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Asingu!ar chailenge facing education today is tite challenge of providing

the besi, most effective education possible for chilkdren anc} youth with
leaming problems. Over the past two decades tiere has beer: & proliferation of
egisiation and federally funded ‘special®, "compensatory”, and “remedial®
edu~ation prograrns designed to ensure educational cuccess frrthese students.

These programs were designed with the best of motivations, and it is fairto
state: to make achievement and academic growth possible for America’s
students. Each of the pregrams has contribu’ed signif:cantly to this stateu goal...
Yet, the complete fulfill:. &0t of the goal eludes us. In reality, the reviews of
these separate special systems submitted by parents, teachers, and
administrators say clearly: Programs have achieved mixed results for some
children. And one explanatior for mixed reviews is the special nature of our
programs... Atthe heartof the special approach is the presumptior: that
students with leaming problems cannot be effectively taught in regular education
programs even with a variety of support services.

hat can be do:. 2 to create the vision we have of improving
educational outcomes for cnildren and youth with specific learning needs?

One thing that can be accomplished is reforr at the building level. Building-
level administrators often cannot mold all the resotrces in their building to
produce effective programs. Special programs can prevent this. 8i:ilding-leval
administrators must be empcwered to assemble appropnate professional and
other resources for deliveting effective, coordinated, comprekensive services for
all students based on individual educational needs rathe -than eligibility for
special programs. This means special programs anc :egular education
programs must de aliowed to collectively contribuie skills and
resources {0 carry out individualized education plans based on
individualized education needs... it means the nuriuring of a shared
commitment te the future of all children with special learning needs.

Excerpts from: Will, M. (1986). Educating Children with L earning
Problems: A Shared Responsibilty, Exceptional Children, 52(6), 411-415.
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(CHAPTER
1

This chapter
provides a description of
the Homecoming Projec:,
an overview of the model,
and a detailed example of

the local planning team
at work.

The Homecoming
Project

An.Overview of the Homecoming Model

H istorically, students presenting intensive educational challenges to
our public schools have been served outside of the regular classroom
and, in many cases, outside of their local public school. This guide
describes the Homecoming model thai was deveioped through an OSEP,
DID demonstration project to assist teachers, related service providers

and administrators to educate all of their students within the least
restrictive environment provided by the local public school. The model

has enabled participating Vermont school districts to integrate students
who present some of the most intensive educational challenges within
regular classrooms.

As used here, the phrase "students who present intensive educational
challenges” refers to those students who have been excluded from the
regular classroom in their local school, or are "at risk” of being excluded.
These students have been described for special education eligibllity as
mildly, moderately or severely retarded, multihandicapped, deaf-blind,
autistic, behaviorally disordered or emotionally disturbed.

F or the past three years, the staff of the Homecoming Project, along

with the administration and instructional staff of 26 iocal schools, have
developed, field-tested and evaluated a model to bring "home" students from
regional special education programs and prevent other students from ever being
placed inthem. The model includes transitioning students from early childhaod/
special education programs to local kindergartens upon reaching school age.
This model has been adopted by, and is fully operational in four supervisory
unions across Vermont.

Atotal of 77 students, ranging in age from 5 to 17 years, benefited fromthe
Homecoming model. Of these students, 58 have been transitioned from
regional special educational programs to regular classrooms in their local schools.
An additional 19 students who were at risk of being placed in self-contained
special classes or out-uf-district programs continue to be maintained within
regular education environments of their local schools. Characteristics of the 58
students transitioned to local school regular classroom placements are presented
inTable 1.

TABLE 1 STUDENTS WHO TRANSITIONED TO REGULAR CLASSROOM
PLACEMENTS (n=58)

* 45 % were transitioned from early childhood/ * 16 % were aged 12 1o 14 (junior high schoo!)

special education programs * 8 % were 15 to 22 (high school)

+ 55 % were transitioned from school-aged * 16 % were part-time placements (one or two
regional special class programs days per week)

* 55 % were mildly handicapped * 84 % were full-time plasements in the

* 45 % were moderately or severely local school

handicapped + 100 % currently remaln in their local school
* 76 % were aged 5 to 11 (elementary school)

As noted in Table 1, a large percentage (45%) of the total number of stu-
dents who transitioned from regional programs to regular class placements in local
schools were students with moderate or severe handicaps. To date, all of the 58
students who transitioned from regional programs to local schools have remained
intheir local school placements, avoiding re-referral to out-of-school placements.
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The Homecoming
Model

T he Homecoming model is based upon ths concept of "shared owner-
ship” among regular and special educators for the education cf challenging
students within regular classrooms in local public schools. The Homecoming
model utilizes a building-based planning team and a consultative approach to
deliver special education and related services to challenging students.

Component 1: The Local Planning Team.

The goal of the local planning team is 1o develop and support the
implementation of a plan which will enzble students who present intensive
challenges to the local schoo! system 10 be educated within regular education
environments. The local planning team performs two major functions in this
regard. One function is to develop educational plans to transiticn to regular
classroom placements students from placements outside of regular education
environments (e.g., regional special education programs, early childhood/special
education programs, special classes within the lc 2al schoo!). The second func-
tion is to provide support to local school staff to maintain challenging students
within regular classroom placements. This support is provided through the
team's development of plans which address challenging students’ current leam-
ing and behuvior problems and plans for transitioning students to next grade
placements.

Responsibilities of the local planning team include the identification and
allocation of existing local resources (both human and material); the identification
of needed additional resources; the development of curricular modifications and
physical accommodations within classrooms; and, the identification and arrange-
ment of inlservice training, technical assistance and follow-up for local school
persoinel.

The Homecoming model calls for the formation of a "core” planning team
in each school within a school district. This core planning team is comprised of a
cross-section of the school's instructional staff, (e.g., first grade teacher, fourth
grade teacher, resource room teacher, speech pathologist and the school prin-
cipal). Elementary and middle school (or junior high school) core planning teams
should have @ minimum of three members - a regular educator, a special educator
and an administrator. Secondary school core planningteams also will include a
vocational ecicator. Core planning team members need to be energetic, enthu-
siastic and creative individuals who are highly competent and respected by their
colleagues. Furthermore, they must hold a strong belief in the planning team's
goal of educating all children in local school regular education environments.

The core planning team draws additional membership from the pool of avail-
able local staff members and consultants, as the need arises for individual
students. Itis quite likaly that each and every staff member of the local school will
joiri the core planning team, at one time or another, to plan for an individual
student. For example, if the team is planning for a student's transition from first to
second grade, the core planning team would expand to include all of the
student's potetial second grade teachers as well as the student's parents and
cument first grade teacher. Depending upon the student's specific educational
needs, consultants with particular specialties (e.g., physical therapist, behavior
management specialist) also may be added to the team. Thus, for each individual
student, the local planning team will be comprised of the core team plus the
additional members identified as critical to the education of the student within the
local school.

Local planning teams employ principles of "collaborative teaming” to
operate effectively and efficiently and to develop the sense of shared ownership
for students among school staff. Collaborative teaming principles prescribe the
behaviors of a "good team member”; the roles (i.e., timekeeper, recorder,
facilitator, inonitor) played by team members to insure the sharing of leadership
responsibiiities; and, a structured method for assessing and setting goals to
improve the group's success in functioning as a cohesive team.



An Example-
Johnny Goes
to School

Component 2: The Educational Specialist and
the Consuitation Model.

Equal inimportance to the existence of local planning teams is tha
availability of consuRtative services from a professional with extensive background
and experience in developing integrated educational programs for students
presenting intensive educational challenges. This consulting professional, the
Educational Specialist (ES), provides in-service training, consultation and
technical assistance to the local planning team, and other school staff. The ES
employs a consultative approach tc assist local planning teams in aranging for
services for the challenging students within a school district.

T he following example is intended to illustrate the roles and

responsibilities of the local planning team and the ES as they jointly
implement the Homecoiming model for a student transitioning from an early
childhood/special education program to a public school kindergarten. Although
the characters and settings are fictional, the activities and decisions represented
are from actual local planning team experiences. The forms and assessment
instruments which were used by the teamin this example are intended to be
modified to suit the needs and preferences of individual planning teams and
schools.

In February of 1986, a referral was received by the core planning team at
Rural Elementary School. The core planning team in this school included the
principal, one 1st grade teacher, one 6th grade teacher, the leaming specialist/
consulting teacher, and the speech pathologist.

The referral was from the regional Essential Earty Education (EEE) program
and indicated that a § year old student, Johnny B., would "age-out” of the
programin June of 1986 and his parents would like him to enter kindergarten at
Rural Elementary inthe Fall. The referral also indicated that Johnny very likely
would need support from a speech pathologist and a leaming specialist/ consult-
ing teacher.

After reviewing the referral, the team identified new members to be added
to the team for the purpose of developing a transition plan for Johnny. The core
teamwas expanded to include the sending EEE teacher, two potential receiving
teachers at the kindergarten level and Johnny's parents.

The core planning team next identified a case manager for Johnny's
transition plan. it was decided that Ms. Paul, the local learning specialist/
consuling teacher, would act as Case Manager. As the case manager, Ms. Paul
had the responsibility of inviting the additional planning team members fo join ' 1e
team, satting the date for the first full team meeting, and arranging for various
activities to be carried out prior to the firstteam meeting. The core planningteam
decided, at the time of referral, that the first full team meeting should be devoted
to accomplishing three major objectives: (a) to leam about Johnny; (b) to leamn
about potential kindergarten placements within Rural Elementary School; and (c)
to identify needed expertise for accomplishing the task of transition planning and
follow-up.

Team Activities Prior to First Meeting

To meet these objectives, each team member conducted information
gathering "homework” assignments prior to the first meeting. The EEE teacher
(sending teacher) was asked to summarize Johnny's progress on his current
programs and to identify his major strengths and current educational needs
across curriculum areas (refer to Figure 1).

Given information provided by the two kindergarten teachers, she aiso
indicated Johnny's level of independence on select leaming and social skills
important for independent functioning in regular education environments
indicated in a Survival Skills Checklist (Figure 2).

Finally, the EEE teacher completed a Schedule, appearing in Figure 3,



indicating Johnny's cumrent classroom activities, the location of the activities, the
educational arrangements, any adaptations to the activity, and the educational
needs addressed by the activity.

The two kindergarten teachers on the team listed their typical daily class
activities along with the location, classroom arangement and materials for each
activity (see Figure 4).

Asthe case manager, Ms. Paul contacted Johnny's parents and arranged to
visit them at home to explain the transition process and objectives and to
complete a Parent Inventory (refer to Appendix A) which assesses the
family's preferences regarding skills to be taught in the next school year, the
parent-teacher communication system and any family suppont needs. She
further encouraged Johnny's parents to attend the planning team meetings,
emphasizing how valuable their suggestions would be in developing the best
transition planfor Johnny. They also were encouraged to bring africnd or
advocate along with themfor support.

Ms. Paul also aranged to visit and observe Johnny's EEE classroom.

The First Full Planning Team Meeting

By the first full planning team meeting, the above activities were completed.
The information gathered provided every team memberwithan understanding of
Johnny's current skills and program, as well as the expectations of the two
kindergarten classrooms. Given this information, the team decided that Johnny
had curmricular needs which were outside the expertise of the local staff. Johnny
needed instruction in basic dressing skills (e.g., putting on coat, Zipping, putting
on shoes and socks), and rudimentary communication skills (e.g., following sim-
ple directions, speaking in two and three word utterances, expressing his needs,
making choices, developing simple concepts). Team members realized that the
EEE teacher who had expertise in these areas, was available to help themplan
for next year and to develop a schedule for Johnny. However, they were con-
cemed about follow-up, technical assistance and training during the coming year.

The team then began discussing the kindergarten curriculum and the
activities of each classroom (refer to Figure 5). For each activity, the team
discussed whether Johnny could take part in and would benefit from the activity.
They also discussed whether extra assistance or adaptations (e.g., curriculum
adaptations, materials adaptations) were needed to enable Johnny to participate
inthe activity. Possible adaptations were then identified and listed before mov-
ing on to discuss the next activity. Activities that were determined to be of little
educational or social benefit to Johnny were rejected as components of Johnny's
daily schedule.

Once all activities of both kindergarten classrooms were reviewed, alternative
activities were discussed which would be necessary to ensure instruction on |IEP
objectives during the coming year. Those activities would then be amanged fo fit
into Johnny's schedule during times that he was not engaged in kindergarten
activities with the rest of the class.

Afterone hour, the agreed upon time limit for this first meeting, the team
reviewed what it had accomplished and set the agenda for the next meeting. It
was decided that the teamwould select a kindergarten classroom for next year,
and would begin to develop a schedule for Johnny. The school principal also
agreed to call the special education administrator and explore the technical
assistance and other support options available to aide themto provide Johnny
with an appropriate educational program at Rural School.

The next day the principal called the special education administrator and
found that necessary expertise was available to provide the Rural School staff
with consultation and support. The supervisory union employed an educational
specialist (ES) whose role was to consult with teams in the local schools. The ES
was available to all of the local school planning teams to assist them in develop-
ing, implementing and monitoring the educational plans of the more difficult to
teach students. The special education administrator agreed to contact the ES
and arrange for her to attend the next team meeting conceming Johnny.
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The Second Meeting

At the second meeting the ES joined the team. After a quick review of
the minutes of the first meeting the ES explained her position and relationship to
the teamfor the coming year. The ES explained that she was a district-wide
employee whose responsibiity was to assist local teams to develop appropriate
educational programs for students with challenging educational needs. She was
available to join Johnny's team and wouli continue not just for next year, but
throughout Johnny’s school career or until the team fek her assistance was no
longer needed. She could assist the team in developing specific instiuctional
programs for Johnny, training direct instn:ctional staff to implement instructional
programs, provide instructional materia. . ::nd curricular resources to local school
staff, and she could provide inservice training on specific topics related to the
education of students with challenging educational needs. She further empha-
sized that she was not there to direct the planning team, sie was there to assist.
‘The team should continue to function as before, with her specific involvement
depending upon the decisions of the team.

The team next tumed to the topic of selecting a classroom placement for
Johnny. After reviewing the demands of the kindergarten activities and
expectations in relation to Johnny's educational and social needs, the team
agreed that a kindergarten placement was the preferred placoment for the
coming school year. Both kindergarten teachers at Rural School were appro-
priate for Johnrvy, both teachers were enthusiastic about having Johnny in their
class, and bot'x offered a variety of activities in which Johnny could participate.
After some discussion, the team decided that Johnny would be placed in Ms.
Scoit's kindergarten class. The other kindergarten teacher agreed to remainon
the teamto assist with planning any needed curriculum modifications or providing
othersupport to Ms. Scoit. She also suggested that her class size be increased
by two students in order to lighten Ms. Scott's class load in compensationfor the
extra planning and instructional time that Johnny migt.t require. The team also
recommended that the principal assign one of the classroom aides available to
the elementary schoo!to Ms. Scott's classroom for one hour each day to help her
implement Johnny's IEP objectives.

The remainder of the allotted meeting time was spent planning Johnny's
kindergarten schedule (see Figure 6) and setting the agenda for the next
meeting. The third meeting would be devoted to identifying needed transition
activities, developing a plan for parent/school communication, and developing a
schedule of the ES's follow-up, technical assistance and training activities for the
following year.

The Third Meeting

At the third and final meeting of the year it was decided that Ms. Scott,
Johnny's kindergarten teacher, would have priimary responsibility for
communicating with Johnn:/'s parents. Ms. Scott would call Johnny's parents
each Friday aftemoon to discuss Johnny's school progress. Johnny’s parents
also agreed to remain on the transition team and attend team meetings inthe Fall.

The team also felt that additional activities were needed to facilitate entrance
into kindergarten. First, the ES would visit the EEE classroom several times prior
to the end of the current school year to get to know Johnny and his current
programs. Second, the ES and Ms. Scott, Johnny’s kindergarten teacher, would
visit Johnny and his parents the week before school opened in the Fall to review
the plan and to determine if any concems had developed over the summer that
should be addressed during the first Fall team meeting. Third, Jchnny and his
EEE teacherwould visit Ms. Scott’s kindergarten classrcom before school closed
for the summer so that he could meet his new teacher and see where he would
be going to school.

Finally, it was decided that the ES would work with the leaming
specialist/consulting teacher and the speech pathologist to develop specific
educational programs for Johnny. The ES would also arrange to visit Ms. Scott's
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Benefits of the
Homecoming
Model

11

kindergarten class during the first week of school to train the classroom aide on
program implementation and to help problem solve unexpected problems.

The team meeting ended with the team agreeing to meet at the end of the
firsi week of school to review Johnny’s program and to decide upon a meeting
schedule forthe year.

Johnny successfully transitioned into Ms. Scott's kindergarten classroom at
Rural Elementary Schoolin the Fall. He is making adequate progress and has
been accepted by his peers. The planning team's next challenga is to plan for
Johnny's transition from kindergarten into the first grade.

A § already indicated, 26 schools have successfully implemented the
Homecoming model to educate within regular education environments 77
students presenting intensive challenges. The composition of planning teams

at the secondary level are quite different from the compositions of elementary
teams (e.g., one secondary planning team had 15 members representing various
academic disciplines, physical education, guidance, the area vocational program
and special services). The roles and responsibilities of the teams, however,
remainthe same. And, although not all teams have been equally collaborative or
successful in accommodating every team member's desires, all local teams have
demonstrated that they can support the integration of students presenting
challenges into regular education environments.

The potential benefits of the Homecoming model are many. Students
who present intensive educational challenges to their local schools will benefit
fromthe collaborative planning of parents, regular and special educators, and
administrators through increased opportunities for integrated educational and
social experiences within regular education environments. Aside fromthe
obvious benefits to all children of being afforded the opportunity to attend their
neighborhood schools, there are benefits to teachers, parents and adminis-
trators.

Inthe participating Vermont school districts, teachers collaborating to
integrate students report that: (a) they have more say in what local educational
programs look like; (b) they feel more comfortable asking for and receiving the
material, technical and emotional support from colleagues to educate more
challenging students; and, (c) the unique expertise of both the regular and
special educators in the building are more readily discovered and used. Parents
report enhanced levels of participation in local school activities and inthe
planning of their children’s education. Finally, administrators report more efficient
use of resources; savings to the school district through the reduction of
duplicated services; and increased understanding and support among
administrators, regular class teachers, special educators, related services
personnel, and families of one another’s roles and needs. Inthe chapters which
follow, the Homecoming modelis more fully delineated. The composition and
potential functions of a local planning team are defined; steps which teams may
follow in planning for local integrated education options are outlined; and
methods for developing local educational resources and gaining access to
specialized expertise are identified. A final chapter also has been added which
identifies some of the major issues faced by administrators, special educators,
teachers, and parents during model development and implementation in the
participating schools.

12



Figure 1.

Student Skill
Summary
LeamingBehaviors ,
/Survival Skills Academics Self-Care Motor
major strengths: major strengths: major strengths: major strengths:
* Follows class rules «Countsto5 « Toileting
* Does not disrupt peers « Sorts by color, shape « Feeding * At age level
* Stays ontask « Recognizes written » Undressing
*Waitstum names of classmates « Washes hands
* Initiates contact « Traces own first name * Brushesteeth
with peers « Labels common
« Secures attention pictures (e.g. ball, cat,
appropriately dog)
major needs: major needs: major needs: major needs:
* Directionfollowing * One-to-one » Dressing skills
* Beginning work without correspondence need refinement:
extra direction * Writes name * putting on coat
* Asking for help * Sequencing items * Zipping
or information & events * putting on shoes
 Making choices or « Letter sounds and socks
indicating preferences
12
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General

Community Skills Communication Information Social
major strengths: major strengths: major strengths: major strengths:
* Atage level « Imitative * Knows name * Very friendly

 Knows tnost * Knows town of * Plays with
object labels residence other students

« Good compre- * Shows toys

hensive skills

* Respects others

» Follows some property

simple directions

major needs: major needs: major needs: major needs:
* Increase number of * Address « Increased language
directions he will follow
* Phone number

* Increase length
of utterance

* Increase words
& objectives

* Increase
spontaneous
requesting

* Relational concepts

« Ask questions

« Askfor help
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Figure 2.
Survival Skill
Checklist

Directions for next
grade teacher:

Directions for
currentteacher:

14

EEE Teacher: Ms. King
Kindergarten Teacher: Ms. Scott
School: Rural Elementary
Class/Grade: Kindergarten

For each skill listed, X whether the skill is expected

of the majority of your students at the beginning of the
school year, O those skills which are critical for
SUuCCess. )

If there are OTHER skills not listed here that you
feel are important, write them in the additional spaces
provided.

Using the scoring system indicated in the KEY
above, rate the leamer's skill level for each of the 25
listed skills.

SKILLS:
1. Begins work within an appropriate time without
extra teacher direction.
. Stays on task without extra teacher direction.
. Completes tasks within alloted time.
. Does not disrupt peers.
. Participates and/or follows task
directions in a group.
. Answers teacher’s questions while in group.
. Participates at appropriate time (e..g., waits for tum,
waits to be recognized in a group).
8. Locates materials and replaces or puts them in
orderwhen finished.
9. Follows general rules and routines
established in classroom.
10. Compiles with simple directions.
11. Follows 2-step directions.
12. Follows 3-step directions.
13. Follows directions provided at a previous time.
14. Follows directions provided to the group.
15. Engages in social/recreational activities at
appropriate time.
16. Initiates contact with peers.
17. Follows rules established by a group.

0O &N

N o

15

KEY:
1= Independent
P = NeedsPrompting
O =Cannot Do

A. Expected atbegin-

ning of the year.
B. Skilllevel of
leamer.
A B
P
I
P
X P
P
X
| x | P
L x | P
X P
(o)
(o)
X P
X I
X 1
X I




18. Shares, exchanges materials.

19. Settles minor disputes with peers.

20. Maintains social/recreational activity with peers for
appropriate length of time.

21. Secures teacher/peer attention appropriately.

22. Asks fcr help, information or feedback.

23. Gives feedback to others, (comments on
peers action or products).

24. Makes a choice orindicates a preference.

25. Other:

Priority Skills in Need of Instruction
1. Simple directions
2. Asking for help
3. Making a choice

Adaptations for Participation
1. Buddy to assist infollowing group directions
2. :

3.

15
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Figure 3.
Daily Schedule
Student: Johnny B.
Date:  February 1986
Survival Skills & .
Time Educational Program Activity Location
Needs To Be
Addressed*
8:30 - 9:00 | - Follows simple.directions Circle
- Answers questions - calendar EEE Classroom
- Asks questions -weather
- Sequence days of week -"good moming”
- Concepts pertaining to - name recognition
time, weather, calendar
9:00 - 9:30 Language concepts
-vocabulary Language Group EEE Classroom
9:30 - 10:00 Aca'demics Academics EEE Classroom
- write name
-sets
-one-to-one
comespondence
10:00 - 10:30 '_-I;ea"qﬁ:’easg;g’mems Gross Motor School gym
- direction following
10:30 - 10:50 Requesting Snack EEE Classroom
Clean-up and go home EEE Classroom
10:50-11:10 | - Putoncoat
: : - Zip coat
- Puton shoes/boots
*Code programs that appear as IEP objectives. (There mustbe a
minimum of 4 for a hornecoming day.)

16
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Educational

Person Responsible Arrangement and Functional Materials
Adaptations
(EEE Teachen) sLa'an; o floor incer Feltboard
circle; teacher directed -Name cards
Small group (5 studerits): -Language cards
Mr. Foote attable; teacher directed -Photographs
(Speech and Language) -Study books
Ms. King Small groups: Related to specific activity
independent or
teacher directed
Lam group: 'Gym QQUiprnem
Ms. King teacher directed
Large group: attables;
Ms. King/Mr. Foote ,eache‘i di,f,’c,ed -none
One-to-one -Coats
Mr. King

17
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Figure 4.
Daily Schedule
Kindergarten

Grade: Kindergarten
Teacher: Ms. Scott

Date: February 1986
School: Rural Elementary

Time: Activity: Location: | Arrangement Materials:
8:30-9 :00 Circle Classrcom | Large group » calendar
* name cards
* Show and
tell items
9:00-9:30 Academics Classroom Large grouj- | * Worksheet
* letter Independent
recognition Work
9:20-10:00 Free Play Classroom
10:00-10:30 Academics Classroom Large group- | ¢ Worksheets
* math independent
work
10:30-11:15 * Crafts Classroom Small groups | Depends on
* Snack activity
* Clean-up
* Go home

18
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- Figure §.
Classroom Activity
Analysis Worksheet

[Classroom Activities Appropriate for the Student?

. Pers. v w/adapted | w/adapted |w/personal .
Activity Resp. Lﬁvl?ly Asls materials | cumr./goals | assistance Specfic Adaptations

YES | NO | YES |[NO | YES | NO | YES | NO

—
C/'m/z Mer Class room
/d_tjzéroa/o X f% Mw‘—h‘?‘?‘;
ﬁ’aa/em cte: lbeh one Toome
Teacher | Classroom X X X Geste: ubo
(/e,f‘er Trdeverder] W W
5557 bk troih Cime,
Z:; Tacher|Classroom )(
it krlznl | DXL [
PK%'K- Y
Crafts [Taader|Clossroom X

o]

Smck M%;Zi’;g X

Yoz Yeachor| Cossroom X X Lide 0” e

19

20




“
Alternative Activities for Students Skills in Need of Tralning
Activity Location/Grouping |Pers. Resp. | Materials
20
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Figure 6.
Daily Schedule
Kindergarden Student: ____ Johnny B,

Date:  February 1986

~ Survival Skills &
Time Educational Program Activity Location
Needs To Be
Addressed*

8:30 - 9:00 « Following directions Circle- Classroom

* Length of attendance « calendar

* Ask questions * Special events/general

* Increase language discussion (show & tell)

* Concepts pertaining to
calendar

0930 | Woname | Academies
« Recognize pshone (leterlanguage) Classroom
number & address
* Letter sounds
* Letter recognition
* Beginning work
independently

9:30 - 10:00 * Language skills Free play gllaaysgxn":lor

10:00 - 10:30 « One-to-one Academics Classroom
correspondense (Math)

* Count past5

* Beginning work

« Ask for help

* Sequencing times

*Spontaneous requesting Snack/Crafts
10:30- 11:00 « Making choices nacw/Lra Classroom
* Indicate preference
* Asking help

11:00-11:15 ~--oncoat Clean-up Classroom

Jipcoat Go home
« Put on shoes/boots

*Code programs that appear as IEP objectives. (There mustbe a
minimum of 4 for a homecoming day.)
1 |
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— ——
—

o Educational
Person Responsible
Arrangement and Functional Materials
Adaptations ‘ -
Ms. Scott Large group: sittingin « Calendar
circle; teacher directed
Aide One-to-one instruction Related to specific act
Teacher Free time with peers -none
Small groups: » Worksheets
Teacher teacher directed
Large group:
Teacher teacher directed Related to specific activity
Aide One-to-one *Coats
uBag
*Boots
*Hat
= ———————————
22
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CHAPTER
2

An indepth
description of the local
planning team and
consultation model .

Administrative
Commitment

23

Essential Ingredients to the Successful Implementation
of the Homecoming Model

n order for the Homecoming model to be fully implemented, several

essential ingredients must be present: (1) administrative commitmeiit, (2)
instructional staff commitment, (3) a means for accessing expertise of
instructional staff, (4) a cooperative planning process, (5) a process for
developing transition and maintenance plans for students who present intensive
educational challenges, and (6) access to consultative support for the local
planning team. This chapter discusses each of these essential ingredients.

he first step in implementing the Homecoming mode! within a school

district is to determine the level of commitment of key administrators to the
principle of educuting all students, even those who present intensive
educational challenges, within regular education environments in local schools.
At minimum, it is necessary that the superintendent of schools, the special
education administrator and the building principals support this basic premise.

Before initiating the Homecoming model, it is recommended that school
districts which place students outside of the district conduct an analysis of
current costs for educating students out-of-district. Common costs include
special transportation, tuition, and loss of PL 94-142 and PL. 89-313 funds which
may "follow” the student. One Homecoming district which conducted such a
cost analysis, found it was paying over $11,000.00 in special transportation costs
to send six students to a regional program. This expense plus per-pupil cost
billings for reglonal services and the loss of fed aral flow-through monies resulted
in a cost of more than $30,000.00 per year for the district to send these six
students out-of-district. The actual dollars saved in providing educational
services locally can be an important determinant in administrative commitment to
the education of all leamers within the least restrictive environment (LRE) of the
local school.

Involvement of the State Education Agency (SEA) consultant in promoting
LRE principles can be instrumental in securing administrative commitment for
educating all students within local schools. Oftentimes, it is the SEA consultant
who can identify additional incentives and benefits to districts for implementing
the Homecoming model.

District administrators also will want to review current policies and pro-
cedures to determine if they present barriers to model implementation. The
planning team approach defined by the Homecoming model represents a
significant departure from the manner in which school administrators and
instructional staff have planned for and implemented programs in the past. For
some schools it may be necessary to initiate policy and procedural changes atthe
local building and district level which facilitate the incorporation of ateaming
approach into the daily functioning of the school.

An example of a policy change that may be necessary at the buikding level is
the assignment of every student residing within the district to a local regular
classroom or "home" room based upon chronological age. This would mean that
even students currently in out-of-school placements would appear on a local
school teacher's class roster forthe year. A related policy would require annual
review of those students in out-of-school placements by the local school staff
including the "home" room teacher. The review would be aimed at identifying
barriers to the student’s retum fo the local school as well as reviewing progress
toward removing those barriers.

An example of a district-wide policy change in support of Homecoming
model implementation is the decision to develop for all "graduating” early
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education/special education students transition plans which target the local
kindergarten as the placement of choice. Policy changes such as these,
coupled with empowering instructional staff to support each other through the
collaborative teaming process, can set the stage for successful implementation
of the Homecoming model.

Itis important to emphasize that administrative commitment is much more
than the issuing of a “zero reject” philosophy statement from a district's Central
Office. Administrative commitment is the school board, superintendent, special
education administrator, and the building principal taking specific action which
demonstrate their bellef in "local ownership” for the education of all children.
Administrative commitment can be demonstrated in many ways including:

* redistributing dollars to the local school that was formerly
Spent on transportation and tuition payments to regional
special class programs

* employing a consulant with expertise in curriculum areas
unique to students with intensive educational needs

* increasing the amount of instructional aide tima available to
regular class and mainstream educators

* dedicating in-service training to instruction identified by
school staff as needed in order to educate studenis with
more intense needs

* hiring substitutes, or arranging release time so that school
staff may go to workshops, observe programs, or meet to
plan for students

* publicly acknowledging teachers' integration efforts in award
ceremonies, newsletters, or other public events or publications

* bringing school board members to the local schools to see
the achievements of teachers educating students with
more intense needs

* "being there" - taking the time to attend, when possible, the
planning and problem-solving ses~ions for students with
more intense needs.

Through such actions as those noted above, administrators communicate
their commitment to the local school staff. They communicats: (a) their strong
belief in the notion of "local ownership"® and responsibility for the education of
students with intense needs within district schools; (b) their willingness to
support teachers’ efforts to educate all children by responding to identified
training and resource needs; and (c) their appreciation for teacher efforts.

Instructional A ithough district administrative commitment is necessary for implementation

Staff of the Homecoming mode|, it is not sufficient. itis also necessary to
. develop commitment on the part of the instructional staff to the principle of
Commitment educating all students within their school. Not everyone will have the same level
, of commitment, but everyone will need to agree to support the implementation of
the model within their school.

Critical to the development of instructional staff support is their involvement
in the decision to implement the Homecoming model. Staff meetings
attended by the district administrators should be used as a forum to discuss the
district's and schoof's responsibilities inthe education of all students, including
those who present intensive educational challenges. SEA representatives and
staff from schools already implementing the model may be brought to the district
to discuss their experiences with the local staff. Arrangements also may be made
for teachers from the local school to visit and speak with staff in a district which
has adapted the Homecoming model. Inservice training on "best educational
practices” also could be arranged to inform staff of current regional and national
A4 trends that support the education of all of their students in their local school.
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A Means for
Accessing Local
Expertise

A Process Which
Allows for
Cooperation
Among Team
Members

A Process for
Developing
Transition &
Maintenance Plans
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“experis”. These "experts” are the grade-level teachers, school nurses,
language arts and math teachers, guidance counseiors, resource roomteachers,
vocational educators, physical education teachers, home economics teachers,
and foreign language teachers who make up the instructional staff of a school
andwhohaveexperﬂsenotorlylnthairasslg‘nedteadﬂrqareasbminawide
range of other areas. Each teacher’s unique skills and interests may be of value
to another teacher and a broader range of students than the subset of students
assigned to his or her classroom. For example, a special educator, hiredtoteach
students with mild leaming problems may also have training and experience in
managing students presenting disruptive behaviors and may be helpful in
assisting a third grade teacher to design a behavior management program for her
classroom. The third grade teacher, on the othar hand, may have a special
interest or training in computer-aided instruction, and may be able to assistthe
special educator in selecting and adapting computerized instructional programs
for a group of fifth and sixth graders with special educational needs. Alltoo often
"in-house experts” such as these two teachers are not routinely giventhe
opportunity to share their expertise with their colleagues.

A key to successtully meeting the educational needs of all students is the
development of a collaborative relationship among the school staff so that
expertise can be shared. The Homecoming model uses the local planning
team as a vehicle for nurturing a collaborative, cooperative relationship among
instructional staff. The planning team is a group of individual "experts” who agree
to cooperate to attain a common goal, and contribute their unique expertise to
the group endeavor. The desired outcome of team problem-soiving is shared
ownership and responsibility for implementing the solutions generated by the
group. -

Itis very likely that every member of the school staff eventually will be called
upon to join a school's local planning team, since team membership changes with
each referred student's need for expertise and support. A core team initially
assesses a student’s needs and, then, expands to include other key staff who
are or may become involved in the student's educational program.

F or a local planning team to accomplish its objectives, its members need to
leam to function cooperatively. A cooperative team is one inwhich

the members perceive that they can obtain their goalif, and only if, the other
team members also obtain their goals. Homecoming Project experience
suggests that team members who share this perception are more likely to reach
agreed-upon solutions and have positive interactions and mutual feelings of
ownership for their solutions. Particularly when ateam has a diverse membership
(i.e., diversity in personal expertise, training backgrounds, teaching experiences,
instructional competence), as does a local planning team, the "best” decision
regarding a student demands cooperation and the contribution of each and
every team member. The cooperative planning process is more fully discussed
in Chapter 4, "The Cooperative Teaming Process”.

Planning teams involved in the Homecoming Project have generated and
used a planning process to successfully transition and maintain stucents
with intensive educational challenges within regular education environments.
The planning process for the transitior and maintenance of students in local
school placements includes the following activities:

1. Identify team membership for each individual student

2. Identify the student's educational strengths and needs

3. Identiy existing resources available to the student's program

4. Describe the student's current educational program including current
activities, settings, materials and teaching strategies

o 2 6



Access to
Consultative
Sapport for the
Local Planning
Team

26

5. Identify potential next placements
6. Describe potential next placements
7. Analyze the specific activities, settings, teaching styles and materials
available in all potential next grade placements and for the student'’s
current placement
8. Develop a best match between the student's skill level, educational
needs and avallable next
9. Develop a schedule of activities with materials, needed adaptations,
and resources identified for the current or next year’s placement
10. Develop specific transition activities (e.g., classroom vistt), if needed
11. Provide for additional resources to the student’s program (if needed)
12. Provide for technical assistance to the student’s program (if needed)
13. Provide for training of school staff (if needed)
14. Provide for continued parental involvement in the student's program
15. Monitor the student's progress and make needed adaptations
inthe plan

Each of the planning team activities are more fully described in the following
chapter, "The Local Planning Team Process for Transitioning and Maintaining
Students within Local Schools”.

s already emphasized, the local planning team and consultation

components of the Homecoming medel require the availability of a
professional with extensive background and experience in developing
integrated educational programs for students presenting intensive educational
challenges. This professional, referred to as an educational specialist (ES), must
be able to provide consultation, training and technical assistance to the local
planning team. The ES must be able to work with the planningteam as a
cooperative team member, rather than as an "outside” expert, as all planning
team members are "experts” intheir own right. itis essential to the Home-
coming model that local instructional staff have confidence in the ES's ability to
assist them when they need help with a particular student's program. This
support, plus the support of the administration in providing needed resources is
critical to the success of the model. A more detailed explanation of the
consultation compo: ant and the role of the ES is provided in Chapter 5, "The
Consultation Compoiient™.

The chapters which follow detail the planning team process for the transition
 ad maintenance of students in local schools. Competencies for the ES and for
team members implementing the collaborative teaming process also are
delineated. A final chapter discusses some of the persuasive issues which
parents, teachers, special educators and administrators have encountered as
they have developed and implemented the Homecoming model.
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A detailed explanation of
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process is provided.
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The Team Planning Process for Transitioning and
Maintaining Students within Local Schools

s described in Chapter 1, the functions of the planning team for students
who present intensive educational challenges to the local school are:

1. to provide support to instructional staff to maintain students
within regular education environments by developing instructional plans
to address current leaming and behavior problems and transition plans
for moving those students to next grade placements within their local
school; and

2. to develop educational plans to provide for the smooth transition
of studants from non-local school placements (e.g., regional special
class, early childhood/special education programs) to local school
placements.

The following section describes the step-by-step process that planning
teams utilize when planning for students referred for support. These steps or
activities are generic to all students whether the student initially requires
transitional or maintenance services. ‘

Students transferred from out-of-school placements to the local school
initially will require a transition plan as well as an appropriate educational plan
within the local school. Once transferred, students will need a plan for main-
taining them within the local school. This maintenance plan should include
strategies for monitoring the students' educational plan and activities which
prepare them for the expected transition to the next grade level. Forstudents
already in regular class placements within the local school, an instructional plan
will need to be developed to address spacific leaming or behavior problems
which led to the referral to the local planning team. As the school year pro-
gresses, the planning team's focus will shift to transitioning the student to the
next grade placement.

Because the team performs transition and maintenance activities for all re-
ferred students, these activities have been merged into a generic process
described in Table 2. A subset of these activities are unique to the develop-
ment of a transition plan. These activities are (Step 5) the identification of
potential next placements, (Step 6) the description of potential next
placements, (Step 8) the selection of the next placement, and (Step 10) the
development of transition activities.

TABLE 2. TRANSITION AND SUPPORT ACTIVITIES

1. Identlly ieam menmbership for each indvidusl 8. (TRANSITION STEP) Develap a best maich be-
student fween the students skl level and educational needs and
2. identlly the student's strengihs and educetional avallabie next placements;

9. Develap a scheduls of activities with materials,
nesded adaptations, and resources identified for the
current or next year's placement;

nesds

3. identily the existing resources provided 10 the
student’s program
10. (TRANSITION STEP) Develop specific transkion

piacements

7. Ansiysis hhe specific activities, ssttings, teaching
siyiss and materials avaliabie in all polential next grade
piacements (for ransition planning) and for the student's
current piacemen (lor support planning)

activities (0.9, classroom visi), I needed; and

11. Provide addiional resources 10 the student's
program (¥ needed)

12. Provide fechnicel aselstance 10 the student's
program (¥ nesded)

13. Provide training for school sialf (I nesded)

14. Provide for coninued parental ivolvernent in the

program
18. Monlior e student's progrees and make needed
adaptstions in the plan
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1. identify Team Membership for Each Student

As students are referred to the local planning team, the team must Identify
team membership for the stuclent, based upon the referral problem. For
example, if a student is referred for transition from a regional classroom to the
local school, the team will need to include the student's current special class
teacher, at least one age-appropriate grade level teacher from the local school,
the local special educator, a local administrator (or representative of the admin-
istrator), and the student’s parents. Depending upon the student’s educational
needs, a consuktant may also need to be identified to support the team process
and to provide technical assistance and training to local schoo! staff.

Suppose a teacher from the local school refers a student currently in his or
her class in order to gain support for educating that student. The composition of
this team might be the refening teacher, another regular class teacher from the
same or similar grade level, a local administrator (or designate), and one or more
teachers with expertise in the areas of the student's need. Forexample, ifthe
referral concemed a reading problem, local staff members with expertise in
teaching reading may be added to the team. If the referral concemed a behavior
problem, local staff members with expertise in managing student behavior may
be added to the team. If local expertise was not available, the planning team
would identify a consultant to be added to the team.

The local team should make every attempt to involve the student’s parents
inteam activities. Ata minimum, a team member must meet with the parents to
explain the team’s function with regard to their child and the activities in which the
team expecis to engage in planning for theirchild. This person also should deter-
mine and set priorities for the family's goals and desires for their child's education-
al program. A"Parent Inventory” has proven to be useful in identifying family
preferences. Appendix A offers a sample Parent Inventory form.

2. ldentify the Student's Strengths and
Educational Needs

in order to develop a pian for any student, each of the local planning team
members needs to fully understand the student's strengths and educational
needs. The team should strive for a complete picture of the child. The current
teacher(s) and the student's parents are the best sources of information regard-
ing the student.

Professionals often characterize students in terms of deficits. Special educ-
ation teachers, psychologists, and even medical personnel are trained to look for
deficit areas and to then try to teach to the deficit area or "fix" the problem. Com-
ments such as "Johnny lacks reading readiness skills", or "Sally disrupts the class-
room" or "Shawn’s [Q score identifies him as mentally retarded" are common.
This type of judgmental comment tells us very little about the child.

A more productive approach is to discuss a student’s strengths and needs
interms of specific skills that the child can perform at the present time and the
level or quality of performance. These skills also should be related to functional
“real life” situations. For example, describing Johnny as being able to independ-
ently dress and undress himself at home emphasizes his skills. it also
emphasizes skills which are funciional and likely to make him more independent.
His mother reporting that he needs assistance selecting the clothing appropriate
for the weather indicates his level of independence in dressing and suggests
what might be a future self-care objective for Johnny.

An activity that teams have found to be very useful in identifying a student's
strengths and needs is for a member of the local planning team to observe the
student in his/her curent classroom. This is particularly critical if the student
attends a school other than the local school. This may be the first opportunity for
a local school staff member to place a face with the student's name and to getto
know the student as a person rather than as a referral problem.

Some important skills which should be observed are those termed "survival
skills”. Survival skills are those skills deemed important for a student to function
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successfully within a classroom setting. Included among them are such skilis as
working independently, following classroom rules, sharing materials, and asking
questions. Appendix B depicts a Survival Skill Checklist which several

schools have found useful.

The Survival Skills Checkilist is particularly important for planning for a
student's transition to a new educational placement (e.g., preschool to kinder-
garten, 3rd to 4th grade, special clc 3 to regular class). The potential next grade
teachers indicate on the checklist behaviors expected of students in their parti-
cularclass. The current teacher then rates the student on each of these items.
A discrepancy analysis then is performed which indicates those skills the
student requires assistance with in order to perform. These skillsthen are

targeted for training and/or adaptation.

3. Identify Existing Resources Provided
in the Student's Program

The current teacher should describe to the team existing resources and
services that are being provided to the student's program. For example, the
team needs to know whether the student currently is served by a special
educator, speech pathologist, occupational therapist or physical therapis? Is
the student served by an individual instructional aide? If so, how much aide time
is utilized per day? Is the student provided with adaptive equipment such as a
special travel chair, computer, communication device, walker, or leg braces? Is
the school nurse involved with the student due to health concems?  Ifthe
team is planning a transkion to a new educational setting, it must be made clear
whether or not services, materials, or equipment will follow the student to his/
her new educational setting. For example, if the student has an individual aide
provided through the State Department of Education, that ade position should
follow the student to his new school.

In summary, the team should be made aware of current resources provided
to the student so that it may include the use of those resources within the
student’s future educational plan. If resources currently provided will not follow
the student, the team needs to plan for the development of those resources.

4. Describe the Student’s Current
Educational Program
Th- description of the student's current program should indicate for each
activity adaptations o the activity (if any), the instructional settings, materials, the
group size and the teaching strategies employed. Appendix C provides a
format for describing the student's current program along these dimensions.

S. (Transition Step) identify Potential Next Placements

The purpose of identifying all potential next placements is to analyze each
placement and determine among them which is the most appropriate for the stu-
dent. As a rule, next placements should be age appropriate (e.g., classes with
students at or nearthe same age). Thatis, ¥ a student currently is in 3rd grade,
4th grade classes should be considered. For students transitioning from a
regional special classroomto a local school, placement options should be limited
to classes with students within two years (older or younger) of the student's age.
Other variables to consider might be class size and willingness of the particular
classroom teachers to participate in the planning process.

6. (Transition Step) Describe Potential
Next Placements
The description of each next placement should indicate each activity, the
instructional settings, materials, the group size and the teaching strategios
employed. Appendix D provides a format for describing potential next grade
placements along these dimensions.
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7. Analyze Current Placement or
Potential Next Placements

it is true that teachers of classrooms from the same grade level within the
same school often provide quite different activities and classroom arrangements.
Teachers also diifer in their teaching style and the types of materials they use for
teaching the same skills. It is, therefore, extremely important that the team is
aware of differences in potential placements so that the student \nay be matched
to the placement which will best meet his/her educational needs. Itis also
important to analyze th+3 current classroom activities for students referred to the
planning team for the purpose of providing support to their current program.

Each activity of the student's current program (for student support), or each
activity of sach potential next grade placement (for student transition), should be
analyzed in relation to the student's current skills and educational and social
needs. For each activity, the team should determine the appropriateness of the
activity for the student as well as adaptations in materials, curricular goals and level
of personal assistance which will be needed for the student to benefit from the
activity. Alternative activities may also be considered at this time. Appendix E
displays a form which has been useful for analyzing classroom activities.

8. (Transition Step) Select the Next
Placement for the Student

Once the team is knowledgeable of the student’s skills and needs as well as
the activities, instructional strategies, materials, adaptations and alternative
activities which will be available to the student within each potential placement,
the toam s ready to make a decision. The outcomes of the team’s decision
should be a recommendation regarding placement and the initiation of local
school procedures for obtaining :nat placement.

9. Develop a Schedule of Activities

A key activity of the planning team Is to develop a schedule of activities
which details needed adaptations, ne¢ded materials, locations in which services
will be provided, the person responsitie for the student during each activity, and
other resources (e.g., aide time, peer buddy) needed for the student to be
included in identified activities. As the daily schedule is developed, each activity
addressed should be coded to the student's IEP objectives to insure that all
objectives are adequately addressed within the schedule. Alternative activities
also need to be identified 1o replace certain classroom activities, if there are
activities not considerer appropriate for the student or if additional activities must
be included to support IEP objectives (e.g., shopping in a community store). A
form which teams may use to develop a detailed daily schedule for a student is
displayed in Appendix C.

10. (Transition Step) Develop Transition Activities

For students who are transitioning to new educational environments, the
local planning team will need to decide if particular preparation experiences
should be arranged prior to beginning in the new school situation. The decision
whether or not to develop these experiences will depend upon at least three
factors: (a) the student's prior experiences in transitioning to new classrooms; (b)
the comfort levels of the receliving teachers and the student's parents withthe
transition; and (c) the demands of the new school environment. A typical
transition activity is for a student to visit the new school and classroom prior to the
actual transition. The development of special instructional programs forthe
remainder of the current year to prepare the student for new activities in the next
school setting is also a common activity. A student transitioning to Junior High
School, for example, might need prior training in the use of a locker.
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11. Provide for the Addition of Resources to the
Student’s Program as Needed

After reviewing the student's cumrent program and educational needs, the
team determines whether the student needs additional resources above and
beyond those already available in the school. For example, the team may deter-
mine that a studant needs an individual aide in the regular classroomfor two
hours of time each day. If the additional resources require capital expenditures,
it is essential that administrators and school board members are aware of the
need as soon as possbile, so that money may be budg ated for the upcoming
year. Inany case, the team is responsible for contacting the special education
administrator, the local building principal, or the school board to solicit additional
resources.

“ The team also needs to explore altenatives to the expenditure of new
money. For example, it may be possible to avoid hiring a new individual aide by
realiocating the time of currently employed school aides or by developing a com-
munity volunteer System or a peer tutor/buddy system.

12. Provide for Technical Assistance to the

Student’s Program as Needed

For some students, the team may identify the need for technical
assistance in planning or implementing the student's program. In such cases,
the team needs to decide (a) who will provide the technical assistance (e.g.,
educational specialist, local leaming specialist, physical therapy consultant), (b)
for what reasons (e.g., to develop and monitor educational programs, to train
direct instructional staff in implementing programs, to monitor and provide
feedback to the teacher on a classroom management program), and (c) how
frequently services should be provided (e.g., weekly, a three day initiai iraining
session with bi-weekly follow-up).

13. Provide for Tralning of School Staff and Students
Without identified Handicaps as Needed

Formal or informal training sessions may be identified by a local planning
team as important to enable school faculty and students without identified
handicaps to of.er positive educational and social experiences to a student with
special needs. In Vermont schools, training has been provided to (a) increase
sw.dents’ and staff awareness regarding the impact of a handicap on an
individual (b) inform staff about specific health or safety concems such as the
appropriate methods for dealing with a grand mal selzure, (c) clarify referral
procedures and the various functions of a local planning team, (d) inform staff on
exemplary educational practices, (e) explain specific methods of non-verbal
communication, and (f) assist staff to develop volunteer systems within local
schools. Of course, topics will vary depending upon the specific characteristics
of the students educated within the school and the current level of awareness
and expertise of the local school staff and students without identified
handicaps.

If tha local planning team determines that training is needed, a recommend-
ation for such training should be forwarded to the appropriate administrators in
charge of inservice training (e.g., Superintendent of Schools, Special
Education Administrator). The team, with the appropriate adwninistrator, may
help to arrange for training to take place.

14. Provide for Continued Parental Involvement

An important function of the planning team is to support ongoing home
school relations. The planning team is responsible for arranging with the
student’s parents a workable parentteacher communication system and other
activities which fac’ktate their involvement in their child's school program. In
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most cases, it is appropriate for one team member (the child's teacher, the local
special educator, the educational specialist) to be designated the primary parent
contact person.

Itis important to recognize and to appreciate that parents of students with
special educational needs have varying personal and family responsibilities and
needs. The extent to which a family will become directly involved will be
determined by their child's needs, the family's other needs, and the school's
needs. Ata minimum, the parents need to be atforded every opportunity to plan
with the local team and regularty recsive information regarding their child’s
progress and any program changes. Their advice and wishes should be solicited
and seriously considered throughout the planning process.

15. Monitor Student Progress and Modify the
Plan as Needed

Planning activities regarding a student do not stop with a placement
decislon or the solving of the initial problem that led to a student's referralto the
team. The team is an ongoing resource available throughout the school yearto
meet with and assist instructional staff in modifying programs or solving unfore-
seen problems. The number of follow-up meetings which occur per school year
will depend upon the level of support which instructional staff feel they need.
Any member of the team should be able o call an "emergency” meeting of the
team. The Educational Specialist and each school's special education and
related services staff also are ongoing sources of support who can assist instnic-
tional staffto adapt individual students' instructional or behavioral programs.
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HAPTER
C 4

An overview of the
cooperative teaming process
and suggestions for its imple-
mentation within local
schools are presented.
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The Cooperative Teaming Process

I norder for any team to successfully accomplish a task, team members
need to agree upon the goal or overall outcome they hope to achieve. In
thecaseoflocalschoolplamimteam.megoalIstodevelopandlmplementa
plan for educating students who present local school staff with educational and
behavioral challenges within their neighborhood schoois. The way inwhich
team members choose to structure their interactions as they work toward goal

accomplishment dstermines:

(a) whether the goal Is achieved to the satisfaction of all members;

(b) whether each memberfeels a sense of "ownership” forthe group's
outcome; and

(c) the extent to which members maintain relationships with one
another.

People in organizations, including educators in public schools, con-
sclously and unconsciously choose to structure their interactions so they are:

(1) in awin-lose struggle to see who is best;
(2) on their own working individualistically; or
(3) helping each other to achieve the desired outcomes.

These three ways of accomplishing goals have been referred to as
competitive (negative interdependence), individualistic (no interdependence),
and cooperative (positive interdependence) goal structures (Johnson &
Johnson, 1975). A competitive goal structure exists when members of ateam
perceive that they can obtain their goals if, and only ¥, the other members of the
teamfailto obtain their goals. An example of this "win or lose” goal structure is
when, at an IEP meeting, some participants advocate for placement outside of
the local school and others advocate for a regular class placement. In such a
situation, group members might choose to pit themselves against one another,
and may view themselves as winning or losing if the student leaves orstaysin
the local sciool.

An individualistic goal structure exists when the actions of one team
member are unrelated to that of another team member. An example of this "we
are all in this alone” goal structure is when professionals (e.g., speech and
language pathologist, special education teacher, adaptive physical education
teacher) with the common goal of developing a student's Individualized
Education Plan (IEP), develop their section of the IEP individually and then give
completed sections to the teacher to be stapled togetherto form a "compre-
hensive” document. Insuch a case, IEP goals and objectives developed for
various curriculum areas are often unrelated and reflect the individual
professlonal's needs and desires rather than the needs of the student.

A cooperative goal structure exists when the members of a team perceive
that they can obtain their goal if, and only if, the otherteam members also obtain
theirgoals. An example of this "sink or swimtogether” goal structure is when
teachers cumrently involved with a student, and those who may instruct the
student in the future, work together to plan for a transition which will benefit the
student (i.e., achleve the common group goal) and, simukaneously, meet the
needs of individual team members (i.e., achieve the individual goals of each
team member).

Of the three goal siructures, a cooperative goal structure is most likely to
result in interaction pattams which promote workable solutions to problems,
ownership for solutions, good interpersonal relationships, and feelings of
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The Collaborative
Teaming Process

mutuality among team members. Picture a school where all staff agree that their
workplace is one in which ideas are shared, help is offered to cne another,
differing points of view are disputed openly and honestly - all for the purpose of
creating the "best” educational opportunities for every student.

Within the schools in Veimont which have succeeded in integrating their
students presenting intensive educational challenges, members of local school
planning teams have worked to be cooperative rather than competitive or
individualistic in their interactions. They have adopted, what could be called, a
“collaborative teaming process" o increase the likelthood that team members will
develop and perform cooperative or collaborative teaming behaviors. The
collaborative teaming process is based upon principles and strategies which have
been used widely by educators to teach heterogeneous groups of students to
leam cooperatively (Johnson st al., 1984). The major purpose of adult groups,
such as school planning teams, using collaborative team processes is to enable
people with diverse experience and expectations to gensrate creative
responsas to mutually defined challenges (ldol-Maestas, Nevin-Parta, and
Paolucci-Whitcomb, 1986). The outcome of collaborative teaming is ditferent
from that which an individual team member would produce working alone; thatis,
"two heads are better than one”.

T he collaborative teaming process may be described as a three-step process
inwhich team members: first, develop positive interdependence; second,
practice collaborative skills; and third, monitor and discuss their pertormance of
collaborative behaviors.

First - Develop Positive Interdependence

A collaborative or cooperative team exists when interdependence is formed -
when the members of a team perceive that they "sink or swimtogether”. There
are three ways which collaborative teams develop this interdependence.

Goal interdependence. Interdependence is created among collaborative
team members when they agree to do all that is in their powerto achieve a
mutuaily agreed upon goal. While team members agree to a common goal, they
also recognize and respect individual members’ personal goals which may or may
not directly support the achievement of the group goal. For example, the goal of
a school planning team may be to design a schedule for a student presenting an
educational challenge which includes as much time in a regular first grade as
possible. While designing this schedule, personal goals of individual team mem-
bers will need to be addressed (e.g., "My goal is to have enough time to prepare
for my entire first grade, even with this student integrated into some of my class-
room activities.”; "My goal is for the student to receive instructionon IEP
objectives on a dally basis when integrated into the first grade."; "My goal is to
ensure that | will receive adequate training and supervision, as the aide conduct-
ing IEP programs for the student in the regular classroom.”) The overriding goal,
however, remains the mutual teamgoal.

Resource Interdependence. Interdependence also forms among
collaborative team members when there is resource interdependence among
team members. A collaborative school planning team is a natural source of
resource interdependence - it is composed of a direrse group of people with
personal resources derived from their varied training backgrounds, teaching
experiences, and instructional expertise. The "best” decision regarding a
student, then, demands the contribution of each and every team member.
Additional resource interdependence is created through a division of labor
withinthe team. From one team meeting to the next, team members take on
different leadership responsibilities. With shared leadership responsibilities, the
team has no one leader; no one person has all of the information, expertise,
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authority, or material resources needed to achieve the goal. The rotating
leadership roles assumed by team members include the following:

FACILITATOR - The facilitator encourages each member
of the team to participate.

RECORDER - The recorder records the team’s agenda on
apublicly displayed flip chart.

TIMEKEEPER - The timekeeper moriiiors the time allotted
foreachagenda item, encourages the team to stop activities
at agreed upon times, and alerts the tearm when it is approaching
the end of an agreed upon time period.

OBSERVER - The observer observes and records team
members’ behaviors which promote task achievement or
maintenance of relationships and discusses these observations
withthe team at the end of specified time periods.

Reward interdependence. The third way in which interdependence is
created among collaborative team members is by group members receiving the
same reward to achieving the group goal. Ifthe goal is achieved, all members
share in the gratification of having contributed to its achievement. No one
person receives special recognition. Likewise, if the goal is not achieved, no
one person may be pointed to as responsible for this failure, as resources and
leadership responsibilities were distributed among all team members. Insome
cases, special group rewards are aranged to reward those who participate as a
member of a school planning team. An example of an arranged group rewardis
additional teacher release time for all team members.

Second - Practice Collaborative Skills

Research evidence clearly speciies that there are certain sets of skills that
are related to successful collaboration (Johnson & Johnson, 1975; Johnson,
1981; Johnson & Johnson, 1882). in order fora team to be optimally effective in
its planning and problem solving, team members need to leam and practice
these skills.

Thefirst set of collaboration skills are onesfor forming a collaborative team.
They are basic management skills that result in an organized team with an
established set of expectations for what will occur at and following team
meetings. Important skills in this category include:

1. Using a structured writte n planning and recording format to notify team
members of:

- the purpose (agenda items) and length (time limit) of a meeting
- acknowledging present and absent members
- assigning roles (i.e., faciittator, recorder, timekeeper, observer)
- assigning group and individual tasks to be performed before
the next meeting
- having a system to ensure that sveryone has "their say", with no
"put downs”

The second set of collaborative skills are ones needed to establish smooth
functioning of the collaborative team. These skills focus upon two sets of
leadership behaviors: (1) behaviors which assist the team to accomplish the
task, and (2) behaviors which assist team members to maintain positive
working relationships with one another. The secret is for each team mem-
ber to assume Individual responsibllity for performing these behaviors,
rather than expecting someone else (e.g., the special education coordinator,
the principal, or the leaming specialist) to direct team members’ behaviors.
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Tasks and relationship skills which team members should practice during meet-
ings are listed in Table 3.

TABLE 3. COLLABORATIVE SKILLS
TASK RELATIONSHIP
“Offering Information «EncouragingParticipation
+Offering Opinions «Offering a Tension Rellever
*Actingasan Information *Being a Communication Heiper
Seoker «Being a Process Observer
+Acting as a Summarizer +Being an Active Listener
*Diagnosing Group Difficulties «Offering Support 1o Ideas
«Coordinating Work *Offering Personal Support
+Acting as a Recorder «Being a Praiser
*Acting as a Timekeeper +Boing a Harmonizer &
*Giving Help Compromiser
*Asking for Help «Being an Interpersonal Problem
+Asking Questions Solver

Athird set of collaborative skills are important when teams are faced with
conflict of opinions, controversy, and the need to reorganize existing information
or create new systems. Performance of these skills reflects team members’
positive attitudes and appreciation for differences of opinion and their compe-
tence and confidence in handling conflicts. Some important skills which team
members need to practice in this area are:

1. Criticizing an idea, not the person

2. Integrating several opinions into a single position

3. Probing for more information by asking questions such as,
"How might it work in this situation...? "What else leads
you {o believe...?

4. Building on a teammate’s idea or conclusion

5. Seeing an idea from another person's perspective.

When a collaborative team is formed, members of the team are ata variety of
different levels in their competence and confidence in performing tha conflict
resolution skills describad above. As collaborative teams continue to meet, mem-
bers need to practice these skills in order to generate creative solutions in an
atmosphere that supports divergent and convergent thinking.

Third-Monitor and Discuss Team
Members' Performance

The three sets of skills related to successful team collaboration are best
leamed and practiced by team members when there is a structured system for
monitoring and discussing team members' performance during team meetings.
An effective method for ensuring such monitoring is to have ateam member
assigned in an OBSERVER role during each team meeting. To review, the
OBSERVER is ateam member who observes and records otherteam members'
behaviors which promote task achievement and maintenance of relationships,
including conflict resolution. The OBSERVER discusses these observations
with the team at the end of specified time periods. It is usefulto set aside at least
two time periods (e.g., one midway through the meeting and one at the end of
the meeting) to discuss these observations. :

During discussion periods, the team may target one or more specific skills
forintensive practice by afl team members during the remainder of the meeting or
at subsequent meetings. Eachteam member may also select individual skills
identified as needing improvement for intensive practice in future meetings.

A sample of an observation form which has been used with some collabora-
36 tive school planning teams appears in Appendix F. The name of eachteam
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member is listed across the top of the page, and the OBSERVER places atally
mark in the appropriate skill category for a team member, when that skill is
performed by the person. Often, the OBSERVER chooses not o participate in
the team’s discussions while observing, as & is difficult to simultaneously
observe and record the behaviors of several people and join in on a discussion.
it should be noted that the specific skills included on the observation form
should change fromone meeting to the next, as ateam identifies both its
strengths and the skills in need of further practice, monitoring, and processing.
Local planning team members participating in the Homecoming Project
have expressed continued satisfaction with the local educational programs and
the effectiveness of the school planning teams in problem-solving for students.  ®
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CHAPTER
5

A general discussion of
consultation models is
presented. Four local

planning team and
consultation models which
have been implemented in
Vermont are described
including detailed
descriptions of

the consultant role.
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The Consultation Component

As mentioned in previous chapters, the local planning team s an essential
element for the development of shared ownership of educational
programs for all students residing within the local community. Regular
educators, administrators, special educators, and parents working together to
develop resources for the education of even the most challenging studentsis
the essence of shared ownership. However, even under ideal circumstances,
cooperative planning alone may not guarantee local school placement and
qualty programs for the most challenging students. Equalin importance to the
planning team is the presence of a professional expertindevelop” jintegrated
programs for challenging students who can offer consultation, training and
technical assistance to local school staff. This new type of special educator will
be referred to as the Educational Specialist (ES).

Atthe start of the Homecoming Project, all of the ES's now employed by
the four participating supervisory unions had training and considerable
experience in the education of students with handicaps. Throughthe
Homecoming Project, they received additional training (i.e., graduate level
coursework, inservice training and technical assistance) from project staff io
develop or enhance their skills in such areas as behavior management,
instructional design, interdisciplinary delivery of services, exemplary educational
Practices, team building and interactive processes, communication skiiis and
information dissemination.

Each of the four participating supervisory unions has developed a service
delivery model for students presenting intensive educational challenges which
has unique features reflective of the resources available within local schools and
the needs of individual students. However, common to all the existing programs
are: (a) the development of local planning teams for students, (b)the
development of the ES position, and (c) new policies and procedures
prescribing the delivery of ES services. All four model programs, described in
more detail below, currently operate independent of the Homecoming
Project.

THE FRANKLIN NORTHWEST MODEL:

Inthe Franklin Northwest Supervisory Union, the ES currently serves
students presenting intensive educational challenges, kindergarten
through grade 12, in regular education environments in seven local public
schools. In this supervisory union the classroom teacher functions as the
student's day-to-day case manager, and is joined by other local school
planning team members to monitorthe student's progress on IEP
objectives. The local planning teams also develop each student's daily
schedule and determine where, when, and who will camry out instructional
programs.

Inthe Franklin Northwest model, direct instruction is camried out bya
variety of special and general education staff. In addition, a number of
students have been recruited and trained to provide directinstruction as
peertutors. Students may also serve as peer "buddies” who, for example,
assist other students on and off the school bus and take students to lunch
and provide them with assistance in eating. The role of the ES in Franklin
Northwest is to provide technical assistance to teachers andto design
special individualized programs for challenging students. She is
responsible for conducting ongoing formal training sessions forall of the
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instructional aides employed by the supervisory union. When a new
instructional program is initiated, she demonstrates the teaching required
and then coaches the staff who then assume responsbility for tnat
teaching. She then monitors the teaching and is available to help as the
need arises. On occasion, she takes overdirect instruction
responshillties to free professional staff to meet with parents, carry out
one-to-one instruction and conduct training in the community. Because
of her unique expertise in the area of social skills instruction, she has also
provided social skills training to high school students in need of such
skills development.

The ES in Frankiin Northwest, has some important liaison functions with
administrators, parents, school board members, local business persons,
and other community members. She provides information regarding the
abilities and the needs of students she serves through school board
presentations, regular meetings with administrators, and personal contact
with families and community members. She also surveys school staffto
identify their training and support needs and, with the administration,
develops appropriate action plans to address these needs. Thisyear, r
example, the ES and a team of administrators and teachers developed
district-wide procedures for transitioning students from early
childhood/special education to kindergarten, from one grade to the next
grade within a building, from one building to the next building, and from high
school to the aduk world.

THE FRANKLIN CENTRAL MCDEL.:

The Franklin Central Supen*sory Union model is somewhat different from
the Franklin Northwest model. Franklin Central is a host school districtfor a
regional special education program fromwhich a large number of students
have returned to their home schools. The students who remain, and are
eligible for special class services, are assigned to a regular homeroomclass
and participate in regular classroom instruction and other activities (e.g.,
ant, library, and lunch) to varying degrees. The time spent outside of reguiar
classrooms is spent in special classrooms or resource rooms, where other
studunts needing special education services are served. One of the former
special class teachers of the regional special class program has assumed the
full-time role of ES for the school district. Her responsibilities are much like
those of the Franklin Northwest ES.

THE WINOOSKIMODEL_:

The Winooski School District has also hired an ES who serves students in
kindergarten through grade 12 with intensive educational needs. Although
she also performs many of the functions of ESs described above, a major
difference in her role is that she provides some direct instruction {0
students.

THE SOUTHWEST VERMONT MODEL.:

The Southwest Vermont Supervisory Union is the fourth district to initiate
the Homecoming modui. As an initial step in providing home school
placementfor all students within the union, an ES was employedto develop
amodel for transitioning student:; from the early childhood/special
education program into local kindergartens. Four students from the regional
special education program 250 were transitioned back to their local schools.
The role of this ES (referred to as "mainstream consulant” within the district)
is very much like that already described for the other ESs. Similar to the
model in Franklin Northwest, the local schools have case management
responshilkies for every child. The mainstream consultant is called upon
through a referral process. She joins the planning team only if the team

39 determines the need for her expertise. The model assumes that most
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students entering school from early childhood/special education
programe will not require intensive specilal education services and can
therefore be educated using existing local resources. The mainstream
consultant is available to local planning teams for those students whe do
require more intensive educational programi:iing or modifications of
existing general education curricula.

Itis important to emphasize here that each of the four consuation models
described above Is in a constant state of evaluation and modification and will
continue to develop based upon the unique and changing needs of each
school district. Although accurate at the time of this writing, the models can be

expected to change over time.

Characteristics n ES who Is selected to work with local planning teams needs to
of the demonstrate competence in a number of areas. At a minimum, the ES

. should have expertise and experience:
Educational

. ve 1. developing educational programs and bahavioral interventions for
Specialist students presenting the intensive educational challenges;

2. developing modifications and adaptations for regular education
activities and curricula for including students who present
educational challenges;

3. providing consultation and technical assistance to regular education
staff;

4. developing and implementing cooperative teaming strategies;

5. providing formal and informal training to other professionals,
paraprofessionals, volunteers and the larger community;

6. developing cooperative parent/professional relationships;

7. evaluating the effectiveness of educational programs for individual
students; the consultation, technical assistance and training
provided to local teams; and related activities such as volunteer
systems, handicapped awareness activities, and the development of
friendships between handicapped and non-handicapped peers.

The ES, then, needs to be a master teacher, an experienced teacher
trainer, a cooperative team member, a family advocate and should possas
excellent interpersonal and communication skills.

The Special Education Department at the University of Vermont has
initiated (beginning in August, 1986) training at the post-masters level for
Educational Specialists. Candidates for the ES program are masters-level
specilal educators with experience and demonstrated expertise in educating
students with intensive educationa! needs within integrated settings. The
C.A.S. (Certificate of Advanced Study) program is a two-year program which
provides training and field experience in the development of planning teams
and teaming processes within local public schools. ES trainees also receive
instruction and guided practice for consulting within mainstream settings to
address educational problems of students who vary in age (three to 22 years of
age) and in type ard severity of educational or behavioral need.

Specific competencies which ES graduates will be expected to

demonstrate upon completion of training are:

1. Analysis of behavior and instructional programming
Trainees Wil design, implament, and evaluate instructiona! and behavioral programs
80 that students presenting intensive educational challenges acquire appropriate skills
and knowledge (e.g., in the domains of seif-care, soclal behaviors, communication, etc.).

2. Technical assistance
Trainees will demonstrate their abliity 1o provide technical assistance 1o
reguiar and special educaiors and administrators 1o improve the education
of students presenting intensive challenges within thelr local public schools.
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3. Training others
Trainees will demonstrate their ability to train others (parents and other family members,
regular and special educators, non-handicapped peers, and other members of the school
and community) $o implement effective instructional programs for students presenting
intensive educational challenges.

4. Team buiding
Trainees will demonstrate the abiilty o develop local planning teams ofparents, reguiar
and special educators, and administrators for planning, implementing and evaluating
strategies for educating all students within their local public schools.

5. Interactive process
Trainees will demonstrate thelr abllity to use interactive processes for daveloping shared
responsibility among parents, regular and special educators and school administrators.

6. Communicatiorvdissemination
Trainees will demonstrate their ability to disseminate information related to the education
of challenging students and communicate with parents, leamers and their peers, regular and
special education feachers and administrators, school board members and other members
of the school and community.

7. Parent/professional partnership
Trainees will demonstrate the abifity to collaborate with parents and educators o
encourage the development of parent/professional partnerships for educating challenging
students in regular education environments,

8. Physical and developmental characteristics of challenging students
Trainees will demonstrate their abliity o manage challenging students through
appropriate handiing, positioning, feeding and tolleting procedures, curiculum adaptation,
and assessment 1o meet individual needs In the cunriculum areas of sensorl-motor,
coghnitive, self-care, motor and communication.

9. Curriculum for challenging students
Trainees will demonstrate the abiiity to develop functional curricula for challenging
students in the areas of community iiving, vocation, domesiic living, recreationflelsure, social
skilts, and communication. Trainees will assess students’ entry level, set priorities of skills for
instruction, and design instructional programs targettad at skl maintenance and
generalization for each curriculum area.

10. Best educational practices
Trainees will identify and be able to clearly articulate the "best educational practices" for
challenging atudents that address the issues of least restrictive environment, social
intogration, assessment, curricuium and instruction, parent involvement, delivery of related
services, transition to new environments, and program evaluation.

11. Social policy affecting education of leamers with severe handicaps
Trainees will be able 1o identify fede-al, state and local policies and describe their impact

upon 1) current local practicec. for educating challenging students, and 2) implementing
"best educational practices” for these students and their parenis.

12. Continued professional development
Trainees will develop and implement a plan for their contirued professional development
that will include regular opportunities for 1) professional interactions, 2) professional
Iterature reviews, 3) professional adaptations of best practices (related to both direct
instruction and training others), anci 4) dissemination of best practices.

13. Organizational skills (self & others)
Trainees will domonstrate the ability o manage thelr ime and plan, schedule and
document their professional activities so they may evaluate their efficiency and
effectivenass in achieving their goals and objectives.
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Consultation Models

When considering the development of local planning teams to support
students within local schools, the method for obtaining the necessary
consultation services must also be considered. A school district must decide
which consultation model is best suited to the needs of the schools and the
students. The following sections describes three types of consultation models
which currently are in operation in Vermont.

Contracted Services

One method for gaining access to professionals with needed expertise is
fo contract specific services from professionals available within the geographic
area. This model of contracted services is in common use throughout Vermont's
school systems. Services typically contracted for specific students include
behavior management, occupational and physical therapy services, and
psychological testing. Clearly the number of hours of service contracted
depends upon the specific circumstances. However, the types of services
performed during these hours generally are limited to evaluation, recommend-
ations for program development and follow-up.

Programs in Vermont which are implementing the Homecoming model
have contracted with consultants to add needed expertise to individual stu-
dents’ planning teams. Services contracted include physical therapy, occupa-
tional therapy and psychological services. To date, no school district has
contracted for the services of a professional to act as an ES for a student's plan-
ningteam. When considering to contract ES services at least three questions
should be answered.

1. Is there a person avallable in the area who possesses the required
expertise and Is in agreement with the team’s mission and goals?
2. How much of the ES'’s time will each student require in terms of
planning, consultation, technical assistance, and staff training?
‘3. Willthe consultant be readily available to staff when needed?

if acjreat deal of consukation time Is projected, contracted services may
not be the most cost-effective service delivery model for a school district.

Superviscry Union Consultation Model

InVerrront, a supervisory union is an administrative unit for several small
independent school districts. Many supervisory unions in Vermont currently
employ professionals whose job responsibilities include consultation.

Supervisory unions commonly employ consulting teachers, speech and
language pathologists, and guidance counselors, who provide consultative
services within one or more schools. ‘Several supervisory unions in Vermont
have adopted the "supervisory union consultation model” by employing a full-
time ES to support challenging students within local schools.

The supervisory union consultation model may be the most effective
service delivery model in sktuations where an ES must allot considerable time to
individual target students, school staff planning efforts, intensive training and
follow-up. It isthe most cost-effective model when there are a sufficient number
of students in need of consultation services within a supervisory union.

Regional Consultation Model

Inthe regional consultation model, two or more neighboring supervisory
unions combine funds to hire a consultant who serves students in all of the
unions within the identified region. This model is in operatiun in Northwest
Vermont. Here, a regional consultant has been hired for five supervisory unions
to support students with hearing impairments in local schoo! settings.

This model is most efficient and cost-effective when there are too few
students in need of consultative services within a single supervisory unionto
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support a full-time consulant within the union. The regional consultation model
has yet to be implemented to support an ES.

it must be emphasized that no matter which consultation model a school
wished to employ, the presence of a trained professional with the expertise of an
educational specialist is critical to the successful integration of challenging
students within local przolic schools.
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CHAPTER
6

Why Local

School Placement?
The Vermont
Experience.

This chapter addresses
issues and concerns which
. have emerged regarding the
Homecoming model. The
issues and concerns have
been grouped into three
broad categories of: Why
local school placement?
Issues related to model
development; and Issues
related to model
implementation.

Issues Related to the Development of
the Homecoming Model

I n Vermont, most students with mild leaming problems are educated within
local public schools in regular classrooms with special education support. In
contrast, most students with moderate to severe handicaps are educated in
regional special education programs (Note 1). Regional programs consist of self-
contained classrooms located within public schools in population centers of the
state.

Some students with moderate to severe handicaps have been educated
within regular classrooms in their local public schools, even though services were
available in regional programs. With the availability of regional special education
programs, why have some schools chosen to educate students with intensive
educational challenges within their local classrooms?

No viable alternatives available.

In some school districts in Vermont, the option of sending students to
regional programs has not been a viable option due to the distance from the
regional program and the student's particular needs. For example, inone rural
school district in Vermont, a student with severe multiple handicaps and a fragile
health condition received home-based instruction for several years. An
instructional alde visited the home for two hours each day. Due to her identified
need for more instructional time and the changing family situation, a hoine
program was no longer considered an appropriate alternative for delivering
educational services. One school-based option for this student was to send her
to a regional special education program for students with severe handicaps which
would require a two hours transport per day. A sacond optionwas to developa
program within the student’s own local school, which was less than a mile from
herhome. Because of the fragile condition of her health, enrollment in the
regional program was determined not o be in her best interests. Therefore a
program was devxioped in her local public school.

Because of the rural nature of Vermont, the above example is not an
uncommonone. Approximately one infive Vermont students with severe
handicaps is educated within local schools. Itis interesting to note that
some schools which have elected to educate the most challenging students
within their schools, still send students with moderate an - - »n mild handicaps
to regional special education programs.

Pressure from parents and advv-cates.

Some parents and advocates have ins:. .ad that local s::hools accept their
childre »1ith intensive educational challenges rather than sendingthemto a
regior. .... - :9clal education progre . In sor=e instances, students were quickly
accee, i+ .08 the parunts’ wishz:. wera nvade known to tt2 school administra-
tior '~ -cases, the threatof i!i+ation .ovided pressure wvhich ied the
sctei:. . «ctto comply with paren:::Iwishes.

Note 1: in Vevmont, regional special ciass prograsr = and eust; childhood programs ais ron ¢ legorical in natre; that
is, students &-» rot placed according 10 type of ha <" cap. Sprzal classron:.., then, s con:pised of students with
arangenth: s 22pping condifons (e.g., Down Syr.crome, n. urological ir ~irments. . arebi 2 pe'ey, meniz)
retardation, 2.isr.) who have similar erlucational ni:0ds. Claxsrooms dosiy, 1aied for « ..denis with mild herdicaps
are intende~ r ot dents whoee speciai education rs eds &e ;7edorninaivly acaderr.:. “lassrooms for students
with moder Lm«imommdmhwtmmnnmmryhthomnabdcddh(un-holp,
domestic, { ... --flontd r.cademics, community use). Ciussroc 1+ designated fo" stude & with severe handicaps serve
students w:' - #»w -ommunication siils, and focus upon instrue -jon in areas such as wileting, dressing, imitation of
mofor mow..- ---;'%, 5nd vocakizations. The catagory of severely handice~ped ' wiudee students with multiple
handicaos.
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Economic factors.

Currently, school districts in Vermont are required to pay transportation costs
and an average "per pupil cost” for each student sent to a regional special
education program. Furthermore, districts sending students to regional pro-
grams, forfelt to the district "hosting" the reglonal program additional federal
doliars which would otherwise come to the local school district. In many school
districts then, the actual cost of sending children to regional special education
programs runs into thousands of dollars; and these dollars are spent on trans-
portation, educational materials and personnel which benefit the school district
hosting the regional program rather than the local school. Some school districts
have decided to educate students with intensive educational challenges in their
schools so that funds will be spent to benefit their own programs.

The avallabllity of support for the student's program.

In all cases where students who present intensive educational challenges
have been successiully educated within their local schools, child support ser-
vices were requested or developed by the schenls. In Vermont, the State
Interdisciolinary Team for Intensive Special Edv. ation (State I-Team) is available
to provide consultation, training and support to the service providers of students
identified as severely or multiply handicapped. Services are offered by special
educators, physical therapists, occupational therapists, physicians and a non-
verbal communication specialist, all trained to wori with students with severe or
multiple handicaps. |-Team support has been key to the local school placement
of many challenging students.

For students identiiled as mildly or moderately handicapped, |- Team services
are not available. Some school districts, however, have developed their own
support services for these students and routingly educate mo... >f their
challenging students in local schoo: placements.

Other cor.siderations.

Other factors have led local school districts to educate their students present-
ing intensive educational challenges within theirlocal schools. First, recent court
decisions (e.g., Ronckervs. *Valter, 1985) and federal guidelines for monitoring
state education agencies regarding the implementation of the least restrictive
environment mandate of PL 94-142, have indicated that automatic placement of
students based upon category of handicapping condition is unacceptable. A
school is required to document that a program in the reqular classroom has been
attempted and has failed to meet the needs of the student before a placement in
a segregated special classroom may be considered. Not only must regular class-
room placement be tried, but efforts must be made to document the reasons for
the student’s lack of progress or IEP objectives in the mainstream setting. Once
the causes have been determined, every reasonable attempt must be made to
remediate them within the student’s current placement. Referralto a more re-
strictive placement may be made only when such remedial efforts have failed.

Secondly, there has been a recent effort by rasearchers and educators to
identify, c'arify and disseminate preferred educational practice for students with
intensive educational challenges. Afundamental preferred educational practice
for students with intensive educational needs is for such students to be educ-
ated within integrated, age-appropriate local schools. Local school placement
allows for the implementation of additional preferred practices such as social
integration and community-based training which are impractical to fully implement
within regional programs. Teaching a student to shop within the community
which hosts the regional program may do littie to assure that the student will be
able to shop in stores located within his home community. Encouraging
students to interact with other students in the regional school does little to assist
them to develop friendships with children from their own community.

46



»®

Issues Related
To Model
Development

We don't have the funds to do this.

The most commonly asked question of administrators in school districts in
which challenging students have been integrated into local schools has been,
"Where did you get the money to hire the teachers and instructional aides to
serve these challenging leamers?” The answer has been different in each
school district.

Inthe Winooski school district, the local educational specialist (ES) was
funded through the redistribution of State funds avallable from the closing of
reglonal special classrooms which had formerly served this and other school
districts. Inthe Franklin Northwest Supervisory Union, the ES and two additional
instructional aldes were funded through: (a) the savings realized by no longer
traneporting students to the regional programs; and (b) the recouping of tuition
previously paid to the State for regional program services and the federal PL 94-
142 "low-through" dollars. in addion, state dollars designated for an aide to an
individual student with multiple handicaps "followed" the retuming student from
his regional program.

Inthe Franklin Central Supervisory Union and the Southwest Vermont
Supervisory Union, the State Department of Education allowed for a change in
m&d:sscdp(bn of teachers in existing educational programs for learners with

InFrankiin Central, a teacher of a2 segregated special class was retrained to
become an ES. This E:S now provides technical assistance to other school staff.
Becausa this teacher was already on the district’s payroll, she generated no new
expenses for the district. it was the educational service delivery model, not the
funding needs, that changed.

Inthe Southwest Vermont Supervisory Union, the retirement of a teacher of
a segregated spacial class program occasioned a similar change in the service
delivery model for young children within the school district. The State Depart-
ment encouraged the school district to create a new ES position to replace the.
former special class position. The role of this new consultant has been to assist
local school staff to transition and maintain graduates of the local early educatinn/
special education (EEE) program in regular kindergarten placements. The
availabiiity of this consultant to school personnel has enabled all EEE graduates
to avold placement outside of the mainstream of education. As in the Franklin
Central Supervisory Union, this change in job description generated no new
expenses for the district. The change was in the educational ~ervice delivery
model, not in the funding level.

Finally, one school within the Southwaest Vermont Supervisory L., .:na.
sought and received local school board support to employ a teacner to support
challenging students exclusively for that one school. This new position is
funded 100% with local funds.

It should be noted that the expense involved in acquiring the needed
personnel with expertise o ensure a quality educationfor students presenting
intensive challenges Is dependent upon a host of variables including: the
amount and quality of existing expertise within the local school district; the
willingness of existing personnel to be retrained and expand or atter their
responsibilities to include consultation; the unique transportation needs and
demographic characteristics of the towns within the district; the unique needs of
the students presenting educational challenges to the schools; and the level of
local school board support for the notion of ecucation in the "least restrictive
environment” for all students. It may, in some cases, cost more for a school
district to educate its challenging students within integrated local school
environments rather than altemative segregated special programs. However,
every dollar spent is spent on instructional services and materials for a local
school, instead of gasoline, buses, staff or supplies needed to maintaina

regional program.
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'm not in charge here.

During the initial stages of the Homecoming Project, local school
planning team members often voiced concem that they did not have the
authority to make decisions. Their past experiences had led themto believe that
the principal and the special education administrator were the only ones with the
authority and responsbility for school policies and procedures affecting individual
students. Taking responsibility for making decisions which could have school-
wide impact was a foreign experience to many teachers and one which made
them uncomfortable. What was needed was the development of a viable process
for decreasing teachers’ rellance upon the vested authority, while increasing their
own confidence and ability to make decisions.

This need was addressed in at least three ways in various school districts.
First, leadership responsbilities traditionally carried out by a single authority figure
were distributed among team members. From one team meeting to the next,
there was a planned rotation of leadership roles - facilitator, responsible agenda
setter, recorder, time-keeper, and observer.

Second, the principal of each school became actively involved as a team
member. Insome schools, the principal attended all planning team meetings; in
others, the principal participated in key meetings in which changes in school
procedures were under consideration. In all cases, the principal's active involve-
ment was considered critical. It made legitimate the team’s decisions, ensured
that decisions could be implemented in a timely fashion, and demonstrated
support for the team's effort and actions.

A third method employed to empower teachers and decrease their reliance
upon the vested authority was to structure opportunities for them to develop
policies and procedures. Eight local school planning teams in two supervisory
unions have participated in several extended work sessions to generate
individualized local school procedures and district-wide policies for transitioning
young children from early education/special education programs into local kinder-
garten placements. They also have generated processes for obtaining approval
and support from their respective superintendents and school boards to make
proposed statements official policy of the supervisory unions.

A sample of the proposed transition policy statement generated by 32
teachers and principals from five schools in the Addison Northeast Supervisory
Union is presented below.

Philosophy Statement
It is the philosophy of the Addison Northeast Supervisory Union (ANESU)
that all children have the right to equal access to a quality education. Students

with handicaps in A/ JESU shall be integrated into the least restrictive educational
environment,

Proposed Policy

« Each school will transition students with handicaps from one educational
environment to the next with maximum opportunities for emotional,
social, physical and academic growth.

« Each school will have and follow a written set of transition procedures.

» Each school will form teams which may consist of sending and receiving
teachers, special educators, administrators and other appropriate
people. The teams will be responsible for the implementation,
monitoring, and evaluation of the transition process based upon the IEP
and current policies and procedures in compliance with PL 94-142.

« Each school will provide parents/guardians with opportunities to be
actively involved in the transiion process.
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1 don't have the time.

- Forall planning team members a primary issue was that of time - finding the
time io meet and generate appropriate solutions to problems, as well as, the time
to cany out necessary activities for providing an appropriate education for
challenging students. Since this was such animportant issue for all teams, it
became the first agenda item which teams addressed before actually planning for
individual students. Building principals also participated in these initial meetings
for two purposes - first, to ensure recognition of the effort and the time dedicated
to students by individual team members; and, second, to arrange for teacher
release time and other types of compensation for engaging in the team’s
planning activities. Teams and principals negotiated a wide variety of release time
and compensating options. For example, in one school, membership on the local
planning team was designated as a school duty. Chousing to be ateam member,
then, allowed a teacher to be released from another duty such as lunch or recess
supervision. All teams also established time limits for meetings which were strictly
observed. The maximum length of any meeting was one hour.

No one knows how hard | work.

When local planning teams first formed, many team members expressed
feelings of isolation. They fearad they were alone in their planning efforts, that
otherteachers in the building or school district did not realize how much time and
energy it took for them to plan for quality educational experiences for challenging
students and to effect change within their school building. The principal played
an important role in providing team members with recognition and appreciation for
engaging in an effort generally not considered a part of teachers’ day-to-day job
responsibilities. Recognition from the principal for participation in team meetings
was only one way in which school staff were publicly acknowledged for their
innovative and creative problem-solving efforts. Centificates of achievement were
awarded to school personnel involved in educating these challenging leamers at
school-wide and district-wide ceremonies. The achievements of particularteams
and individual team members also were recognized in newsletters distributed
throughout the school district.

Iwon'tdo this.

For some teams, the initial stages of their development as a collaborative
group committed to a common goal did not come easlly. Individualteam members
and, in a few cases, entire teams exhibited verbal behaviors which created contlict
and competition and effectively sabotaged the achievement of the goal of
providing a local education for challenging students. The probler, then, was
how to encourage productive interactions among team members so that the
achievement of the goal was more likely.

One effective strategy for shaping productive team interactions was to
provide school personnel with inservice training, the content of which jocused
upon collaborative teaming. This training developed team members' skills in
giving and receiving criticism, negotiating conflict, and team problem-solving.
Team members demonstrated observable and sometimes dramatic changes in
their interactions at team meetings following the introduction of this training and
repeated practice with course instructors and colleagues. Changes were
observed in individual members’ willingness to negotiate, to simultaneously
advance the team goal of planning for a normalized local educational experience
for all students, as well as their own personal goals and opinions, evenwhen the
two appeared to be in conflict.

A second strategy for shaping such collaborative behavior was to have the
inservice trainers attend team meetings inthe role of outside technical assistants.
They modeled "appropriate” verbal behaviors which supported task achievement
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(e.g., summarizing or paraphrasing of statements) and the maintenance of posi-
tive relationships among group members (e.g., praising contributions, encourag-
ing reluctant participants).

A third effective strategy was for the building principal or the special educ-
ation administrator to intervene by modefing and supporting group members who
demonstrated collaborative teaming behaviors. The administrator also could
remind team members of the school district’'s commitment to the education of all
students in the least restrictive environment and the legal ramifications of failing
to allow for a normalized educational experience for a child.

Which students do we serve?

Each school district or local school implementing the Homecoming model
will need to develop s own eligibility criteria for referring a student to the local
planning team. The eligibility criteria has a direct impact upon the pumber of
referrals to the team and, thus, the amount of time the team will need to meet.

The eligbilty criteria for referring a student has varied depending upon the
size of the school, the numbers of potential referrals to the team, and the school
district's long-range plan for providing services to all students within their local
schools. Forexample, in the Southwest Vermont Supervisory Union, the initial
mission of the planning teams was to transition students from earty childhood/
special education programs into local kindergartens. Therefore, planning team
referrals were initially imited to this young population. In the Frankin Northwest
Supervisory Union, students initially eligible for planning team services were
those students retuming o their home schools from regionsi programs and stu-
dents currently in regular class programs who were in danger of being referred to
special class programs. Inthe Franklin Central Supervisory Union (host district for
aregional special education program), students initially eligible for referral were
those students currently enrolled in the special class program, students envolled
in regular classrooms who were in danger of referral to a special class, and stu-
dents graduating from early childhood/special education programs.

Do we need a referral process?

It is important for the planning team to specify a referral process so that local
school staff know how to gain access to the team's services. The team also
needs to develop a referral process that will give them enough preliminary inform-
ation to determine whether or not a student may be eligible for planning team ser-
vices. Ata minimum, this referral process should identify general information
about the student (i.e., name, age, grade, teacher's name, parents’ names and
address) and describe the referral problem (e.g., student three years behind in
reading, or student disrupts class). No referral should be ignored or retumedto a
teacher without some recommendation for action. If the team decides not to ac-
cept a referral, the team must justify its decision and recommend altemative
actions (e.g., student should be referred to leaming specialist, or school psycho-
logist should evaluate student).

Should we Include the student's parents In planning?

In addition to having the greatest stake in their child's education, parents
also possass a wealth of information about their child. These two qualities make
parents a valuable resource to the local school. Unfortunately, the relationship
between school staff and parents of students presenting intensive educational
challenges oftentimes has been less than supportive. It, therefore, is the role of
the local planning team to develop supportive relaticnships between the school
and students’ parents. The team not only should attempt to make parents feel
comiortable when they meet but also should strive to demonstrate their

appreciation of parents’ involvement in the team planning process as critical to
the development of the most appropriate educational plan for their child.
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How can the school staff promote
active parent involvement?

At a minimum, parents need to be encouraged to use the home-school
communication systems that already exist in all schools (e.g., parent/teacher
conferences, school open house night, or the PTO). It also Is clear that the
school can function as a referral agency, assisting parents to gain access to the
checkerboard of community services that may benefit their child or themselves
outside of the school (e.g., recreational services, family support and
psychological services, resplte care services, day care services). Whatever else
parents and teachers agree may be helpful in promoting effective home-school
partnership needs to be decided jointly at the local level.

Should ESs provide direct services?

If ESs provide direct services to students, they have less time available to
consult with school personnel and family members. On the other hand, shared
responsibility for direct instruction can be a very effective and efficient way for an
ES to demonstrate and monkor instructional programs on a regular basts.

Who should be the case manager
for challenging students?

Initially, k may take more time for ESs to train other educators (e.g., learning
specialist, regular classroom teacher, or instructional alde) to function as the case
manager for challenging students, than to be the case manager themselves.
However, such a training model has the advantage of enhancing the skills of
additional instructional personnel to promote quality programs for students
presenting intensive challenges.

Who should instructional aldes work with?

Typically, instructional aides work with a designated set of students (e.g.,
Students with severe handicaps or students with leaming disabillities) orthey work
with all types of students, regardiess of identified handicapping condition.

If all classroom instructional aides are trained to provide instruction to a broad
range of students, the various special and general education professionais may
be able to share these aides more readilv 2«!be more flexible in scheduling
aides' time.

What type of community awareness
activities are needed?

One vehicle which has been very effective in enlightening community
members, (e.g., school board members), to the potential benefits of home-
school educational opportuniies for challenging students has been a periodic
(e.g., monthly or bi-monthly) newsletter which highlights the positive effects of a
local school education. It also is a vehicle for publicly recognizing the
contributions of teachers, administrators, students and community volunteers
who make possible, on a day-fo-day basis, the many integrated educational
opportunities provided chaflenging students.

What preparation do school staff need?

At a minimum, school personnel need training and coaching in how to
function as a collaborative planning team. Additional training has been request-
ed, particularly in the areas of classroom management and the management of
disruptive behavior of individual students. Teachers also have frequently request-
ed training to enable them to respond more effectively to the specific handicap-
ping condition of a particular student (e.g., seizure management, handling and

positioning, basic sign language).
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What preparation do non-handicapped
students need?

Some schools have attempted to heighten nonhandicapped students’
understanding of the impact of a handicapping condition upon a person’s life and
their acceptance of individuals with differences through such activities as a
handicapped awareness week and the addition of a unit concerning
handicapping conditions to the soclal studies or health curriculum. A very
popular activity in elementary schools is to host a “Kids on the Block™ puppet
performance, at which students meet a number of puppets with various
handicaps whom they can freely question about their handicaps.

What is the appropriate teacher/student
ratio for ESs?

Caseloads for ESs currently range from 10 to 20 students. Caseloads will
depend upon a number of conditions existing within a school district including:
the severity and diversity of students’ handicapping conditions, the number of
schools served and the travel distance between them, direct instruction
responsibifities, other expertise available to serve students and a host of other
school-specific variables.

0 one cormrect answer exists to any of the questions posed above. There

Is no prescription which will work for all schools. The answers to the
questions and the solutions to the problems which individual planning teams
generate will be as unique as the characteristics and needs of their schools.
Clearly, as time goes on and additional schools become directly involved inthe
education of their more challenging students, both problems and solutions will
multiply. Since we learn from the experiences of others, the authors encourage
those of you who do become involved in local planning teams to share your
leamings with us and others. Such sharing will expand the knowledge-base
regarding potential issues facing local planning teams and the strategies and
solutions most effective in resolving these issues.
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Student:

Person Interviewed:

Relationship to Student:

Interviewer:

Date:

Education Placement;

A. Here are some specific home living activities. Please indicate at
what level your son/daughter participates and number the top three
priority activities.

A. Participates independently C. Does not participate

B. Participates with assistance D. Number top three priorities

1. Toileting

2. Eating

a. Uenslluse

b. Table Manners

c. Cleanup

3. Dressing

a. Closures

b. Rate

c. Neatness

4. Grooming

a. Washing

b. Bathing

¢. Brushing Teeth

d. Haircare

e. Personal hygiene

5. Clothing selection

a. Appropriate forweather

b. Clean

6. Clothing care

a. Washes clothes

b. Dries clothes

c. lrons clothes

d. Stores clothes

e. Mends clothes

7. Food and Meal Preparation

c. Cleans up after meals

d. Replenishes used kems

e. Prepares shopping fist
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8. Cleaning and Malntaining areas of the house
a

b. Vacuuming
¢. Sweeping

d. Making beds
e. Picking up

f. Choosing/using cleaning products
9. Turns lights on/oft 1 1 1 1

10. Opens/closes doors
a. Locks/unlocks doors
b. Answers door properly

11. Uses telephone
a. Uses phone directory
b. Phone manners

c. Emergencies
12. Cares for pets L1 1 T 1
13. Cares for plants in house/garden L1 T T 1
14. Others

A. Here are some common activities in which people engage in
the community. Please indicate at what level your son/daughter
participates in each one and number the top three priority
activities.

1. Shops in a store (general sequence)

a. Makes a shopping list

b. Identifies appropriate store by sign
or by looking at items in window

¢. Waks appropriately around the store

d. Locates items in the store by browsing
following signs, or asking store personnel

e. Compares prices of simiiar tems

f. Selects tems for purchase

g. Locates check-out register

h. Waits infine

i. Pays foritems

j- Leaves store with items

2. Uses public lbrary
a. Locates library
b. Locates sections in library (main desk, appropriate
reading section, card file, reference section)
c. Applies for library card
d. Selects books by browsing
e. Uses card catalogue to select books
f. Checks out books
g. Retums book on time
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3. Worships at church of choice
a. Attends related church soclal event
b. Atttends religious education classes
related to church

4. Uses bank
a. Uses checkbook

b. Terminology
¢. Automatic teller

5. Goes to doctor/dentist office
a. Expresses needs

6. Uses Communitv Services (e.g., heatth clinics,
mental health services)

7. Eats in arestaurant
a. Selects restaurant and enters
b. Waits to be seated (i necessary)
¢. Orders from a menu
d. Visits quietly while waiting to be served
e. Uses proper table manners while eating
f. Orders more food/dessert/drink as needed
g. Pays for meal and leaves tip

8. Uses public restrooms
a.Locates restroom
b. Discriminates ladies & mens restroom by
words, pictures, traffic
¢. Operates coin lock onftoilet stall to enter

d. Tollets appropriately
e. Washes/dries hands

9. Buys personal items
10.Uses the post office.
11.Uses the laundromat.
12.Uses a pay phone.

13.Goes to barber/beauty shop.

14.Crosses intersections
a. ldentifies crosswaks.
b. Crosses uncontrolied intersections
c. Crosses partially controlled intersections.
d. Crosses two stop sign intersections.
. Crosses four way $.0p sign intersections.
f. Crosses intersections with ‘wali/dont wak'’
signals.
g. Crosses varied controlled intersections.

15. Travels in cor :munity
a. Travels from home to school bus stop.
b. Travels from bus stop to school.
¢. Travels to and from bus & varied services.
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III. RECREATION
LEISURE
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16. Rides in vehicles
a. Rides bus to and from school.
b. Rides bus to and from varied services.
¢. Travels to and from school or services using taxis.
d. Travels to and from varied locations using trains.
@. Rides a bicycle.

17. Others L1 T _T 1

B. FOR YOUNGER LEARNERS

Here are sume common activities in which peopie engags in the
community. Please indicate at what leve! your son/daughter
participates in each one and if you feel any should be addressed
in school.

A. Knowledge of function C. Participates with parent uncooperatively
B. Participates with parent D. Does not participate
cooperatively E. Would like to address

. Riderincar

. Home of neighboi , raiative or friend
Grocery store

Library

. Enopping mall

. Church —
Bank

Doctor/dentist office
. Restaurants

10. Public bathroom
11. Store

12. Post Office

13. Laundromat

14. Barber/beauty shop
15. Other

(&)

©

A. We would first like to know how your son/daughter usually
spends his/her time. Please indicate to what extent she/he
participates in these activities. Then number your top three priority
activities.

A. Participates independently C. Does not participate

B. Participates with assistance D. Top three priorities

1. Play outdoor games (frisbee, darts, etc...)
2. Exercise (jogging, biking, etc...)

3. Playcards.

4. Play board games.

5. Watch TV.

6. Listento radio, records, tapes.

o1
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7. Do crafts.

- 8. Play musical instrument.

9. Sew.

10. Collect items (stamps, coins, rocks, efc..)

11. Read magazines, books, newspapers.

12. Use personal compuier.
13. Play home video games.

14. Do gardening.

15. Will join in on-going activities.

16. Inttiates own leisure fime activities.

17. Wins and loses gracefully.

18. Goes to home of neighbor, friend, relative.

19. Uses pubilic ibrary.

20. Attends movies, plays, concerts.

21. Goes bowling.

22. Goes to public beaches/swimming pool

23. Goes to the park.

24. Uses YMCA or other community recreational facilities.

25. Goes skiing.

26. Attends family vacations or outings.

27.Goes skating.

28. Attends arcades.

29. Attends parties, dances, social events.

30. Attends athletic events.

31. Uses excercise facility.

32. Follows smoking rules.

33. Understands and respects private property.

34. Knows and follows the law.

35. Others.

B. FOR YOUNGER LEARNERS
Please indicate which of the followirig community leisure activities
you daughter/son does and to what extend she/he participates.

A. Knowledge of function D. Does not participate
B. Participates with parent cooperatively E. Would like to address

C. Participates with parent uncooperatively

A|B|]C |D

. Movies, plays, concerts

. Bowling

. Public beach or swimming pool

. Goes to park

. Uses YMCA or ott.er community recreational facllities

O H WON =

. Goes skiing

7. Attends family vacations or outings

8. Goes skating

9. Goesto arcades

10. Attends parties, dances, social events

11. Attends athletic events

12. Uses axercise facilities

13. Others
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IV. VOCATIONAL

V. TRANSITION
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C. What leisure activities would you iike your son or daughter to
leam to do in the community?

A. What concems do you have, if any, regarding your son/daughter's
vocational needs?

B. Upon graduation from public schoo!, in what types of work would
you like to see himvher participating?

C. (Forolder leamers only) What are your preferences for your son/daughter's
occupation? Are there any activities tam past vocational programs or work
training experiences that you feel should be included in your sonidaughter's
school program?

D. Are there any occupations in which you object to your son/daughter
participating?

E. Arethere any jobs in which your sorvdaughter is particularly
interested, either at home orin the community?

F. Are there any jobs which are particularly aversive orunpleasantto hinvher?

G. Follows Work Directions

1. Follows gestural directions

2. Follows modeled directions

3. Follows pictorial directions

4, Follows verbal directions

5. Follows written directions

(For Younger Leamners) Your child will most likely be moving from my class to
class at within the next
years. Can you suggest any activities that might make the transition
as easy as possible for him/her?
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V1. PARENT !
TEACHER
COMMUNI-
CATION

VII. SURVEY
OF PARENT
INFORMATION
AND

SUPPORT
NEEDS
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A. Please indicate which methods of communicating with the
teacher you would prefer to use and how often (Please Specify).

Use-yesor no
Haw often - Daily ? Weekly? Monthly? Other?

USE HOWOFTEN

. Log book

. Informal phone contact

. Phone call night

. Newsletter

Home Visits

School Visits

. Parent Inventory

. IEP Report Card

. Soclal Integration Report Card

COMNONHRWN =

-k

Other

B. Please place a check mark (x) before the kinds of information you
would like to receive from and share with the teacher.

1. Progress on IEP objectives

2. Social interactions with nonhandicapped peers

3. Classroombehaviors

4. Medical information

5. Input from support service providers (e.g., Occupational
Therapist, SpeechvLanguage Therapist, Physical Therapist)

___6. Daily classroom schedules and routines

____7. Specialprojects

____8. Community-based training programs

___9. Information about staff (teachers aides, peer tutors, etc.)

__10. Information about school

__11. Mainstream programs

__12. Peertutor and peer buddy programs

__13. OTHER (please specify)

| would like to receive information or assistance in
any of the following areas:

A.YES C. PRIORITY
B.NO D. RESOURCE

AREAS:
Parent Support Group

Behavior Management

More Input into IEP Management

Community Services (e.g., ARC, VFF)

Managing Family Stress
Teaching Communicaiion Skills

Teaching Sex Education

Speech and Language Therapy

Area Recreation Program
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VIII. STUDENT
PROFILE

Future Planning

Teaching Self-Care Skills
Teaching Domestic Skills
Teaching Community Skills
Counseling Services
Transportation Services
Resphe Care Services
Legal Services

Advocacy Services
Employment Opportunities
Moedical Concem
Residential Opportunities
Accessbility

1. Name of leamer:

2. Age:

3. Major strengths:

4. Major disabilities:

5. Seizures: OYes DONo

if yes, type and frequency:

Medications and allergies:
6. Other pertinent medical problems:

7. What are

(leamer’s name)
a. Major means of mobility:

b. Major means of communication:

¢. Major disruptive or inappropriate behaviors:

d. Likes: Dislikes:
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8. Whatis toileting procedure?

9. Whatis feeding procedure?

(learner's name)

10. Additional helpful hints and ideas including instructional materials
and procedures, behavior management procedures:

11. What adaptive equipment does the learner use?

| 62
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Appendix B.
Survival Skill
Checklist

Directions for next
grade teacher:

Directions for
current teacher:

62

EEE Teacher: Ms. King
Kindergarten Teacher: Ms. Scott
School: Rural Elementary
Class/Grade: Kindergarten

Foreach skill listed, X whether the skill is expected
of the majority of your students at the beginning of the
school year, O those skills which are critical for
SUCCESS.

If there are OTHER skills not listed here that you
feel are important, write them in the additional spaces
provided.

Using the scoring system indicated in the KEY
above, rate the learner's skill level for each of the 25
listed skills.

SKILLS:

1. Begins work within an appropriate time without
extra teacher direction.

2. Stays ontask without extra teacher direction.

3. Completes tasks within alloted time.

4. Does not disrupt peers.

5. Participates and/or follows task
directions in a group.

6. Answers teacher's questions while in group.

- Participates at appropriate time (e..g., waits for turn,

walits to be recognized in a group).

8. Locates materials and replaces or puts them in
order when finished.

9. Follows general rules and routines
established in classroom.

10.Compiles with simple directions.

11.Follows 2-step directions.

12.Follows 3-step directions.

13.Follows directions provided at a previous time.

14.Follows directions provided to the group.

15.Engages in social/recreational activities at
appropriate time.

16.Initiates contact with peers.

17.Follows rules established by a group.

~
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KEY:
| = Independent
P = NeedsPrompting
O=CannotDo

A. Expected atbegin-

ning of the year.
B. Skilllevel of
leamer.
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18.Shares, exchanges materials.

19.Settles minor disputes with peers.

20.Maintains socialrecreational activity with peers for
appropriate length of time.

21.Secures teacher/peer attention appropriately.

22.Asks for help, information or feedbaci.

23.Gives feedback to others, (comments on
peers action or products).

24.Makes a cholce or indicates a preference.

_25.0_ther.

Priority Skills in Need of Instruction
1. Simple directions
2. Asking for help
3. Making a choice

Adaptations for Participation
1. Buddy to assist in following group directions
2.
3.
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Appendix C.
Daily Schedule
Student:
Date:
Survival Skills & »
Time Educational Program Activity Location
Needs To Be
Addressed
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frer

Person Responsible

Educational
Arrangement and
Adaptations

Functional Materials
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Appendix D.
Student Class
Activities

Student:
Teacher:
Date:
School:
[ime  Activlty  Location Amrangement  Materials
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Appendix E.

Classroom Activity
Analysis Worksheet
Classroom Activities Appropriate for the Stucent?
Activity SSS’S: Lqﬁ.tv'?tg/ Asls w':gtd:';m:: vg,a:m a/gseirsstoa:i'e Specific Adaptations

YES| NO| YES |NC | YES| NO | YES | NO
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Alternative Activities for Students

Skills in Need of Training

Activity

LocatiorvGrouping MPers. Resp.

Materials
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Appendix F.
Observation Sheet

Task Skills

1. Information and
Opinion Giver

3. Information and
Opinion Seeker

5. Direction Giver

7. Summarizer

9. Timekeeper

11. Energizer

Other

Other

Relationship Skills

2. Encourager
of Participation

4. Tension Reliever

6. Communication
Helper

8. Evaluator of
Emotional Climate

10. Observer of
Process

12. Active Listener

Other
Other
Reprinted from Human relations and your career: A guide
m_umxﬁcmnﬂ' skills, by David W. Johnson. Englewood
69 Cliffs, NJ: Prenﬁce-Hmff Inc., 1978.
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