?t students with the unique features of the North Country schools and
communities. :

The first practicum--a three credit experience with the normal progress learner--
occurs within a thirty mile radius ‘of campus. A subsequent field experience with
mentally retarded/developmentally disabled adults occurs within twenty-five miles
of campus, while the first special education six credit practicum experiences
consists of placements within a sixty-five mile radius of campus. Finally, the
student teaching placement (twelve credits) is arranged most frequently in an
area 100 miles from campus.

Supervision of preservice students in all special education settings is the
responsibility of Special Education faculty, with the exception of the student
teaching experience. A1l teacher education students are supervised by off campus
or part-time supervisors.

Program Advantages and Disadvantages

Competencies and curriculum components which -are included in the SUNY Plattsburgh
special education teacher preparatory program reflect some of the enhancements as
well as the limitations of Rural Special Education Teacher Training Programs as
identified by Marrs (1984).

Specifically, SUNY Plattsburgh's rural-focused training consists of course-related
content and experiences in the following areas described as program strengths.

- student knowledge of advocacy groups regionally, statewide, and
nationally
- student knowledge of rural community services offered by private and
public agencies
- student knowledge of skills and arrangements necessary for independent
and semi-independent living .
- student commitment to parent advocacy
- program involvement in recruitment opportunities
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- program utilization of adjunct instructors from area agencies and
public schools

- student knowledge of working with rural families

- student éxperiential training (on-site work, informal collaborations
with personnel)

- program inclusion of field personnel in skill analyses of students

- student knowledge of regional collaborative delivery services, itinerant
services, and a service delivery model for rural handicapped students,
particularly those with low incidence handicaps

- student knowledge of rural cultures, norms, mores, including socially
acceptable behavior

- program emphasis on generic skills for special education personnel

student experiences in management of certified and noncertified aides

assigned to special education settings _

student knowledge of leadership skills and strategies in the process of change

student knowledge of transportation limitations .

student experiences with extended families

student development of annotated bibliographies for resources (human,

technological, material)

- student knowledge of support systems and mentors in rural school systems
and communities

- student knowledge of proposal development to management for improvement
in services

It is clear that numerous unique problems also affect this special education
teacher preparatory program. "

student housing in off-campus locations

sufficient number of practicum sites

distances of field sites from campus and from each other
other course responsibilities of students during practicum
transportation for students

indistinguishable curriculum for urban and rural settings
supervision by faculty

broad geographic area encompassing field site availability
multiple responsibilities of faculty

Future Directions

Various studies supported by the U.S. Office of Special Education Programs (SEP)
have generated data describing numerous issues relating to rural special education
service delivery. Based on analyses of these studies, a comprehensive literature
review, dialogue with state policymakers, and collaboration with regional peer
professionals, the special education teacher preparatory program at SUNY Plattsburgh
will continue the processes of developing a quality preservice model, committed

to training competent future special educators who can work meaningfully and
successfully with handicapped students in rural environments.
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Wednesday, April 23
2:49 - 3:49 pm

Visual Problems in the Developmentally Disabled (D.D.):

As a teacher/educator, what do I do?

Landa J. Iverson, Ph.D.
Acting Assistant Superintendent
at Grafton State School/San Haven, North Dakota and
Adjunct Professor, University of North Dakota
and
Kimberly Marion, B.S.W./L.
Unit Director at Grafton State School/San Haven, North Dakota

Proposal For:

Acres Sixth Annual National Rural Special Education Conference



Iverson/Marion

Abstract o

Visﬁal problems are a major problem in the ma jority of developmentally
disabled (D.D.) children. Oftentimes, the visual functioning is over-
looked and ignored. As with other handicapping conditions, the functional
vision of the child may be impaired as a result of a multi-handicapping
condition or prescribed medications. More serious conditions cause Low
Vision problems that can greatly impair the child's learning capabilities

and success,

As all educators in the rural area know, the accessibility to professional
vision specialists is very limited. In the state of North Dakota, we

have approximately (6) vision specialists that meet certification.
Manycounties are without these services. The handicapped students suffer
or are usually classified into another diagnostic category, still with-

out sServices.

This session will give generic special education teachers some solid
information as to how they can accomodate the visually iﬁpaired child.
It will also give the teachers "clues" to a visual deficit that is

undiagnosed. -

This presentation will explore some of the common causes of low-vision

in children who are developmentally disabled. It will also include those
high-incidence conditions that many D.D. children have that tAe Special
Education Léacher may be unaware the condition exists. Early de-

tection techniques for teachers will be presented along with referral

processes.
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Iverson/Marion

For the more common conditions with children who are mentally retarded,-
epileptic, deaf-blind, and cerebral palsy, teaching approaches will be

shared. Low Vision Aids and Equipment will also be demonstrated.

By gaining knowledge in such a high-demand specialty area, these rural
teachers will be able to contribute to the system and the children in

it, in a more effective manner. Everyone benefits.



Wednesday, April 23
2:40 - 3:40 pm

CHARACTERS IN LITERATURE FROVIDE ROLE MODELS

FOR FURAL GIFTED AND TALENTED YOUTH

Roberta K. Daniels, Ph.D.
Coordinator of Program for Gifted, Talented, and Creative
Arkansas State University.
Department of Special Education % Speech Pathology

State University, AR 72447

Lenn Katzer, M.S.
Coordinator for Programs of Gifted

Burlington, Kansas 64839

Presentation prepared for Si:th Annual Rural
Special Education Conference
Tucson, Arizona

April 22-29, 1984
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CHARACTERS IN LITERATURE PROVIDE ROLE MODELS FOR RURAL GIFTED AND TALENTED YOUTH.

Students in rural areas need role models too! Opportunities for gifted
Students to interact with appropriate gifted role models may be severly
limited when'compared to the abundance of opportunities available to urban
area students. A viable plan to provide appropriate role models for gifted
students is to utilize characters in existing literature. The characters of

Tony Isadors in Who Really Killed Cock Robin, Claudia Kincaid from The

Mixed-Up Files of Mrs. Basil F. Frankweiler, Leroy Brown from Encyclopedia

Brown, and Jessie Oliver Aarons, Jr. in Bridge to Terabithia provide differing

types of role models for the gifted.

Many of the characters portrayed in the literature provide positive
traits that gifted students might wish to emulate. Other characters appear
shallow and superficial, yet provide meaningful opportunities for affective
type discussions. Reading offers productive opportunities and an opportunity
for gifted students to engage in meaningful self-directed learning. Specific
burposes are to provide assistance in the selection of books that respond to
special capabilities and to promote the intellectual and affective growth
of gifted students.

The majority of the books that will be discussed are among the best
books available in the contemporary literature for young students. Many of
the books have gifted children as central characters. The books referred to

are contemporary titles, not the older classics such as Alice in Wonderland

or Elephant Child. These references frequently require an extensive

background, outstanding imagination(va sense of humor, and an ability to sustain

attention on several levels simultaneously.
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Role Models in Literature 2.

The selection of references noted are to be utilized as examples only for
guidance in reading and they may serve as a basis for making extrapolations to
Other contemporary efforts. A list bf suggested readings will be provided

for those attending the session along with a detailed discussion of a few
selected readings. Specific details will be provided on how to make these

books relevant in the class discussions and other agssignments for the gifted

students.



Bridge to Terabithia by Katherine ®aterson (Crowell Ca.. Maw
York . c1977) is the winner of the John Newbery Award and William
Allen White Award. This is the story of Jesse Oliver Arons. Jr.
the only boy in a family flanked by two older and two younger
sisters, who live in the rural Virginia community of Lard Creek.
They are a poor family with dad commuting early every morning in
his old pickup to Washington, D. C., the only place he can find
wark, and returning late at night. Jesse, the man of the house
during the day, is saddled with the chores of milking Miss Bessie
and doing gardening, wood chopping and the like. In order te
have time to himself as an early riser, he uses his near dawn
August time to practice running. His immediate goal in life is
to be the fastest runner at Lard Creek Elementary; a title he is
certain to obtain since last year’s champ has moved up
educationally.

His remaining free time is spent drawing--a love he cannot
share with his family. At one point he tried to tell his dad
that when he grew ﬁp he wanted to be an artist, which caused the
following response: "What are they teaching in that damn
school? Bunch of old ladies turﬁing my son into some kind of
a..."

Even though his dad had not finished, Jesse had gotten the
message. It would remain his secret in the future not to be

shared ouvtside of school and with his favorite teacher, Miss
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Edmunds. Even though she must have been some kind of hipriz
("she never wore dresses"), she was without a doubt the mest
talented music teacher Jesse had ever known. She had taken an
interest in his art and encouraged him to keep drawing. It was
these things with which he occupied his remaining summer vacation
time. At least, until Leslie Burke and her family moved in the
old Perkins place down the road. The remainder of the story
provides ample opportunities for affective discussions. Ample
time should be allowed to discuses not only death but careers,

friends, and personal needs.

A Wind in the Door by Madeleine L’Engle

Charles wéllace is an extremely bright first grade student.
Though many thought from Fis appearance, that he was backward, he
talked like a diétionary. On his first morning at school, in
response to his teacher’s query "I want each of you to tell me
something abouﬁ yourself," Charles Wallace replied "What I’m
interested in right now are the farandolae and the
mitochondria." When the looks became confused, Charles delved
further to explain about DNA - RNA - symbiotic relationships,
etc., to the point where he was interrupt=d by the teacher, who
told him to stop making up silly things and showing off.

Meg, his older sister, does not seem too surprised when

Charles Wallace tells her he saw a dragon in their twin brothers’
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vegetable garden, thinking perhaps his statemen: might bhe an
outgraowth of the sbuse he had taken so often from clder bays at
school.

Meg eventually follows her brother to the ga;den and then to
the pasture, but no dragon is found. Only strange feathers and
silver and gold leaf-shaped sparkling scales. Dragons, No.
Remains of an entity, a strange being from another place?

The book provides a stepping stone to discussions dealing

with good and evil, futuristic-science fiction, and theology.

Go Well, Stay Well, by Toeckey Jones (1979). New York: Harper
and Row.

Candy and her aristocratic parents live in Africa. Becky,
an Africian n;tive, makes friends with Candy and yet is not
allowed to “isit or play with Candy. It is still a very timely
story dealing with sex oriented role expectations, race relations
and political power. Especially relevant for the gifted is the
affective need "to better the world." Group discussions will be
enhanced as gifted students try to relate to the ordeals that
Candy experiences not only with her family but with the people of

a different country and color.
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g’Brien, F. C. (1971). Mrs. Srizby and the Satz =f MIMH,

The story of the rodentz that escaped from the MNational
Institute of Mental Health and how their families survived
provides exciting opportﬁnities to discuss animal research. The
qQuestions posed by this provocative story go beyond the life of
the highly intelligent rats and into discussions of morality and
human purpose. Independence, cooperation, and work ethics are to
be congidered as they influence and shape social behavior and
values. Q@uestions reasain unanswered in the story and provide

stimulus for affective discussions.
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Selceeted Reference for gifted
Dr. Roberta R. Daniels ARKANSAS STATE UNIVERSITY

Mr. Lenn Katzer Coordinator Programs for Gifted, Burlington, KS.

Aardema, Verna. (1977). Who's in Rabbit’'s House? Illus. by Leo Dillon and
Diane Dillon. New York: Dial.

Adamson, George. (1968). Finding 1 to 10. 1Illus. by author. London: Faber
and Faber.

Alexander, Lloyd. (1978). The First Two Lives of Lukas-Kasha. New York:
Dutton.

Anderson, M. (1981). Forever Ahbra. New York: Atheneum.

Anderson, Norman D. (1978). Investigating Science in the Swimming Pool and
Ocean. 1Illus. by Steve Daniels. New York: McGraw-Hill.

Anderson, Norman D. (1975). Investigating Science Using Your Whole Body.
Illus. by author. New York: McGraw-Hill.

Armstrong, Louise. (1978). How to Turn Up into Down into Up: A Child's
Guide to Inflationm, Depression, and Economic Recovery. 1Illus. by Bill
Basso. New York: Harcourt.

Atkinson, Linda. (1978). Mother Jones - The Most Dangerous Woman in America.
New York: Crown.

Babson, Walt. (1976). All Kinds of Codes. New York: Four Winds.

Baird, M. (1974). A Lesson in Love. Boston: G. K. Hall.

Barber, Richard. (1976). A Strong Land and a Sturdy: England in the Middle
Ages. New York: Seabury.

Berger, Melvin. (1970). Tools of Modern Biology. Illus. by Robert Smith.
New York: Crowell.

Bethancourt, T. (1977). The Mortal Instruments. New York: Holiday House.

Bierhorst, John. (ED. and trans). (1976). Black Rainbow: Legends of the
Incas and Myths of Ancient Peru. Illus. by Jane Byers Bierhorst. New
York: Farrar, Straus and Giroux.

Black, Algernon D. (1965). The First Book of Ethies. TIllus. by Rick Schreiter.
New York: Franklin Watts.

Burns, Marilyn. (1976). The Book of Think (Or How to Solve a Problem Twice
Your Size). Illus. by Martha Weston. Boston: Little, Brown.

Calvert, P. (1980). The Snowbird. New York: Scribner's.
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Carroll, Sidney B. (1971). You Be the Judge. Illus. by John Richmond. New
York: Lothrop, Lee and Shepard.

Chase, Sara B. (1977). Moving to Win: The Physics of Sports. New York:
Julian Messner. :

Cosman, Anna. (1979). How to Read and Write Poetry. Illus. by Nicholas
Krenitsky. New York: Franklin Watts.

Cresswell, d. (1978). Absolute Zero: Being the Second Part of the Bagthorpe
Saga. New York: Macmillan,

Cresswell, H. (1984). Bagthorpes Abroad: Being the Fifth Part of the Bagthorpe
Saga. New York: Macmillam.

Cresswell, H. (1980). Bagthorpes Unlimited: Being the Third Part of the
Bagthorpes Saga. New York: Avon.

Cresswell, H. (1979). Bagthorpes Vs. the World. New York: Macmillan.

Cresswell, H. (1977). Ordiaary Jack. New York: Macmillan.

deTrevino, E. B. (1965). I, Juan de Pareja. New York: Bell Books.

Dobrin, Arnold. (1975). I Am a Stranger on the Earth: The Story of V'ncent
Van Gogh. New York: Fredrick Warne. :

Elliott, Donald. (1976). Alligators and Music. Illus. by Clinton Arrowood.
Boston: Gambit.

Engdahl, S. (1973). Beyond the Tomorrow Mountains. New York: Atheneur

Engdahl, S. (1970). Enchantress from the Stars. New York: Atheneum.

Engdahl, S. (1971). The Far Side of Evil. New York: Atheneum.

Engdahl, S. (1972). This Star Shall Abide. New York: Athenecum.

Fisher, Leonard Everett. (1978). Alphabet Art; Thirteen ABC's from Around
the World. 1Illus. by author. New York: Four Winds.

Fitzgerald, J. D. (1967). The Great Brain. New York: Dial Press.

Fitzgerald, J. D. (1973). The Great Brain at the Academy. New York: Dell.

Fitzgerald, J. D. (1975). The Great Brain Does It Again. New York: Dial.

Fitzgerald, J. D. (1975). The Great Brain Reforms. New York: Dell.

Fitzgerald, J. D. (1975). Me and My Little Brain. New York: Dell.

Fitzgerald, J. D. (1971). More Adventures of the Great Brain. New York:
Dell. -
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Fitzgerald, J. D. (1975). Return of the Great Brain. New York: Dell.

Fitzhugh, L. (1964). Harriet, the Spy. New York: Harper & Row.

Fitzhugh, L. (1974). Nobody's Family Is Going to Change. New York: Farrar,
Straus & Giroux.

Fixx, James F. (1978). Solve It! A Perplexing Profusion of Puzzles. New
York: Doubleday.

Garfield, Leon. (1967). Smith. Illus. by Anthony Maitland. New York:
Pantheon.

George, J. (1972).. Julie of the Wolves. New York: Harper & Row.

George, J. (1959). My Side of the Mountain. New York: E. P. Nutton.

George, J. (1979). The Summer of the Falcon. New York: Harper & Row.

George, J. (1973). Who Really Killed Cock Robin? New York: E. P. Dutton.

Hamilton, V. (1976). Arilla Sundown. New York: Greenwillow Books.

Hamilton, V. (1980). Dustland. New York: Greenwillow Books.

Hamilton, V. (1980). The Gathering. New York: Greenwillow Books.

Hamilton, V. (1978). Justice and Her Brothers. New York: Greenwillow Books.

Hamilton, V. (1971). The Planet of Junior Brown. New York: Macmillan.

Hassler, J. (1981). Jemmy. New York: Athereum.

Henderson, Z. (1970). Pilgrimage: The Book of the People. New York: Avon.

Henderson, Z. (1968). The People: No Different Flesh. New York: Avon.

Holt, Michael. (1975). Maps, Tracks, znd the Bridges of Kinigsberg:
A Book About Networks. Illvs. by Wendy Watson. New York: Crowell.

Johnston, N. (1983). Glory in the Flower. Ace.

Johnston, N. (1981). Keeping Days. Ace.
Jonston, N. (1977). A Mustard Seed of Magic. New York: Atheneum.

Johnston, N. (1977). Sanctuary Tree. New York: Atheneum.

Knudson, R. (1975). Fox Running. New York: Harper & Row.

Konecky, E. (1976). Allegra Maud Goldman. New York: Harper & Row.

Konigsburg, E. (1976). Father's Arcane Daughter. New York: Atheneum.
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Konigsburg, E. (1967). From the Mixed-up Files of Mrs. Basil E. Frankweiler.
New York: Atheneum.

Konigsburg, E. (1971). George. New York: Atheneum.

Konigsburg, E. (1968). Jennifer, Hecate, Macbeth, William McKinley, and Me,
Elizabeth. New York: Atheneum.

Krumgold, J. (1967)., Henry 3. New York: Atheneum.
Latham, J. (1955). Carry On, Mr. Bowditch. Boston: Houghton-Mifflin.

LeGuin, U. (1976). Very Far Away from Anywhere Else. New York: Atheneum.

L'Engle, M. (1976). The Arm of the Starfish. New York: Fa:rar, Straus and
Giroux.

L'Engle, M. (1976). Dragons on the Water. New York: Farrar, Straus and
Giroux.

L'Engle, M. (1977). The Wind in the Door. New York: Farrar, Straus and
Giroux.

L'Engle, M. (1962). A Wrinkle in Time. New York: Farrar, Straus and Giroux.

Love, S. (1978). Melissa's Medley. New York: Harcourt, Brace, Jovanovich,
Inc.

McCaffrey, A. (1979). Dragondruﬁs. New York: Atheneum.
McCaffrey, A. (1977). Dragonsinger. New fork: Atheneunm.
McCaffrey, A. (1976). Dragonsong.  New York: Atheneum.

Mathis, §. (1972). Teacup Full of Roses. New York: Viking Press.

Meyer, Carolyn. (1977). Eskimos: Growing Up in a Changing Culture. Photog.
by John McDonald. New York: Atheneum.

Honjo, Ferdinand N. (1975). Letters to Horseface: Being the Story of Wolfgang
Amadeus Mozart's Journey to ltaly, 1769-1770, When He Was a Boy of Fourteen.
Illus. by Don Bolognese and Elaine Raphael. New York: Viking.

Moore, Janet Gaylord. (1968). The Many Ways of Seeing: An Introduction to
the Pleasures of Art. Cleveland: World.

Neufeld, John. (1968). Edgar Allan. New York: Phillips.

Norman, James (pseud. James Norman Schmidt). (1975). Ancestral Voices:
Decoding Ancient Languages. New York: Four Winds.

0'Brien, Robert C. (1971). Mrs. Frisby and the Rats of NIMH. Illus. by Zena
Bernstein. New York: Atheneum.
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0'Brien, R. (1975). Z for Zachariah. New York: Atheneum.

0'Dell, S. (1960). Island of the Blue Dolphins. Boston: Houghton-Mifflin.
Oneal, Z. (1980). The Language of Goldfish. New York: Viking Press.
Paterson, K. (1977). Bridge to Terabithia. New York: Avon.

Paterson, K. (1980). Jacob Have I Loved. New York: Avon.

Paterson, K. (1976). The Master Puppeteer. New York: Harper & Row.

Paterson, K. (1974). Of Nightingales That Weep. New York: Harper & Row.

Peyton, K. (1973). A Pattern of Roses. New York: Thomas Y. Crowell.

Peyton, K. (1971). Pennington's Last Term. New York: Thomas Y. Crowell.

Picard, B. (1965). One Is One. New York: Holt, Rinehart & Winstonm.

Raskin, E. (1980). The Mysterious Disappearance of Leon (I Mean Noel). New
York: Avon.

Raskin, E. (1978). The Westing Game. New York: Avon.

Renner, Al G. (1977). How to Build a Better Mousetrap Car - and Other Experi-
mental Science Fun. Illus. by author. New York: Dodd, Mead.

Renner, Al G. (1971). How to Make and Use a Microlab. TIllus. by author.
New York: Putnam's. . -

Say, A. (1979). The Ink-keeper's Apprentice. New York: Harper & Row.

Sobol, D. (1975). Encyclopedia Brown and the Case of the Dead Eagles. Lodestar
Books.

rh

Sobol, D. (1984). Encyclopedia Brown and the Case of
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and Other Mysteries. New York: Scholastic.
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Sobol, D. (1977). Encyclopedia Brown and the Case of
Lodestar Books.

the Midnight Visitor.

Sobol, D. (1965). Encyclopedia Brown and the Case of the Secret Pitch.
Lodestar Books.

Sobol, D. (1981). Encyclopedia Brown Carries On. New York: Scholastic.

Sobol, D. (1966). Encyclopedia 3rown Finds the Clues. Lodestar Books.
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Sobol, D. (1963). Encyclopedia Brown, Boy Detective. New York: Thomas
Nelson.
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Sobol, D. (1970). Encvclopedia Brown Saves the Day. Lodestar Books.

Sobol, D. (1972). Encyclopedia Brown Shows the Way. Lodestar Books.

Sobol, D. (1977). Encyclopedia Brown Solves Them All. New York: Scholastic.

Sobol, D. (1971). Encyclopedia Brown Tracks Them Down. Lodestar Books.

Viereck, P. (1965). The Summer I Was Lost. John Day.
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New York: McGraw-Hill.
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Philip Lyon George Hager
Wednesday, April 23 Ann Beth Deily i

College of.Saint Rose
432 Western Avenue
2:40 - 3:40 pm Albany, NY 12203

Title: Funding, Operating and Surviving at Small Colleges

A major problem facing small colleges is funding,
especially when the education department is neither large
nor concerned as integral to the existence of the college..
The purpose of this presentation would be to explore
strategies, options and sources for funding as well as
implementation sfrategies. Questions such as how do I get
my faculty, administration to help me write a grant?

Once I have the funds, how do I get the faculty to cooperate?
The focus of these workshops will be on solving problems
associated with acquiring funds, operating grants, soliciting

assistance, and being successful as a grant manager.
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Wednesday, April 23

2:40-3:40 pm LEARNING WRAP-UPS
Presenter: Sharon Auld
HC 79, Box 28
Gothenburg, NE
69138

A hands-on teaching tool developed to help children memorize basic math facts FAST

and in a FUN way! Learning Wrap-Up sets come in Addition, subtraction, Multiplication
and Division. Not just for the classroom but available to parents for great reinforce-
ment and FUN at home. The simplcity and attraction of a Learning Wrap-Up board makes
it suitable for all levels of development. The self-correcting feature on the back of
the board helps build seif-esteem ané confidence. Wrap-ups utilize all learning senses-- -
Visual, Auditory and Tactile with the simple 4 Step-System--SEE, SAY, WRAP-UP and WRITE.
Just working with a Learning Wrap-Up improves small-muscle and eye-hand coordination
which are essentials for many skills in life.

This unique, durable plastic board was originally created and developed by Marion
Stuart of Ogden, Utah. Marion taught in the classroom 14 years teaching slow learners
with different learning disabilities. She created many teaching tools for her students
but was most impressed with the immediate results working with a Wrap-Up. Pre- and
post-testing scores after actual classroom application resulted in 100 to 300% improve-
ment of basic math skills in just one weeks time! Wrap-Ups are a SUPPLEMENTARY AID
that fits into any existing math curriculum complete with Teacher's Manu=l and a VCR
presentation.

All who attend the Learning Wrap-Up presentation will receive a packet of information
on how to obtain Learning Wrap-Ups and a free sample board to keep. The presenter
will also demonstrate FUN activities and games using learning Wrap-Ups. This simple
teaching concept motivates children of all developmental levels in a FAST, FUN way
through rote memorization of basic math facts.
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Send Orders to yuvur representative:

LEARNING WRAP-UPS

Sharon Auld

HC 79, Box 28

Gothenburg, NE 69138

SOLD TO

School Otrder Form

SHIPPED TO

Street

Street

City and State

City and State

Customer Order No.

Salesman Terms

F.0.B.

Gothenburg, NE

Date

Quantity

Item

Price

Amount

i

Learning Wrap-ups
Individual Sets
Add @ $6.95
Subtract @ $6.95
Multiply @ $6.95
Divide @ $6.95

$ 6.95

|

Learning Wrap-ups

Resource Set
16 set pack includes four
sets EACH of add, subtrace,
multioly, and divide

$ 99.00

|

Learning Wrap-ups

Classroom Set
42 set pack includes 15
sets add, 6 sets subtract,
15 sets multiply, and 6 sets
divide. Also includes
Teaching Booklet

4

$250.00

Learning Wrap-ups
School Set
100 set pack includes
5 secs EACH of add, subtracc,
multiply, and divide. Also

includes Teaching Booklet and
a VCR Tape.

$499.00

Booklet only
nstructor Use Only)

SHIPPING AND HANDLING

TOTAL AMOUNT DUE

One set includes 10 boards
numbered 1 through 10 of
the same function.
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ABOUT THE CREATOR
AND DEVELOPER OF
LEARNING WRAP-UPS

Marion Wolthuis Stuart
graduated from Weber State
College in Ogden, Utah, with
Bachelor and Master of Science
Degrees in Elementary Education,
vith an emphasis in mathematics.

Marion has taught in Utah
Elementary Schools for 14
years.

Since 1983, Marion has placed
Wrap-Ups in school systems in
California and Utah, with
overvhelming results.

The simple 4~step system
makes memorizing math
facts fast and fun!

SUITABLE FOR ALL
LEVELS OF DB VELOPNENT

=-Special Education
==The Slow Learner
==The Gifted
~=Junior High Level
==ABE (Adult Basic
Education)

LEARNING
~WRAP-UPS

HOTIVATING

L* ' A proven, tested
-, -l vethod developed
REBOE N to help memorize
| math facts!

A "SUPPLEMENTARY" AID THAT
FITS INTO ANY EXISTING

MATH CURRICULUM!
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{PLE FACTS

"ABOUT CONTACT YOUR
REPRESENTATIVE:
RAP-UPS SIMPLE .
FOUR-STEP
5 ALL LEARNING SENSES SYSTEM :g‘;gogogugg
l GOTHENBURG NE 69138
ory
Le SEE - ~-TO PLACE AN ORDER
S SMALL-MUSCLE AND ==TO ARRANGE IN-SERVICE
) COORDINATION WORKSHOPS FOR:
SAY
rials for many *Teachers
118 in life.
WRAP-UP *ETA Groups
COUNTING ON FINGERS *Departmental
iands are busy Beads
WRITE
working a wrap-up. *Curriculum Planning
SELF-ESTEEM AND Coumittees
\CE *Any Educational

1ps have a self-correcting Interert Group

re on the back., .ctudents : —~
venefit from additional As an Exhibitor
[ce and increased math
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d teacher preparation

ycrection time and also
2d paper usage.
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ible plastic tool that
> ysed year after year.
er student is
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cents for reinforcement
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248




ABSTRACT |

A Statewide Consortium for Special Education

Paraprofessional Preservice Training in Kansas
A project was recently awarded the Kansas State Department of Education
to develop and refine a statewide network for the preservice training of
special education paraprofessionals through the nineteen community
colleges in Kansas. The primary purpose of this project is to assist in
the communication effort necessary to allow each college to participate
at the level indicated by the need for special education paraprofessional
training in the geographic area served by the college. It is anticipated
that 500 paraprofessionals will participate in the preservice programs

offered by the colleges.

The Division of Personnel Preparation, Special Education Program, U.S.
Department of Education, has funded the project for an anticipated
three-year period. These funds support a full-time project coordinator,
Patricia P. Kells, and a full-tiﬁe secretary. Project codirectors are
Dr. Sam J. Newland, Director, Division of Community Colleges and

Dr. Phyllis Kelly, Director of the Paraprofessional Training Program
within the Special Education Administration Section of the Kansas State
Department of Education. This shared administrative leadership greatly

assists the implemertation of the project.

The proposed ACRES presentation will provide, through a lecture format,
a general overview of the administrative organization of the project and
the community college system within Kapsas. A slide-tape will be used
to present characteristics of four college programs. An opportunity for
discussion among the participants and presenter will be provided as well

as handout materials which delineate the competencies of the core

curriculum. Pat Kells, Phyllis Kelly
Kansas State Department of Education
120 East 10th Street
225;() Topeka, KS 66612
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Wednesday, April 23
Presentor: Sandra Stuart- Siddall
4:00-5:70 pm California State University-Chico

OFF CAMPUS RURAL PRECEPTORSHIPS IN EDUCATION

INTRODUCTION

An off campus rural preceptorship can be an effective way to teach
subject matter, as well as encourage the student to seek employment in
that setting. Many professional groups are under-represented in rural
areas: teachers, dentists, social workers, nurses, agricultural
engineers, etc.

THE NEGATIVES OF RURAL LIFE AND THE PROFESSIONAL

Several negative personal factors can influence the decision of
professionals relative to their seeking employment in a rural area.
Among those factors are: isolation from cultural and recreational
activities, fewer employment opportunities for mates, housing shortages,
restrictive weather conditions, isolation from professional peer groups/
organizations, and less variety of employment settings to select from,
difficulty in pursuing post-graduate work, non-competitive wages with
the urban centers.

THE POSITIVES OF RURAL LIFE FOR THE PROFESSIONAL

There are other elements found in rural living and rural work
conditions that can compensate for these personal disadvantages. A
professional has a greater opportunity to develop a number of skills and
talents that they may not have been motivated or challenged enough to do
in an urban area; where resources are more vast, and colleagues are but
a phone call away. Since the number of professionals working in a rural
commmity is smaller, the professional that is there will find that
he/she has more job autonomy, independence and certainly more visibility.
The relationships that one develops on a business level oftentimes extends
into the day-to-day life, since during trips to the grocery, eating at the
local cafe or going to church will most likely put you in contact with the
same people that you do business with. Rural environments also promote a
more relaxed pace of life. There is a time in all people's lives, when
the adult who has been working for 10-20 years in a harried, hectic work
environment who has to commute four hours a day just to get to work and
home again, stops and asks, '"Why am I doing this?" Furthermore, they
start evaluating whether they want to continue this so called "1life-in-
the-fast-lane' or get out of it, while physical and mental health is still
intact. Rural communities have more esprit de corps, more feeling for
group activities and a common good for all, in which the entire community
works together on areas of concern or interest.

FOSTERING STUDENTS' INTEREST IN WORKING IN A RURAL AREA

A rural rotation of any academic discipline could have effects on
correcting the maldistribution of professional people into rural areas.
Precepting in its simplest form means to teach. It is the passing along
of knowledge or skills from one person to another. In the early days,

-1-
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when institutions of higher education in this country were few, pre-
cepting was commonly used to acquire skills past secondary school. As
the country developed, so did its institutes of higher learning. They
in turn took on the responsibility of training more and more of the
professions. Today we have two paths a person may select to travel

down past high school. One is the now traditional college education and
degree system. The other, a widely used and historical path, is the
apprenticeship system. This system utilizes the expert in the field who
supervises and trains an apprentice for a specified length of time. Most
of the craft and building trades use this method. The college system
gives a maximum amount of didactic information with very little hands-on
experience.l

PRECEPTORSHIPS

The use of clinical preceptors, considered an instructional innovation
by some disciplines, is not new. In the fields of medicine, dentistry,
veterinary medicine, pharmacology, architecture, osteopathic medicine, and
the ministry, the most competent practitioners have long been used as
mentors or preceptors to teach students via their own practices.2

Students can derive valuable benefits from working with a qualified
clinical preceptor. The use of clinical preceptors provides mechanisms for
quality student learning when an educational program has a large number of
students and a limited number of faculty. Important functions of clinical
experiences in student learning are to attain role socialization and to gain
competence and confidence in performing clinical skills. When using a -
qualified clinical preceptor, role socialization is enhanced since the
student's role model is an active practitiomer.3

Although the following examples deal with the discipline of nursing, I
feel certain that the considerations and implications will hold true for
any discipline. :

Specific benefits are derived from a practicing role model. One
benefit is that preceptors, familiar with their own caseloads, are better
prepared to choose appropriate clients for student learning. (Hall, 1977)
Hall noted that, due to familiarity with their clients, preceptors can
assign students to care for clients with health problems that meet specific
student learning interests or needs and can provide assistance to the
student in managing the health problems with the clients unique needs in
mind. However, even though preceptors are more familiar with their clients,
Hall found that both preceptor and student benefited and welcomed discussion
of client assignments with faculty to make sure student and course
objectives were being met.4

1 - Sandra Stuart-Siddall, Jean M. Haberlin. Preceptorships in Nursing
Education. Maryland. Aspen Publication, 1983, pg. 89 (Bergeronm)

2 - Ibid, pg. 9 (Backenstose)

3 - Ibid, pg. 10 (Backenstose)

4 - Ibid, pg. 11 (Backenstose)
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Faculty in some nursing programs have reported that student ex-
perience with a clinical preceptor has helped to ease the impact of
reality shock. These faculty found that exposure to an everyday
practice of a clinical preceptor increased student awareness of frustra-
tions experienced by nurses and allowed opportunity to discuss and work
through conflicts within the setting. Preceptors help the students gain
a feeling of where one can and cannot cut the corners on busy days so
that health care is not compromised.>

In short, the integration of preceptors in the clinical field ex-
perience of collegiate students, can be a powerful means to bring the
student in contact with the real world, and hopefully, resolve contra-
dictions between the real versus the ideal worlds.6

SOME UNDERLYING CAUSES FOR fROFESSIONAL MALDISTRUBUTION

A rural preceptorship addresses three underlying causes of professional
maldistribution: a) the lack of awareness of the opportunities in rural
areas - most people are unfamiliar with the demands, challenges, rewards
of rural living and employment, because of their suburban/urban upbringing.
b) There is a bias in education. The largest percentag of higher educa-
tion institutions are in metropolitan or suburban areas. Students are
trained in and acculturated to the city. ¢) It is difficult to relocate,
to pack up and move to an unfamiliar area. Having worked and lived in a
rural area if only for just a short time during a preceptorship, is a
decided advantage in choosing a work setting, finding housing and establish-
ing oneself in a new community. The rural preceptorship can be the catalyst
that may turn the inclination toward rural living and employment into a
reality.

HOW TO UTILIZE A PRECEPTOR

THE PROCESS

The phases or steps used to establish a preceptorship are
similar to those utilized by the nurse in establishing a thera-
peutic relationship with a client. Wilson and Kneisl (1979)
suzgest the following three phases:

1. beginning or orientation phase when contact is
established

2. middle or working phase when contact is maintained

3. end of termination phase when contact is evaluated
and terminated.’

Establishing the Relationship

The goal of the first phase is to initiate contact with the
preceptor. One of the first tasks is to clarify the purpose of
the preceptorship and to identify the roles, responsibilities,
and privileges of the preceptor, faculty, and student. Ideally,

5 - Ibid, pg. 12 (Backenstose)
6 - Ibid, pg. 37 (Backenstose)
7~ 1bid, Pg. 39 (Gray)
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written information on the purpose of the preceptorship, tle
objectives of the clinical experience, and the expectations
of the preceptor would be sent to the preceptor to review
prior to the first conference with the faculty, at which time
they could be elaborated upon. The first personal contact
may be made at the agency to be utilized for the preceptor-
ship. This may be done in a meeting in the preceptor's
territory. Such a meeting may provide more security for a
novice preceptor who may have misconceptions and fears about
the experience. It also demonstrates an interest in the
agency and its services and provides an opportunity for

the faculty to become acquainted with the physical facilities,
the philosophy and purposes of the agency, the services
offered, the resources available, the role of the nurse in
the setting, and other relevant aspects. 8

One of the most important steps in the first phase is
to establish a trusting relationship with mutual understand-
ing and respect between the faculty and preceptor. One of the
ways to begin this process is to establish a common interest
or bond.

When possible, it is useful for the faculty to demonstrate
their own expertise to establish mutual credibility. The pre-
ceptors for their part must perceive themselves as contributing
practical, reality-oriented perspectives to the student learning
experience.

In addition to the conference between the faculty and
preceptor, a planning gession with the student present may be
held during the latter half of the meeting with the preceptor
at the agency or at a subsequent time. Collaborative planning
facilitates congruence between the r2quigite learning, the
interests and needs of the student, and the available oppor-
tunities in the clinical area.

When mutual willingness is attained, an agreement or
contract can be prepared. This may be a formal contract or a
letter cf agreement delineating the responsibilities of each
party. Dates and time frames should be specified so that each
is aware of the expectations and time commitments. The faculty,
student, and preceptor each retain a copy of the signed agree-
ment. If a formal contract is required by the parent agency,
university, or health facility, advanced planning is necessary,
since it may take months to obtais the approval of the individuals
responsible for legal decisions.

Maintaining the Relationship

Once the preceptorship is operational, the working phase
begins. 1In this second phase, the educational plan is implemented,
with stulent learning as the main goal. The focus is on assisting

8 Ibid, pgs.39-40 (Gray)
9 Ibid, pg. 40 (Gray) 255
10 1bid, pg. 41 (Gray) 4=



the student to meet the designated clinical objectives. The
student learning objectives provide the guideline for the
experience. Written behavioral objectives describing the
learning activities will assist in planning, implementing,

and evaluating the learning experience. The objectives may
include core objectives applicable to all students enrolled

in the course, reflecting application of course content, as
well as individual student objectives that serve to individual-
ize the experience to meet unique student interests and needs.
The individual student objectives ma{ be written by the student
with input from the faculty person.l

The role of the preceptor during the second phase is to
serve as a resource person, role model, and consultant to the
assigned student. Role modeling is an effective teaching tool
during this phase. The preceptor who is an excellent, expert
clinician can demonstrate the application of nursing theory to
nursing practice. The faculty person must provide opportunities
to demonstrate the application of classroom theory in the
clinical setting. Ideally, with assistance, the student will
be able to integrate the theory from the educational setting
into the real world. The insights that develop as a result of
this synthesis may minimize future reality shock. The primary
role of the student during the second phase is that of learner.

The faculty person is responsible for clinical supervision
to maintain quality control during the working phase of the
process. Indirect supervision is accomplished through periodic
phone conversations with the preceptor, onsite agency visits,
conversations with the student during regularly scheduled
appointments, and student feedback in class and seminar.
Written and oral assignments that demonstrate student under-
standing and the application of pertinent concepts and skills
will validate the application of theory in the clinical area.

Occasionally during the second phase, problems may develop
in the preceptorship. It may become evident that the planned
clinical experience is not effectively meeting the designated
objectives, for whatever reasons. 1In this situation, the role
of the faculty is to ensure a quality learning experience for
the student. Continuous evaluation is necessary to prevent or
detect problems. Interventions should include communication
with both the preceptor and the student to collect data to
validate or invalidate concerns, should share observations and
concerns with a focus on student learning, and should utilize
the problem-solving process to explore possible solutions.l

Terminating the Relationship
The objective of the final phase is the termination of the

preceptor contact in a mutually planned and satisfying manner.
The first task is the evaluation of the clinical experience. A

11 Ibid, pg. 41 (Gray)

12 Ibid, pg. 42 (Gray) -5
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conference between the preceptor, student, and faculty affords

an opportunity to discuss positive and negative aspects, to
determine goal achievement in relation to the cliniecal objectives,
to identify methods to improve the experience, and to summarize
the value of the experience for each participant. A part of the
evaluation conference should be devoted to a debriefing session
during which each person may review the experience from that
person's own perspective. Sharing expectations, fears, insights,
and learning is useful as each attempts to personalize the ex-
perience and provide closure.

The second task in the termination phase is to discuss future
plans for the preceptorship. If plans are indefinite, the faculty
person may golicit the preceptor's continued interest in serving
as a preceptor and thus pave the way for future negotiations. If
the agency is not needed in tbe immediate future, the faculty per-
son should inform the preceptor of that fact, express appreciation
for participating in the learning experience, and suggest the
possibility of future use.

In this connection, the faculty member must be aware of the
risks involved in sporadic use of preceptors. The preceptor may
lose interest in the preceptorship, may agree to serve as a pre-
ceptor for another educational institution, or may feel rejected
and unneeded by the faculty and affiliated program.

A letter of appreciation should be sent by the faculty to
the preceptor, acknowledging the contribution made with a copy to
the preceptor's immediate supervisor. OQther types of recognition
may be a certificate awarded the preceptor, an appointment to a
university advisory council or other apprﬁgfiate body, or possibly
an appointment to adjunct faculty status. :

CONCERNS AMD ISSUES
Control

The issue of control is faced by many faculty members involved
in the preceptorship triad for the first time. Faculty have
traditionally been socialized into the role of providing close
and personal supervision of most clinical learning experiences.
Many faculty receive gratification from nuturing the student in the
clinical setting and take pride in how the student acquires new
knowledge and skill with assistance from the faculty member. A
feeling on the part of faculty members of being needed and valued
may result. Thus, the faculty may feel umrewarded and unneeded
when faced with the fact that they are not directly and continuously
involved in the clinical setting. They may experience symptoms
typically associated with loss. 14

Many opportunities for input into the clinical experience
present themselves during conferences with individual students, in

13 1bid, pg. 43 (Gray)
14 Ibid, pg. 44 (Gray) 257



class or seminar, and during onsite agency visits. Written feed-
back on class assignments also provides opportunities for direct
involvement. Process or tape recording assignments offer excellent

. means for participating in the nurse-client interactions of the

student. Because there is less opportunity for demonstrating
skills in the clinical setting, campus demonstrations, role play-
ing, simulated games, and other strategies may be utilized to teach
clinical skills and meet the need for "hands on" involvement.l5

The use of preceptors may still pose a threat to some faculty.
A reluctance to acknowledge the preceptor as being adequately
qualified may be a first sign of con®lict, regardless of how well
the preceptor meets the objective criteria for selection. The
feeling that no one is quite good enough for "my" student is
common. This may be similar to the dilemma faced by parents who
must "let go" of their children and entrust part of their care to
others. Evaluating one's own needs and motivations and asking the
question, "Whose need am I meeting?" can help to maintain a realistic
perspective,

While the preceptorship is in progress, the faculty member may
become critical of activities in the clinical area and feel that the
faculty member would have functioned more effectively than the pre-
ceptor. This conclusion may be correct; however, the faculty member
must approach the situation with a positive attitude and realize that
learning occurs in a variety of situations and with many different
methodologies, each offering advantages and disadvantages. The
faculty task is to maintain the focus on learning outcomes.

Where the faculty perceives education as a mutual, interactive
process, with the student assuming the main responsibility for learn-
ing, there may be less need to control the situation. The use of a
preceptor requires a relatively secure and mature educator. However,
for some faculty, the preceptorship process may be too frustrating,
and acknowledgment of this fact may be the most effective solution.l6

Potential Abuses

Another concern is to prevent abuse in the preceptorship. Pre-
ceptor abuse may be in terms of time or energy demands. The preceptor's
prime commitment is to the employing institution; therefore, careful
consideration must be given to the time and energy requirements imposed
by the preceptorship. Thorough preplamning is essential to delineate
the preceptor's roles and responsibilities and to provide a realistic
focus for the learning activities. Time requirements should be explicit]
stated so that the preceptor is fully cognizant of the demands involved.l

Most preceptors and agency administrators perceive the experience
as worth their time. They recognize that students make a valuable
contribution by providing stimulation to the staff as concerns and
questions are posed, new content and skills demonstrated, and resources
shared. However, the client or consumer is the one who ultimately

15 Ibid, pgs. 44=45 (Gray)
16 Ibid, pgs. 45-46 (Gray)
17 1bid, pg. 46 (Gray) -7-
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benefits from the resulting higher standard of care that may be
delivered. Preceptors are usually gratified by being perceived

as expert clinicians who offer a reality-based learning experience.
It 18 also rewarding to witness student learning as the students
apply theories in their interactions with clients. Finally,
recognition by the affiliated university may improve the pre-
ceptor's status among the preceptor's peers.

Care must also be taken to prevent student abuse. Students
may be put in the bind of trying to please two masters-—each with
different expectations. To prevent this, the learning plan must
be planned and administered in a consistent, coordinated manner.
For their part, the students may try to pit the faculty against
the preceptor or assume a helpless, victim role to avoid
responsibility. The faculty should work with the student to
prevent this from occurring.l

Mutual Trust and Respect

It may be difficult for the faculty member to accept that
another individual may be as competent or more competent in a
given clinical area and could be utilized as a vital adjunct to the
typical learning experience involving the faculty person, student,
and client. Still, the educator cannot be expected to maintain
excellent clinical skills in all nursing fields and may come to
value the role of the clinician preceptor.

The mutual sharing of knowledge and experience is valuable
and gracifying. The prsceptor may be invited to participate in
classroom activities through panel discussions, guest lectures,
case conferences, and 80 on. Faculty may assist the agency by
providing consultation, offering inservice education, sharing
scarce resources, and 80 forth. Each may be appointed to
advisory councils, serve on joint committees, or have joint
appointments. In these ways, maximum effort should be made to
bridge the gap and promote collaboration between nursing service
and nursing education. Other issues and concerns that may sur-
face can be resolved on the basis of commitments from the faculty
person, preceptor, and student.

The faculty shouli consider various ways to make the preceptor-
shi> experience as posiiive as possible for all involved. These
methods should include (1) thorough preplanning to capitalize on
the nost effective us of preceptor and siudent time; (2) effective
communication with both preceptor and student to provide mutual
understanding, continuity, and evaluation; and (3) respect for
both as respousible adults.20

REFERENCE
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18 Ibid, pg. 46 (Gray)
19 Ibid, pgs. 46-47 (Gray)
20 Ibid, pg. 47 (Gray) -8 : 235;5)




LEGAL AND POLICY ASPECTS

At some point during the orientation, the legal aspects of
the preceptorship should be addressed by the coordinator. Un-
fortunately, at the present time, there are very few specific,
written legal guidelines governing the preceptor-astudent re-
lationship. (Chapter 18, however, outlines some of the basic
legal considerations that the preceptor should be aware of.)

In addition, each facility will have specific policies and
regulations applicable to students. These may be formal, written
policies, or they may be flexible and informal policies. In
either case, the preceptor will need to discuss the legal aspect
of the preceptorship with the agency administrator and become
familiar with the relevant policies. Some preceptors may work
with students who are licensed, practicing nurses returning to
college to obtain a baccalaureate degree. However, it is
important to stress that even the most competent, experienced
nurse is still operating as a "student" while in the facility.
Thus, though the supervision necessary for this type of student
may be minimal, the preceptor must always remain aware of the
fact that the preceptor_is still, in part, legally responsible for
the student's actionms.

THE PRECEPTOR'S TEACHING ROLE

Puring orientation, the program coordinator may wish to
discuss briefly the teaching role as it applies to precepting.
The preceptor's ability to create and maintain an atmosphere that
allows and encourages independent, self-directed learning is
crucial to the success of the preceptorship. The preceptor must
feel comfortable in the role and confident as a teacher. In an
effort to make the presentation of teaching techniques more
systematic, the coordinator may wish to consider separately four
aspects of the teaching role. The questions included in the
following discussion of these aspects provide a means of trans-
lating teaching theory into specific preceptor behavior that can
be objectively measured by both the student and preceptor (Simon,
1976).

The four teaching aspects or roles are, for purposes of
discussion, examined separately. In reality, it is not possible
to make clear distinctions between them. Ideally, the preceptor
will be adept at each, emphasizing one or more as circumstances
dictate.22

The Preceptor As Role Model

Role modeling is an extremely effective mode of teaching,
yet it is one that the preceptor cannot "prepare for." The stu-
dent learns by observing, analyzing, and questioning the preceptor's
style of practice, interactions with clients and colleagues, and
responses to & multitude of personal and professional demands. As
@ role model, the preceptor has the responsibility of maintaining a
level of self-awareness that allows the preceptor to reflect on

21 Ibid, pg. 56 (Haberlin) -9-
22 Ibid, pg. 57 (Haberlin) 260




behavior, motives, and feelings with the student. This pr. ides
the student with the rationale underlyiag the preceptor's
observable actions and decisions. In the self-questioning the
precep.or may ask:

- How many times did you meet with the studen.? Did
you allow the student an exchange of feedback?

- Did you feel there was open communication and trust
between you and the student?

- Did you offer support to the student? How?
The Preceptor As Designer of Instruction

For the preceptor, acting as a designer of instruction may
be the most unfamiliar teaching role. This role emphasizes the
planning phase of the instructional process and formalizes the
function of structuring the teaching and learning experience.
Each behavioral objective should be analyzed by the preceptor and
student in an effort to determine the specific clinical activities
that will lead to the fullfillment of the objectives. These
clinical activities that will lead to the fulfillment of the
objectives. These clinical activities will then constitute the
plan to be implemcted and eventually evaluated. In this role,
the following questions should be asked:

- Did you and che student take the opportunity to
discuss eac. other's expectations for the learning
experience?

- Did you give the student an orientation?
- Did you introduce the student to the staff?

~ Did you analyze, with the student, the meaning of
the student's objectives?

- Were you able to provide or suggest useful and
interesting experiences to meet the student's
objectives?

- Did you plan the educational experiences with the
student?

- Was there optimum use of the student's time?

~ Based on the agreed-upon objectives and the plan for
implementing the instruction, did both you and the
student participate 33 an ongoing evaluation of the
student's progress?

23 Ibid, pgs. 57-58 (Haberlin)
-10-
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The Preceptor As Resource Person

The student should be encouraged to use the most appropriate
resource available, which, in many cases, will not be the pre-
ceptor. Often, due to the availability of the preceptor, students
do not take advantage of other resources. The preceptor should
be used as a resource only when it is determined that the preceptor
is the most appropriate source of instruction in a particular know-
ledge or skill area. The relevant questions here are:

- Were you willing to share your expertise?

- Did you take the time to demonstrate procedures, and
so on, when appropriate?

- Were you able to assist the student in finding othér
resources when appropriate?

- Were the demonstrations and explanations clear to the
student? How did you know? 24

The Preceptor As Supervisor

The primary goal of clinical supervision is to increase the
student's professional autonomy. The preceptor facilitates this
process by creating conditions that encourage the student to take
the initiative in examining and modifying the student's behavior
or knowledge. Clinical supervision demands a relatively passive
role for the preceptor and an active role for the student. The
relevant questions in this role are:

- Did you feel you provided appropriate supervision?
Academic? Clinical?

- Did you have weekly conferences with the student?

- Did you share your viewpoint with the student, rather
than impose it?

- Did you encourage self-initiation, indiGiduality, self-
expression and self-evaluation?

At the conclusion of the orientation, it is extremely impor-
tant that the preceptor be encouraged to discuss any questions or
concerns and, in general, to share expectations regarding the ex-
perience. This will help irmensely in clarifying the material
presented and in alleviating any apprehension the preceptor may be
experiencing. Thus, the preceptor will leave the orientation hav-
ing gained the confidence and knowledée necessary to implement the
preceptorship program successfully. 2
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(HE RURAL CLINICAL NURSE PLACEMENT CENTER

Results from a longitudinal study conducted by the Rural Clinical
lurse Placement Center indicates that exposure of student nurses to
rural job roles and rural living conditions prict to graduating from
their nursing programs does affect their choice to live and work in a
'ural environment favorably. This study which has been conducted for
en years, indicates a return rate to a rural .zrea of 322 of the par-
:icipants, who had a rural clinical rotation in a rural facility.

-12-
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Wednesday, April 23

4:00-5:00 pm

Presentor: L. Tobin
ARMSI (Alaska Resources
for the Moderately/Severely
Impaired)
2211 Arca Drive
Anchorage, Alaska 99508

(907) 279-9675

Title: TIME WELL SPENT -- A Teacher Wellness Program

TIME WELL SPENT -~ SPECIAL EDITION FOR TEACHERS by Tobin is
a weekly wellness planner for educators. This presentation will review
many activities from this book and present a stress-management
decision making model from a soon-to-be published second edition.

TWS helps you introduce healthier daily activit‘es into your
lifestyle. Through better nutrition, relaxation exercises,
and the addition of self-renewing activities throughout the day
we prevent the extended build of tension. These energizing
breaks and personal growth routines promote greater well-being
and creativity on an hourly basis, energizing and relaxing as the
demands of the day require.

The unique design of this book places wellness information
and suggestions within a functional appointment planner. In this
format, alongside your business appointments you can make your
appointments with a healthier daily lifestyle.

The decision making model will provide guidelines to help
determine how potentially stressful upcoming events may be.

This will elaborate upon five different levels of support that
you can proyide for yourself to help you to deal with stressful
changes in life.

(Published by: Jade Mist Press, Box 5229, Eugene, OR 97405
$12.95 plus $1.00 p/h)

Copies will be available following presentation at $11.00.
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Presentors: John M. Aiken, Director

Wednesday, April 23 Project STEP
SE KS Ed. Service Center
4:00-5:00 pm 2601 Gabriel

Parsons, KS 67357

Dave DeMoss, Executive Director
SE KS Ed. Service Center

P.O. Box 176

Girard, KS 66743

Betty M. Weithers

Coord., Special Ed.
Coord.,Title VI-B, E.H.A.
Special Education Adm.
120 East Tenth

Topeka, KS 66612

Title: Developing Vocational Education Opportunities
In Local Businesses

One of the implied promises of public education is to
prepare students for the world of work. Unfortunately, this
promise is seldom realized for the majority of handicapped
students. Recognizing this fact, southeast Kansas has initiated
a cooperative project termed Secondary Transitional Education
Program (STEP) that will result in increased vocational training
opportunities and competitive employment options for handicapped
students between the ages of 16-21 years.

The purpose of the presentation will be to describe the
goals and objectives of Project STEP. The presentation will
focus on employer attitudes and a description of the project's
vocational training model. Time will be allocated at the e~1 of
the presentation to allow the presenters an opportunity to respond to
gquestions.

Project STEP is a Title VI-B, E.H." project and is a
service of the Southeast Kansas Educati.n Service Center.
Project staff work with educational personnel from ANW, SEK, and
Tri-County Special Education Cooperatives; USD 234, Fort Scott;
and the Special Purpose School of Pars~ns State .ospital and
Training Center.

The project is designed to provide technical assistance and
training to local educational personnel *hat will culn nate in
the development of supported work-study training cites. T"he
training of local personnel is provided primarily in the rorm of
on-the-job experience as the project staff assisc them to Jevelop
vocational training sites. Project staff are paired with
identified educational staff in order to: (a) identify, _-ontact
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and site visit prospective cooperative business sites; (b)
negotiate training site agreements; (c) conduct complete job
analysis of the business in order to develop curriculum training
mA’erials, schedules, and data management systems; and, (d) train
and supervise educational staff that will teach at the
cooperative site.

The vocational training sites developed by the project are
classrooms per se, however the classes are conducted within the
business environment. Each supported work-study training site
provides vocational opportunites for 1-6 students. The sites are
termed supported because the educational staff provides all supervision
and training of the students. The impetus behind this approach is to
provide meaningful age appropriate vocational training for those
students who need more structured highly supervised training
experiences.

As part of the schools transitional approach to vocational
education, students are transported to the training sites during
the school hours where they are taught job and related job
skills. The companies cooperate with the schools by providing
space, materials, equipmen: and business expertise. This unique
croperative arrangement ailows schools the opportunity to expand
exisiting vocational pre:tices and curriculum. It also allows
the schools to maintainr high visibility within the business
sector, stay abreast o. current technological advances, establish
liaison that may lead to future competitive employment options
and Jetermine curric:lum needs based on the skills that were
identified within the business environment. Furthermore,
students receive & =2 appropriate vocational training which will
increase the like.ihood of their successful transition from
school to adult ' *fe.
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VI-B GRANT
Title: Secondary Transitional Education Program (STEP)

Funding
Source: Kansas State Department of Education
Special Ecucation Administration Section

Agency: A service of the Southeast Kansas Education Service
Center

Personnel: John M. Aiken, Project Director
Peggy A. Malicoat, Project Coordinator
Shelley Bird, Work-Study Coordinator

Address: 2601 Gabriel
Parsons, KS 67357
(316) 421-6550 ext.1872 or 1857

Goal: 1) Establish small group vocational instructional training
opportunities in competitive employment settings.

Summary: An initial business survey will be conducted in an effort to
collect vocational information that will assist each educational
agency to prioritize the selection of training sites, based on
vocational training needs of handicapped students. After the agency
has selected the most appropriate types of vocational training sites,
project staff will assist each agency's designee to develop the
community based training site. The assiz+ance to educational
agencies will be: 1) the availability of staff to make personal
contact with businesses in order to acquire the businesses' cooperation
in establishing a training site; and, 2) once business cooperation has
been obtained, staff will assist in analyzing the businesses' job
skills in order to develop train.ng procedures.

Goal: 2)' Promote, organize and conduct inservice training activities
related to the development, operation and instructional
requirements of community based training operations.

Summary: Staff will be available to train school agency personnel
via presentations, lectures, seminars and on-the-job training
activities within the business setting in regard to techniques and
procedures for establishing vocational trainging sites in the
community. Y
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Wednesday, April 23 : Belinda Lovingood, Pam Frasier,
Melodie Hayashi
CDMRC, EEU WJ-10
4:00-5:00 pm University of Washington
Seattle. WA 98195

The CAP Project: Using Computers to Serve Young Handicapped Children and
Their Families in Their Natural Environments

The Computer-Assisted Program (CAP) Project is an alternative
intervention approach for young (ages 0-3 years) handicapped children and
their families. The project combines computer technology and professional
expertise to meet the needs of families without access to local early
intervention programs. Many of these families live in rural or isolated
areas, and lack-access to either educational services for their young child or
support services for themselves. CAP serves these families through the mail
and phone calls. Parents assess their child. These results are maitched to
developmentally appropriate activities through a computer program at the
University of Washington. A home activity package is then sent to the family.
Children are then reassessed and new activities are sent to parents at 3-month
intervals. CAP also links parents to parent correspondents who provide
informational and emotional support.

In our presentation we will describe the project and share pre- and
posttest data on the project to date. Data are collected for both the
children and families in our center-based demonstration group and in our
field-based group.

We will focus on three features of the CAP project in our presentation.
These are:

1. The computer-assisted model
2. The use of parents as data sources
3. Teaching activities within the daily routine

Relative to the very timely first feature of the CAP Project, we will
describe how to integrate a computer system into an intervention or research
project. We will, in a step-by-step manner, describe how we developed our
computerized system which enables us to generate individualized educational
and therapeutic activity packages based on regularly updated child assessment
data.

The CAP Project relies on parents as data sources for regular child
assessments. This feature is of growing interest to professionals. We will
describe our assessment and activity selectioun procedures.

The educational focus of the CAP Project is a set of educational and
therapeutic activities which can be implemented by the child’s caregiver in
routine daily interactions with the child --- such as diapering, mealtime, and
bathing. We will present data on the implementation and effectiveness of
activities developed for the CAP Project. Ti«se data will include descriptive
information on the activities themselves. Sample activities are being )
evaluated by the parents. Through a questionnaire, we are gathering
information on their usefulness and effectiveness, families’ enjoyment of the
activity, modifications made by the family, and whether or not the activity
fit into the family’s daily routine. These data will be shared with the
audience.
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Abstract

The purpose of this presentation is to acquaint participants with a project designed
to prepare teachers to serve students with behavioral disorders in a rural area.
The objectives of the presentation are:

1. To provide an example of a cooperative effort involving the state education
agency, regional education agency, local education agency, and an institute
of higher education to prepare teachers to provide services tc students with
behavioral disorders. -

2. To provide participants with some strategies for training teachers in rural
areas in iireas where recruitment is difficult. -

3. To provide evaluation data on the outcome of the project.

One of the most underserved groups of handicapped students in Minnesota are those
who have behavioral disorders. Due to the 1imited production of training programs,
it is difficult for all schools to recruit such teachers, but particulady so in
rural areas. Turnover of such teachers in rural areas is also high. The purpose
of this project was to train a group of teachers already employed in a rural area
and to provide the training as close to their local districts as possible.

The target area was a group of school districts served by the Educational Coopera-
tive Service Unit #5 in Central Minnesota. This regional unit encompassed four
special education cooperatives which served a total of 28 local school districts
with school enroliments ranging from one district with slightly more than 250 stu-
dents to one with over 5700. Twenty one school districts enrolled less than 1000
students. The mean enroliment was slightly over 1000 students.

A project was submitted to the Minnesota Department of Education for Discretionary
funds from P.L. 94-142 and was approved. The roles of each agency were:

1. Minnesota Department of Education: To provide funding to subsidize tuition

of participants, travel expenses, and excess costs to the other agencies and
to monitor the pr¢iject.

2. St. Cloud State University: To assess the competencies of the participants;
Advise the necessary training components within the region, including the

participants; provide management and evaluation services, and to recommend
for licensure.

3. Educ. Cooperative Service Unit #5: To provide management services, serve
as fiscal agent, provide evaluation services, and to serve a liaison with
. special education cooperatives.

4. Special Education Cooperatives: To identify participants, arrange for re-
lease time for participants when necessary, and to serve as liaison to local
school districts.

The target population consisted of teachers already licensed and teaching in some
area of special education, mostly learning disabled. Courses were conducted by the
university with the region by sending staff to the appropriate location. The train-
ing program was enriched by providing additional workshops in specific skill areas
which were deemed critical in rural areas.

Wednesday, April 23 Stan Knox, Bonnie Carlson
Department of Education
4:00-5:00 pm St. Cloud State University
P 269 St. Cloud, MN 56301



Participants were involved in two practicum assignments. The first was a structured
experience in their local school district which was focused upon maintaining behavio
ally disordered students in the regular school program. The second occurred during
the summer in a more restrictive setting.”
Evaluation data was collected in the following areas:

1. Follow-up of participants completing the program and providing service.

2. Follow-up of participants who did not comb1ete program.

3. Evaluation of project by participants, special education directors, and other
school administrators.

4. Evaluation of service provided by participants by school personal.




Pete Biaggio
ACRES PRESENTATION PROPOSAL--RURAL ATTRITION

The presentation will report the development, findings, and practical implica-
tions of a study conducted to identify the factors which result in rural spe-
cial education teacher attrition. A survey was distributed statewide in
September, 1985 to all (400) rural and urban Nebraska teachers who received
their first special education teaching certificate in 1980. United States
census data, published definitions, and rural retention ratios were used to
classify special education teachers as rural or urban instructors. Teachers
were questioned on their reasons for leaving or staying in the profession,
undergraduate training experiences, delivery model orientation, type(s) of
students they instructed, background, distance from home to work, demographic
profile, and special education teaching endorsement(s).

The preliminary analysis of data indicates special education teachers consider
peer and administrative support significant factors for both leaving or
remaining in the field of special education. Of the teachers sampled, 95%
considered peer support important while 97% indicated administrative support
an important factor regardless of exceptionality taught, rural/urban nature of
teaching assignment, and delivery model. Respondents ratings of undergraduate
experiences indicate both strengths and weaknesses in university training
programs. The most frequently mentioned strengths were theoretical
background, and well trained knowledgeabie instructors. Weaknesses frequently
focused around lack of exposure to special education populations and parents.
Respondents quantitative rankings ranged from "extremely poor" to "excellent"
on a six point scale. Opinions were approximately split between "adequate"
and "could use minor changes”when grouped.X

In addition to examining the preliminary data in greater detail prior to the
presentation in April, further data analysis will be directed toward respon-
dent rural retention ratios, rural and urban employment characteristics, rela-
tionships of delivery model to attrition, demographic characteristics of
respondents, distance from home to teaching assignment, endorsement area(s) of
teachers, and handicap(s) of students instructad.

The final results of this study have practical rural implic-tions for
teachers, prospective teachers, administrators, and university personnel who
prepare teachers for classroom instruction. What are the characteristics of
rural special education teachers? Why do some special education teachers con-
tinue to teach in rural areas while others do not? What should one look for
when hiring a rural special education teacher? What may administrators do to
increase the probability that a teacher will remain teaching in a rural
school? How may the university better prepare rural special education

. teachers? What should rural special education teaches be aware of when
selecting to teach in a rural school? Findings from the study along with
group participation during the presentation will assist in answering the many
questions which exist pertaining to attrition of rural special education
teachers.

WedneSday, April 23 Pete BiaggiO, Ann Fritz
301 Centennial Mall South
Box 94987
4:03-5:097 pm . Lincoln, NE 68509-4987
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MNEBRASKA SPECIAL EDUCATION TEACHER ATTRITION STJOY

PURPOSE...............To improve the retention of Nebraske special education personnel in a rursl setting.

AUDIENCE...cccc0ces...Employers and tescher trainers of rural special education staff (Administrators,
Directors, stc.).

QUESTION....ceccecee..What factora influence special education personnel attrition i: rural areas?

SURVEY POPULATION.....All specisl education personnel who received their first Nebraska Special Education
Certification in 1980.

SUB-QUESTIONS

1. Are people raised in a rural environment more likely to be teaching special educstion in a rural srea
after 5 years?

2. Does the Undergraduste University Program influence retention within a rural school district?

3. Are individuala who live in the community in which they teach more likely to remain teaching in a school
then those who do not? Is tne diatance from home to school s fector?

4. Does rursl school retention differ between teachers who obtain licensure from rural ae compared to urban
universities?

5. Does the rural teacher retention rate differ emong varied delivery models, endorsements hald, or types
of exceptionality tsught by those teschers?

6. Does the rural teacher retention rate differ between Educational Service Units?
7. Does the marital status, sge and sex of the teacher influencs the retention within a rurel district?

8. What cchool snd Community factors influence Special Education teacher retenticn?

a. Size of school

b. School remsponsibilities with other than special education
atudents end their families

c. Selary

d. Fecilities

e. Availsbility of cquipment

f. Age range of students tsught

g. Instruction of ctudenta with varying exceptionalities

h. Amount of paperwark

i. Student/tesche. riatie

J. Adeinistrative support

. Pesr support

«« Professional growth caoportunities

m. Availability of related services

n. Itinerant nature of teaching position

0. Friends in community

P. Relatives in community

q. Status in cossunlty

r. Community focus on quality education
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Presentor: Colleen A. Capper
Coordinator and Teacher
Red Bird School
Spacial Education Program
Queendale Center
Beverly, KY 40913

(Doctoral student,
Peabody College of Vanderbilt
University, Nashville, TN)

Title: WORKING SUCCESSFULLY WITH THE BRAILLE READEAX:
STRATEGIES FOR PARENTS AND RURAL SCHOOL PERSONNEL

The purpose and goal of this workshop is to discuss, in an easy
to understand manner, components of braille reading instruction that
whun properly applied, can lead to successful reading experiences for
the begimming braille reader in the rural public school. My intended
audience for this session are those persons without braille skills
who work with the braille reader. This audience includes the family
of the VI student, the regular classroom teacher, the resource room
teacher who does not have a background in working with the VI
student, teacher aides and volunteers. The presentation and
materials will also be useful for the rural special education
administrator to disseminate to her/his »elevant staff. A working
knowledge of the braille code is not & prerequisite nor a goal of the
workshop. This presentation will describe one way in which a rural
braille student can have more reading success while attending his/her
local school.

The continuum of services for @ visually impaired (VI) student
in urban areas include home-based ze - rices, residential schools for
the VI, self-contained classrcoms, resource rooms, itinerant services
and the teacher-consultant model (Huebner, 1985). However, for the
rural visually impaired child, Huebner states, "if only one or two
visually impaired students reside in a particular school district, a
full array of options is generally unavailable" (no page). For the
rural VI student who does not attend a residential school the vision
teacher may provide direct services a waximum of four to five hours
per week regardless of the model utilized. The remainder of the time
is spent with other teachers, aidez und parents who may not have any
braille skills. .

For sxample, a VI astudent may have reading in the resource room
with the special education teacher or aide who includes the student
in a reading group with sighted peers ard/or tutors him/her
individually on specific braiile skills. 7 ~ regular classroom
teacher may havz the mainstreamed VI st._uvrt for other academic
areas that require reading, such as science and social studies. The
special education teacher may send home braille flashcards and

sentences to the parents, with instructions to "drill your child on
these words each day."
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It is the responsibility of these untrained persons to carry out
reading instruction with the VI student throughout the week. Because
of their lack Qf tiaining and experience with braille reading, these
persons may unknowingly reinforce poor reading attitudes and
techniques. They may not know or understand the good habits that are
essential for the beginning braille reader. By understanding and
utilizing the braille reading components presented here, the person
with few or no braille skilis can contribute to the rural VI
student’'s mainstrr TUCCEeSS.

The strateg: vill ha discussing today are all included in
the publication 1. = v «:nyal, " which you will be given a copy at the
end of this sessior ithe Mai,.. . can be used as a self-instructive
review guide of today' session. However, for those who will not have
the opportunity to see today's presentation, a certified teacher of
the VI should be consulted to review each componant and to
demonstrate correct and incorrect braille reading techniques. This
presentation assumes that a certified vision teacher will be
available to provide feedback and direction on all the braille
reading componentas.

First today, I will discuss and demonstrate successful braille
reading topics which include attitudes, expectations, materials,
equipment, the braille code, reading strategies and braille
mechanics.

Secondly, you will be given a copy of, and practice in using The
Checklist. The Checklist is an instrument that you can use to help
you monitor your success in utilizing the topics of successful
braille reading.

Thirdly, I will distribute to you your own copies of The Manual.
The Manual desci:~ibes all the topics and methods we will discuss
today.

R final item on the agenda will be a time for you to ask
questions or provide comments from your own experience.

. Atti es

Probal ly the most important aspect o1 assisting a braille reader
is encouraging a positive attitude towards learning braille.
Needlest to say, the positive attitude has to begin with the person
who is working with the VI student. Harley, Henderson and Truan
(1979) state that "motivation cannot be overemphasized as a
contributing factor in the acquisition of reading skills" (p. 82).

Some specific steps in ..ssuring a more positive attitude in the
begimning braille reader inciude the following:

1. Request braille labels from the certified vision teacher for
the student’'s locker, books and other classroom items (Olson, 1979).
The beginning braille reader should have his/her name in braille on
the classroom desk. If the other students have an alphabet letter
strip taped to their desks, the VI student should have ihe braille
equivalent. At home, labels should be provided for the refrigerator,
washer/dryer, stove, radio/stereo, bathtub, chairs, tables and beas
(Olson, 1981). The labels should be in Grade 2 braille and the print
meaning written on each label.
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2. Have the child bring in materials related to his/her hobbies
vnd use them in the reading lesson (Olson, 1979).

3. Approach the lesson as a re2ading lesson rather than a
braille lesson. Sav "It's time for our reading lesson now" rather
than, "Let’s work on braille."

4. Nothing succeeds like success. Be sure the reading time
ALWAYS ends on a positive note. The student should feel successful
during each lesson. Consult the certified teacher of the VI
immediately if the student seems to be struggling too much.

I11. Expecv.atjons

Your expectations of the child are also extremely important in
facilitating a child’s rearding success. Ward and McCormick (1981)
state that "to hold lower wxpectaticons or to accept and condone
poorer performance as satisfactory for a visually handicapped student
is neither beneficial to the student nor helpful to the rest of the
class and the attitudes they develop toward individuals with limited
vision" (p. 440). (Cther authors have echoed this sentiment of
appropriate expectations. "The student who is given 'sympathy
grades’ and allowed to get by with substandard work #ill pay a
tremendous price at some future time" (Willoughby, Lansing, Barber &
Maurer, nc date, p. 14).

Even though expectations can be set too bigh, it may be assumed
that most untrained persons who work with the VI student have
expectations that are too low. The certified teacher of the VI can
provide guidance in deciding what level of performance expectations
are appropriate.

11 Materials

The resource room teacher, teacher aide and classroom teacher
need to remember that nearly all of the materials used in the reading
lesson for sighted students can be adapted for the braille reading
student. However, Curry (1975) warns: ". . . teachers must avoid
materials that include odd, unfamiliar language; are loaded with
unusual or abstract concepts; have a built-in dependence on one
modality (all visual or heavily auditory); fragment reading into
isolated skills or depend heavily on cirecling items in workbooks
rather than oral expression: are so individualized that there is
little or no provision for oral exchange" (p. 929). Curry also
suggests having cartons of objects available ", . . to replace the
magazines used in the sighted class as sources of pictures and words
for center and seat activities" (p. 231).

Degler and Risko {(1978) suggest that materials should be
motivational for sensory impaired students. "Listening to stories,
choral speaking and reading, creative drama, composing and reading
language experience stories, playing language games and addirg words
to wordless books" (p. 924) are all stimulating activities. After
the student has mastered the basics of braille, near the third grade
reading level, variety will be important in the lesson. Orlansky
(1977) suggests, ". . . aveoid using one medium constantly, as this
can be tiring. Vary reading activities by using braille or print,
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reading aloud, having group participation, and listening to records
or tapes" (p. 87). .

The materials the braille reader will bring to each lesson will
be varied. Many times the brailled materials will be "edit=d"
meaning the printed word will be written above the braille
configuration. Duplicate copies of braille flashcards arii games to
learn these words should be available so that both home a&rnd school
settings have copies, preventing the need for the studi it to carry
these materials from setting to setting. Even if the t©ihild does not
have reading in the regular classroom, s/he could keegp the words and
materials at his/her desk to work on during free time. Lesson plans
and materials that need to be brailled for the student should be
given to the certified vision teacher at least one week before
needed.

IV. Equipment

The student should have a braille writer, supply of paper and
variable speed tape recorder placed in each potential reading setting
including the home, resource room and regular classroom. The
student’s brailler and braille paper should be near encugh to his/her
desk, (either stored in it or on a nearby shelf) for the student to
be able to obtain it with ease. The studant should have a ring
binder to keep papers in order (Curry, 1975).

Proper care of the equipment is very important. the dust cover
should always be kept on the brailler when it is not in use. Other
classroom children as well as young siblings at home should be
instructed of the equipment?’s importance as a learning tool for the
VI student. Emphasis should be placed on the fact that the equipment
is not to be played with and should be used only by the braille
reading student. 1Initially explaining the equipment to students and
siblings and allowing them to use the equipment with teacher/parent
supervision may curb the curiosity of the students to play with the
equipment later on. In addition, the VI student should be
responsible for putting away and properly storing the equipment after
use.

V. What is Braille?

You do not have to know the br aille code to assist a braille
reading student. As time passes hr vever, you may find yourself
recognizing the meaning of some br . lle characters. It is helpful to
have a general understanding of the characteristics of the braille
code. Orlansky (1977) gives an easily understood explanation.

Braille is a system of touch reading which involves
feeling raised dots. It was developed in 1829 by Louis Braille,

& blind man. In English, Grade 2 braille, each letter of the

alphabet has a different synbol made with dots. In addition,

there are many other braille symbols and abbreviations called
contractions. Contractions, like shorthand, help save time and
sFxce. Frequently used words such as and, the, for, in, and

wi ' and combinations of letters such as sh, th, ed, er, cow,
ing, and tion have their own distinct symbols. Braille has many
2’“!."
(0



rules of usage. The same dots may have several different
meanings, depending on how they are used. for example, a dot
2,4 sign (dots 2 and 4 of a & dot “"cell") way mean cc, con, or
a colon. A dot 1,3.5,6 configuration may mean z or as. There
are special forms of braiile that can be usud for music,
mathematics, science and foreign language" (p. 41-3).

VI. Readinag Stratenies

Reading strategies for the braille st. ient are probably a major
concern for the person who is not proficient with the braille code.
However, Ward and McCormick (1981) state:

« « « the same approaches that are used with sighted
children are also effective in teaching reading to visually
handicapped children. Language experience, phonic, linguistic,
and eclectic approaches, individualized reading, basal readers
and methods that use rebus materials, color coding, and i.t.a.
have all been used to help low vision and blind children red.
As with sighted children, no one of these approaches is clearly
the most effective with all visually hardicapped children (p.
436).

However, there are some specific points to remember about
braille reading: a) New words, as with sighted children, shculd be
introduced in context. b) Asking the student to "sound out" a word
s/he does not know is not appropriate. This is because the braille
contractions, when sounded out, do not make up the entire word. For
example the letter "b" by itself stands for the word but and imm
stands for immediate. ¢) When a student comes to a word such as
altogether (alt in braille), the teacher cannot say, "what is the
root word you see in this word?" Many suffixes, prefixes and root
words are special conractions (Ward & McCormick). d) When the
student does not know a word, let him/her say the letters in the
word. RAsk for the first sound in the word. Ask the student what
the word could be and still make sense in the sentence. If the
student still does not know the word, ask for the spelling of the
word. In addition ask the child if there are any contractions in
the word and what dot numbers make up the contraction. If the
student still does not know the word, you may tell the child the
word. The unknown word should then be written down. The list of
words the student did not know in the lesson will then alert the
teacher of the VI to areas of need.

Blind students sometimes do not understand concepts that are
used in certain reading materials. For example, the student may
tell you what an elephant looks like, but really have no
understanding of what an elephant really is. Deglor and Risko
(1979) suggest motivating the student te think and talk about the
reading. Orlansky, (1977) suggests to “always emphasize thinking.
Such communication helps the child relate his/her own experiences to
the material and helps you monitor comprehension" (p. 87). Olson
(1981) lists "“non—-factual Questions for Checking Comprehension".
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(See Appendix) These questions are excellent for the teacher and
parent to use with the braille reader to further develop
comprehension skills.

At home, parents are often asked to listen to their children
read, drill on sight words or review spelling words. Teachers
should demonstrate proper techniques for these activitiess with the
parent and child. This "hands-on" training using both participation
and observation by the parent will not only significantly decrease
frustration at home but leave both the parents and the child feeling
successful. Tips especially for parents to remember when working
with the braille reader include a) keeping the sessions fun and
positive, b) not scolding if the child has trouble, c)making a game
out of the activity, and d) keeping the sessions short (15 - 2@
minutes for beginning readers). It is important that the room o2e
quiet wher. the parents work with the child.

V11. Mechanics

Braille reading mechanics is the prime target area for
consistency between the teacher of the VI student and other
personnel who work with the child. It is very important that the
child cultivate good habits of braille reading mechanics from the
very beginning of instruction. Harley et al. suggest that
"mechanics should not be taught in a formal manner but rather . . .
the teacher should demonstrate, describe, and suggest techniques as
applicable, and at the same time, maintain the focus of the lascon
on reading for meaning" (p. 76). Posture, positioning of materials
and correct use of the hands and fingers are areas of braille
mechanics that should receive extra attention in reading. The list
of questions in The Checklist, located at the end of The Mariual
provides a detailed list of braille mechanics to be aware of during
instruction.

Ihe Checklist

To help the reading tutor remember and apply the components of
successful braille reading, The Chscklist was developed. This list
includes simple shcrt answer, yes/no questions that pertain to all
the components delineated in The Manual. The Checklist can be
utilized in two ways. First, it can be used for initial,
beginning-of-the-year self-checks by all those who work with the
braille reader. At the end of each reading session or lessony The
Checklist can be quickly completed. It is important to be alert to
areas that should receive emphasis in the next lesson--whether it be
in the use of the components or in the student’s braille reading
techniques. It is also important to share the completed Checklist
with the certified teacher of the VI to provide her/him with
comprehensive feedback regarding areas of need for the VI student as
well as to draw attention to instructional needs of the readiing
tutor.
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Secondly, The Checklist, following an initial period of daily
uEe (for example 2 weeks), can be utilized on a scheduled periodic
bs. ‘s (for example once every 2 weeks) as a means of ensuring
co. ‘muity in programming.

3 major underlying assumption of The Manual is the presence of
the ¢ 2rtunity for the braille reader to attend his/her local

Publiec = %20), especially in the early elementary years.
Underste ¢ ...; and applying the successful braille reading components
by all gexrs .3 working with the VI student can be one positive step
in meetin,; o braille reader’'s needs in the rural public school
setting.
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L. 98-524 OF TITLE II
RL D. PERKINS9 VOCATIONAL EDUCATION ACT
1984

GOAL
FACILITATE TRANSITION FROM SCHOOL TO POST-SCHOOL EMPLOYMENT/CAREER OPPORTUNITIES

"ATIONAL EDUCATION AND/OR VOCATIONAL REHABILITION
(Direct Service) (Reimbursement and/or consultant services)

dicapped students in vocational education shall receive vocational
essment  (Determin: vocational interests, abilities, needs)

SPECIAL EDUCATION

Documentation in the MDC/IEP of any adaptation of curriculum/
instruction/equipment/facilities to meet the needs of the
handicapped students in special education

COUNSELING/GUIDANCE/CAREER DEVELOPMENT ACTIVITIES CONDUCTED
BY COUNSELORS TRAINED IN SPECIAL EDUCATION SERVICES

)

LEA shall provide information to handicapped 1) available opportunities in vocational education no later than beginning
students and programs of: 9th grade; and

2) requirements for enrollment.

t

[E_ BOARD shall provide equal access to the full 1) Occupationally specific courses of
range of vocational programs available study;

to non-handicapped, including: 2) ative education; and > 2:};: g}el::i sment > mordlnabed by .
3) apprenticeship ams. Vocat:xonaaxl‘d Education

Special Bducation

282
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ORGANIZATIONAL PLAN (1-'86 to 6-'86)
TO PREPARE FOR FULL PROGRAM FOR '86 - '87

1.1.F HANDICAPPED FUNDING

1. Formlate roster of identified handicapped students by grade level.
Definition includes..."because of handicapped condition cannot succeed
in regular vocational education without assistance".

2. Develop list of vocational opportunities and requirements for entry.
3. Disseminate to 8th graders and parents.

4. Set up Career Assessment/Interest/Aptitude Evaluation Program on the
camputer.

5. Assess 9th, 10th, and 1llth graders.

6. Develop a Model IVEP which will include the profile of assessment
information, the long/short range goals, and the suggested voca-~
tional courses.

7. Organize system of including the IVEP in the Annual IEP Meeting
schedules.

8. Emphasize the pramoting of entry into nontraditioril courses and new
emerging courses for handicapped and for female students.

9. Consult with teachers and staff.

10. Organize sources of placement possibilities (including on/off campus
employment) . These sources would include outside agencies who work
in the placement of the handicapped (such as Vocational Rehabilitation).
Also organize a system of tracking students (address updates within
a reporting system which includes post-seccndary students).
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FNDING TOPIC: 1.1.F HANDICAPPED FUNDING

FUNDING FOCUSt  HANDICAPPED ENTER AND SUCCEED IN REGULAR WOCATIONAL PROGRAMS (Hith Modifications If Needed) LEADING TOWRRD EMPLOYMENT
TRGET BGINING  (EDDG EVALLATION
CRITERIA OBTECTIVES OUTOOMES NDIBVE I DATE METHOD
1. QUILANCE FONCTION {1, Provide Handicapped .1 Develop and dissen-{Identified han- |8 - '86 6-'07 .1 Copy of printed infomatim
ptudents/parents infoma- nate printed infome- [dicapped students documentation of giving to
tion on vocational oppor- fion fth grade to tudents/parents (Ex, Using ve-
tunlties and requirenents entry into Sth- cle of IEP Meeting)
e
2 hssesgnent of handf~~ 1.2 Vocational recomenddth - 116h v ¥ 2 Computer Profile of each
Capped students interests/dations for NP graders Individual student
Bbilities/needs
.3 Conference with +3 Development of IVEP [3th - Llth " " 1.3 IVEP Document (Ex, Using ve-
parents to agree on vo-  [Long/Short range goals)igraders picle of IEP Meeting,
Pational goals lus scheduling of
ropriate vocational
lasses
[.4 Pronoting entry of 1.4 Bxpanding career  Ith - 12th " " L4 Cpy of schedules plus do-
handicapped students and and equal oppor-praders Centation of grades in voca-
female student into pon- tunities for handicapped pional oourses
braditiona) courses female students
2 DSTCTIN . Consultation with vo- J.1 Poviding reslts th - Loth ' ' 0.1 Copy of TVEP given to vo-
FUNCTION patimal teachers concern-gf IVEP and instructionyraders fational teachers plus docus
ing needs of handicapped §1 modifications/stra- Fentation of classroom visi-
tudents egies (sequential atepe/ Fations/teacher conferences
r fodification of time
ines/peer tutors/adapt-
g equinent)
|
3. PLACRMENT/IRACKING D, Provide Placament - J.1 Biploment place~ Lith - 12th ' " 3,1 Docnentation of placaments
RINCTION Logment or post-secon- fent. an/off campus plus fraders plus coordination with other
opportunities for the isumer work prograns Post-Secondary hoencies
pandicapped
p.2 Tracking of handi- .2 Followup commmicadllth = 12¢h " " .2 Copy of written commmica-
appa'ﬁnts ion with students/  praders Fon
loyers Post-Secondary
p.3 Articulation with vo- §,3Inteqration/comuni= kafs " " B3 Dates of Cmferences/In-
pational teachers and  fation with all staff fervice teetings
staff 8 (verification
f instructional stra-
ies




A SPECIAL CHILD

From: Academic Therapy Publication
Sununer 1971
I know a very special child whose world is upside down.
And often in his classroom, he wears a puzzled frown.
He's criticized for tuning out, accused of never trying.

He’s nagged and scolded, begged, cajoled; most kids end up
crying.

But oftentimes he just gives up; each task will mean defeat.
He sees a alfferent symbol and hears a different beat.
His No is On, for Was it's Saw, and How sure must be Who.
And 6 plus 6 is 21, 3 9's are 72

This problem's labeled man}: things; it mat‘ter.s ‘not the name.
To plense his parents, teachers, peers, is this child’s secret aim.

Now that we know some ways to help, let's start today, and
then.

Through work and understanding love, we'll right his world
again,

Dee Shaffer

Learning Disabilities Teacher
Avery Street School

South Windsor, Connecticut
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Marty Martinson

Wednesday, April 23 Human Development Program
Unilversity of Kentucky
Lexington, KY 490506
4:00-5:00 pm groms

The Rural Perspective in Special
Education Policy: The Assessment
of Equity, Efficiency and Choice

Proposal Abstract: ACRES

Evaluation of educational and related human service
programs for persvns with handicaps can provide information
pertinent to the more general policy htases from which
specific programs emerge. The principles of policy sgetting
are based upon a philosophy which maximize three values:

equity, efficiency and choice. Implementation of services

usually involves attempts to measure the value of the poiic;éb'
and assess their success or efficiency. However, guch
evaluation efforts commonly generate outcome data related to
specific treatments. These data do not related directly to

the goals established for the particular policy initiative.
Discussion of "policy-relevant" evzluation and monitoring
issues and procedures will be the tiary focus of the

presentation.
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Navajo Parent Training at St. Michaels, Navajo Nation, Arizona - cont.

Meetings with what was initially called supervisor/counsellors and
is now called support/resource person rather than being delegated as
weekly or twice monthly have been set up at the discretion of the infant
specialist. -

A pediatric physical therapist will be training parents in administer-
ing the 1rolina Curriculum for Handicapped Infants and Infants at Risk.
This assc sment will be appropriate for our multikandicapped infants.

The Carol »a Curriculum for Handicapped Infants and Infants at Risk seems
to come cluscst to meeting the needs of the infants/toddlers as well as
the parents.

An intensive treining program ut:iizing this instrument will be in-
itiated in our project. This seems also to be synchronous with broaden-
ing the resources that the parent will have at their fingertips.

The second parent training model is in conjunction with the Associa-
tien's seven (7) week summer program. Parents participate in direct
course work, classroom pract: um and in-services. Northerr Arizona
University, Flagstaff, provides an adjunct faculty and arants cradit to-
ward certification and/or undergraduate degree ir srecial educatior.

This summer training program is intended to meet the reeds of parerts,
and those employed or wishing to becoeme employed in paraorofessional
positions in special education. Specific focus is ir workir¢ with persons
with disabling conditions. '

Parents are involved in a daily lecture class durirc the eight (8)
week summer program. NAU provides two (2) courses for credit depending
on the background of the participants.

ESE 308 - Teacher Aide Practicum
ESE 399 - Parent Training in Daily Living Skills

The parents are assigned to a classroom so they may receive maximum
exposure to conditions known to exist within the St. Michaels population.

Several weekend in-service training seminars are incorporated into
the training program which covers the etiologies of mental retardation
and their concomitants.

St. Michaels provides the teaching facilities and practicum placement
while RAU provides an adjunct facility to teach the class.

The Association subcontracts with the Arizona Board of Regents for
and on behalf of Northern Arizona University for tke seven (7) week summer
program. :

The Association receives excellent cooperatior with the NAU faculty.
Each summer the designated faculty advisor is responsible to submit a
written evaluation to the Office of Indian Education Programs, Washington
D.C., who funds the project. In addition, a professor of special educationr
from Arizona State University provides OIEP with an cutside evaluat:on.
Site visits throughout the summer program are made by the Bureau of Indian
Affairs Education Specialists.
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(2)

articulation:
instructional strategies with all staff
employment needs of students with staff
available cawunity agercies with staff and parents
local district advisory committee input and advice for
school program

IMPLICATIONS

Rural areas can implement procedures of the Public laws. Organization of the
procedures can be specifically outlined and direct implementation can be conducted
and followed through with by a Cooperative Administrator.

Organization - Cooperative and State Voc Ed
Trial Implementation - two high schools by Co-op Administrator
Implementation of Full Program ('86-'87) - five high schools utilizing Formula
Funding cambined in the Co-op in order to hire one Staff Member
Tracking of Procedures - by Co-op Administrator with at least monthly school
contacts along with reports of hired Staff Member
Evaluation - placement of students
successful and alternative job choices
refinement of Career Development Model/Work Experience Program
appropriate for each district

Karen S. Newman
Cochise County Educational Services
December, 1985
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Conference Keynote Speaker - PAT MORRISSEY - April 24, 1986

I had an awards banquet speech prepared. So, you are right here: An Awards
Banquet Speech this merning! But before I get started I think I need to
bring something to your attention. I've known Doris for, I don't
know...seven or nine years, something like that, and I've known ACRES for a
long time, too, since it got started; and I do think that what you do is
very important and you cestainly have brought impact. Doris sent me about
fifty pounds of reports and papers to read in preparation for our visit this
morning and there is one thing you all missed, but I feel if you knew about
it you would, Doris at least -- I'm referring to the International Flying
Chicken Association. The International Flying Chicken Association has been
around since 1939 and it is a group of people who have flying chickens, and
they have contests. A chicken by the name of Laura-B has the record for the
longest distance flown by a female chicken which is the length of a football
field. Now if ACRES had been aware of that, I'm sure they would have
arranged a special division in the Special Olympics for people who wanted to
fly not only chickens but, Doris could have been involved in it and could
have had silks for the chickens. I'm sur2 she could have gotten Purina to
make up little packages of chicken feed with ACRES' name on it and I realize
that this is an oversight but I wanted to bring it to your attention that
the flying chicken contest is in Ohio, on May 15, and if you want additional
information I have it in my briefecase.

I'm here for a variety of people: I'm here for nyself, but I'm also here
for Patti Guard and Lani Florian, and this is the first night I've had as a
banquet speaker and about the i00th time tihat I've been asked to be a
substitute. The first time I was asked to be a substitute was back in 'T4
when I first finished my Ph.D. and I knew I didn't know it all, also my boss
at the time said, "I have to go to Ohio State to give this presentation and
it'1l pay $200 and I can't make it, so you gn do it and they'll give you the
money," and ' said, "No, I can't do it. That's like asking for Henry
Kissinger and getting the Under-Secretary of Foreign Affairs!®™ And he said,
"No it's not, it's like asking for Henry Kissinger and getting Manmie
Eisenhower." So anyway, I asked a few of my friends who were experts on
banquet speaking what good advice they could give me and so I did a survey
(I'm looking at the data): 15 said you have to be funny, 10 said you had to
be brief, and all of them said don't try to be profound. I never thought
those criteria would apply to this morning but it seems to me that the first
is dependent upon th: sense of humor of the audience, the second would have
to be a stop watch with a second hand and alarm and a battery that's not
eleven months old, and the third has to do with being up to your personal
acceptance of the relative major of your ego strength...depending on the
time of day.
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I'd iike tc comment (I can be serious, really), I'd like to comment cn four
things: 1. The nature of the rural condition; 2. Scme differences vetween
special ed. and rehadilitation that I'd like %0 oring to your attention and
their implications for serving disabled persoas in rural communities; 3. A
brief overview or OSERS' efforts in rural special ed. and rehab.j 4.
Suggestions about ACKES' future. I think one of the thirgs that affects
those of us who are not rural when we visit rurcl programs, and even w.en I
watched Dan Rather's special o7: rural Americi, is that in rural America the
first order of priorities are clearly defiaed: food, shelter, clothing,
education, and jovs - that’s all very impori.ant. And nobody gets lost on
issues like mv valise, VCR's, or the latest film. I think that this is good,
that in rural Ame—ica, at least in this Z2ay and age, our priorities are
addressed in proper perspective. The second thing I think one cbserves when
we visit rural programs i3 that the individual is valucd 3in a rural
community in two contexts. one, as a resource for everybody elss; and, as a
friend to be assisted in a time of need...that too is very good. The thira
thing that I've observed is that pecple use effort, common sense, and
experience tc makz up for lirited resources; that too is very good. And,
the fourth thing that one sees over and over again is that snaring is a
characteristic of rural communitie:s in all types of settings and all types
of situationa. I think that these are the strengths o{ rural communities
and that they contribut2 to the development of effective programs for
disabled people in spite ~f shortages of funds or even in spite of shortages
of people with specific sets of credentials.

Now, I would like to comment on some differences between special ed. and
rehabilitation, and I did not have sufficient time to develop thece as fully
as I'd have liked because I thought I had until tonight, but now if you'd
like to sit next to me at dinner maybe I'11 have some other iceas. The
first category includes positive differences between specia! ed. and
rehabilitation. PL 94-7142 is an entitlement program, even if the label
"entitlement" isn't used that's what it is. Every handicapped child is
guaranteed a free public education, and educatinn is guaranteed for every
child in the Constitution, sc there is no debate as to whether somebody will
or won't get an education. The rehabilitation program, on the other hand,
is an eligibility program, and in order to benefit from rehabilitation you
have to be disabled or disability has to be an impairment to your ability to
get a job, and with rehabilitation it becomes likzly that you will be able
to get a job. Now, if you meet all three of those requirements and, in
addition, apply for Rehab.'s services, you will receive services. Under the
Rehabilitation Act any disabled person who contacts a rehab. office is
entitled to an evaluation. And, the counselor is the one who ultimately
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makes the decision from that evaluation information as to whether the person
meets those three criteria; so, there is both substantive and subjective as
well as state pressure, deciding who and what will get served if you are
labeled "eligible" and you get services. If you are not labeled "eligible"
you don't get seérved and in some states where selection is in effect, which
means you're only served with limited money, you know you can't serve
everybody so you set up an order of selection serving only the severely
disabled first. In that case, you could be considered eligible, but because
you aren't severely handicapped you will be put aside for awhile. And I
think that obviously that difference, between being an entitlement program
and an eligibility program, impacts and frustrates people trying to serve
kids ready to go to other environments outside of education.

Another difference between special ed. and rehab. is the decentralized
nature of education and the centralized nature of the rehabilitation. There
are many things attached to that difference. In education, as you all know,
the federal contribution is 9%. School boards who voted on a state level
have an impact or global policy and have considerable bucks going in terms
of a generalized education program on a local level. Rehabilitation, on the
other hand, is basically state programmed. Everybody who's a rehab.
counselor is a state employee; everybody who's a rehab. counselor in a
district office is an employee of the state, not an employee of his own
elected local school board: On the funding side in special ed. it's about
8% to 9 1/2% contribution by the Federal Government. In a rehabilitation
program, contrast: the federal contribution is 80%, states are only required
to put up 20%. Another difference is the number of people served annually.
There are about 4.3 million handicapped kids served each year and 1 million
disabled adults served each year. So, if you figured you had about 1
million 1leaving school every year, and the rehab. program serves a million
kids and people and only a certain percentage of those are between 18 and
25, you can figure out the odds of getting service if you Just look at it
fron the numbers perspective. PL 94-142 is rather prescriptive. It has
requirements that everybody has to follow to be in compliance with the law.
The Rehabilitation Act is also a federally driven mandate and has
substantive requirements, but it is also administratively very flexible so
that you have a situation where you have general policies from the Federal

Governnent. PL 94-142 is much more prescriptive than the Federal
Rehabilitation Act.

The final difference that I'd like to mention is that I think in special ed.
we've all made an investment to be used. Parents, administrators, and
teachers are a part of the process, although the teacher might get a big,
big chunk of the burden after the plan is developed. The rehab. counselor

is also under a tremendous amount of discretion and the rehab. counselor is
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like a burglar. In many states the rehab. counselor gets a poorly allotment
which he or she spends on their pay slip, and how they spend it within state
guidelines or bottom lines is left to their discretion. Their bottom line is
obviously getting people out into the work force. In most Rehab. District
Offices I've been in, everybody has a blackboard where he can record what
stage or status people are in within the system, and the bottom line is
Closure 2 - Competitive or Out of Employment - and so there are some
different dynamics operating between being a special ed. teacher and being
a rehab. counselor.

In preparation for this evening's banquet, I also did a little analysis just
to show you that I wasn't in an aramchair the whole time. I want to comment
on some statistics that were published in '83 on rural rehabilitation.
There is a Rehab Brief that was done in '83 which summarized two projects at
the University of Arkansas Rehabilitation and Training Center, and I think
they still have copies of them around and I think there's a lot of value to
the data that they report. But briefly, I think these are useful now. For
instance, if you have to make a case for a program in your area 12.75% of
non-farm rural population is disabled. In addition, 12.6% of the farm
population is disabled, and 8 1/2 miilion disabled Americans live in all
rural areas. These data are based on information cnllected in 1982. In the
project they surveyed 450 disabled adults in rural areas in four states
including Texas and Arkansas. The most frequently reported disabling
conditions were: 25% of the paople reported arthritis as a problem, 48%
reported vision, and 41% reported mental health problems; these are for
adults. The same adults were in their socio-economic status review and it
is determined that the average income of 60% of these 450 disabled people
was $6,000, 25% of the sample had less than $3,000 income annually, 12% of
the U450 peop” -~ vorked full time, 8% worked part time, and 69% had never
worked. Or question of whether or not they would use Vocational
Rehabilitata services, 60% were aware of VR, 17% had applied for VR
services, and 60% of those who did not apply were interested in obtaining
services,; which seems to at least partially counter the argument that people
don't want to seek services from anything that's considered social service
or state programs. This sample also reported a series of problems that they
encountered in their daily living. There were 14 items that I think were
interesting and again, I think that we can get you copies of reports if you
want to write to me: 38% of the sample reported physical and emotional
problems which are the major concern, 34% had concerns about housing and
yard work (These people all sound like they had a garden, I mean I would-
like to have a garden. I had these tomato plants on my porch in graduate
school and I became very friendly with the guys who lived behind us and they
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thought it was marijuana and that's why I planted it. When they saw the
tomatoes I said, "Well, it's a hybrid you know."), 29% reported employment
as a serious concern, 27% reported limited mobility, and the list goes down
from there. People were concerned about school and driving; ability to
communicate with others was rated about 26%, 5% were concerned about special
education, and 9% were concerned about their inappropriate behavior. The
implications of this sort of hodge-podge of information I thiuk are easier
for you to derive than me, these are just some things I would like to share
with you.

I think that mobilization of community resources and the use of ingenuity is
critical, particularly when you're serving disabled adults because you dcn't
have an infra structure comparable to a school. You probably have one
rehab. counselor and so it's a burden on you to be creat ve and marshall
resources. This burden is even greater when serving disabled adults. I
also think though that counselors have experience and training in
mobilizing. If they get something inexpensive that's good for their client
they're going to do that because that means that their total allotment goes
further. So, I think that you need to identify rehab. counselors who can
assisv. In the survey I've reported on, of all the people who had applied
for services through Rehab. 90% were a:cepted. Now the sample was small but
it certainly indicates that these people were eligible and ultimately did
get service.

I don't know this for a fact but I suspect that in a lot of cases rehab.
counselors are from the communities where they grew up, which I think is a
Plus. Most of the people that I've talked to that were rehab. counselors,
when asked, "Where do you come from?", they say, "Well, I come from here."
I recommend that ACRES organize a Rural Job Bank for Counselors. If
somebody from a rural area feels comfortable about living in a rurai
community they may want to try another rural community, and I think that
also works to field advantage. The first question that I always get when I
80 anywhere in a rural area is, "Where are you from?", and that causes a lot
of problems because I've lived in alrost all fifty states, and by accident
my Dad retired in one place and I guess that was home. But, I think that if
you can't say, "Well, I'm from here," but you have to say from so-and-so and
such-and-such and that also is a rural community, that may save you a couple
of months in terms of building a relationship. I think if it's at all
possible to mobilize community service clubs around jobs for the disabled,
with all these private industries popping up all over (technology being one
area), I think that the country is "in" (with physical fitness and home-made
stuff) and you need to promote that. I saw a woman on the plane yesterday
that had three of the ugliest looking home-made bookshelves I've ever seen
and she said, "I bought them at an antique auction.® I mean there's a lot
you can exploit.
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The last point I want to make related to the comparisons of rehab. and
special ed. is that regarding the world of work, which is the transition
movement you may or may not know about, is a phenomenon that's occurred to
a major extent because handicapped kids would grow up, some he-men {and I
don't know what to do with these) and they looked around and they didn't see
what they wanted, and so they promoted this idea of transition to work and
community. Well, I think the same thing is true of rural special educators.
As your kids grow up and you discover that their needs are different, I mean
16, 17, 18, 19, and 20, you are going to (just as a natural course of
events) go into a different kind of business transition, and that's not bad,
I mean that is alsc good.

Now, the OSERS has information about rural in the area of how to assist
rural communities serving disabled people. Evidently since 1983, the
Secretary of Education has had an annual report of Education and Rural
Communities. Now, it's a rather bureaucratic document (I read it on the
Plane yesterday) but I read the section that has rehab. in it and special
ed., and the National Institute of Handicapped Research, and what they do is
literally require agencies to identify things that they are doing to assist
and cevelop rural communities. Now it doesn't have a lot of information for
a project, but it has a contact person, the amount of federal money that is
spent, and the types of programs that are being operated. I think it's a
useful document to have. In rehabilitation we also have a $1.5million
Migrant Rehabilitation program. (I don't know that a state received grants
this year but they're issued for 3 years and no less than $450,000.) One of
the major concerns with us, and in our program, is that by the time one
state's migrant program identifies, evaluates, and develops an
individualized rehabilitation plan for a migrant, the migrant will move some
Place else, and there may or may not be a reciprocal grant. This program
has been going on for, I would say, for at least =ince '76.

Special ed. commitment to rural assistance to me is very impressive and I've
got page after page of modules that have been developed to help special
educators in rural areas as well as those that are in development, and I'll
be glad to leave that with Doris. But, I think they are very valuable
documents, and also it's my understanding that rural education is a priority
of the Office of Special Education programs and that's not likely to change,
I don't think. If I may be political, Congressman Pat Williams from Montana
is very interested in rural areas and I would guess that the interest and
"then the commitment to programs in rural areas will increase, in time,
because of his concern. 1I've worked with him on the Republican side for two
and a half years and I know every piece of legislation we worked on. There
was increased attention to rural communities even in the National Endowment
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for the Arts, the National Endowment for the Humanities, the authorization,
and there was also increased attention to rural areas in the Rehabilitation
Act. I think it's all positive but I think also on the rehabilitation side,
I think we invest about $9.6 million of $22 million in money specifically in
rural areas.

Because of the way that the rehab. state systems have shut out, I'm not so
sure that the special ed. initiatives identified that this rural initiative
was the answer. I think it's just important to roughly state an impact on
what they're doing and that they are certainly a vehicle that you have to
do, but just because we've identified $9.6 million that it's 1iving mcney
specifically used for rural areas, there's no reason why you can't also zero
in on the rest of it and use the irdependent living programs to reach more
disabled people. :

Now let me make a few comments on ACRES in the future. What that suggests
is probably none of my business either, but you might find you'll change
your name. I know ACRES is great, but you know rehab. is not in there.
Maybe, depending on your audience, you could have the "R" stand for "Rural®"
on some cases and "Rehabilitation" on others, but I think that that is
something ,(1f Jerry Fallwell can change his name to any foundation or
federation) you might want to plan for. I think ACRES has made an energetic
and effective impact on special ed. and it's time to fully translate this
success into dealing with Vocational Rehabilitation.

There are many strategies that one could use to make this happen. The firat
thing that you have to acquire in order to impact on rehabilitation is to
understand how the system works in your state or at least in your district.
That's a local matter. The second thing - your association I suspect
already does have a very effective spokesperson for your progrsn in D.C. -
is to develop a knowledge of different calendar3. The calundar of your
State Legislature, the calendar of the U.S. Congress, the calendar of the
Department of Education. I mean I found out three weeks ago that June 1st
is the deadline for setting priorities for special ed. programs. Well, I am
not an intrinsie bureaucrat, I'm not even an extrinsic bureaucrat, but you
know I didn't know that that date was coming and evidently it was changed
from last year to this year because they want to get all the information in
the system earlier so that they can get grants and contracts out before

September 30, but I think if you know that, then you know how to impact on
the systen.
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Another thing that I think that you could do to make a mark on
rehabilitation is to do an annual report. Even if you haven't invested
heavily in rehabilitation at this point it probably would make some sense to
do an annual report in which you gave emphasis to transition effort, which
will show or give examples of where people uave developed effective work
programs. When people write annual reports they shouldn't get too worried
about whether they're sufficiently representative, if they're totally valid
for all kinds of purposes, but provide an honest answer. They should give a
guesstimate on what you know, that they should label it as such, but I just
think of how many xids are being screwed in certazin settings. What causes
problems? Do they have successes and why do they work, and if the answer to
the last question is because so-and-so0 really has their act together 24
hours a day, then you ought to say that, because then you set up realistic
expectations for' the other guy who knows that if he wants to set up programs
to get kids a job in the community, he may have to teach him to drive, he
may have to fix the car if it breaks down, and he may have to be avajlable
24 hours a day. Now, if he doesn't want to do the things at least you're
being honest with him.

I think another thing that's important is cooperation. Your organization,
.more than any other organization in the country, has made a serious
investment in dissemination of what works. I think you've got one cookbook
after another and I think that that could be useful teo people in other
settings. You have a big problem to solve national ly or in the state or
even in your local community. Form a coll.boration with the guy who you
know is working in rural there, and give them one of your resource panels,
because some of ACRES information is basically good stuff, such that other
people could benefit from it, whether they're in an urban ghetto or even in
a suburb that has an incredible tax base. I'm repeating myself here, but I
think that you need to really look into rehab. in addition to getting to
know your local friendly rehab. counselor. Learn how your system works in
your state and take advantage of it. Many states have inves:ted state
dollars in the independent 1iving programs and there are many more now than
there were when the program was established in 1978, from 156 federally
funded centers and I think the actual number now is about 500 to 600.
Oklahoma for example, went from, I think, $600,000 state investment to a
$3.2 million doilar investment in one year because they thought it was such
a good idea.

Let me tell you a little bit about some rehab. special interest categories
with priorities that you might want to tap into that are directly linked to
rehabilitation and rural communities. One is that we have recently funded a
Program for blind elderly. 1It's a $6.6 million dollar program and I think
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it's important you be aware of it. It was obvious that the data from which
I reported earlier indicated that there are a lot of people with vision
problems in rural areas. Also, it indicated there were a lot of people in
rural areas with disabili“:* problems who are old folks, so I think that the
rural communities would c. .tainly have large numbers that would benefit from
pPrograms specifically designed for blind elderly. The issue is supported
work. Supported work is being seen as something that might serve the
severely mentally retarded. But I think so many people have decided that
it's a good idea that in essence the context is running much further by the
time it is fully implemented. There are $5million in ten projects right
how, these projects will be funded for 5 years, some of which are in rural
states (e.g., Minnesota and Virginia). But in addition, there are $9
million dollars in new state money that's going out this summer to help
states plan to develop a statewide program for supporting employment. I
kno# tha‘. the National Head Injury Foundation is interested in the cost of
the supoorted employment and wants to, in fact, be able to azzess it. The
chronica.ily mentally ill are already benefiting from supported employment,
so I think to develop an awareness of supportive employment models (and
there's also all kinds out there) will also put you at an advantage
position.

We also have a $2million dollar recreational program, 10% of that money
being spent specifically and exclusively in rural communities, and I
mentioned to you the migrant program and the Indian program. But all these
programs that I mentioned are competitive so if you send in a good
application you stand a chance of getting funded because I think that the
competition is not that fierce, particularly for the migrants and the
Indians.

I really do appreciate this chance to share a few thcughts with you this
morning, and what ycu do does make a difference. So my famous point: You
convert the problems, the challenges via your rich human resources and have
tremendous talent which transcends the meaning and the utility of the
dollar. 7You shape programs for kids, not kids for programs. Where there's
despair you offer hope, where there is hope you have offered a hand, and
with your hand you teach self-respect, self-confidence, independence, and
self-reliance. Where there is self-reliance you offer choices, choices that
have changed the face of rural America. And, rural America is where those
with disabilities and their able-bodied neighbors work together for the
betterment of z11. Thank you.
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An Alternative to the Delivery of
Itinerant Services to Rural & Remote Areas

Sam Polen, Janice Polen
033 Parks Hall

Western Washington University
Bellingham, WA 98225

The delivery of health & other related services to rural and re-
mote areas has been recognized as a problem for some time. Delivery
systems such as block scheduling, development of medical models,

& even bussing of students have been employed; and, in some instances
have been successful.

The most common of all these different delivery systems is the use
of paraprofessional (aids) in the delivery of these services. Para-
professionals have been used in many situations dealing with vision
and hearing screening, immunization programs and as supplements to
itinerent personell.

This program will discuss the guidelines for the selection, train-
ing and use of paraprofessional personell in rural & remote areas.
The authors of this paper have been involved in the selection, train-
ing & use of these personell in the delivery of speech and hearing
services 15 years.

The senior author has been involved in training Paraprofessional
individuals from Southeastern Ohio (Appalachia) to Dawson Creek, B.C.
Canada. It is the intent of the authors to present differing models

of delivery of these services, to different geographic and demographic

areas.
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Discussion of service delivery will range from serving remote
areas (San Juan Islands) to serving geographically prohibitive aréﬁs
(Omak, Okanogan). Other models will be presented as well.

Finally, a research report regarding the cost effectiveness and
program efficiency will be presented. This study was conducted over
a three year period (Title IV ¢) and has demonstrated better cost
effectiveness and an alternative to some of the problems faced in the

delivery of services to rural and remote areas.
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Title: A Rurally Based Interaging Preservice Training and Service
Delivery Model in Communication Disorders

Author: William H. Meyer, Ph.D., University of Wisconsin-Stevens Point

B2CKGROUND

—— i S o - — e

In 1975, the Education For All Handicapped Children Act (PL 94-142)
was signed into federal law. As a result of this legislation, local
school district’s must make services available for all handicapped
children who require special education and related services. If the
local district does not directly provide the services, it must make then
available at public expense and under the district’s supervision and
direction. The “contract arrangements”, which have existed for years on
an informal basis between local education agencies (LEAs) and training
programs, now require written agreements where none existed before or
added provisions in existing agreements in order for the local district
to comply with the law and be eligible for reimbursement of costs.

Because of the informal service agreements that historically
existed between training programs and LEAs, many training programs lost
a significant segment of their speech-language handicapped clinical
population as LEAs began to make the program changes mandated by PL 94-
142. More often than not, the LEAs began to assume full responsibility
for serving these children rather than sharing it with the training

programs as had beein the situation in the past.

As rurally based LEAs attempted to absorb the caseload of children
with Exceptional Education Needs (EENs) in speech-language in those
comnunities that also had communication disorders tréining programs

significant problems arose for both areas. The LEAs were having
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problems funding and finding qualified clinicians to add to their.staff
in speech-language to service the increased population. The population
size grew for two reasons. First, the local schools were preparing to
serve children that had previously been served through the training
program’s practica. Second, the schools were no longer permitted to
have a waiting list of children needing special education services. The
problem of finding qualified clinicians became (and remains) particular-
ly acute in rural communities because these professionals often prefer
to locate in metropolitan communities.

The training program’s primary problem was that it was no longer
able to provide practicum experiences with school~aged children who
displayed more than a very minor disorder of communication (i.e., nonEEN
children). This condition caused further problenms particularly for
those student clinicians who were interested in becoming certified to
work in the public schools. They arrived at their school practicum
assignment and did not have any experience with the very population they
were then expected to serve. Therefore, the clinician on site was
expected to provide more supervisory time and support to help the unpre-
pared student clinician cope with the complex caseload. The student
clinician also did not normally have any previous practicum experience
in preparing Individual ized Education Programs (IEPs) which are also

required of the LEA under PL 94-142.

A SOLUTION IO THE PROBLEM
Training programs must provide practicum experiences for their
student clinicians which include school-aged children having an EEN in

speech-langyﬁge (as well as perhaps other areas) and an opportunity to
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work with children’s IEPs. These practicum experiences should preceed
placement at a school site. The training program cannot pass these
early training responsibilities on to the LEA. Of course, to the degree
that a training program works with children displaying an EEN, the LEA
is also helped in meeting its obligation to PL 94-142.

Recognizing the mutual benefits of cocperation between the two
agencies in serving children with an EEN in speech-language, the
training program and LEA in Stevens Point, Wisconsin, intiated a cooper-
ative program in 1976. The necessary documents were drafted and agreed
upon so that the practicum students in the training program could pro-
vide services to EEN children, have involvement in developing these
childrens’ IEPs and participate in their multidisciplinary staf: g3s.

' The services are provided at the training program to a varied caseload
without charge to the family. The L&A provides transportation for the
children, pays a fee negotiated in the agreement, and provides one full-
time cliniclan as liaison for the program and assignment to practicum
supervisory duties in the trianing program. The LEA is reimbursed for
this program through Wisconsin Chaptér 115 as it is for other progranms
of direct service.

This session will provide an opportunity for the author to make the
success of this program known a..d describe its organization and opera-

tions. Copies of the actual agreements will be available for session

participants.

William Meyer

University of Wisconsin - Stevens Pt
2100 Main street
' Stevens Pt, WI 54481
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Title: FPROJECT PAVE (Parents Are Vcolurnteers wno Excel)

Froject PAVE (Parernts Are Volurnteers who Excel) 1s a special preient  of
the Familyv, Infant and Freschocl Program (FIFF) at Western Carclirna Center. a
repicnal facility serving harndicapoed perscrs in western Nortn Carclina.  FIPE
is the early intervention program comporert of Western Carclina Certer. irhe
Director of FIFP is Dr. Carl J. Durnst, who alsc serves as fFrarect Directesr for
Frcject PAVE. Praject PAVE is completing the third vear of a three-vear
Ferscnnel Preparation Brant through the Office of Special Educaticm Frcorams
in the U.S. Departmert of Educaticr.

The majcr purpese of Project FAVE has been to train parerics tc furcticorn as
suppcrt personnel in classrcoms serving handicapped preschaclers, fhe parents
receive training in three majcr areas: conducting classrocom activities (e.n.,
group  time and snack time), teaching children tarpeted behavicrs ‘2. 0., Cun
drinking and incidental teaching), ard mcrniitoring child preogress in terms of
attainmert of targets. A trainer-of-trairers mcdel is used by Fraiect FAVE.
Each parent participating ir the training traired 2 to & cother parents. A
tctal of 1€6 parents and cther valunteers have beer traired cver the course of
three vears. These 166 parents arnd cother valurteers pravide sa2rvices to aver
730 children in mocre than 55 classrccm-based programs. The prcograns s2arvec
include parent operated preschocl classes, community bpased parent-child
orcups, develcpmental dav care centers, Head Start erograms.  public schoois
and cother sites which serve hardicapped and rconhancicapoed cniidrer.

Organizaticn is the key word when implemertirg the froject FAVE trairing
mcdel. In order for a veolunteer to feel his time is beinn used wiselv, it 1s
beneficial tco have a training prcgram that is frast, easv, and efficiert. T[le
first step 1s to identify the training site, teachers who are 1interested 1in

participating, and pctertial volunteer trairers. The riaxt step 1s ta btrain
the valunteer trairer. After traimng tne volunteer trairer., cotrer oparerts
are recruited as volunteers during a volunteer informaticn meetiro. H o time
ccmmitgaent is made arnd or~the-jcb training begins.

Effective volunteers are well trained vclurteers. A wel: traineo

voelunteer is a person who can efficiently manage a classroom task 1n &  marner
that benefits both children and stafr. A key elemert tc effectiva trainiry is
the use of perfcrmarice checklists.



Ferfcrmarce checklists represent a simole yet hiaghly efficient metnhcd for
trairang volunteers to perform in a marmer that results in nigh  aQuaiity
pragrams. Performarnce checklists delireate the specific behaviors whicnh
constitute the elements of gquality irntervertion. Checklists arz rno more then
task-aralyses ard critericr-refererced measurement scales that getaii  tne
steps that volunteers follow in carrying out specified classrocm activities
{(e.g., snack time).

Ferfcrmance - checklists for different types of classrcom routires are
purposively kept simple so that persons with different levels of parenting
skills, volunteers having different levels of formal educaticr. a..d valuriteers
being asked to furnction in different support capacities ard =settirgs. can all
be trained tc be effective classrccm vcolunteers. The content of tae
performance checklists, and the methods and strategies for training valunteers
te carry cout the routines, provide both structure and coricreterness ta  wnat

constitutes qualit' performarice. Ferformance checklists operaticrally and
behavicrally define what is expected, hcw tc perform assigned duties. and
what constitutes expected ocutccmes. The simplicity of performarce checklists

make them useful in different settings and situaticns: with differe-t groups
of individuals; for meeting the needs of individual children: ard especiallvy
useful as a method for training valunteers to furctiorn as suppeort cersannel in
preschool settings. This training mcdel has highly generalizable features ar:
widr-spread impact fcr training volunteers.

Three types of routires ard performarnce checklists are used irn  trairing
parents as support perscnrel to professicnal starf. The routines are called
classracm  routines. teachirg routines ard child assessmert checklists.
Classroom routines ccorrespord to activities typically ircluded as part of tre
classroom schedule (e.g., group time and srack/lunch time). Teachirg routires
are designed tc ernhance the parents competercies in skills in affsctirg tne
behavicr and develcpment of the children they will be working with t(e.g.., sitc-
watch and irncidental teaching). Child assessmert checklists are cesigned to
pravide a means for the orngcoing mcenitering of the progress of thke chilarern
being served. These rcautires alsc provide a basis for assessing the extert tao
which teachirng routines had the impact irtended. These rcutires are used as
training tcols for parents in an cri—the-jcb training fasnicr. The trairang
methcd emplayed by Project PAVE ecccurs in an cn—the-jcb marrer where "reali-
life" classrcom situaticns are used as the context for trairing voalunteers 17
the skills nrnecessary tc become efficient carecivers.

In summary, perfcrmance checklists provide arn cbjective bazis for Sotn
deciding what cornstitutes quality perfarmarce and tkz means whereby 3suality
perfaormarce carn be cperaticnally and behavicrally defined as the ability ta
carry-cut and implemert routires. Performance checklists serva three ma o
furcticns: (a) they defire for the parents what constitutes cuality care
(operationally defired as the rrastery of the behavicrs of the checklists). (R}
they allow immediate feedback tc be pravided for parents regardinc now weill
they implemented the routires, ard (c) they serve as measures of how weil
activities are being cperated as plarred. This metncd of tratrning iz exuvectec
te cccur both gquickly and efficiently: and with hioh levelis of performarce
maintaired cver long periocds of time. With training cccuring “on-the-jub" and
with immediate feedback tu velurteers, teachers and volurteers car receive

perscrial  satisfacticn with their effcorts. The Praject FAVE traininc metrcod
erncourages parent/professicnal partriershipos which result in grezter
commuricaticrn between the respective partners. This will erable entnuciasm.

iriterest and excitemert to remain high ard provide a rewardirao exrerierce t.u
all irnvclved.

1]
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TEACHING ROUTINE: INCIDENTAL TEARCHING

Volunteer:

Ol.server:

Dﬂte [N NN NN

Activity ...

DID THE VOLUNTEER:

1. Select a variety of toys and activities ' i
that are appropriate for the children and
that the children enjoy? covcveeereernreneneee

(4

« Allow each child to choose the toy he/she
wants to play with? ...cieeenrrerennvennececeeness

3. Pay attention to what the child is doirng
(e.g., smile, comment, join the activity)? ......

4. Encourage the child to practice/continue
his play activity? .ti.iireceneerrnnnccnnnrenenens

3. Bet the child to elaborate on what he/she is
doing (e.g., do something different with

same materials, use words in combination,
describe what doing in more detail)? ceveeerenens

6. Encourage the child to practice/ccntinue
the new skill? ..iiiiinereeeereenernrrnrncnnenane

7. Smile or praise the child for his attempts
or mastery of a new skill? Ensure that the
activity is reinforcing and fun to the child? ...

Did you complete each of the following steps in training the volunteer using
this teaching routine for incidental teaching?

1. Review the steps in the teaching routine with the volunteer.

2. Have the volunteer use the teaching routine to observe the vclunteer
trainer in the classroon.

3. Discuss the implementation of the routine with the valunteer.

4. Use the teaching routine to observe the volunteer implementiro the
routine.

S. Review the steps of the teaching routine with the volunteer.
Indicate in the blocks beside each step:
#=(Completed Well) NI=(Needs Improvement) NA=(Not Applicable)

6. Discuss strategies for improving necessary steps with the vclurteer.

7. Continue to use this teaching routine as a training tcol until tne
volunteer has completed all steps well.

8. Maintain the volunteer's skill level by providing positive feedback
as often as possible.

9. Feriodically use the teaching routine fcr determining the need to
reimplement training.
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TEACHING ROUTINE: SIT AND WATCH

Volunteer:

Observer:

Datﬂ easemsanmas

Activity .....

DID THE VOLUNTEER

1. Demonstrate understanding of behaviors that
are appropriate and inappropriate for indi-
vidual children? ...ceeeeeceecnesccaraasnansasnnnsses

2. Consistently use sit and watch to handle
disruptions when appropriate? ....ccececeesecese.

e )

3. 8it the child at the edge of the activity so 1
that he is within view and can see or hear
the activity? ciiiiieieeeennenccennccnncnsnnnnnns

4. Using a calm marner, tell the child (in words
or signs that he understands) what he did
wrong and what he should have done? ceeececences.

S. Tell the child to sit and watch the other
children playing nicely, sharing, taking
tUrns, ete.? tiiriiinieecccccnnncnarocncacescanana

6. Explain that when the child is ready, he may
return to the activity? ... iineennncnnnnoncenes

7. Avoid making any eye contact or reference to
the 2hild in sit and watch? ...icveeecccennnceanes

8. Praise the child for rejoining the aQroup? .e..ae.s

9. Invite the child to join the group after 1 or
2 minutes if he did not return on his own? ......

Did you complete sach of the fcllowing steps in training the volunteer using
this routine for teaching?

Review the steps in the teaching routine with the voiunteer.
Have the volunteer use the teaching routine to cbserve the volunteer
trainer in the classrocom. .
3. Discuss the implementation of the routine with the valunteer.
4. Use the teaching routine to observe the volunteer implemeriting the
routine.
3. Review the steps of the teaching routine with the volunteer.
Indicate in the blocks beside each step:
#=(Completed Well) NI=(Needs Improvement) NA=(Not Applicable)
6. Discuss strategies for improving necessary steps with the volunteer.
——— 7. Continue to use this teaching routine as a training tool until the
volunteer has completed all steps well.
8. Maintain the volunteer's skill level by providing pasitive feedback
as often as possible.

o 9. Periocdically use the teaching ro?§ine for determining the need to
[ERJ!: reimplement training.
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CLASSROOM ROUTINE: GROUP TIME

Volunteer:
Observer:

Date .......

Activity ...

DID THE VOLUNTEER:

1. Prepare space and materials before children I |
arrive at the area? ...c.ceeecvcceooneoees. :

2. Greet children as they arrive and get them
started on tk= activity or talk to them until
the rest of the children arrive?

3. Give instructions using language the
children understand?

1
teesesenceonenerne | 1 |

!

'

b

4. Encourage children to communicate to get
materials, ask for help, talk about
activity, ete?

S. Answer children's questions appropriately?

6. Encourage children toc watch/talk to work with
each other? .....iiiiiiniieenerecrnnecnoracnnen,.

7. Praise the good things the children do?

8. Show enthusiasm amd make the activity fun for
the children? "esreccsrctrare e soe st es e nnonnee

3. Try to pet all the children invelved in the
activity? ........

10. Tell children they had 3 more minutes with an
activity?

11. Encourage children to help with clean-up?

12. Tell children where they go next?

Did you complete each of the following steps in training the volunteer using
this classroom routine?

Review I__’ Observe Velunteer -—-’ Cortinue Training
’Observe Velunteer Complete Mairntain
Trainer Blaocks Skilis
Discuss J Determine Need
Discuss ) Strategies —-—- to Reimplemert
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CLASSROOM ROUTINE: TRANSITIONS

Valunteer:

Observer:

Date .......

Retivity ...

DID THE VOLUNTEER:

1. Give a -three minute' warrning that
activity will end to the grcup of
children or to managor of next activity? .......

e Give clear instructions for clearn=up? .....eeee.

3. Give clear instructions where to go

LT 2

4, Immediately send children who finish
clear—up first to next activity? .....vvveeeenn.

3. Use transition as a teaching cpoortunity? ......

6. Fraise appropriate behavior? ..eeeeeeeeeeeecens.

Did you complete gach of the following steps in training the volunteer using
this classroom routine for transitions?

Review the steps in the classroom routire with the valunteer.
Have the valunteer use the rlassrccm routine to  cbserve the
volunteer trainer in the classroom.

3. Discuss the implemertation of the routire with the vclurnteer.

O -
L]

4. Use the classroom routine to observe the volurteer implemeritirn the
routine.
3. Review the steps of the clazsroom routine witn the vcluriteer.
Indicate in the blockhs beside rach step:
4= (Completed Well) NI=(Needs Improvement) NR={Not Applicable)
6. Discuss strategies for improving necessary steps with the volurteer.
7. Continue to use this classrcom routine as a training toal until the
velunteer has completed all steps well.
8. Maintain the volunteer's ekill level by providing poasitive feedback
as often as possible.
——— 9. Periodically use the classrocm routire for determirang tne reed to
reimplement training.
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CHILD ASSESSMENT CHECKLISTS: SIT AND WATCH

Volunteer:

Observer:

Date .........

Child ........

DID THE CHILD:

1. Attend to the carepiver's 2 Warnings? ..ceeeecee. 3 N

Z. 8it in chair on caregiver's command? ceseccsssnen

3. Require physical prompts to sit down? cescsccnnnn

4. HRemairn in seat for at least 1S minutes?

5. Watch the activity in progress?

6. Valuntarily rejcin the grocup cr indicate
he was ready? I I T

7. Play nicely when back with the group? L..ieeeen..

Did you complete each of the following steps in training the volunteer using
the child assessment checklist for sit and watch?

_ 1. Review the steps in the child assessment checklist witn cthe
valurnteer?
2. Have the volunteer use the child assessmernt checklist to cpserve
the child during the sit and watech teaching rcutine?
3. Discuss the implementatior of the checklist with tne volurnteer”
—— 4. Discuss strategies for cortinuing the sit and waten teachirng
routine?
S. Corntinue .ta use the teaching rcutine urtil the cnild has completed
all steps in the child assessment checklist?
6. Pericdically use the cnild assessment checklist for determinirg tne
need to reimplemert the teaching rcutire?




CLASSROOM ROUTINE: SNACK/LUNCH

Volunteer:

Observer:

Date ..ccccvcw.

Activity ...... l !

DID THE VOLUNTEER:

l. Assist children in washing hands before '
i
2. Talk to the children at the table and |
encourage them to talk with cne ancther? ........ B :
. ) '
3. Encourage and demonstrate table manners? ........ v% 5
i H
4. Encourage independence in cpening cartons, ! '
eating, drinking, pouring, cutting, cleaning !
UDs BUE. ) tiiiieiiinenncncccccccannnnaaacssnnnns i
S. Offer help to children who need it? ..ceveevenne. :
6. Fraise the good things the children do? ......... i
7. Make snack/lunch enjcvable for the children? ....

Did you complete each of the following steps in training the volunteer using
this classroom routine for snack/lunch?

1. Review the steps in the classroom routine with the vclunteer,

2. Have the volunteer use the classrcom routine tc observe tne
volunteer trainer in the classrcaom.

3. Discuss the implementation of the routire with the vclunteer.

4. Use the classroom routine to observe the volunteer
implementing the routine.

3. Review the steps of the classrcom routine with the valunteer.
Indicate in the blocks beside each step:
#=(Completed Well) NI={(Needs Improvement) NA=(Not Applicable)

6. Discuss strategies for improving necessary steps with the valurteer.

7. Continue to use this classrcom routire as a training tocl until
the volunteer has completed all steps well.

8. Maintain the vcolunteer's skill level bv providirig pcasitive feedback
as often as possible.

9. Pericdically use the classrcom routine for determiving the reed tc
reimplement trainirg.

i

aul

312




Presentor : Susan P. Waldrop
Focus, Inec.
2917 King St., Suite C
Jonesboro, AR 72401

Title: PARENTS AS PARTNERS: A RURAL INTERVENTION MODEL

The Rural Arkansas Parent Training Program coordinates the efforts of
parents and teachers of children who receive special education services.
The program trainers, responsible for this coordination, strive to improve
the educational performance of each child diagnosed as hav’ag a mild handicapping
condition. They follow a set of procedures, described in this paper, which

enables parents to provide their child with a structured program of reinforcement
and instruction.

THE FIRST MEETINGS, OR LET'S GET TOGETHER AND ''RAP"

Each parent of a child who is mildly handicapped learns of the RAP Program
through materials from the teacher resource room. The parent(s) must give
written permission to the program trainers to attend the scheduled IEP
conference and to review the IEP goals and any evaluation results. For the
parents who agree to meet with them, the trainers explain the program briefly,
the amount of time involved and offer the parents the opportunity to participate.

£y (MR w0 4L PHLLIPS SHOULD

’ lllm MELTiNG THESE

. TRAW( You $CoTTy FOR
" BINGING ME BACK THES]

PAPERS | SENT NOME,
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Later in the IEP Conference
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After listening to the description of the program, most parents decide to
participate in the RAP training. At this point, the resource room teacher

explains the child's strengths and weaknesses, and the IEP is developed.

{ $coTTY Casl READ WeRDs onl A
G PAST GAADC LEvEL. UE Katows

ScoTTYNCEDS TORTAD AT A STCOND GRADE
LEVEL. HE DOTS NoT Kuow TUE VEWIL SeunD3 Mid
DOLSHT UNSERSTANO ALL TUAT WL READS. DON'T
You Tk TNESE ARTAS SWOuLD BE M is NEXT (EP?

The teacher usually shows the parunts

an individuslized instructional contract
and relates that the contract is simply
a piece of paper divided into from 12-20
sections or boxes. Onto this form is
written a guide for the child to follow
during his or her time in the resource
room. All areas of the IEP are included

on the contract and the child is allowed

to proceed at his or her own pace.

So0.Could WE SET up
ATINE To VISTWITH You
—gem, N YouR HoMED

If possible, the trainers
schedule the first home
visit with the parents
for the following week.




The first home visit involves interviewing the parents informally. This
interview helps the trainers and the parents determine what the child needs

to augment his or her education.

WEHANE AFEw Qussams To \
ASK You Bami. FiRsT, Howl WAS
Tue 1EP o:u;muct HowPFuL
FoR ?

During this visit parents often discuss general concerns.




Parents also express their feelings of isolation

and lack of support, either from local service

Jou biow, SemcTimes WE

agencies or from other parents of children A\ ( 6T THE FEEUNG THAT
Scatty's Tiis Omy Kiois

)\ Tows wiko Mas ThousLE

who are mildly handicapped.

Phase I
In the first phase of the program, parents begin to reinforcement or reward
their child's resource room achievement. The trainers explain the procedure

to the parents on the second visit to the home. The procedure:

The child completes one

Apecdfic activity box on

his on hern contract.

The nesournce room teacher checks the
activity to determine how well the
child has done.




about !

. Dally Studeat Progress u:vl‘-
¥ ot

The child then takes the Student
Proghess Repont home to his or hen
parents that day agter school.

Z
Cosmsats: 0 — | 3‘
4

N Aften the activity has been reviewed,
fate
R4l activiey the teacher will complete a Student
[ .
Somoihin — Proghess Repont, showing:
{0 crow 1. the date

the Level of accuracy
the type of activity
whethen the child should
hecelve a rewand.,

1§ the hesounrce room teacher has
checked "Yes" (the child should get
a /Lewa/Ld), Zhe parents:

gdve the child a reward
(usually a sticker)

praise him or hen gorn Zthe
good work, noting the
specific activity and skiEE
give the child a hug or a pat
on show thein pleasune
physically in some way.



1§ the nesounce noom teacher has checkecd
"No," (the child should not get a neward),

the parents:

1.

state the situation in a supportive
way

praise him on her- fon the effort
made

indicate that the child can improve
in the future

D0 NOT give the child a rewand

DO NOT punish the child on mention
the situation again.

O You BRiNe ML
YouR
Ry

M T Lost 1T, Men.
T'm SORRY.

B  UR

’ﬁd \

N\ ;
‘} WELL, T SRRy, oo BECAUSE
K X CAl'r GvE You, A STiCKER
) WHEN X Dor'r Know Hew You
D10, )

31

——

T'n SorRy You Hao So) o0
Mucl Thouslt Wiy Coa
YouR \buisL Seusps

1§ the child does not bring
kome the Progness Repont, the
parents cannot give a heward,
0f cowse. In this way, the
program encourages ihe student's

rhesponsibility.,

O

-7-



The trainers provide the parents with a packet containing all the '

information they need for this phase of the program. Included are:

o A Daily Reinforcement Schedule
o A Sample Daily Reinforcement Schedule

— R " N ﬁ
Puremt’s Kaer __M

Sulent's Mo S‘azj

w@& DAILY RESNFORCDENT SCHEDUWLE
o

Noa Tues hed Thurs Tii/san

wesk 3

M::t-:ndlulﬂnh_
8 s rwg:u

from thw tescher?

Did the tancher chec) YES
or NO?

Mew Tues Wed

BR[| | 4%

Did the teacher check YES or
o

Fri/Set Mou did you Teser ad?

Yer

%
— | Y | Y | M | Feu
Mo 434 you Tespat? e vaud | Sk | Stidic | Banand | Stichan *L

Oud the student bring home
llhﬂtmm

Did the teacher check YES
or o7

. How did you vespond?
wesh 2

it L || K| Yo | e

‘! COMMENTS
Did tho veacher chack YIS or %’ — —_ Yu Yu !
ol [T ] G| ke
COMNENTS .

(o]

A Sample Student Progress Report

o A Sample Student Contract

o Guidelines for Implementation of Phase I
o Stickers

o Mwgnets for attaching the Schedule to the refrigerator door.

o
]
)
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The trainers explain the procedure thoroughly to the parents and emphasize

recording the information accurately and daily.

Phase II

Tr°s Reatty psrans v WaTE
Dewil low wELL Scavry Dok
EYERY DAY. ToAT WaY we CaN
KEEP uP wiTll IS PRo6ARsSS

Ruemesk, wgree o

N Down EVERY Day, Ok 7

_ Wit You GvE
S A REWARD IF

WE Do A 600D %8
EVER{ORY?

In the second phase of the RAP program, the parents help their child with

contract activities. Each person has a different role in this phase. The

resource room teacher supplies the trainers with a list of skills the child

should acquire and indicates the one skill most needed.

written into the child's contract.

This skill is currently

WoRK
But I TuwK HE Nekes To
Wi MoRE Siokr Vowiets, So IV
Pucr THAT ON S NEwT Cmm\m'
v WoulD 8¢ A Goop (OEA FoR
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The trainers choose activities which teach the skill enjoyably. These

activities are checked out from the RAP Materials Center to the parents for a

two-week period.

LETS Gvg Tie thm Tuis

The parents conduct at least 10 work sessions with the child during the
two-week period. For these sessions the trainers provide the parents with a

Contract Activity Schedule, including a goal and short-term objectives similar

to those in the child's IEP.

CONTRACT ACTIVITY SCHEDWLE rrmctotam _PBok v fot-
. Ould’s dane S“ﬁ;’
Oalt Cinie saliridisn crwsloimg hoit-rowsl drmnds, Sy ol
CoflR smed Tisd oill (00T asssmnsy.
a-‘l:u - j/—:/u“./a—-‘-&(h’» il abioss ~a ot
-g 0 “—-—"7
a >..-, ‘-ﬁ’}:ﬁ‘- ssl rels snkisd bipen el hrell
-8
li?-l“/u&u--/—n‘v‘l‘ﬂ)n—-("—/
LA )
Lxasple of Schedule Cpletion:
Day )
bovel
feiaforconmnt n:mﬁ-
Comments; W
SCURDULS
oyl -Day2
Pute Date
Lavel of Acourscy ______ Lovel of Accurscy
Doy 3 Doy ¢
Deta Pute
Lavel of Accurscy Lave) of Accurscy,
Doy § Day &
Deta Data
Lavel of Accurcy Lavel of Accuracy
Fon ¥
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The trainers explain that no activity or task
should require more than 20 minutes. They
emphasize that for many activities the child
will need direct assistance, for others

1i +-ited supervision, and some will merely

need to be checked for accuracy.

Scorry, WilAY VoweL. Souro

YO?L HEAR (N THE WoRD

DaN6 FINE-BE SUat You
THinK ABout Tik SowsDof
THE VowsL W %\M Scorry-

5 7 Shogr

Wete Scotry, You 00
'GREAT: %u Gor Eviny Swelg
ONE RiGKT

Some activities need Limited supervision. Some activities. just need

to be checked fon accuracy.



-12-

Before Phase II begins, the trainers provide the parents a list of the

steps to follow for each work session, as follows:

Prepane the activity in advance. Have crayons, pencil, papen, or any
needed materials gathered and ready to use.

Provide a non-distracting work anea--away grom windows, felevisions, nradios,
on othen possible distractions,

Teach the one chosen sRiLE activity--don'Zt get involved with other concepts.

Scarry, We'Re viorxung
o skkra. WD Sker o,
WE'LL DOTHAT MATK LATIR




Scorry, WERE Gons To Finlo ALL
OF THE Wokns WHICH HAVE Tk Siloat
€ Sousd ANO Put A BLUE Qup ON
THE PICTURE. OKay, Now Yoy Titt
ME WHAT WE'RE o6 To po WiT¥

Make sure your child undenrstands B\ This henviry,

the directions.

Give your child an opportunity
to ask questions.

1§ your child 48 doing welk, don't interfere.
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Prnaise yourn child
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When your child completes an activity which is §5% on monre accurate, rewand
him on hm‘uu',th a sticker on other small neinfoncen.

THiS PENCIL.

Ta o Preasen wirk \\ g
You FoR GETTING EVERYTING | &
CoRRECT, T'M Goi6 To Gk

Scetry, You 010 A
Super Jo on YouR
ACTWITY ToNexT: You
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Thy to wonk with your child at Least three days in a now, pa;aﬂe/uxb!.y give.
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If the nesource noom teacher decides your child has difficulty staying with
an activity, the trainens will provide a timer., At the start of the
activily, et the timer gon a certain number of minutes (depending on
the activity). Youn child shoutd complete the activity befone the bell
on the timen nings. 1§ she on he does, neward the child and give Lots

0§ praise.

20 minutes
Laten-

Parents are expected to oversee their child's daily progress on the
Contract Activity Achedule. An example of recording the information is pro-
vided below. Parenis are to complete the ten separate day-by-day sections,
with their comments. They also indicate whether the child has mastered the

goal and is prepared for a new skill.

@oals Slvan sonivitios Lmelving ehert wval suwds, Sestey will eumplecs sesh fesh
ek 1000 emmuseny. .

et Gvjastives: .
Lo Sas0ay will £iat pioteres of wesds vhish Dogia with SArS & aad & wish 160y
3. Sestay will f1a6 piotmres of Weds vadsh Degis with share § 4ad u wieh 1004
L]
b 300085 idd fian plosnres of wards shish Bopla itk ahers & Wilh 100 sosusasy,
neagle of Shetale Camglesions

%

I
f

g : Ay : |
St e
18 oy spinian, ay shile heo suedesed the gial and (o progernd Son & Sew '
Buse Jys padvarte non. Heean gif 2hs Cad
= - el e o

é%

]
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During Phase II the trainers serve as go-betweens. They report the child's

progress from the resource room teacher to the parent and from the parent to

the teacher. They attempt to build a bridge for parent-teacher ccuununication.

PHASE III1

During the third phase of the program, the parents begin to determine the
skills their child needs, particularly the most important one, from the list
provided by the resource room teacher. The trainers continue to write the goal
and the objectives and to supply activities from the RAP Materials Center. The
parents implement the activities according to the guidelines of Phase II and

continue to indicate whether the child has mastered the skill.

AND HERE ARE YouR
NEW knviTies For ST

(4

Later

Heae 15 your ScHeoule

NITIl THE GoAL+0BIECTVES
g _
>y welLkep up
WiTH Scarny’ fousss
vy
4
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Seanry, You'Re DainG So
Wit oN YouR VoweL
AcTvITES.

2 weeks later gy

WE THINK You, Bog AnD
7 ARS DoiNG GREAT
A ) Ao € pocs Mg Class

PHASE IV

In Phase IV, the final part of the actual training program, the parents
determine, provide, and implement their child's contract activities. Parents
are entirely responsible for accurately assessing their child's needs and

assembling the appropriate materials.

Scotry Negps Mot Woros
ToREAD WITH SWRT VowsLS,
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Of course, the trainers support the parents as much as necessary, but
the primary task of the trainers now is to visit the home monthly to help
plan the activities, Mini-workshops are held occasionally at the school

to bring parents together, to exchange ideas, and to distribute materials

from the RAP Materials Center.

MINI-WORKSHOP

—~— N ¢
ABC Z Do
T Have Tns Pavrers |
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MANY PRoBLEMS WTI
His SusTuacTion. DotS
Mo Jive AN IDEA

T
INVENTOR NiE0s
TS ok fites
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PHASE V

In the final phase, the parents, the teacher, and the trainers meet for the
annual review and IEP conference, during which the parents will have much more
information to contribute about their child's abilities, skills, and level of
functioning. They will be active participants in developing the IEP for their

child and will understand their child's programming needs.

ANNUAL REVIEW CONFERENCE
R

l

Scorry Has CERTANLY Doxs
WELL TsYaaR NEXTYOR T
THWK HE'LL NEED MORE v ouc
ReADING CoMPREHEN SioN. 1EE

Ano He'lL Neeo To
WoRK oN LONG \oweL

70 CHANGE SomE &
WoRDS Tp PLUAAL.

THATS whAT =
CALL TEAM EFFoKT.

Yepelt avo Scotys
THE WINNER!]

FOLLOW-UP

During che summer months, the trair<. offer their assistance, both in

person and over the telephorz to any par who has participated in the program.

The irainers reinforce the parents' impl:=mentation of activities, distribute

.:1s from the Mat: rials Center, or visit the home to help assess the

v : d ) k
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Katiy, wene Riasy GLAD You
Dtcmm wokk Wit GouRTALY
THiS SUMMER. TUESE GRNES
SHoutd BE FINE FoR WekiG

CouRTNEY SEtms To
BE PReTTY IN TERLSTED
W DoING THESE.

o C;'A‘M. Becky WANTS Us

© SCND HER Somt Avtnarial

“\DSK CARDS foa Toaif , WE CAN CHEck Tuase
OUT To HER Now.

These follow-up services keep the trainers in touch with the parents so that
the children involved receive planned instruction throughout the summer.

CONCLUSION

The parents' role in the education of children is crucial if
youngsters are to get the most from each school day. After parents
complete the Rural Arkansas Parent Training Program, they should
continue building the parent/teacher/child team. In attempting to
meet the needs of the learner with handicaps, no one has all the
answers, and a team effort is essential for determining, in an
exchange of information and ideas, the most effective methods of
enhancing the child's educational experience.

It is also important that RAP~trained parents share their
information with other caring parents whose concerns are similar to
their own, assisting them to understand their rights, their
children's needs, and instructional alternatives. Parents who feel
they are alone with their problems need and appreciate this information
and encouragement. A significant extension of parental caring is
responsible action, which, when combined with knowledge and community
reinforcement, permits parents not only to open doors for their children
but also to stand aside as they march through.

333
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Thursday, April 24

9:30-11:00 am

AMERICAN COUNCIL ON RURAL SPECIAL EOQUCATION - TUCSON CONFERENCE, April
1986

NAME OF PERSON: Frederica Bowden

POSITION: consultant - special education, rehabilitation technology
AOORESS: 1251 Redwood Court, Herndon, VA, 22070

PHONE: (703) 435-7229

TITLE OF PRESENTATION: Making Switches to Adapt Battery Operated Toys
and Oevices

LENGTH OF PRESENTATION: 1 1/2 or 2 hours
TYPE OF PRESENTATION: hands on workshop
PRIMARY NATURE OF PRESENTATION: practicasl

SUMMARY/0OESCRIPTION OF PRESENTATION:

The goals of this hands-on workshop are to a) design and build a3
variety of switches including leaf, mercury, button and pillow
switches to operate battery operated toys and uevices and b) to adapt
battery operated toys and devices to use with the switches. Each
workshop participant will learn about switches and learn how to make
one switch during the workshop. A variety of ! andouts on the subject,
including additional resources for information will be provided,

Switch-controlled battery operated toys cai both increase the
ability of an individual to interact with, and in turn, to control his
environment. Both play an integral role in early childhood
development. Individuals who do not have this ability may become

passive which in turn may affect other aspects their lives and
development. Much of an individual s 2arly ir' raction takes place in
the form of play yet many toys canrot be ' ~i 3ted by infants who

have physical handicaps, in short they aru: inaccessible. Other
infants with mental handicaps may require toys which provide
additional visual, tactile or aural stimulation, Providing toys which
are adapted to, and appropriate for the needs of individuals helps
increase their motivation for other cognitive and motor activities.

Although adapted toys are available from manufacturers and
vendors, their price and the lack of opportunity to try them out
before buying them may not make them a practical solution. An
individual may need time to learn how to activate a switch or may need
a unigue adaptation. Making switches from inexpensive and readily
available materials offers Parents and professionals increased
flexibility to design something most appropriate for the child and to
make adaptations as hecessary when the needs of the child change.

AUOIO, VISUAL, OR OTHER MATERIALS REQUIREOD: blackboard and a number of
electrical outlets
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Thursday, April 24

. ) Presentors: Charlotte Ryan
9:30-11:00 am Minnesota Dept. of Education
Special Education Section
Capitol Square Building
550 Cedar Street
St. Paul, MN 55101
(612) 297-3620

Mark Wolak

Director of Special Education
Rum River Special Ed Co-op
430 N.W. 8th

Cambridge, MN 55008

(612) 689-3600

Titlet Statewide Planning for Low Incidence
Special Education Services in Minnesota

"I've thought that a man (person) of tolerable
abilities may work great changes if ne (she)
first forms a good plan and makes execution of
that same plan his (her) whole study and
business."

Benjamin Franklin

I. Purpose

Providing quality educational services in rural areas in the United States has
always been a challenge as well as a frustration. It is an issue of creating
change amidst often incredible logistical obstacles as well as the personal and
political factors inherent in the change process itself. Because of the need
for effective strategies, this paper will provide a means to explicate one
approach to planned change as used in Minnesota. The authors will provide
background information regarding the nature of Minnesota's ruralness, aspects of
change, and the statement of need.

Specifically tb~ authors will describe a model for guiding leadership personnel
in planning and implementing educational services and will discuss the
rationale for planning to achieve the "ideal". This planning activity is
evolutionary and dynamic, having grown from past efforts to effect change. It
is responsive to key aspects of Minnesota's socio-political and economic rorces.
By definition it is not complete, however, it does offer strategies to create
change and our experiences may be useful to others who are attempting to move
forward in providing education services.
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II. Contextual Variables

Just as with handicapped and other special populations, it is difficult to
generalize about ruralness and rural school systems and communities. The U.S.
Census Bureau defines "urban" as any community of more than 2500 persons. By
this definition, everything else is classified as rural. Demographers establish
criteria for Standard Metropolitan Statistical Areas (SMSAs) and localities not
meeting these criteria are considered "non-metropolitan." Neither conception
can effectively account for the tremendous diversity that exists among rural
communities and school districts in this country. There are great qualitative
and qQuantitative differences that effect the availability of services and the
development and implementation of policy and planning. 1In order to allow for
useful interpretation of the model and process described in this paper an
overview of Minnesota is provided so that the reader may better understand the
context in which this change strategy is employed.

Minnesota is a rural state with roughly 80,000 square miles which are divided
into 87 counties. Its population of approximately 4 million people is located
in several population centers. The largest of these is the seven county
metropolitan area which includes the twin cities of Minneapolis and St. Paul.
This area comprises only about 5% of the land mass yet contains nearly fifty
percent of the general population. Approximately 47% of the identified
handicapped children live in this population center. By various definitions of
urban and rural, it may be said that approximately 76% of the Minnesota
population lives in rural areas. The nature of this ruralness varies and may be
characterized as agricultural, forested, and lake territory.

The economy varies and depends heavily on agriculture, industry and tourism
which are subject to fluctuations. Many of the larger non-metropolitan
population centers have experienced both economic hardships and population
declines due to industrial shifts. Duluth, for example, a city located 150
miles northeast of the Twin Cities has had an unemployment rate as high as 18%
of the workforce. Besides the localized economic difficulties, the state has
had wide-spread and erratic revenue fluctuations; events that have serious
implications for heavily state funded school systems.

In 1986, despite increasing pressures to consolidate, Minnesota still has 434
school districts serving children K-through grade 12. Of these, 84% or 364
districts serve school populations under 2500, with the median size being 698
students. The delivery system in Minnesota is based on a categorical service
model with statutory requirements that each child receive instruction from a
teacher licensed in that child's primary disabiliy. It has been argued that
this is basically an "urban" model that can only be successfully implemented in
areas where the population density is sufficient to support it. Whatever the
truth, the reality suggests an ongoing tension within the existing system
supported by an increasing struggle between "metro" and "non-mctro" segments
resulting in increased disunity.
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Like other states, Minnesota has a "regional” educational structure for
providing some services. Unlike some states, however, these regional agencies
(ECSU) have limited authority and no tax base. There are nine ECSUs in
Minnesota and they vary tremendously in terms of the services provided.
Although they were legislatively created, membership is voluntary. Despite the
variability and lack of universal support approximately 96% of school districts
belong to ECSUs and participate in a variety of services such as planning,
cooperative purchasing and various special projects.

In recent years the Minnesota Department of Education has made increasing use of
the ECSUs as a vehicle for the delivery of specialized s~ivicms such as
personnel development, planning for students with emotional and behavioral
problems and children with hearing, vision, physical and other low-incidence
handicapping conditions.

The state agency, located in St. Paul, provides fiscal and regulatory support to
the 434 school districts. Minnesota is characterized as a state with a high
degree of "local control™ and this philosophical value system effects all
activities that derive fram central and regional agencies.

Minnesota like other rural states is characterized by isolation, population
sparsity and variable tax bases. Like its conterparts, these features combined
with other "system" factors contribute to familiar rural problems such as
difficulties in the recruitment and retention of staff, the delivery of
specialized services, the securance of both capitol and operating funds and
adherence to policies and mandates.

Despite these commonalities, there is enough diversity across the state that
planners and policymakers cannot generalize easily from region to region or even
community to community when designing and planning for better services.

Problems and solutions can best be developed by those affected most directly.

I1I. Developmental Efforts

Models Employed

At the SEA and LEA levels in Minnesota, we have relied on several organizational
development models to provide leadership personnel with "cognitive roadmaps" to
create and understand change. One model, entitled the Johnson/Gadberry Special
Education Program Design and Development Model (Johnson & Gadberry, 198l) was
utilized for statewide planning for programs for emotional/behavior disordered
students. Specific training in this model was provided to a cadre of regional
leadership personnel who in turn systematically planned local programs. The
Johnson/Gadberry Model provides leadership personnel with a conceptualization of
the major parameters of a total special educaion program. This model can act as
a "cognitive roadmap” to systematically design a special education program from
beginning stages cf philosophy development to the final stages of overall progam
evluation. An advantage of this model is its generic nature as an instrument
providing a framework and process for program development rather than specific
content.
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Understanding and creating organzational change was also aided with the use of
the Technical Assistance Process Model (Johnson, 1975). With the assistance of
this model, change may be seen as a manageable, predictable, step-by-step
process. There are time-specific stages that include Preliminary Negotiations,
Needs Assessment, Targeting, Model Building, Goal Setting, Implementation and
Evaluation and will provide a leader with an ongoing cognitive tool with which
to initiate and manage change.

Additionally, in parts of Minnesota, educational leadership personnel have
utilized a model developed by Robert Terry, from the Hubert Humphrey Institute
of Public Affairs, at the University of Minnesota. This model is a useful
framework for understanding and analyzing organizational problems. Referred to
as the "Diamond Model", this approach examines organizations against four
seemingly simple concepts, mission, power, structure and resources. Most
organizations, according to Terry, tend to solve problems at too low a level and
thus become stuck fighting over dollars, rules or job descriptions. The real
problem most often is the lack of a clearly articulated an agreed upon
"mission", (Terry, 1981).

This notion is critical to our current efforts and widely recognized by other
experts in the study of effective leadership. Warren Bennis, Professor of
Mangement and Organization, at the University of Southern California, identifies
successful leaders as those individuals who attract and pull people together
through a compelling vision; a set of focused intentions. (Bennis, 1984).

These understandings facilitate the empowerment of all members of an
organzation. With a stated mission and vision all members within an organzation
have focus, commitment and direction.

This need for organizational mission was specifically identified in Rum River
Special Education Cooperative, a multi district cooperative serving 8 public
school districts (12,500 student population) in Central Minnesota.
Geographically, this cooperative serves districts within an area approximately
40 by 70 miles with the smallest district of 475 students to the largest
district populatinn of 3675 students. Resources, procedures and philosophies
varied from district to district. The special education issues identified by
parents, teachers and administrators were complex. Clearly, a mission statement
for special education programs was needed.

Rum River Cooperative initiated the Center for Constructive Change (CCC) model
as the guide for mission development and strategic planning. Following this
format, brainstorming of ideal indicators allows participants to think beyond
problems of today and to "idealize" the future of their business. Data from
several training sessions confirm that initial problems identified by groups are
primarily due to the lack of a clear mission. .roblem solving without a clear
mission only creates room for new issues and problems to develop. Thus, our
strategy is clear. Focus the participants on their "vision" of the idea).
organization based on their needs and expressed desires of primary constituents.

338



IV. Need Statement

There is a need for consistent leadership and focus in program development.
Currently in Minnesota the availability of leadership personnel and leadership
structures for low incidence programs varies from school system to school
system. As a result, some school districts participate in and receive services
through large, sophisticated intermediate district delivery systems (metro)
while others (primarily rural) have yet to achieve consistent services.

There is a need for enhancing the skills of existing supervisory personnel,
Professionals are often promoted from the teacher ranks because of meretorious
performance, yet may be lacking in skills necessary for effective performance in
their new role. A national survey of State Agency (SEA) and local Educational
Agency (LEA) leadership personnel of programs for the severely handcapped
reveals the primary background is training as a TMH teacher and relatively few
have formal administrative or supervisory training (wolak, 1981).
Organizational development and change require at least minimal understanding of
the risks and benefits involved in the change process as well as strategies for
creating change. Failure to recognize and relate to these issues can cause a
good plan to meet resistence and eventual breakdown.

There is also a need for mission. Presently, there is disagreement as to the
"ideal outcomes" of particular projects and subsequent organizational directions
to follow. The Jevelopment of a shared vision or "“internal cohesion" as Deal
calls it, makes it easier for everyone to contribute to the development of a
quality program. (Deal, 1983).

V. Model Application

Prior to undertaking the mission development process, the group leaders provide
an explanation of the Diamond Model and its usefulness in conceptualizing

organizational problems and change. Three phases provide the foundation for
mission development as follows.

The basic procedure is straightforward. A group process design, such as nominal
group, is used to establish two key components, problem identification and
indicators for ideal service.

Initially participznts generate a list of current problems. These problem
statements are then correlated to each component of the Diamond Model, e.q.,
mission, power, structure and resources. Without lengthy discussion
participants are guided into phase two. In the personal phase, the group
brainstorms descriptive statements for the "ideal service system." This phase
is often difficult due to the constraints people experience in th existing
system. It is important for the group leader to facilitate freedom from these

inhibitions and encourage participants to think in terms of the best they can
imagine.

The third phase involves a careful analysis of the discrepancy between the
current situation and the desired ideal. The outcome of this process is
twofold; to gain a thoughtful understanding of the relationship about what is
missing and a realization that a clearer focus (mission) is needed. Careful
work here sets the stage for the development of a written statement of
"mission".
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Mission is derived through the selection of the most critical aspects of the
ideal indicators. The written statement is brief, specific and above all
compelling. Brevity allows it to be remembered. Specificity allows it to
clearly communicate the outcome around which action mobilizes and people commit.
For example, consider the difference in the stated mission of NASA "to put a man
on the moon" versus the more general statement of "space exploration." (Kiefer &
Senge, 1984) This difference is crucial, for it evokes emotion, passion and in
some instances, fear. It is a vision that can be observably achieved or not
achieved and therefore not ambiguous. It is compelling.

For mission to happen, real action needs to follow.

After the tentative mission statement is described, additional steps of the CCC
model are completed.

To form organizational benchmarks, many of the ideal indicator statements are
appropriate for achieving mission. Participants differentiate which statements
are long term goals and which are intermediate or short term goals. This
process continues for each ideal indicator statement resulting in lists of short
term (1 year) benchmarks, intermediate (5 year) benchmarks, and long term (10
year) benchmarks.

Each benchmark generates one or more work plans with specific purpose statments.
Work plans are time-specific lists of activities that document each employee or
team of employees work towards achieving an organizational benchmark. Plans are

written to document progress toward mission and can be modified as often as
necessary.

The strategic and long range plan for the organization consists of a compilation
of all work plans written to achieve the organizational benchmarks. Although
dynamic and requiring ongoing maintenance, this process documents progress
"toward" the mission or the ideal and rewards employees through evidence of
accomplishment and a sense of improvement,

Discussion

To date, this approach has proved effective in both organization and planning at
LEA, SEA and regional levels.

Its merit is based on several assumptions. These assumptions are:

- people can and will create change

- collaboration produces greater commitment ard better outcomes
shared risk is better than individual risk

- unity provides strength

- people can identify an "ideal vision"

a shared vision keeps an organization on course

- everyone in the organization is a planner

The process as described has allowed individuals to create and manage change for
the benefit of students. The rewards are great and include not only individual

recognition and participation, but a real means to achieve and measure the
desired outcomes.

This model unlike most others takes a bold move forward by designing steps for

positive end results rather than simply “problem solving" today's organizational
issues. -

-6-
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Rural Special Education Pre-Service Delivery Model

This presentation describes a federally funded Rural Special Education Grant
awarded to the Special Education Program located at the University of Alaska,
Anchorage. The project is designed to provide pre-service training in the area
of special education to educators residing in rural and remote areas of Alaska.
Although the State of Alaska can be considered unique, the service delivery
system described here should be considered applicable for most rural and/or
remote areas of the country.

Areas of Alaska, as well as other states (i.e. Nevada, Utah) can be considered
remote as well as rural. The State of Alaska, for example covers a land mass
of 587,500 square miles, making it larger than California, Montana and Texas,
while its population only slightly exceeds 450,000. Alaska can be compared to
such places as Nevada with a land mass of 110,540 square miles, population of
917,870, which gives an average of 83 people per square mile,and to the Navajo
reservation with its large land mass and small population.

Most of Alaska's population resides in the Anchorage area, but there are 150
communities with populations of less than 5,0