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ABSTRACT

[

» . . .
hd . A . t

There have been considerable changes in the llterature regard&ng

v “

.the education for children. with severe challenging needs in the last

/ ~— ; . ’

decade. Many of these changes focus on the concepts of normalization,

' L
integration, ‘and “the, instruction of functional programming. These

B

recommended changes have been referred ‘to by several authors ~ as the
indicators of "best Education%l-practices." Widespread use of these

QFactices is not .currently evident in many - Alberta classrooms.' The‘

iterature was initlally reviewed o determine the effects3'that

different‘approaches to asSessment ‘might have on curriculum selection,
7 . T ,
and program development and/lmplementatlon.

o . Ty - o
, Theucurricula selected as gu1de11nes for instruction will have a

profoundqaffect on the extent ‘to which the changes in the 11terature

will be reflected in the classroom. Curricula are the means$ by which'

»
| -

:the values and expectatlons\for programming are put into practice _in

the claserOm. The ‘author examined 16 curricula currently known to be

] v (

in use in Alberta in the education of children with severe challenglng

[
1}

needs. A( review of the. 11terature was -conducted ang 4l program
i P M v ’ ,’ . | v

. .

indicators of '"best educational practices" pertaining to curriculum
content .and imblementatiop were developed. The purpose of this study

was to determine the extent to which the 16 curricula reviewed

’

reflected the valnes and expectations snggested in the literature. A
matrix was developed with the 16vcurricula'forning one ‘axis and the 41

indicators  foérming the second axis. The presence or absence of the

“indicators in the curricula was determined. Inter-observer

1

. § K
reliability measures .were conducted by .determining “the agreement

." o iv

<



_corrected by.chance. Results.of the reliabil 'y measure indicated a-

. " - . N ' .
high rate, of agreement between the reviewers. - -*,’ g
$ Forty “of ; the indicators’ proved to be rellable indicators which -

have, the capabilitybof success{ully differentiating among curricula.

*

‘The curricula were then compared ‘in the form of a bar'graph t((“

determ‘ine"‘which ,curricula contained the. most indicators of 'best

".e_d-ucat-ion practices.”" = ‘Six ‘curricula  were found to have. over 35

'\\ v,

_indicators present.’;"\;\Alberta Cu""rriculum Guides, both .the 'Trainable

q'

" Level and the Dependent Handicapped Level did not con}ain a sufficientv

.nUmber of the indicators. A rev’iew and revision of the Alberta Curricula is’

~

. X

recom mended.

.
\
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_CHAPTER 1 __ o

_ Sé!eral notable changes haveléccurred in the 1iterature:over.the'
~past decade ih regard to what eenstitutes the tbestlpractices“ in the
education of children with severe‘challehging needs. Althgugh-these
changes haVe beeh powerfully>and eloquently stated, "this author and
‘many reseerehere'have noted thet the practices heve.not been evidenced‘
ih “the . classroohs in va censisteht and -dide sbread manner 'tBates,
Morrow, éancsofar,l&vSedlek, 1984; Green, Canlpe, Way,,& Reid,l1986;
Meyer;iEiéhlnger; & Park Lee, 1987; Wilcox & Bellamy, 1987b) ~ The
' curricula selected for 1nstruct10n will play a plvotal role 1n the
extent .to whlch philosophical chenges .w1ll‘ be ev1Qeneed "in the
classroom. Although Webster's“Dictlohary describes a curriculum as a g‘

L S

"set. of courses", many curricula contain much more. In addition to

.

' the listing of skills to bé taught, often there are a philosophy

statement, assessment strateg-lesl task analyse, teachlng procedures,

I

methode of'mohitoring progreés; methods - for adaptlng programs and a
varlety ofiether components. Some currlcularare even accompanled by
Msuggested'teacher training packages. Why then thls absence of change.’
in practice Wlthin mahy classrooms° " Do the currlcula currently being
utillzed sufflciently represent the values and expectatlons suggestedh'
L in the 11terature° If the valuee and - expectatlons are represented,.
are adequate- strategies fﬁr"lmplementatlon prov1ded? Is the
curriculum which is selected the "best"bchoice?

The approaeh to ;assessment emhloyed ‘by_:teaqhers,lAconsultants,
specialists, ahd.other related eervlces can have a powerfhl impact on
the selectioh of”eseesement’tools, thebselectiqn of program?éeals, and'

3
. r

N .

.Y
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on the currlculum from which ppograms are selected. ‘ The-extent to

which the approach they utllize reflects the changes cited in the
. e
llterature, will 1nf1uence the ampunt of change evidenced in ‘the

a .

claSSroomJ_ One likely reason for the lack of evidence-of change is

< -
L]

the dOmlnant impact of the medlcal model and its strong grounding in av
» developmental approach to assessment and remediation. Many of the
children w1th moderately anu severe _challenging needS'din the past
received any available interventions(within the institutibns in which
they were housed or in‘therapy and activity settings.ﬁCurricula were

-

develeped to sérve these children, many of them based on devefbpmental
logic. OAs the children began to ‘move out of the institutional
,settinés xahd into ‘segregated classrooms; and EVen into the typical
classroom, the tradltlonal approaches' to assessment and curriculum
development followed the chlldren. Ihese programs have a tendency to
iocus on pre-academlc shills taught in segregated environments. 'Ana
emphasis is placed on the teaching of component skills rather than
whole activities (Fewell, &.Cone, 1982). As the children continue to
move into more integrated environments, not only within;,the _schooll
setting,; but in the home, school, and_community_enyironments'as well,
teachers, parents, agvocates, and'people'in the community haye become -
”more aware of the ‘fact - that a developmental approach‘to the education

i

©f children w1th moderate or severe’ challenglng neet

\.

. hcyond the
preschool years, ‘may not adequately equip the child with the skills
necessary to interact eéfectively in‘these integrated environments;
Those advocating "best practices" in todays classroom would argue
that _the primary goal of public education should be to 'prepare o
.stuaents for their adult role within society. In order to achieve,”

’ ' X
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‘ | ) | j}
~this goal Fox and his associaﬁes (Fox, Thousand,'Williaés, Fox, Towne, .-
‘Reid, Conn-Powers, & Calcagni, 1986) would advocate tﬁat égrriculap
expectations: for éhildren with sévere:challenging‘heeds, from.their h>
earliest experiences iﬁ the educapional §§stem should be functional,
.pumulapive and longitudinal.invnaﬁhre. *iou Brown and his colleagues
weﬁé«some of tﬁe earligst proponents.of.this chéhge in philesophy. 1In
.théif posi;ion‘papér, they proposédfthat the "critéfion of ulti;ate
func%ioning"_be utilized as a-“measure of the functionélitf of avskill
for an individual (Bfown, Nietupski, & Hémre-Nietupski, 1976). ‘The
concept of a functidnél—ékill?wgé design?d to include the variety of
skills which are fréquenti& demanded from'fdily functioﬁing adﬁlts‘in

natural, domestic, vocational, and - community environments. ’They'are'

‘Agki1i§ wh?éh.,ginfluenceA a - studént's ‘?gbility - to- function as
‘;%ﬁdéﬁéﬁdéhﬁiyl”and' as productiveiy as possible P(Erowqﬁ Branston~
'. §cCieaﬁ{»§éuﬁgért, Vineent, Falvey,'Schfoeder, 1979). I% contrast to
developéeﬁﬁ;ily based curriculé, functional cufriculé fgcus qn tﬂe
‘need to develop instructionalAexperiencesvthat~are hs_chrohblééigaily:
»age-appropriate as possible and teach skills within the .coAtext of
" .whole activities. 'Functional'curricula focus ;n assessmenﬁ of éurreﬁt
and future ‘;ntégrated _envirohménts .tov determine the student's
individual,edﬁgg?ional needs. o | - | |

In the‘pa;§ thé focal point of many professionalé, educators, and
those in the " community, lhadv been to viow childrén with sevgfe
challéngihg;needé in terms of‘whag'the individuals were nbtiable to
do, rather that what they were capable of doing (Séarl, Feréﬁsoﬁ, &

Bilken, 1985). 'This focus ‘makes’ it difficult for people to see



students and aduits with challenging needs as conibibutihg members of
society.. Bates, Morrow, Pancsofar, & Sedlak, (1984) studied the
efféet of functional versus nqnfunctional task performance . on the
'attitudes and expectations of college students viewing a video Eape of
a youné woman with Down Syndrome. Slgnlflcantly higher expectations
for the woman's future were predlcted “for the woman when she was
* depicted as , being 1nvolved in functlonal, integrated, énd age .
appropriate actiwvities. The functional approach bﬁilds’upon skills
that a child ‘could do, or can do witﬁ' partial assistance or
adaptations. ;t focuses on the teaching of . skills . which wiil be

r
valued by others. It assists in increasing o&r expectations for the:

Eﬁtuig;

Over .the past decade,_ as well, there has been a growing

/

’con301ousness that educators must be accountable for the 1ntegr1ty
their educatlonal interventions and for ‘the ‘significance or value.
parents, beers and the community place on fhe skiils the child hgs
{aéﬁuired (Voeltz & Evans, 199@). As a fesult, educators mhst begin to
play a much more active role inﬁthe decisién making proéess. There 1is
now a need 'fqr school 'disiricts “to .dévelop 'Egyui missioﬁ:Astatements
which clearly define'the'skillsz knowiedg%, and attitudes they wish to,
téach as a result ¢ thei; educational interVé?tions. These vélues
must apply not only to the child with challenging needs, but also to
thelr nonhandlcapped peers and to the community at 1argeA- Educators‘
must Dbe continually ad justing aﬁd re—adgustlng their intervention .
strategles to ensure congruency between their mission statements and
:the res;lts of thelp_1ptervention§..

R oN
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Rationale for the Study .

The Alberta Guidelines and Instrument for Evaluationvof'Special~
Education Programs and Services were reviewed. These guidelines are
designed to provide a framework w1th which to reView the quality of

. educational programs offered to'-studentsu\within “Alberta. -i.This
?ramework ;rovides 'evaluatiom in five areas: student, teacher,
programs, school, and the school system. During'the review it was
'noted that these”guidelines do not appear'to reuiew the -curriculum
content or. the method of implementation of’the'programs. These are
two‘very critical areas which must be considered when determining the
quality of an educational progranm. . | | |

A further review of the literature~revealed that there did not
appear” to be. available any structured guidelines or . formal or
informal methodology.with which to review curricula, :The.curriculum
plays such a pivotal part in the determinatioh of the ‘educatiohal
validity of an‘educational program; It%%ot only‘sets_the course ot
study, but also. often provides guidelines for':assessment, goal
selection, and implementation *andf evalu%tion _pnpcedures. ' The
literature' review also . revealed hthat there apparently‘ has not been
established 1quality iﬁdicators of= a "good" “curriculum. Thus few

'guidelines ex1st to aSSist in the selection.of a curriculum or the
1review of a curriculum presently in use. |

In-the course of the review three articles were examined that had

.attemﬁted to establish indicators of“"best practices" in the field of

v M— .
education of children w1th moderate or severe challenging needs. Fox .

and his colleagues (Fox " et al., .1986) established nine "best

educational practices" and their quality indicators with the'primary“
- : S - . . - - .



v
N N

-

_purpose in mind of improving the state-wide delivery of speclal

-

P
N

‘education ‘in the state of Vermont, and related services to learners

with severe handicaps and their parents. Meyer and her colleag os

2L {
4

(Meyer,. ,-Eichi_ngér-,A Seunghee, - 1987) developed. 123 'ite'ms represent‘fn§

quality indicators in e’ducatiohal -services for students with severe
disabilities._ They were derived from a search of the literature and

by polling experts. The indicators were rated by.six'gr‘oups.. Mean

ratings for  each of the indicators - were calculated in order to

determine tHe support afforded eaeh ‘of the indicators. Thirdly,

‘Wilcox and her colleagues (Wilcox, Jackson, Overdorff, & Flannery,

1987): included a review of the indicators of effective ‘schools and

" then presented the implications of the "review for ‘programs serving

studgnts: wi-t‘h severe” handicaps. . The. beviéw was  designed to assist
N - \ : y N ‘b_v » v ’
program administrators and their staff to- review their programs .and
then establish the quality indicators’ present in their brdgr‘am.

Strategies are thiar_x_pr'esented'_ to facilitate the development of the

«‘qu'_ality indicators which may be missing from the program..

The 1indicators Ader'ived “from bthe"abOVe studies did not

specifigally-address curricula. "I"he‘ studies‘valso did not r-eveal any
systematic application of. the indicators .o; a comparison of
app_lica-tione in order to determine the reliabilitﬁ"x,of the indicators
as a method” of : r-e‘viewing an egiu'catio'nal program for children with
eevefe' challenging needs. -‘The purpose: of this study WVas ‘to de_ter'mine‘

the extent to which ‘the most recent curiﬂiéula, known to the author,

-

‘ref‘lect the :c‘han‘ges' in philosophy evidenced in the 1literature. The

present stl;dy represents a systematic application of derived quval'ity

iﬁdic‘ators to validate .curricula currently in use in .Northern

.,



‘Albe_r't.a. The reliability of the inicators will be established by

coigaring “the results .of a tprimarx obséryer (the author) and a
o : ' ' . Cetted
secondary observer.

el

" The instrument iéinot designed asfan evaluative procedure. It is‘
designed as a modél to b;wpersonalized by individual sc@éol’gystems;\
The intepded purpose is fdf-;ystemsyigfgéfgrmihe thgir educationai
value system, qperationélize thé values ih the form of indicators and
then use the indicators to deteﬁmiqé thg "best match" betweén their
values -and béliefs‘ of quality> edﬁ@gii&nal programming_ and . the

" eurriculum or curricula which éest exemplify tﬁe§e'qualipies.v I1f suéh

a match cannot be estébliShed then the indicatorshcould‘be useful as a

guideline .to modify a curriculum in order for it to better reflect th

values of the school system. If a'school disthict>decides/to.*asé
instruction on individual curriculum sequences the inéﬁrument could

also prove useful.as ‘a check to ensure all necessary elementg have-

\

Summary °

-Educators are thus faced with many difficult decisions concerning.

]

been included. ' o '§r

P

N

"the mérifs'pf one program over another. Many of the judgements are:

based on. our ‘own personal value system.. The purpose of this study was
to develop a forﬁat with -which to operationalize the 'values and

.‘expectqtionslbf,func;iqqal pbogramming. Curricuié!wére examined using
the instrument to determihe'how many of these values were reflected in
each of the curricula.’ "The purpose of tﬁé development of the

instrument was to determine if. one could.'empléy such' a device - to

reliably evaluate a curriculum Selected, to be utilized in the

w
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education of a child with moderate to severe challenging needs.

>

For the purpose g%ﬂphis study, children with moderate and severé
challenging needs refer pd children who would have traditionally been

labelled "as - moderately oqdwsé%Erely mentally handicapped, multi-
) \\ . oL :
handicapped, or autistic . The reference* to ‘the ‘challenging needs
v : ~ . : -
refers to the necessity;of modify&pg their educational programs such

that their néeds will be minimized by the development of

individualizéd pbogramming strategies which emphasize capitalization

of their strengths and the’ development of their full potential"

1
independence in adult life.

Chapterg 2. in this 'study is. a review of the appboaches'_to
asseésment agd'hoﬁ they -may influence curriculum‘seleétion, Cﬁapter’E
is a reviéw of the literature-which‘summarizes what curpent literature
" would geem decessary for ar educatiénal» program to be considéred
édﬁdétionaily 'yalid1 A degcriﬁtionb of .each of tﬁe curricula ‘is
provided in Chapter 4. Chapter 5 provides fhe metﬁgﬁé and procedures

4

used in the application of the instrument and a definition for eéch of

, . ) : 9,
the indicators. Chapter 6 provides a description -of the results of -

. e & ‘ , .
the application- of the instrument.  The final chapter pr}vides a

discuééibh\of‘the results and implications for future research.

i

»



« ° CHAPTER 2

s D ASSESSMENT APPROACHES

A variety of assessment approaches have been utilized with
children. with severe challenging needs. Assessments aré_conducted to

gain information about a specific child in order "tc make a number of

different decisions. Assessment information can :be useful for

screening children to determine the extent of their special needs; fog'

determining the _most appropriate  educational placement; _for
détermining educational programming needs; and for the purpose of '

.evaluating the- children's progress, or the ' effectivéness of the
_ program intervention.

- The approach the assessment administrator takes to assess, and.

>

the instrument employéd) will. be determined  by" ﬁﬁe'Aburpose‘ of the
aésessmeht and - by the theoréticalA philosophy of the admihistrator;
The different iﬁstkuments Qill-offer diffebent typés of infor‘mation.w
Upon combleﬁion Qf rthe assessment 3%@@ adminis;rg}oﬁ's‘:educatidqal

philosophy w111 a1so iﬁfluence the‘ihterpfetation of the results and
the detérm atde ahd the select}on‘ of 'edhcational. goals. The

prEiOritieg dg&ermined will Have a large impact on the functionality of
long gnd-shobt term goals selected. Theoretical philosophy will: also

influence many other factors such as the procedures suggested to teach

-

the goals, whether to teach the goals in isolation égéhs‘functional.
N - L.
units™s¥*behavior, and where the instruction shoulqvocghr.
“tw‘As.éducgﬁoré.begin to‘Y?el iess‘compelled to.label and_segregafe
children,  a shifﬁ_in the focu; of assgSsménp_away from funding. and

9 R }
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placement ‘issues 1is occurring causing movement towards a closer

examination of the instructional environment and the development of an

{/\\\\educational program suited to the child's individual needs (Ysseldyke,

- & Christenson, 1987),r The major goal of assessment must be focused on

?Pbropriate educatibnal\programvdevelopment;

For the purpose of this study the various assessment approaches

. w1ll be examined %o determine how the approaches to ‘assessment

influence _-the = selection of educational goals and E curriculum

development. The advantages and dlsadvantages of the approaches will

. s .
also be rev1ewed. , - _ : s

e The Developmental Approach

~ The normereferenced developmental approach identifies ‘tasks

10

‘normally performed by children 'in a hierarchy of’ developing skillsv"

Develgpmental logic assumes that the best order Qor teachlng skills is~

> g

the chronologlcal sequence in -which n@hhandlcapped children _are7

assumed:to acQuire'thenskills. Two major types'ofatesiingfyhioh‘apel

.. sequenced in a developmental order and” have ,-been utilized. with

@

© children with moderate and severe challenges.are (1) the Standardized

s . ’ A

. : . Lo
Achievement Testing and (2) some Curriculum-Based Assessments.

. These two types of tests - are commonly utilézéd in the regular

vclassroom. //ﬂs school aged children - with moderate’}and " severe

S

challenglng needs are beginning to return to the regulag classrooms, )

as a result of the integration movements, there 1s an +increased

‘possibility that these - types qf 'testing 'vill " be’ increasinglleiit7

*

~applied. ' Let us first examine the advantages and disadvantages ofﬁ

these tastlng methods for normal,.children}jand; children_ withw,mildly. o

~ . - gl -

R
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«challenging needs and ‘then examine the results of dévelopmentai:

'testing with children with moderate and severe challengihg.needs.

Standardized Assessments : oy :
Standardized assessments such as Standardized Intelligence Tests

haue often‘been utilized to diagnose a handicapping condition or to‘
compare performance with other students.
o ’Advantgges. “The diagnosis is used to help explain why the stullent
does not achieve. The diegno;is of a handicapping conﬂitionnisﬂoften
completed for the purpose of determining placement]of a childvor for
‘hdetermining theichilde'eiigibiiitp for funding.
R ’ L R

-~

Disadvantages.; éempling practices promoted by standardized tests

"have been shown to be of 1limited use in helping teachers meet the
daily instructlonal needs of most low-ach1ev1ng students (Jenkins &
Pany, 1978). One of the reasons fOPqthlS 1neff1c1ency is that.many of

- the items of our more promlnent tests do not correspond well with the
>curricu1um programs used in schools. An IQ test 1s not very useful in

v determining where a student is relatlve -to expected currlculum-based
criteria; The results of an .IQ test cannot be used to develop

-

~ program within a given currlculum (Tucker, 1985)

»

{

RS The materials used -within “an - IQ testing situation“are‘ not
: \\\kateriaIS»commonly found "in the norual classrdom'nor}are they 1likely
to be found in the‘ child'sv natural_ environmentf .- They are 'useo”.to.
hproject what thé child's performance7 uould. he. in ‘future normalx
environments with normal.instnuctionai materiais.’r |

-~ . : ’ <

- 2 o -,
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There has Been strong criticism leveled against ~_thé use of
standardized tes;ing' for the use of diagnoéis éﬂdu fundiﬁg.fSkakun;
{98f). Much of thé availablé resqurces for‘fuhding has been taken\ug
in the'gqmigistration of Sténdardized Tests leaving few dollars %or\

~actwual prevision of infgrmation relevant to educational intervention
‘ ' 2 3 P r : . . ’
for the child. v
.ot

o )

—~
' Curpicﬁ}uﬁ-g;sed-Assessﬁent .
| In curriculﬁm-based ;éseSément'thé essential measure of  success
in'educaﬁion is‘the'sﬁudentrg/progress in the éhrriculum of the local
school.(Tucker, 1985) . Curriculum’aécohding'to'Tﬁcker is.deflned as
the "course of stﬁdy" ;dopted'by a given school s&stem. 'Curﬁigulum~ :
based assessments‘ then meashre the levgl:'of achievement of ?i'giVeh
étudent in terms of'%he expegted putcomés pf the SChOQIQ Assessments'
whiéh are curricylum-basea will usuailyvféliowlthe 6}def in wﬁich the’

_;curriculum is‘designed; If the curriculum is deveiopmentally baéed,
then the assessment’ will also, in all- likelihood,: follow a
developmentally based orientation.

- The student's pefformance wiEhin the course'contedﬁ;fg‘éssegse&,‘
for the purpose of determining the Stude&i's insérudtional needs. The
data received is tﬁén_used to make’scbeening, referra;s'fof'further-'
testing: or placement, ;IEP -blahning, pupil prpgréés, and program
-dutécmeldecisions (Deno, . 1985). o | | |

Advantages: ~Children with "wildly challenging needs.  Data

collection,” interpretation, and application are interwoyéﬁ,functions

whose briméry goal'is'to facilitate the»instrhctidnal decisiqn-makingb



‘process. It is used to control the task diffioultj by adapting or
modifylng the various 3331gned tasks to match the- student's abllltles.
Teachers prefer to rely on ong01ng assessment of student performance
on curriculum, tasks to make ~Judgements about student aghievements

rather than competence in the local school curriculum. They are

individually referenced so that judgements can be made about whetherva

student's current rate of progress is an improvement over that.

student's past rate of progress. They are also peer-referenced so
“that ""normality" of a student' ‘ performance can be reliably and
regularly determined through locally developed peer sampllng.

Tt

Disadvantages: Children with .miidly-_challenging needs. Although

”curriculum-based assessments do measure entry level skills, .and

"response to.instructional demands of graduated task.diffi\ulty, they

do not measurejtésk relevance match between‘the child and

They aSsume“thst.all-tasks are necessary and lower level success is a

»v &, o . ) . -
prerequisite for entry at a higher level. The currlculum is typloally

,_wrltten to meet the needs of the average student. AdJustments are not

'._generally made by teachers for students who deviate 51gn1fT\antly from

their grede level. ' " ’ o s

i

.

Advmtagea. Children with moderate and ‘severe challenging needs.

. ‘_ : . ] . .
. The ; skills are typiecally vorganized into‘ domains- .that correspond 'to

v

‘:major areas- of Chlld development Such .as gross motor, fine motor,.

' perceptual c%ggltlve and self -help. They target those behaviors

typlcally classed’ as developmental mllestones (Donnellan & Neel, 1986'

~ Wilcox & Bellamy, 1982);‘ The testlng prov1des a global plcture of the

13

the task., -
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child's abilities' and provides a common .ground for reportlng

\

: peﬁformance.llevels (Orelove & Sobsey, 1987; Snell, 1987). .Complex

‘

skills are broken down to facilitate the measurement of a child's
) | o . ; .

ability level within a specific skill hierarchy.

. : Q "'% .

~

Y

oy : ) ' .

-Disadvantages:_ Children with moderate and severe challeﬁgin&

needs. Students with disabilities who might learn at a different rate

&

are usually seen as lagging_ behind in the growth process.:;-Failed

items are then re-written 'as_ goals, - The  assessment -seldom yields

N

- objectives really needed 'by individuals w1th handicaps (Snell,

o

i

. 1987). ‘Chlldren w1th moderate and severe challenglng needs forced to
remain w1th1n a normal currlculum wlll get further and further behind
"and wlllAbecome more entrenched‘within the failure cycle. Many of the

skills targeted maj never'be'learned. As'thelgap widens, the child's

©

e

instruction often becomes more and more isolated from the other

children. This ‘often leads to removal from the natural classroom’

s

‘environment. -

L}

This approach aésumes there is unl}é&téd“time *f'or teaching. This

test to teach method is llkely to have little 1mpact upon the ultimate

attainment- ‘of 1ndependence and self—sufflclenCy (Holvoet Guess,’

Mulligan'& Brown,'1980) Total rellance on. developmental assessments

1s unllkely to result ig the development of curricula relevant to the.

needs of»students,_espe01ally as the students reach upper'elementary
P A L o » . .

.  aqd>secondafy levels.

A further difficulty in the .selection of age 1inappropriate

currieula is that it often results in the corresponding use of age-

inappropriate-materials.oOnsidered_necessary to teach the "readiness"

/

J

£

[



skilyg. Thg;e’ materials arét;itemé oféeﬁ' not usefgl ih everyday
lives. . fhe. teaching of ‘ age inappropriéte skilié*ﬁ\ﬁiph fase '
inapprop}iate materials will iny sgrve to devalue a;d déhumanize
childﬁen‘yith moderate and‘seVére Challenging needs. f\\‘
.‘.A‘;devélopméntal approach asSu@es that ﬁnormal' develogment is
»sbnonquus with nécessar& deveiopmént" (Wilcox & Bellamy, 1982). It

also causes the educator to focus .on the particular form of 'the

.

behaviorlrather than its function (White, 1985). .- It rdrely considers'
'.adaptions of.- sequences " to facilitate the partial participation of .

children: with m%ﬁerate'énd severe challénging needs.

-~

_/{ ’ The Basic Skills Approach

g
The “"basic skills approach" (Wileox . & Bellamy, 1982) to

~

} ) .
assessment and program planning is very similar to that seen in

regular-classrboms as developméntal programming. S It ié an approach
seen  commbﬁly in classrooms ‘containipg_ children with moderate and
somewhat higﬁer challenging needs.“ Thé 9ﬁrriculum is arranged in a
dgvelopmentéi~ sequende. It focuses on. the main academic SKiiis
'.requireh in thélnofﬁél classroom. |
Advantggés..rfhe basié skills.approabh focuses on similar programs.

a

to those 'used' in and the typical classroonms. The curriculum ‘is

“ arranged in a developmental sequence. These may - provide common
. . - h = o Ty
reference ' points when special . education. and regular . education

. ; ; s . 3
. educators are exchanging information.

’
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Disadvantages. The basxc skills approach often results in little

-

adaptatlon from programming seen in the typical classroom, although
there may be a much higher concentration of practice worksheets. The
curricula is organizec. around the "three r's", but these «are often
taught in isoletion. ‘ .
The model ignore§ the fact that. evenyday' life may demand that
several competent.academic ekills be requinec at one time to compiete
- an actual.prcblem. The student is often unprepared to be able to pull
r
this 1nformatlon together, or even to'recognlze the necessity to do

so; as he has been taught to only work in 1solatlon. In addition, the

'vkeal world requlres many skll}s be31des academics; The;cnild may'be

ny of the extension skills such as the basic communication,

16

‘basic orientation and mobility skills, and - basit soeial skills.

A, ,
required to complete the task.

ThlS method becomes more and more 1nappropr1ate as the child gets

T

s

older. The spread between,thelskills;the Seyerely challenged child is

‘acquiring and those his age-peer is acquiring will increase greatly as .

s

the number of years in school increases. As the . Chlld reaches
adolescence he may\stlll be learning to grasp a pencil 1n order to
'color within the llnes, while his age peer may be- learning to

" manipulate materials in an industrial arts program. The- instructional

time . required for a whild with severe challengi’ng needs to acq'u'i‘re

basic academic skills may be quite extensive. In actuality,ﬁ the
student may never become proficient in some skills. - The amount of
time required-.to train the basic skills will take away,substantially

from the time avallable to "teach —-mores funCtionai‘,and readily

appllcable skills. The’failune to pnogress quickly and the lack of

-



functiosal use of, the -skills ' may, alsc .phibit "the student's
' j.motivation to learn.

There 1s also little attempt to modlfy the acceptable form of the

a

behavior. Therefore 1tems mich as calculators would not be'con31dered

to perform>thé same. function is adding by memory. Although teachers

"who speciallze 1n teachlng students w1th special n@eds ‘are becomlng N

more aware of these 1ssues, as more and more hahdlcapped students

begin to move lnto 1ntegrated settlngs the danger becomes greater that-

a‘.heayyv rellance fonn,thls__type of _currlculum could.-agaln, becomeja
" common aQe:unlegs teachers of regular classrooms are made‘aware"of.

-

the-piffalls.-

Applied Behavioral fsychology Approaches to Assessment

Applied behavioral psyéhology has worked closely with special o
.education personnel"especially' in the _infancy stages of program
‘development for ‘the srverely ‘challenged. This approach did not - R\\\\f

directly address the issies of instructional content; It d1d however

‘

provide new powerful instructional' techniques _with which 'to teach

selected - curriculal In -the fapplied ’behavioral approach targetA

behav1ors were 1dentlfﬁ&&\_;?hfortunately many of the first students

- .

", were ‘living in 1nst1tut10ns at- the tlme and as %uch had developed some

very bizarre_.and 'strange mannerlsms - These behav1or§ were often seen

”

as aggressive and maladaptlve. The programmlng then became foeused on -
the "ellmlnation" of behanOPS thaﬁ were Judged by the teachers to be-*
» . Lo
maladaptlve, 1nappropr1ate_?\or. 1nterfer1ngj'respon3es (W1lcox,'é&

A
~ ’

.. Bellamy, 1982). The programs then became.focused on what'later Was

“ . . B - N i . e
. .

‘referred to?as’"dead man" goals which were goals that even a dead man.,

s



could do._ An example of suoh a goal mlght'be, "the ohild will remain
‘.
'seated and W ll not make any n01se."' Little concern was expressed.for

R

what the child was’ Iearnlng as he sat still. Artificial reinforcers

were often employed to motivate the child rather than examining.the-%

act1v1ty he was d01ng while remainlng seated to determine it the

act1v1ty ‘was naturally relnfor01ng. It was presumed that one must.

flrst ellmlnate ‘the 31ntenfering behaviors before targeting new

‘adaptive‘responses and beginning_sklll building.

The student' was held in a "get ready"' holdlng pattern. Thisjj

,delay of 1nstructlon wasted valuable learnlng tlme, often caused the y'

.Chlld to be seen 1n ‘a very negatlve, devalued connotation and may have

-

ellmlnated the child's only way of controlllng their environment (La

-~ Vigna, & Donnellan, 1986),
This ‘'"reductionist"® orientation caused  educators to focus  on

single, isolated behaviors (Guess & Helmstetter, 1986). The designs

kS

. | » ~
often called for the behavior ‘to .be eliminated in one environment

befome the student moved into the nekt.

This model did however - teach special education persons the need

to carefully define the behavior one had targeted and develop precise -

data sheets and ‘updating " decision models. - Technology for ‘task
analysis of behaviors also grew out of, this model and assisted us sto

develop .skills to-.enable the breaking down of a behavlor.into smaller,

M~ hd i

more easily achieved steps. These steps were then ‘chained together -

-until the child could complete the whole task. Although behavior

analysis has been identified as a curricufﬁm model, it is in fact only
an instructional technology. It can be very useful'in"telling us how

to teach. It does not provide us with information apout what
| : . o 2
LN



to teach.

.
.
)

Community-Referenced Assessments

s

- The community-referenced approach to assessment and educational

'progbamming~is an -educational strategy.which looks at'determinfhg_the

functioning - level of a student in various environments, 'across a

variety of activities. It is based .on the ‘principles ‘that. skills,

taught §hould refléctwwhat is neéeded to make a satisfactory'adjustment

.to the adult wOrid. 'Intébacéions with thgsenvifonment‘shbqld be age
appropriate. Training‘ should boccur in .the hatufal énvirdnmépt at
.nafural;y Qccu;rinkﬁﬁiméé of" the day? All traininé‘needs should be
‘inteérated as they wouid,naturally‘océur.

it‘is important when_detenmining curricular”cbntent to inclﬁdg
those tasks which tﬁe[student may noggtdtally.mastef. Phe principle

of partiai participation (Baumgért, ‘Brown, Pumpian, Nisbet, Ford,

Sheet, Messian, & Schroeder, 1982a) was developed to,éucﬁ?pa;gte.théx'

belief that .‘it " might be more: educationally_ and economicalXly

Justifiable to - teach a child with moderate and severe challenging

needs to pérform portions of a skill sequenée even if those portiéns
cannot befperformedfin&ependently,'than to restricé that sﬁudeni from
participafihg in the.entire sequence and consequently making him or
ﬁer more - dep%ndent ﬁpon‘ others than was‘ 6therwise previously

- necessary. It also increases the peréonal dignity'of the child and

recogn{zes,their right to learn and enjoy feelings“of.positiye self-

esteem.
Environmental inventories -are commonly used to collect and

organize  data - (Brown et al., 19765 Neel, Billingsley, McCarty,

Z



Symonds, Lambert, Lewis-Smith, & Hanashiro, 1983) The inventorieS'

20

become a longitudinal eValuation tool. Current and subsequent .

'env1ronment oriented currlculum development strategies are designed to

 delineate. the skills -required to funetion . in a .variety of least .

nestriotive current and subsequent school and nénschool environments
(Brown et al., 1979). The present level of‘funotioning of the child,
enVibonmental cues and consequences and possible environmental

adaptations that are available may also be documented. The following

it A
Prad

steps are outlined by'Brown‘and his colleagues:

1. Identify the least restrictive current and subsequent environments

in which a child w1th moderate or severe challenging needs currently
functions .and those in ~which he or she might function in the

future. ' These environments should encompass all chronologioal age-
b . ) . 3

appropriate recreational/leisure, educational, vocational, domestic,
and general community environménts.

2. -Identify the suhenvironments within those environments.

[

3. Identify the most relevant and functional activities °which

o
\

normally occur within those subenvironments.

4, Identify the skill requirements of the activities‘ performcd in
those environments. Determine the skills needed ' to participaﬁe(n
least 1n part of an activity and describe possible adaptations that

TS
allow or enhance participatlon} *“'lﬁ

v

5. Design and implement instructional programs to teach the child the-

{

skills. This should include descriptions of ~the performance'

‘eriteria, the instructional materials and the measurement strategiés

A
i

to be utilized (Brown et al., 1979).

no-
T -

ot



Ad%antgges, Brown,abd his lleagues list five main reasons for.

. - . - . \
curriculumpasséssment and programming strqtegies based on current and

subsequent environment orientation. First ang forembst, a cbmmunity

21

réferenced approach .will lead to a de-emphasis on fhe‘developmental,

discrepancies betwéén children with severe challenging needs é%d the

nonhandicapped child. It will, ‘conversely, lead us to focus upohithe

chronological ' age-appropriate functioning skills required by the

least restfigtive'enVironments in which the'child'currently functions

or in which they might function. _Secqndly, this approach will direct

;.

 educationa1 efforts towards the need to precisely describe. the

functibnal ékill clustersb'required in a. varietf of haﬁural
environﬁents. _ This will provi;éﬁvalidity to the‘notion:that.chiidren
with seve;e ’chalLenging zneeds céh: perform, or at“least partially
{ :rform in the performance of as maﬁy\ of those functional skill
clusters as possible. Thirdl&;‘functionaivcurricular content wili be
generated which would be suppo?ted by éiéﬁ;ficant 'people in the
child's environment. The use of ;”variety of instbdétional service
delivery models w;ll support the. use of a varieﬁy of settings,
materials and fhcilitators;“ Such a f@ﬁus is necessary to ensure
.that critical doméstic, vocational, recfé;tional/leisure, and gé;eral
comm&nity funétioning,skills are taught. The assumption is‘that if
fhese essential skills are not taught by educators, the probabilities

*%%%f great that they# will not be acquired, and that the children
t

%n will be deprived of éppoftunities to participate in activities

5

that require those skills. Lastly, a curriculum that allows teachers.

-

of © community 'support systems needed to faciiitate' community

Bo teach individualized skill 'sequences will foster thé develobment‘



referenced educational services,
In.~addition,' the inventory vsbraﬁegies. result ih .a‘ curriculum
that is'neither rigid in content or scope. It'is individualized to

_the child's needs . and can be as extensive as. is. desired by the

assessor and those de31gn1ng the " program. ' The assessment leads

directly “to determihing instructipnal . content.
inétruction on a top-~down ‘approach, lookihgj_at

required by the adult. It'focuses instruction in the natural context

g

and with natural skill clusters.

Disadvantages. The ecological assessment model can be veryitime

consuming, especially for those not familiar with ‘the ekills of task

analysis. ’The approach wili.yield many activities and skills. There

N

:is no one right way to-determine which skill to . teach first. It

"wbecomes very dependent - upon  the Qalues of those making the

decisions. It parents, peers and those "in  the community and

subsequent environments are 'not likely to'_support . the child's

participation in skills selected, then the'learning is unlikely to gk
: S h

22

maintained. It therefore becomes critical to. involve these persons in

the decision making.

<

.Ihe Individualized Cuﬁriculum Model

The Individualized Curricula Model (ICS) was developed by Holvoet

‘and Guess (1980) in the early 1980's. It utilized developmental logic

but began -to .-recognize that the normally recognized domains of

not acquired in isolation’ There was 'an interdependence between -

.cognitive development, social development and motor déVelopment were



them. Intérac_ting effectively in the environment often required the
us»e' 6f‘ .a number of skills cbncurréntly, or in rapid succession.
Following the logic, that if there was an _in\terdependebn_'ce between

| these skills; Holvoet and Guess .de,vé\‘lop.ed amode%e that lpr‘ovided for

“eoncurrent training of skills across content areas- in.a horizontal, -

rather than a vertical instructional:model (Holvoet & Guess, 1980).

Remedial lo'gié- was employed to assess the skills required by the child"

with severe ‘challeng‘ing needs to impr‘ove. their ability to .int_er;act
_with_ their environment, ) fhis procédurg Qasa Systematized thr"csugh _@;he
use of ecological invéntdri‘es (Guess‘& Helms‘tetter, 1986). Greater
emphasis Qas placed on providing instruction' in nopschool settings.
Guéss and Helmstetter advocated that the skil} taught should be age
-applr‘opr'iate and functional regardless ;of‘ ' the studentv"s 'pr'e_sumed
deve\lop‘mental ability. Skills are dqriveci from ‘environmental

~

inventoriés, parent and service providers, and the use of traditional
. - . .

assessment i\hs\tr‘uments. The skills selected are based on “the

concurrent task #bdel in which two or more tasks are taught at the

same time. The behaviors "clusters" are sequenced in the order in

-

which the behaviors commonly occur in the natural environments. - By

clustering the behaviors, it was assumed .that"\,o_n,ce the: cluster is
acquired by the student, the student"wilil be able .to interact more

ef‘f‘eétively with the 'social and physicai properties of the environment

Ll

and generalization would be maximized. L
. » - . i)
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Advantgges/. This method essentially dictated. a move awéy from

isolated "massed" trial formats. to skill 'cluster'sf" taught in a .

"distributeq" trial training. It focused -on age-apbropr‘iate and

.
- .

.

<

v
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functional skills ~ taught in the: - natural enyiroﬁment. An

»activities/skills matrix is comp&eted for each student which lists

-materlal and events with whlch to teach each skll‘

N -~ -~

during the daiLy

act1v1t1es~(0relove & Sobsey, 1987) Students lea n faster than by

the traditional isolated maSsed trials - The Instructlon is more'}W‘
meaniggful and both the staff and students are .more’ motivated than

with massed trial instruction. Often natural ques and consequenceq"

can. be 'employed. There, is 1less llkellhood of’ satlation of

reinforcers. Generallzatlon of -skills across- mditlple env1ronmente

' -

and mdltiple'act1v1t1es is built into instrucﬁion from theé begihning.

»

o,

' R . o
Disadvantages.  The “ecplegieal{ assessment of -skills required

across a number of 'different envirohments can be somewhat time = -
consuming.k Subsquently; debermining the skills which are prierities
bfor instruction can elso be a time consuming and difficult decision.
The staff must then be aware of all the targeted skille_of all the
'children' they wil% work with' in a day, their current 1eve1'_of
functlonlng and the type of 1nstructlon to prov1de This hequiresb
very sklllful and knowledgeable staff. The data4qolleetion can be
difficult as it is often required 'acroes multiple envihonments and
multiple activities. Guess and Helmstetter (1986) caution thaf staff ) <
adherence to getting through thev prescribed sequence has often
engendereds the same. rigidity as previous in massed trialsQ where
‘inflexible adhérence to written pregrams caused insensitivity to self

. ) - »
initietedf'behaviob of the lYearner. There is little adhehence to

studenﬁJEhoice and flekibility in student response.



that uone brlng% ~.,

The theoret@cal ap;)r'oach'
' %, —‘.',a-.'y'.",:,d
individuals Wlth severe challenging needgvulll 1nf‘luenee t'ﬂ%‘sé&ect-i' ‘

of the assessment 1nstr-u‘bneqts; The sklllsatested are very dependenf,«gy

upon the 1nstruments selectfée"d‘. Bot«k_ 31‘!1 %‘_gneat_ly. influence ?Z‘?r #f

ilx*‘f‘icula ' appr‘o'a,'&%»é pg::, :
considered. - It 'is necessary to closely e’_ .-%he mnstrument whlch .

B 7 ~ A
8F (¥ -a-v%‘,.,

'~is_ selected in order to determine if 1t will p'r'oduce the de31red

,'H,
(o

effects.
Althongh popularityv of ‘the detelopmental model and the 'basic
skills approach to assessment and sklll.salectlon still remains streng
Wlth many professionals, tne 1nfluence of Brown and hlS colleagues and -
many other prominent researcners_ has -been con51derable, The
functional approach. to assessment and curriculum development ‘has
resulted in a much closen relationship betheen assessment and program
deVelopment. lhere is now a much greater likelihood that assessment
- will be viewed asan ongolng and eontinuous evaluatlon of a student'
-DEPfOPmance. Testing, in many s1tuatlons, has nouﬂkshlfted from the
use of testing materials to the use of natural, task specific
materials. The 'location of. the 'testing 'has moved from isolated
| examination rooms to testing in the aetual_ environments. A much
broader range of instructional ebjectives is now sampled. | As the
child with severe challenging ‘needs beglns to reach school ‘age. the
movement away from the developmental orientation of "test train"y "get
ready" model is growing stronger. The focus is moving towards the
determination .of a student's current fnnctioning level, in  adult

domains, in multiple environments, under natural conditions and with

0
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natural cues and consequences. This: movement has also resulted in

earller and ‘more extended part1c1patlon in the assessment procedures

and goal seleotion by both’teachens and parents.
The next chabter will examine more closely currqﬁt literature - in
the field of education of children with severe challenging needs. In

the past .decade there has béen_considerable changes in whati-has been

- ; e N N
~an® -currently is now considered to ‘be the ™“best practices™ in

educapional programming. This has resulted in the re-examination of

+

philosaphical values and 'expectations\ by teaopers, consuitants,'

administrator and parents. The curriculum is the medium through which

values and‘-expectapions are put into practice. Tt is therefore
critical. to. examine the current lite:agyl to deté?mine* what

researchers in the fleld are prop051ng ‘as the best lndlCd&&ro of an

educationally valld program.



CHAPTER 3.

S

QUALITY INDICATORS
@

FEducational Validity

Educators in the United Staﬁés have faced increasing legal
pressure to Be'accoﬁntable for ﬁhe functionality of the edhcational
program they design and -implement sincefﬁﬁé pas&ing_of Public Law 9li-
142 (Reid, Parson, McCarn{_ Green, Phillips, & Schiepis, 1985).
Although the pressure of courts énd legislation has4been‘less apparent
in Canada, -there has been considerablévinfluencé on‘Canédian education
which has ‘resulted in “a perceived ‘need to beA aécogntable for the
éducational”progfams offered children ‘ith severe challengﬂhg needs;
It has been postulated that the functionality- of a program.must be
Judged by the _educational vaf&dlty of the program (Voeltz & Evans,
1983). The authors further clarify educational ;alidity as a concept

‘which includes. both émpirical and social validation of the results of

the intervention efforts.

Empirical Validation

Emplrlcal valldatlon examlnes the mefglhgfulness of the behavior
change and the benef‘lt the eventual outcome of the tralnlng@‘wnl

afford the Chlld Snell & Browder (1986) refer to empirical '

validation as the "procedure of verifying if the procedures ‘and
specific outcomes will enhance the ihdividual's independence in

- multiple environments and result in meaningful behavior cranges”.

.,

People involved in the education and tréatment of children with severe

A
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¢hallenging ﬂeeds‘ are consistently being réquiréd to Justify the

outcomes and the proqedurgs utilizged in educatiénal settings.. The
outcomes and procedureg musifreflect the basic values of normalization

and integration (Horner, Meyer & Fredericks, 1986). As such from the

mid-1970's there has been increased pressure for educators to brovide

programs which are age appropriate, community referenced, and'pro&ide
. N : . : .

‘for maximum opportunities for interaction with nonhandicapped’persons

in a variety of environments.
o>

Social Validatioﬁ_

Rusch (Rusch, Schutz, & Agﬁan,”198gylggkihibed social valldation

as the procedure used to detefmine the social  acceptability of

'training' programs. Three coﬁponent‘ parts must be examined: the -

purpose of the training programs, the procedures utilized, and the

- acceptability of the results %g -the braining. The social

acceptability measures the importance or Significahce of the.taggeted
/ : .

skill to others, to the society in which the person lives, the

consumers of the skills acquired by the students (Voeltz &ﬁﬁvans,v

1983). One method suggested for determining  social validatibn‘is to

identify individuals who will be the consumers of the skills acqutred

by severely handicappéd.children enrolled in the program and have them.

provide judgements about the program outcomes (Strain & Odom, 1986).

. . : > i
- The authors suggest four groups of people who are the main consumers

‘of the skills acquired by the €hildren. First of all, the‘parentg,on~A

\

primary caregivers are among the most important sourcesf\)They are 1in .

one of the best positions to make judgements regarding improvements

made by their children, not only in the school setting, But al&iwin
- A



‘the home.and‘community_setting ss well,"Secondlj, Strain and Odom

«

suggest that the Public Educatlon System 1is in a p051t10n to Judge the

validity of mhe'skllls acqulred by chlldren in the early education

29

ﬂrograms. As a consumer the Public -Schools w1ll qégge how well the

children have acquired 'skills to enable them to funection. successfully
in the least restrictive classroom placements. Each "nekt" or
subsequent educational environment will continue to evaluate the

validity .of the skills .taught in the previous’environment. Thirdly,

there is an inereasing awareness that the child's peer group is also a

\
'

key ~consumer of the\xskills a severely challenged c¢hild acquires.

._.Successful social integration into peer groups will 1ncrea51ngly

prov1de evidence for the 3001al .validity of educational programs. As
we become more aware that the ultimate goal of education is to prov1de

the child with the skills to function aséﬁhdependently as p0351b1e in

an 1ntegrated communlty, there is also an increasinf awareness that '

there is a. fourth consumer of the educational system, that being the

community at 1ar§§. - Rusch refers to this method as descrlptlve

validation in which the potential consumers would be requested to

describe verbally or by survey, acceptable. goals, proceuures and

O,

€

results. \

Documentation of the effectiveness of a program must include not

only the data which»inqgcates the skill has been acquired, but alsc

evidence/&hat the skills acquired are fuhctiona; skills These skills
1 : - ’ -

must be displayed in the natural settings,‘under natural conditions.

Thery must be skills whicH® would be considered comparabie to those
P

acquired by the Chlld'S nonhandlcapped age peers.f Social: valldatlon’

\ "*

must also be applled o the acceptablllty or. the 1ntru31veness of the

<

i
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teaching procedures, the training‘ééttiné andrfhe methods,éf.taking
data. A discrépancy analysis, which involves compariﬁg ihe chila with
challenging needs and his/her age-peers without challedging‘néeds, is
one method . which can be utilized to socially ‘'validate a child's
program. Sﬁch an analysis w§uld compare the skills —taught, tﬁe
procedures dfilized, and the settings the skitls are taughi in, with
the nonhandicéppeq peer ﬁo ensure that s}milar ogpoftun¥ties anq
insﬁgpction were availgble and that the prégédpres used were soclally

, R v )
acceptable. A s j/ﬂ\\‘

Let us now explore more fully what .cons,ider'ed to be th

30

qualities necessary for an educatiénal program for a child’with‘sevqre‘

'challenging needs to be considered educationally valid. To facilitate

‘this ‘examination, a research of the 1literature was conducted to

determine the qualities deemed to be mést critical by proféssionals in

the field of education of children with severe chailenging needs.
\ .

T

Normalization ’ o

’

In the early 1970'3, Wolf WOlfensbergefjinﬁerpreteq‘tﬁevSwediSh
principles developed by Benjt Nerje to}"'an. Americéh : model,
Normalization is based on _the éoncepts 26f ‘making opporidhities
available to tﬁose person%’ with chgllenging needs, - ﬁhe same

opportunities. that are presently available to persons who do not have

challenging needs. These opportunities include the rights  to

<

qualities of Jlife such as: housing in normalized communities, access-

to the néighborhood and community recreation and work opportunities,

the right to influence decisions regarding their 1lifestyles and the
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L4

right# to» opportunitieef-for socialization with nonhandicapped"peerS"

(Falvey, 1986).

n
3

Brown and Hhis colleagues (Brown et al.,'1979) advoCated‘that the

concept of lntegratlon must 1nclude educatlon in natural 1nstructional

2’

- settings frequented by nonhandlcapped peers, and the rECe1v1ng of

-

programs ln locatlons where the populatlon of handlcapped persons is

~in natural proportlons to‘ the nonhandlcapped . peers. They also
, o - .

“extended the concept of,normalizationfto'includi/hot‘only the right of

Call indivgdualé toM“live, wohksandﬂplay in integhated environments™

- ]
-

but also: to ‘receiyé arﬁ equable education;.program; ’A »"discrepancy

analysis" ﬁaé_adyocated as one method of determining the differences
in aNailable-oppOPtuhities._ The procedure involved first observing or

31

-

conductiﬂg an ~ecological %hyehtory of. the 7oppohtunitie3“ the =

g T : - . . .
env1ronment afforded a nonhandlcapped 1nd1v1dual and then completing

-
-

/

the"same- pnocedure' for a. handlqapped 1nd1v1dual}' ‘Following' the"x‘

inventohiéé a dlscrepancy anaf5s1s was conducted to determlne the
’difference in opportunltles, These‘ areas were then targeted as

objectlves (Brown et al., 1983)

‘ The conceptj of' normalizationfvalso recognizes the worth, andb.

L . J

dignity of a'penson with severe challenging'neede’and‘their-right to"“

— ‘

be.respected.' W1lCOX & Bellamy (1987a) define resgect as‘"hav1ng a

S

o valued place among  a network of people, and valued roles in the

communlty llfeﬁ."‘ Professlonal ’staff ,can igﬂauence the respect

afforded an ind1v1dual by modelllng respect 1n elr lnteractlons w1th_y
QS Y

.

childnen with challenglng - needs, by -selecting teachlng prOceduresA

f which communlcate respect and by selectlng skllls to teach whiﬁh Will

1ass!§t in enhancxng,the 1nd1v1dual S compei%%ce. o L



Thé Criterion of Ultimate Function

PThé criﬁerion of ultimate functioning refers ,to the ever

éhangihg, eXpahdihg, localized, and personalized cluster of factors

2

that each person must possess in order to function as proddctively and

independently as possible in socially, vocationally, and domestically
. integrated ‘adult community énvircnments" (Brown et al., 1976). It is

PRI

'tbaséd on the concept that becaﬁse persons. with severe challenging

t_inegds‘ max ngt be*’gble "to acquire the same number of skills as a

,lﬁonhahdicapp'd_gﬁﬁSOn, and because there is a limited time in which to

[y

S aCQQiré the. skills required to ‘function as an.adult in an -integrated
'.énViboqgggﬁ,-gducators must be extremely careful in the selection of

l,ékiils they teécﬁ. To generate a chrhiéulum-based upon ultimate
functioning, an educator must first identify the critical efﬁgcts that ~
" .are necessary for successful,: independent performance in -lmportant

. epwironments (White, 1980). Brown and his colleagues referred.tolthis'
: . R L o P - 4
as a "top-down" approach répben than a’ "bottom-up" orientation. They’
.advocated that the*Focus o{/ education skBuld be on. instruction of

skills critical for adult ' survival in natural environments. The

2

deVeloﬁmeﬁtal approach focuses on thé  skills in a sequentiq},"ff
devélopmentaL .fashidﬁ from thosél acquired as an infananfﬂbottom)“._:
tﬁrougblkﬁb Aédulthood. In $rde; to hgke ﬁore prodgcti?é use _of-
education&li time, skills necessary for adultv functionﬁngl should” be.’
'“emphasized.

Prior to the initiation of any intervention it wasréautioned thép

- o

educators must consider aﬁ'léast the fbllowing questions: Whyfthiﬁ”fkﬁ

activity? Is it necessary to prepare students to ultimately function -



in complex heterogeneous community settings? Could students function
as adults 1if -  they did nct acquire the ’skill?. Is there another

'vity that could allow them-to acquire’ the same skill more quickly

3

.and more efficiently? ‘Are the skills, materials, tasks, and criteria

similar to those encountered in adult 11f‘e'> (Brown et al., 1976).

White -(1980) cautioned 'that< educators must also take care to

ensure the ;ills:seledted must produée a desired critical effect in
. the natural environment. " When seleCtingv skills -ceeded in the
predictable fufure, there must be'a cgrnent critical effect'present in
the environmenteip which it is instructed or teaching the form of‘the
behavior wili @ave outweighed the teaching of the‘ functicn and the
;skill_ will not 'bev-meaniggful for the 1earne;u .Eor .example, when
intfoducing'aishwashing tota'§OUng child one must take care to "allow
a certain amouct of play act1v1ﬁy within the 1nstructlon or the child
wil} become frustrated by the strict adherence to the adult form of
‘diehwashicg& The functlon of the task at a young age w1ll probably be
vthe 1earn1ng of a ba31c,rout1ne and the exposure to water. act1V1t1es
The actlvgty would also be much shogter in length for a_younger child.-
: _ . ™

BillingSley (1984) found that 2/3 of the 499 md*vldual

-educatlonal plan obJectives he studled targeted functional obJectlves

A

but veyy few had targeted_ generallzed performance as & desired

'ffoutcome. He cautioned that w1thout con51der1ng an emphasis based on
training the Sklll across .a varlefy of 151tuap;onsy' a potentially
functional skill that is cot performed outside thevtraiping setting
will vqcickly become exfinguished. A student who utilizes a skill

v

across a number of 51tuatlons will be provided access to _natural

relnforcers whlch can act. to promote skill maintenance - 1n natural
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environments. Many authors suggest thﬁtrinitial training, as well, .
P . ’.-"‘
must also occur in ‘the natural environfieht (Falvey, 1986; Neel et al,

1983y Wilcox, & Bellamy, 1982).

Criterion of Least Dangerous Assumption

Ahn'Doﬁnellen (Donnellan, 1984) first developed.this concept as a
.caution that thete is - still an urgeng need for more infofmation to
determine what the needs of _stgdents with challenging needs ]are.
Judgements concerning eduéﬁiional : ihtefv%Ftions, placements,
Amaterials, and curriculuh areeoftenvrequibed;”'Although we have some
.Heteneerde by which to meke these judé%ments many of the/decisions are

Vaiue- based and qualitative. There still exists very little
P o : . ) .
longitudinal data, supporting = one interyention- or strategy over

another. ~ In “lieu of longitudinal- data, Donnellan proposed the
criterion of least dangerousbessumptioh.

"The criterion of least dangerous assumption hold-
in the absence of conclusive data, educational.
decisions ought to be based on assumptions which,
if- 1ncorrect will have the least dangerous effectt
on the 11kelihood ‘that students will be able to
function 1ndependent1y as adults" (Donnellan, 1984,
p 1“2) ' . . ‘ “
4 : . ok

Until there 'is’ sufficient lohhitudinaltidata” on; which to base

o

eddcagional decisithmaking parents and edueatofslfmust have some

stendetds, to etilize. when making‘ decisi:;s rege;ding a childfs

:edueational prbgram; . tte nprocedupes for instructioe; and' 'the
P : :

educational placement of the child: Donnellan suggested that if we

base these crltlcal dec131ons on those factors whlch wxll ultlmdtcly

lead ta the greatest 1ndependent Sunctlonlng of ‘the student in their
, .

‘adult lives then our decisions will be likely to result in:the least

-

©



amount of incorrect decisions and will likely-.result at least in best

©

ppeparing the child for his or her adult role in society.

‘f,Donnellan suggested that a combination of the least dangerous

assumpﬁgon and the criteripn of ultimate fd@%tionidg would provide the

needed standards. If chronologically age appropriate functional skills

Oy -

are -developed, educators;waﬁ&, making assumptions that, even if
’ ’ . » s <

iﬁcorreét,.the skills 'will not %dd substantially to the problem of

-stigmatizatidh and devaluation (Donnellan, & Neel, 1986). Within this™

|
context, relevant developmental information such as language skills,

coin recognition or reading skills can be interfaced and instructed.

. EQen if the student.does not make the developmental.progressions, the

skills he or shé‘gpquires will bé chrona}dgically age appropriate'as
functional tasks, which will be.valueq i?/his adult life.

Donnellan also extended this cqécept to include educational
placement and the vcontext 'ip. wﬁich instrd;tion was r%Feived. She
cautidhed that the more specialized the initial learning environment
the more dangerous the . assum?tibn that the behaviprs will ‘be
generalized to the‘éﬁgéiéf, integrated environment7iﬁ;Which studehté
will ultimately»need t&ufunction. The uitimate goal of education must

be to prepare the student to 1live and function in the least

restrictive environments pbssible; Toiultfﬁately'prepare the,child to

35

- later function . in .these environments educational decisions,: which

-

¥environments in which they must be performed, will

. 0
P

" result in the éhild obtaining the skills necessary to function in the

f@ést reépricgive environments and which provide-fhe child with the

greatest number of oppoptunities to practicé"'thesé skills in the

ER) Y
decisfons which
will ultimately lead to the greatest sugcess of the sth@

\

A
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Under this assumppion programs which stress positive, nonaversive

'intervention'.would also seem to be Justified. Behav1or programs

'should focus on® nonaver51ve procedures which emphasize positive ways

of 1nterac;1ng w1th and 1nf1uencing' their environment.. Instruction

which places an emphasis on - errorless learning erategles by

.'“predlctlng ahd‘. prevegﬁlng student errers, providing correctxve

/-’-

hkw

feedback and poSrtlve practlce, ‘reinforcements, and prompting and

fading, is also recognized as necessary ingredients for meeting thls

o,

criteria.

Educatlon in Integrated Environments

LA

Our primary ‘goal in the educatlon of :ehildren with challenging

1

needs is to equip them with skllLs that w1ll allow them to participate

in multiple 1ntegrated adult environments. Brown (Brown, 1986)
recently concluded that many educators and parents have begun‘ to

realize that when students complete segregated school programs, their

”

-~ most probable life options are also segregated. He calls ‘for a need

to move on to an empha51s on personhood rather than our previous need

to label and -diagnose. He emphasizes the need to form new goals,

36

expectations; values, pressures and opportunitles through meaningful

3001al interactions 24 hours .a dax, T days a week. Our goals as

educators and as advocates must then be to increase the number of
integrated community -and school environments in: which the child with
severe challenging needs can.participate.

There is no prerequisity® to minimally participa;e in any

environment. (Fox et al, 1986). But there are many approaches which

Cg

can oe made to increase that participation beiond physical presence.

N
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The environment can be adapted to the current capabilities of  the

ledarner. This can be accomplished through inservicing and modelling

‘of- mebﬁdds of interacting with persons who have¥% disabilities.

Increésingly, educators of all children are becoming more aware ofthe

need‘ for all classrooms to begin to accommodate to ghe individual

needs of the learners (Ysgeldyke,"& Christenson, 1987) and of the need

a

' to” present materials in a variety of methods to accommodate differing

/

learning styles. In addition, more and more environments are becoming
physically accessible within the schools and the community.

The researchers of Project Reach described integration as "the

placement of students with severe handicaps into special education

" classrooms, in chronologically age appropriate, regular school sites

with planned systematic, ahd'sustained_interéction opportunities with

their nonhandicapped age.peerS" (Doering, &- Culp Hunt 1983, p. 30).

-Falvey contrasted this defihition ﬁith the concept of mainstreaming

which she described as a situation in which a student moves into the

/.- general education classroom.

", .Some school districts Such as the Yellowhead School District in

37

Alberta, the Waterloo District in 'Ohtg:io, the Woodstock Catholic:’

School District in New Brunswick, and the Stéte of Vermont, have now

4

moved ‘away from the dual system of education. ' A child 1is

automgtically enrolled in a Kindergarten placement.\ The

responsibility is then blaced on the SChoolidistricQ to provide: an-

appropriate educational program fo; the child within the regular
. 4 ‘,
classroom setting. ) if ,the child must be ’remoyeQr from, the regular

FETA
P
v

classroom, a transition plan must be in(place to acc
. . ‘ ERTR | k-
)

LYY
w2

entry into the regular classroom as quiékiy as possibf@’(Fox et al.,

pmmodate his re-




1986) . o

It has been found that segregated. cl;ssrooms .withih - public
schools often fail to promote friendships aﬁd ;elationships between
children with challenging needs and the typ}cal child. Integration
must move beyond the physical presence; At ; minimum it must include

i

spontaneous igteractions between students. Iit must inelude regularly
scheduled interactions in heterogeneously grouped instruction and
shared participation in lunchrooms, hallways, playgrounds, and
'trangportation systems (Meyer, Eichinger, & Park-Lee, 1987); The
focu;;of educational programs must also be on teaéhing.theulearner
with challenging needs, skills which"willr incféase his or her
abilities to interact with their environment and with persons in their
environment. These are functional skills which will provide immediate

impact for the learner (Fox et al., 1986).

Norman Kunc (1985) addpessed the need to-facilitéte integration

very eloquently. He reminded us thaﬁ;life does not consist only of-

38

skills such as walking better, talking better, or being able ‘tozs

swim. Life involves facing challenges which face us in the world
beyond the educational facility. . It involves the right to choose how

we live. ~ He cautions however that if we are Exposed only to a

segregated- environment we are prevented from facing challenges or frdmi;

even knowing the choices available.

A d

\ * Planning for Transitions

The first major transition for the very young-child with severe
challenging needs is}bften the transition they must make from home to

an eaﬁlyﬁ”‘intérvent;on program. Parent ba?ticipation in  the

..
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transition, together with support from the recommending agency can

help to facilitate the transition. The child progresses throughé&pe

L preschool and enters another transition phasé into a Kindergarten

classroom. The more the previous program has prepared the child with

>

survival skills for the '"next" ‘énvironment, the smoother the

transition is likely to be. Transition involves prepﬁ?ing the student

for subsequent environments, expectations, norms and rulqs}(Falvey;

n

Lol

1986).

To ensure successful transition from one learning environment to
the next, a Qapeful planning system must be employed. The appropriate
persons from each environment, both the present environment and the

new environment, together with the other persons involved in IEP

. 4@‘?‘ =7 7} .
planning must meet at least 'Once a year prior to the transition to
; < . ST ,

assist in planning goals which  will- prepare the qhild to adjust,
adapt, function appropriately, generalize skills or transfer training

to the new enviromment (Fox et al, 1986; Thousand, Fox, Reid, Godek,

Williams, & Fox, 1986). In addition, prior planning'fon transitions

will allow time fob.blanning in the. subsequent environment and aﬁy,‘"

perceived necessary modificatiors to be zarried out.

Plannihg. f‘or'i transition is extremely critical ‘as the student"

reaches high school age. At this time his/her post-school environment
must be examined closely to determine the skills he will réquire in

] .
adult life. Aveno (1987) provides an exceflent example of surveying

the "next" environment in ' his study, in which he surveys the’

activitieé.engaged in and skills most needed by adults in community
o . e
residences.

N
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Parent Involvement ‘kﬁ\\\

Parents have. the longest term of involvement with a chiid";ith

challenging needs. They.speﬁé the most time with the child and are

our' greatest wealth of knowledge. They must be part of the evaluation
geam. They can evaluate their chi¥d's p;esent abilities in the home

and in the community. Their opportunity to obServe the c¢child over

~extended periods of time may provide much more accurate feedback of

their sﬁrengths and weaknesses than those observed bydprofessionals.
They are often very awére of their child's preferences and the subtle
signs he or she may give tb ipdicate them. They ha?e'a very large
staké in determining the studeﬁf!s next‘and future environments and
thus can be of great assistance in longitudinal planning.

Parents are also able to provide inférmation” about the
generalization of skills learned across 'envirpnments. i Their
involvement in the selection of the IEP objectives will be the best
way to ensure they will be practiéed and maintained with the conteXp
of normgl_family routines. .

There are currentiy avaiIable _many goad parent/caregiver

40

inventories which will  help’ teachers to systematically gain

information. The Inventory Process for Social Interaction (Doering, &

Cdlb"ﬂﬂunt, 1983) and the Parent Inventory portion of the IMPACT

Curriculum (Neel et al., 1982) are two suggested resources. These

inventories involve obtaining information from the child's “family

‘regarding the activities they participate in within the home ;anq
community.in the normal ‘course of their lives. The inventories look

at the environments'»tﬁey frequent. . The inventories ulso solieit

information from the families regarding their preferences and the



e

\

- legislation should never be underestimated. Parents are- often very

preferences of their child.

There should be a systematic plan of outréach to parents. The

¢

“degree of involvement by parents will vary from family to family

depending upon manyvpersonél factors. It is important for the school
to méintain ongoing.poéitiVe contact with the hote.. 1In exchange for
the input. the parents provide, schools should be”pfepured to provide
parents with iﬁservice information, if reéuested, and information
regarding.assistance avai%able from oﬁher community agencies. Parent
, O v
involvement in school activities is. likely to .be gpgater if their
child 1is attending their peighﬁorhood school with his or her
siblings. The relevancy of issues discussed during parent ﬁeetings at

their Iocal neighborhood school is 1likely tai be much greater than

those that would be discussed 'in a district  site school parent

‘meetingp _For example, a local school may betdiscussing local after

séhool -groups which meet at the school. .?EHZS_ issue may be very

relevant -if the child may be able to attend after school activities.
The 'Likelihood ‘of sdch attendance if a child‘ is bused to a large

district site 1is gréatly decreased due to time and- transportation

issues.

4

‘Pabeqts should be regularly surveyed to determine théirV

satisfacf&@nf7uith the programs. Their suggestions for program.

improvemeﬁfs éﬁoulqAbe regularly solicited. The power of parents to

influence school district decisions; school board policy - and*’.

vocal about what they feel are their child's most urgent needs. Their '

imbéct can be very powerful (Fox et al., 1986).

)
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Integration of Multi-Disciplinary Services
Children with challenging needs may require the services of the

o

regular edqcatioﬁ te;cher, the speciai .qducation teachgr, the
occupational 4.therapist, the physiotherapﬁst, * the communication
disorders specialist, the gudiologist and other related medical
personnel.. The individual needs of the child will dicﬁﬁ%e the
necessitj of some. or all ;of these Dpersons involvement in the
assessment and program develﬁpment for thebchild.

In an 1isolated modqi the therapist will often  conduct her

assessment in isolation. and' prescribe a program traditionalily

conducted in an envirdmmient separated from tWe student's classroom..

AFalvéy (1986) points‘égg that.in,ﬁhis situation, parents and teachers
~are often not aware 6f the pfogreés of the child in the therapy
‘sessioﬁ and theﬂtherapist may beEQnawabe of the goals established by
the»teacher aﬁd the barents. Tbére is little communication Betweeh
perso&iﬁinvolved with tbé child. The child'éiprogram is aegmentéd
‘f thégiwcan result'Aini infhequent ”consideration of the whole <child's
needs.

It has become ihcreasingly- rééognized that it 1is 1important to
.incorpqrate the programs developed by these reiated disciplinés‘into

the daily .routine of the 'child. It 1s more beneficial to utilize
staff tibe of these experts to train.others who work directly with the
child on an ongoing basis than it is to provide direct therapy;’ Thes

persons may include the teacher, classroom;éi@eg, Leers, parents and

o . . ' N & .
other family members, volunteers, employers or fellow workers, and any

one ./else' who may havg ongoing contact 'yith, the child. These

b

activities should be integrated into regular scheduled events in the

L)

-,
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hone, sdhool and _community. Some disciplinés such as occupationalﬁb‘5

therapists énd physiotherapists have encountered some difficulties
with role release but many.of these problems have been.successfully
overcome (Orelove & Sobsey; 1987; Rainforth & York, 1987).

The 1ikéliho§d of the 1learning béing maintained and generalized
is much greater if it is téught across multiple 'envirénments. and
"multiple people ‘at natural times. Philippa Campbéll (Campbell, 1988)
suggested that what we want is fof parénts an& teachers to do the
positioning of the child, for‘ optimal. learning, better than the
physiotherapist can. The likelihood, of preventing deformities and
_furﬁher disabilitigs:and learned- helplessness is mﬁch greater if all

>

parties are inyolved. .

In the integrated model the efperts: can become consultants- to
t?achers about ;itérnative “performance strétegies and pbosthetic
gﬁlices,. and provide‘ suggestions for appropfiéte forms of partial
participation. The exger; obéervéS'tﬁé ghild in the ciassroom; échool
yard, hdﬁe and commdhity as they pérticipate in natural activities

(Wilcox, Jackson, Overdorff, Flannery, 1987). - Rainforth and York

(1987), in their journal article, presented guidelines‘and examples of

how transdisciplinary teams can deliver services 'to Students “in

3

community environments. Direct intervention must occur, within the

classroom, community or home setting throughout a student's daily
W
routine by thoéepregularly involved with the student. Sailor (Sailor,
3

Halvorsen, Anderson, Goetz, Gee, Doéring, & Hunt, 1986) advocated the
input of the various specialists asrﬁequired to assist in developiﬁg

4

adaptations dgfing community based instfuction. "As more children are

"ocoming home™ to their regular élassrooms and neighborhood schools,

-



the -neceséityv t§ bdeveloé ’strucﬁuréd modelgi which facilitate maximum
coﬁmunication and integration of services becomes more apparent. The
regular educationcleacher as well as the special gducator must be part
of the transdisciplinary team. Such a model ié presented in the
Homeéﬁming Model (Thousand et al., 1986).

’

Utilization of Routine-Based Programming

A routine is ‘a task analysis of the series of events that are

. s
necessary to produce a desired effect for the student in the natural

environﬁgg;& Each routine begins with a natural cue and ends#with the

realization of thé critical effect (Holvoet, Mulligan, Schussler,

Lacy, & Guess, 1982). Routines are actions that occur repeatedly,

o

Wy

often on: a daily basis or even several times in one day. They are

‘predictéble and often follow a fairly fixed set of actions (Brown, F

Evags; Weed? & Owen, 1987). Other routines can vary around a fixed
*"v“. ): . N

$, 1n that some parts will be the same but other portions

R T |
may p&é&g’ 3£§?tions. An example of such a routine would be driving to
£ 1 :

the officéffégfthe morning,- there may be several routes that you can

take, but the-routiné of geE%ing_in your car and operating it is quite

. ’ A
fixed. Routines occur over many events in one's day and across many .

<

environments.

Routines facilitate. 21. aient use of attentional and physical
resources (Carreiro & Towns: d, 1987). Once the -éhild is familiar
- Wwith a routine, he/she will of.len become more comfortable in a
.situation and often more calm. Thi% allows the child to focus on new
portionsﬂof'the routine as the familiar portlons are practired and

repeated.



S
Fredda - Bhown ahd,ﬂ ‘her ‘ es‘eo_ciates‘ “have - ,_deliné:aped _some very.-.
. 2 e T
“practical . methoddlc'.),gky"j Por. implementing - routirne ' based _programming '
-withln dally r'dhtines ('Br;ewn,, 'F.v," 1987')' o Wi-:thi-n : thie . pab‘é‘b ehe L

,"advocates lookmg beand the task analy31s of‘ the obser‘vable steps 1n :

. "r'outlne*‘ based progr‘ammmg. qur'e ar'e many les., o'bservable behav1ors
: .1 . . i
T that are cr'ltlcal for - the houtlne to be completed m Lhe natur-al

e

,erlv1r'or_1_me‘nt. ) Cor'e exten51on SklllS must be 1ncluded These ar'e Skllls .

.
g\ Ly

"such ', as »iunit;iatin»g, pregarmg f‘or, momtorlng the quallty of‘.;."#

monlt,or‘lng the tempo :_,,f problem solvmg, and termmatlng thef

N s
-

’r‘o,u.trlne . l‘here are also related skllls withln r‘outlnes whlch will
v'fenr_ieh.’:':’A_;'lirtsyv‘_Tp‘e_hlf"p;'mAahe‘e.J__‘ These 1nclude tlhe skllls .of‘ communleatlon,;’.
nsocialbghavlor, and p..r,fef»‘e'r'ehce.- o
o o@ “Systematle {nst‘,ructlonall"rocedures ' o v
i 1 ,‘,;'Dur‘_{‘n’g the "i_het'me‘,t,_‘i-en “om . smmf‘m ‘ obgectlves sy_s.,temati‘o_'
~'¢f.f'bﬁ$ceau%é; mﬁé&‘fbé'hlﬂ hlace whlch allow’ for the .appllcalion of

.0"’

specn‘lc pr‘ompting pr‘ocedur-es to max1m1,ze the student's 1ndependence

while mmlml“z.ing thelr' er*r'or's., Althoug,h mény 'pmérams have devéloped

s..\

spec1f‘ic pr‘o,rnptmg duer'er'chles (Freagon e‘t al 1883b*- "F-reder'lcks, et.’

..

"-'al., 1980) é)thers ér"e" Abeg‘innlng 99 recdgnlze T;hat the t.ype- of .

~

¥

instructlonal pr'ornpts r'equlr-ed vary f‘r-om ind1v1dual to 1nd1v1dual
\') : -
(Donﬁellarb & Neel 1986 W1lco>9 & Bellamy, . 1987a') The guldlng r-ule

- -
-

shou‘ld ‘be., selectedw'by@ the’ least 1ntr'_u51ve pr‘ompt 'lndl-v_ld'ually '
Y Y . i g - ', . ’

deter‘mned"' that will r'esult J.n max 'niz:mg stucfent lear-nlng, Although A

the levels of '-'J" lv1dually tleter‘mmed 1t 15 crltmal

® to have a @ons,lstent form 'Of r-eeor'dlng the prompt I’évels to fac1lltate

1

T accuf'ete commum.catlon bef:ween all partles 1nvolved w1th the students,
e ) @ o . - ‘- ST » A e . - . o ;
LND T . > a- A . . ORI - - )
° '.. LR - B . . ) g . . B

1j_6 e ~~“.gl;g s ,‘gi-ij;fx ol e ; -

B
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Systématic. techniques. must also »be 'employed' to Fade the

assistance provided . over time to  increase the ‘student's

independence. Instruction should occur frequentl} vfeﬁough © to,

facilitate learning. A variety of instructional arraggements should

46

be included with opbortpnitie5’ to participate cdn individualiied,

3

instructiod} small group énd large gfoup activitieg. The gmdﬁnt of
participation will also véry as some skjlls areL dbservational- in
nature while others require extensive engagement. S <
"Extensive- insérvicing of all tho$e _pérsons “involJed' in the
instructional process sﬁguld be. provided ‘to ensure the stu9e5t is

receiving consistenp, high "qualityg. educationaif instruction.

Instructional programs should be clearly written and should contain

all the elements necessary to ensure consistent instruction across

trainers. y - . ;ﬁ;;_gg
» -
2.

E
o

‘Systematic Monitoring'of Student Progress.

It cannot be assumed -that a child will .learn skills ‘by being
merely exXposed to the skills over time and in different setting. Many
. | ’ \ . o
.. children with severe challenging needs will. often Take slow and at

%timeSgihgonsistent progréss. Provisions must be in place to evaluate

and:révisé'pfogramfdéq an ongoing manner. §ystemé§iq moniﬁéring of
progress 'is Aecessary lto determine if thé iq%erveﬁti;n strategy is
_effecti§g; if the skill has'been écquiped, or if ?daptation§ ﬁgyﬁhe
progrgé ‘may be necessary( £6 facilitate acéuisitionl SySS;z;tic
: moﬁitorimgggéﬁ-also prevengaa child from reméihing og'é;

o,
LA™

he has acquired a skill or ié ready to begin 1earningﬁi

a -

the skill at a more difficult level.

d%monstrate

pgram once .
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TR
réxcelY¥ent

e

', . There{must be in place program standards and wéys to measure all

(WilCQX{!&'Bellamy, 1987a). ~ There are now available

I3 D

and'ehart_ng progress of skill objectives (Fredericks et al., 1980;

-

.Irmer, Ofenkirk, A&"Glasenapp, ,5981" Wilcox;q & Bellamy,. 1982).

Profes"onals must be thoroughly famlllar w1th these technlques as it

.“. .

benomes the respon31b111ty of the teacher to manage the tralnlng

of others ?involved in the dlrect lnstrucplon ‘on the technlques for
successfqlfeyeiematiC'déta'based instruction._,shfeguarqs must be in

S - - Fp
4

place to ensure that: the 1learner's programs are reliably and -

effective;y‘adm{nistered'(Fox et al., 1986). The[data should be taken
od a'régular,basi§.’ Chénges in pﬁogramiingfshould‘be based on the

data gathered. vData methods should -be as unobtrusive as possible and

‘_acceptable to} the environment in which” the skills are monitored.

Special care must be taken in community environments.

v
2 L

e ) . . 5..

£y : :
I@plementatlon of Adaptlve Strategles
. X7

' The heed to' con51der adaptﬁtlon to‘ _programs » must be

-

individﬁalized. The process for'systematlcally acce351ng the need to

’bUlld in adaptatlons where necessary was flrst dlscussed in an article
f”,ﬁ B
.by Brown and his a53001ates lh a paper presented in 1979 (Brown et al,
/ o '2374»'.»

e_1979).e It briefly, st:at;ecf.a that if a child may not be able to be

‘on to offer that it fits the goal of normallzation if one con51dere

o |g'a' h
oowyletely mdependentap i#- the task, then providing adult ‘or peer

J)(*

',assisgance, simpoﬁﬁing " the ébtivity to enhance'v independent

ol
-, N ‘ 5

'ﬁiperformance or aﬁgptlng the env1ronment should be considered.. It goes

:Ehat most adults are'both*independent~and interdependent; Most adults

Sources which describe techniques for éarefully tracking

47



: 5 8
depend upon friénds, family and enVironmental aids to some _extent in

"

. " 4 !
their daily routines. It 1is. better  that gl chi}d be allowed to

e .
partlally partic1pate &han to -be” excluded entirely from an activity gr

- "hn env1ronment -due to 1nability to perform the task independently. .

!’ The need, for adaptations‘is determined oy a Wtop-down" appboaoh
L ,to the i;dividdal's :needs and ”abilities. ‘énvironments in whlch_ a
student should learn to functioﬂj&are first identified ‘(fonk &
Rainfortn, 1987) The subseqéentf steps iJ}ﬁdetermining‘ adaptations
include firet',identifying the critical activities, ‘then Identifying

r

: ) A .
difficult steps, brainstorming.altennative strategies, and selectlnb
. . “! " . Y . - ) .
the appropriate strategy (Wilcox - & Belhamy,u 1987b) . Baumgart
"(Baumgart, _Vincent Falvey,‘ & -Sdhrbeder, 1982b) described an eight ..
. Wons.:

phase strategy which utilized adqptations to benerate functional
school and nonschool curricula for severe‘nandicaoped students.

It -is important to cbntinually. monitor ;the néed for and the
effectiveness of the adaptations. ‘tlt nust be!ensured‘tnat'it maken
maximum use of the persons competenoies;'gpat it is-acceptaole to the
individual and significant to others, and that it.is aooeptable to the
community. If the adaptation is suocgesful .it is important " to

. consider if it may be applioabfe acrossva number of aétinities.

As educators it is alao our responsibility to advocate - for
accessible community and school en?ironments. Classrooms suoh'asAHome
Economios rooms, Shop, Artt rooms, Computer and” Typing rooms and
Gymnasiums must be accessible. As much as possible‘equipment in these
classrooms »should also be adgpted to 'acoommodate> indiVidual» needa.

There are currently available a< wide array of adaptive devises to

facilitate the operation of Dbattery-operated- toys and electrical

v



& being recognized that instruction of educationally relevant skills can

‘appliances.

3

Community-Based Programming

ﬁj”

For a skill to be considered functional it must be taughﬁ in the

”’%*environment in which it would naturally bé used. More and more it is

’

and should occur outside the confines of the classroom walis, pot only
for éhildren with severe challenging needs but for all children
(Baumgart, & Van Walleghem, 1986; Wilgox, & Bellamy, 1982). There is
a variety of ways in which instruction can be organized. It can occur
only in the school; in the school and then the community; concurrently
in both;. or only in the community.

>

Community-based instruction should occlur in a regularly scheduled
o

basis rather than in a field trip format. Sailori (Sailor, Halvorsen,

Anderson, Goetz, Gee, Doering, & Hunt, 1986) one of the strongest

\ -~

" advocates of community based programs recommends that there be a five

" phase linear model of time spent in the community which extends from

49

the age of 3 to 6 in which it is recommended that a child spend 10% of

his time in the community; 25% of his time in school; and 65% of his
time in the c¢lassroom. Othef professionals would argue tgzt it is
more critical to maximize. #he time: the child actively engages in
iNteractions with his ~age peers. In a survey conducted by Meyer
(Meyer, Eichinger, & Park-Lee, 1987) strong support was given to the
-'item which advocated community programming.‘ In the item it was
reébmmended ‘éhat instruction outside the school should be at 1least

‘twice monthly for children ages 3 to 8; twice weekly for those aged 9

to 12; and 3 to U times a week for children aged 13 and up. Wilcox

f



and Bellamy (1982) recommended a minimum .of 35% for high school aged
students Y Thg? decision must be individualized £o the child‘ and
significant iﬁhégfs preferences. ’

| Inytheir chapter‘%% coﬁmunity-based igstruction, Sailor and his
associates present 'éxceilent strategies to overcome some of the

4

-obstacles to community based programming such as. transportation,
gcheduling staff, liability, administfative concerns, placement
oppions ‘énd various other concerns and considerations necessary to
account for when planniﬁg a child's program. Baumgart and her
colleagues also offer some excellent strategies (Baumgart, & Van
Walleghem, 1986).

q?%r some skills required in the community it is difficult to
simulate them in the classroom setting. In these éases, the child
must be taught the skill in the coﬁmunity. It is critiecal, that
community based training occur in the child's own community. If the
child is attendipg a school outside his own community then the skill
.must be demonstgééé@b in his own community for the learning to be"
considered mastegé%@.(Freagon et al., 1983), Instruction in the
-community must be unobtrusive, nétural; in appropriate size groupings,
and utilize appropriate behavioral management strategiesv (Wilcox et
%@ﬁ# 1987). All aspecté of the‘training which call attention to the
studént, trainer, and data taking should be minimized. Family memberé

L Q) . .
should be directly involved in training whenever possible as they. are

~

the persons who' will ensure the learning 1is maintained outside of
. .

schoogﬁhours (Fox et al., 1986). ~Community participation provides the
)

student with more"fhan juﬁgrthe opportunities to acquire task specific

skills. It élso allows the student the opportunities to interact with

.

o
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a variety of people and sét‘the potgytial f9r extending tﬂ%wchild's'
N,

A

network and the opportunities for f@%ﬁiqg&bersonél relationships and

Loy U :;g %

friendships (Doering, & Culpfﬂyﬁt; 1983).

Student Preferences

Wilcox describes choice as. thé experience of autonomy Jboth. in
small everyday matters and in large, life defining matte;s. Personal
choices expresses the ingividual idenfity (Wilcox‘& Bellamy, 1987?).
It is critical to consider student's bpeferencesfﬁhen selécting skills
to instruct. Many required skills can be acquired.across é variety 6f
activities. Student preferences can be determined by observing the
student, asking significant oﬁhers in his environmeft, offering

choices directly to the student or by reviewing past records (Browda®,

&VKing, 1987). It is important not to make too hasty of a decision

when attempting to determine chbices. Qften the initialwreaction to

exposure of something new may be disliked due to the uﬁfamiliarity of
the activity or it may be positive because of the noyglty factor.
Choices should rbe offered on sévepal occasioné before determining
preference.

Focused effort is. necessary to increase the number qf choices or
options ava%labie to‘studenté with severe challenging needs. - Houghton
(Houghton,  Bronicki, & Guess, 1987) in his study on choice. making

s
found that even'though some staff id classrooms examined were aware of
the importaneg of cboice making as an initial communicetion‘strategy,
very few of the .naturally occurring opportunities Qeré ‘used ' to
écknowledge_ éhoices subtly expressed by students, nor did staff

present choices when the opportunities functionally arose. McLean'and

51



his associates (McLean, Spyder-McLean, Royland, 1986) also emphasized
the critical importénce of the recognition of subtle choice
communication as critical in the develdpment of generic interactional

skills. Wilcox and Bellamy further substantiated this 'need. They

propoéed that without a focused effort to/increase'the options that

choices present, and without a concentrated effort;tovprovide udents
with severe cha%%%%éing needs the power to. be decisiqﬁ makers, the
gtudents wil} become p;ssive and have no way /JL need to express
themselves. A Students will ‘also not have effective ways of

communicating when: they find a situation undesirable (Wilcox &

a picture based method of

Bellamy, 1987a). fhe authors have develo
E—acilitating 'choicé making in their aqti% based catalog (Wilcox &
Bellamy., 1987b). ’

The option to e#press one's choice should not. be limited to thé
choice between activities. Choice should be an integral part of a
student's day and can be incorporated into many natural 'rouLines.b
Choice will allow the student to effect his environment in a positive
way. It will allow him/her to be perceived as a valueq person in his
environment. -Many adaptations can be‘ created to facilitate choice

with children who are ndnverbal.

Peer Validation ) O
As more -and more children with severe challenging needs are
becoming integrated into the regular classrooms and into thelr
neighborhood schools, péer inﬂéractiogs have brogressed beyond the

concepts of peer buddies and peer tutors. Peers are becoming lasting

friends. The McGill Action Planning System (MAPS) (Forest & Snow,

o~ 2
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1986) was built, on the ?bel;ef ~that good schools | educate all

students. ft ‘views the
- ‘

Fudent bo%ﬁh as a kale€idfcope in  which
% Ao ' - N \

. : R
the initiél planning stages. The meetings are designed to facilitate

S

» . -

extending the parts of the "kaleidoéeo?e?"thé child touches and

[y

influencéé. This is accomplished by first explqging the parents!

for théib child. It is important for'éarents to have this opportunity

“to express. clearly what they hope for their child in the future and to

feel free to discuss the things they ‘most. fear about the future.
Ideas are then generated abouﬁ who the child is, Qhat hisv;trengths
are, and what his needs are. The peers- are very active participants
and are often able to sgé the child as a whole person much better than
professionals. They view. the cgild'é'ﬁeéds ;s thg_same as their needs

. . (S . :
and provide many creative suggestions .for activities and programming

a4 . . . .
‘needs. They are also very creative in their solutions to required.

adaptations. - The peérs:have a "lets get on with it" attitude and

readily offer support for the . child across’ activities and

environments. This system 1increases the peers involvement and

commitment to the individual and often redults in more 1ésting

friendships being formed.

Summary
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‘everyone Aits into Qhéﬁ patteyn. hkvingfr;}';fkg _are” arranged with §
] ) _v ~ ». C i ) B R ) ",‘] v & | 3 oY s . C'3
parents and family-ﬂ%émb%ps,‘and the instrdét&gmﬁz;jvqgff,f‘ lan the
o h e & g AN, . IR
child's year. School peers are invited to attend the, Meg#fings from
‘ A R

:dreamsvfor their child, and then briefly explorigg their nightmares

The current literature reveals that there is a growing awaréness\_

on the part of educators to be accountable for the educational



programs we are providing children with severe challenging needs. The
. ¥ :
needs of the children‘ére great but there are many positive approaches

to educating these children, which involve respecting the worth,
. - Ty

value, and dignity of each individ‘gl child.. 'The focus has evolved

into the de&elobment of individualized education plans designed to

&y,

assist the child in develoning to théir greatest possible level of

independence. The next chapter will explore curricula which have been

developed in the last decade.. The research which has been cited in
this chapter and in Chapter Two has come to the forefront in the last
decade as well. The curricula will be reviewed with an eye to

discovering how the trends @@n literature are’ reflected in the
4 ¢ .

curricula.



CHAPTER U

Mg

GURRICULUM DESCRIPTIONS
.

Curricula could be narrowly described as a compilation of skills

':beyond a statement of'goals

to be taught. Most curricula extend
. . ”

and expected outcomes of education. Curricu ct the

should ref

educatipna; values of the educators, their school disﬁrict the

parents, and the student's community expectations. C%rricula afford
educators the opportunity to translatg valﬁes and expectations into
‘practiéal educationi; programs (Wilcox & Bellamy, 1987a).

In addition to delineating the skills, curricula will often
suggest the order in wpich the skills are to beg taughé; suggest
teacﬂing strategies to. facilitate implementation and‘-éi}ablish a
criteria for judging the'étudent's performance of the §kiil. "

The previous chapter reviewed the values' deémed essential by
prominent researchers and project administrators. T iqdicators
implied that as educators we should value programs whq;e curricu{&ﬁ
content provides opportunities. for ,learners Qith seQere challenging

needs to develop skills which will afford them maximum independedce in

adulthooﬁ across a maximum number of critical environments. It also
indicated that the curricula should be longitudinal in nature,

m—

teadﬁéng- skills necessary’ to equip the studept"?or transitions,
include\ETI adult domains, provide methods for Qﬁnitoring prog;ess and
determining skill selection. Angélall the éur;iﬁg;a should refb;ct
the values of normalizatidn daﬂd individualizatich. As such the

curriculum should teach the skills required to participate in their
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local homes, schools, communities and work places.

In this'ohaptep,‘sixteeo curpieyla are reviewed. All but one of
the ourricula is knoqo.to be currenoly used in at least one school in
Northern Alberta. The cupricula weée selected based on a development
date within: the last decade. A variety of clrricula were selected in
an attempt to providé a diverse samp}e for the later applioation of
the instrument developed for the purpose of this study. For this
reoson some of the curricula selected were designed asz&ocally based
cufriculum. Others* have Dbeen designed with more  universal
implementation in mind. Somo of the curricula encoopass all of the

critical domains, while others have,been designed to encompass only

one major domain. All but one  of the curricula has beén.designed

specifically for students with moderate to severe challenging needs..

Some are designed to serve a specific age group while others encompass
7.

the entire school age population. For the ease of,ﬁresentation, the

A

végrricola have bee% ‘arranged in the order i in which they’ were

developed In%,%héH case of dupllcatlon of years, they have been
ordered alphabetlcally by author' s»name. The Teview is deslgned‘as an

attempt to famlllarlze the rgader Wwith the suggested purpose of the
s . "”
currlculum “and to désoribe the main features of "each of the
> :

l

curriculum, thelr ‘methods of organization and their methods of

selecting and monitoring progress.

I
-

Programmed Environments Curriculum

The Programmed Environments Curriculum (Tawney, Knépp, O'Reilly,

& Pratt et al., 1979) was initiated during the early 1970's when the

movement for the right to an education for children with severe and

"

-
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profound challenging needs was Jjust gaining a firm greund. The

curriculum was developed %é conjunction with a teacher training.
program to develop models of instruction for children with severe

challenging needs. In addition f{o the currfculum, instructional
8. '

modules, -a video traihing tape and module post-tests, and forms of.

data are available. The curriculum was designed for and field. tested

: ) 3
with children "generally considered to manifest moderate, severe, or

profound developmental retardation". It was based on a developmental

conceptualization in which skills were targeted that are typically
slearned by normal children from birth through 3.years‘of age. -

The;early portibn of the project involved thekvalidation of the

right dT: theses,children to an education. The validation involved
L . N ‘)_417 ’)‘ .

training te .5hoviding direct instruction to children and

developing a data-based system to document the éxtent of which the
children benefitted from the instruction. Data was collected on 300

chlld}en.ii his curriculum was one of the first curricula to recognize

& Tl 7%y

O uy

‘the ﬂeed for teaeﬁersw;to have tlear objectives, documentation of
v;; :

P ’ .
' altennat e strategles employed, and records of child performance in

. N .
ordeévvﬁo ensure "accountability" to the parents of children with

severe challenging needs.

1

b

- The eurrlculum developers*were cognlzant of the reality -that no

currlculum could adequately meet the glverse needs of all the children

;';w1th severe %hallenglng needa. ans the programs were de51gned as

k

' models to assist teachers to generate curr&pula 1nd1v1duallzed to the

S a3 4
child' needs. The . programmlng model is conceptuallzed on an

errorless learning model in.which the conditiehs of ihstﬁuction were
carefully arranged to-..accommodate fheﬂ"leeéﬁer; Intensive direct

W »*

"t

3



instruction in individual or small group sessfoﬁs,A1O to 15 minutes in
duration was recéa;énded. |

The curriculum inéludes an’ assessment' tooi in the fdrm‘-of a
screening classroom observation‘form,*organized by and sequenced in
the approximate order of acquisition. Thé program areas included:
language, cognitive, motor‘and self-help skills: \%x

éach brogram contains a program éverview which deséribed the
pationale for the functioning of the skill, a désqription of‘vent;y
behaviors, suggested agaptations fof sensorysor motor impairments, the
behavioral objective) _and suggestions for generalization.
Instructional procedures for teach%ng each vskill includeg specified
strategies and performagde criteria and sugéestions for modification

“ir a.child failed to meet the criﬁéria. Forms for recording response
.
were standardized with the inglusion of suggesﬁed data sheets.
Options on materials, cues, céﬂcepts, and responses were ?lso liéted.
‘

This curriculum did recognize that skills did not develop in
isolation Aand grouped Dbehaviors acro§é _content areas into two
Ei}égories: that of response building, which -included learning and
producing’ the motor components necessary for motor gnd seif-hclp area;
and stimulus shaping, which included the teaching of skillé necessary
for differential respopding to specific stimuli écross the language;
social and'cognitive.aéeas.

Supplementary  information is included with the curriculum té

assist the teacher in understanding the basic tenets of the curriculum

and to facilitate Individual Educational Program development. The

program needs in addition to district diagnosticians and the

curriculum stressed the participation of the teacher in’ determining ‘gf



-

a which assisted ‘in, determming what skllls to teach next. The role of‘-_

. ! \
e i

e

Csg i

_lmportance af prescriptlve typeszxof‘ crlterlon ref‘erenced assessments"

.

" ‘,o N

the parents, in addltlon to the prof‘esolona“ls, 1n the deter’m:m‘ation of

. .o
e

long and short term objebtrves is’ a,lso dlscussed. Th’e‘:"neces's'ai«’y'-

(

components of an IEP""'re caref‘u],ly outllned.

a

o

SN .
I Ca

>

A Longitudinal Listing of Chronological Age—Approprlate and

Functional Activities )t’or School—Aged Modera jl} and Severely o
. 2 ,

:,- o Handicapped Students L L

| The:‘authch* (Ford,{et al., 1980) descrLbed and developed =

longitudinal curriculum stratesles. whlch they based upon ‘Ehelr-

commitment to thevf‘ollowmg pr1n01p1es‘ 1) that each handlcapped‘
ind1v1dual should be prov;Lded opportunlties to partlclpate in some-

capacity J.n chronologlcally age-appropx‘iate f’unctlonal act1v1t1es‘ 2)

that the partlclpatlon should occur 1n a w1de varlety Q natural\

environments, and 3) each currlculum should be organlzedf 1nto domalns:;{ R

L) it

N3 . ’ . "

gs Ta. gulde :,to a331st teachers and parents ‘i‘n 1denL1fy1ng and

. chlld may be invplyed in the same actlvlty at the dlf‘f‘erent levels but'-

°

A prioristizing approprlate 1nstruct10nal act1v1t1es and to a331st 1n‘_~7_.
]

g acquiring age-approprlate skills. R

.

@developing 1nd1vidual e’catlonal pla&s. o :,."‘_\.

The currlculum is, organlzed accordlng to the student's school_

0

v . L
plaeement. ) The categorles are, Elementary School (ages 5 to 1293

Middle School (ages 12 to 15)5 and ngh Sch<>ol (ages 16 ‘to- 21) fThe Pl

"‘ﬁ I

the skills whlch are emphaslzed w%l change to ensure the Chlld 15'.1 s

- The empha31s of the program 1s on teachlng skllls in. the naturalv

. . R TR
el A e : [ L O S o Lo E K

.-which r’epresent the chlld's llfe-space.' The currlculum ‘was demgnedf :



n.-“, . R .. . ‘e .

%o

fenvironment' in 'which “they' oceur. The domalns at@esued are: the e
' - e SR
domestlc, the communlty recreatlonal/lelsure, gnd vocaégﬁnal Each of WLy
, kD o '

Hdomalns 1ncludes personal health cére, housekeeplns,.cloth g'&er

. L S
and meal prepanatlon.-. 'In,,thef commun&té\ domain reataunanbs Lot
‘ transportatlon, coxn—operated machlnes, sother community facilitxes,
- >‘ R "L _\‘ . \—A._/'_' . &, .0

publlc bathrooms,'and general problem solv1ng skllls are conbtdergp

A‘The g?%oreatlonal/lelsure domaln-\1$ arranged 1n a checkllbt format

. : a
.nnder the’head;ng of»home/indoors, home/outdobrs,.sohool community,

’ '

"~ and vocationalﬂ The vocatlonal domaln looks at skiilq through a WOrk- r
.
' AdJuStment Inventory 1nvolv1n5 spe01f1c work skllls and the aetual job

;]ﬂdescrlptlon._- FUnctlonal act1v1t1es are prlorltté?d and then @killa

y are targeted and adaptatlons and related SklllS arf verlfled ' ~ ;
. . ST - & . ',
ThlS ourrlculum development a?proach suggests the utiljzation of

B »‘l

:natural env1ronments, the parents, prlnted,materlals; current teaeher
e practiees;h and stﬁdent- behayiors_ as 'sources 'of informatlon when

,ldetermlnlqg \Skllls "to ‘be taréeted. u.vThé approach focuseq’,on a-

g . R

longltudlnal egucatlonal program whlch aSSGSSES the need% of both tho

' -icurrent and future'env1ronme&bs., It focuses on‘the 1nd1w¢dua11zation
h.of program‘sequenoee:bo the Chlld. The authors stlpulate that “the
,fstudent dlctates What should be taught ‘The empha51s=1s also on the
'Q;use of” arstructuned aoproach to determlne any‘neceseary adaptatlons to
. ;nstrudtlon-for the child to allo; at ieast)partlaL_partlcipation in

,deSined- activities,-. “These adaptations could be in the form of

. » . " - . N - :
.. instructional procedures, sequences, and materials to allow maximum

"é%papticipat;on;-
Preceding -each section; a brief philosophy is preSented _which -
. * * ., :‘4

¢ .
2

.
‘ .

.
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outlires the major considerations necessary regarding the curricular

_content at each age level. " The cufricuygm doigf”“ spropose specific

teacqéﬁk methods, materials or content-priorith %he authors feel
. - s .

they must be individually determined.

The Teaching Research Curriculum for Moderately and Severely

' Handiqugéd:'cross and Fine Motor.
\‘/\ .
. } K- - N
The Teaching Research Curriculum for Hﬁaerately and Severely
' i

Handicapped: Self Help and Cognitive

The Teaching Research Curriculum (Fredericks et al., 1980) was
compiled from individualized prescriptions for students which were
then field,}ésted on other students and féund ﬁovbeve%fective. The
teachiné methodo1ogy for use of the programs has been standardized as

the Data ﬁased Claséroom. Teachers have been trained in its use. The

lﬁpurpose ofA the curriculum is to provide the bﬁeakdown. for skills
: ’ ¢ »

‘pappropriate to be taught to handicapped children. The skills se%ected

*
~are skills a nonhandicapped child would acquire in the first six or

seven years; The skills are sequenced‘in a developmental order.
S . '

"The curriculum is organized into curricular areas which include:

gross oto§ movements, . fine motor movements, receptive language,

expres3sive ianguage, selféfeeding, dressipg, personal hygiéne, table

skills, personal ‘information, reading, writing and number skills.

Each of the skills in the cur;icular areas is task analyzed and broken

down into subcomponents of phases and Steps. A terminal 6bjective is

specified for each _behaviof. : Prerequis&te skills are also
. N \

designated. Suggestions are provided with each’ task analysis for

materials to be used and possible necessary modifications for sensory
’ |



. by Y B
impaired studtnt€. Teaching notes are included to provide information

‘ R _
about the order in,yhich the skil{-}%% to be taught and any additional

e

information deemed necessa}y§ﬂ$ ensure effective instruction.
The curriculum provides a methodology for assessing p;acement in
the curriculum in each of the areas.‘ The decisions are usually based
on the next occurring skills in the hierarchy after the child's. last
success at performing the terminal ‘©objectives for -each area.
Procedures for /eonducting a baseline and: for determining where to
beg;n teaching a selected skill. are also carefully explained. A
sﬁgtem is  a1so available to post-ﬁest the' skiils and to test for |
maintenance of learning after instruction hasfeeen terminated.
"The ecurriculum authors -strongly shggest, thej;use~ S§ fa: multi-
disciplinary team approach to the education ef_ch;ldren ;itwehbdb}ate‘
"and severe handicaps and include a partiaivylist"‘bf’ " d flags"

- - . ,,,,
alert teachers when the

may need to seek the expertlse o? others.

4 . ¢

de51gned for a data-baséﬁ decision model which3“s

» ";“' - ”

trial data 'taklngv- daily updatlng oF 1eve ’ @%57

The curriculum

v

involves trial

instruction, rules for maklng program changes‘and standardlzcd daLa

]
9

sheets and marking system. The %pveii of;promptlpg prov1ded are often

included w1th1n the phases and step _f.CuesL“eqrreetlng procedureé,

, v
o2 3 -

reinforcement proeedures and - presentatioﬁ 60 the . materidls is

S : o

standardized across instructors to ensure.consistency of the data

taken. A system of branching strategies does provide for some

individualization of task analysis. Most of the programs are designed

to be taught'in isolation.

!



advocated. - The entine
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Alberta Education: Trainable Mentally Handicapped Curriculum Guide

The Trainable Mentally Handicapped Guide (Cameron et al., 1982)

recommends the use of aanulti-disciplinary team to ensure the child
f

~ functioning within the trainable 'level of cognitive- functioning

receives an ‘appropriate education. Assessment is viewed as an ongoirg

process that involves continued evaluation and revision of training as

" required. An‘;-iﬁﬁi&é@pai intellectual assessment, an academic
AR S |

functioning assegsment,“ social functioning/behavior and information

components of program planning. The curriculum also récognizes the
&'

The curriculum’ guide is designed as an integrative model which

parent as a source of knowledge‘regarding their child.

integrates computation, communication and living vocationél skills. A
methodology which utilizg} partial application of the skills taught at

functional times to .increase " the méaningfulness of the skills is

'
¢ [

~w.community is considered when planning

programming.ﬁ'ln confﬁéé@} fédhé}enCe to the deveiopmental hieraréhy

PP R

" of skill achievement aﬁglfﬁéfépﬁcept of readiness jis also advocated.

PRI

Individualization of instruction, utilization of generalizétion
principles, day to day programming, establishing of awareness of
routines, peer tutoring and integration afe considered necessary as
‘ 'y
well.
. 3 , .

{ The curriculum- is divided into ten sections which include:

understagdrng of self and others; tyavel; health; safety, world of

work, home 'management, money  management, motor - and physical

activities, fine arts and personal expression, and citizenship and

ipdividdal responSibilities. Six functioning levels are designated

P

Y

bl

from professionals and paraprofessionals are viewed. as necessary



»1evels is included in an appendix. «

4
- .

K o '

within each section. The 1levelsy are hierarchical in nature.
. [ ] . B .

Objectives are delineated in each level. The objectives are not

behaviorally defined but tend to be generic in nature. . Teaching

strategies are suggested for each objecti

V§S§nd materials or resources

are -included for some objectives. An overview of the sections and

. ) [
An "additional two sections, Computation and Communication, are

included separately. These sections are again arbanged in  six

levels. The Computation section includes four units of instruction:

I T

N g
shapes and positionals, 'number, operations and measurement. ~ The
Communication section includes: receptive communication, viewing,

.expressive communication, functional’> reading, handwriting and

spelling. Thevintehtion is. for the skills to be integrated with the
Living/Vocationai Skills section. An overview of all the objectivds,

a student/profile checklist; and resource suggestions are also

)/éncluded.

Alberta Education: Dependent Handicapped Curriculum Guide, Revised
Edition | ”

The philosophy of the Dependent Handicapped Program, (Cameron, et

al., :1982) outlines that the specific aim ofé'education’ for the

dependent héndicapped student ig}to make the student les$‘dependent by

increasing his awareness and control of his eﬁvironméﬁt. The targeted
population .includes "those persons "with severe to profound mental

handicaps and those with severe physical disabilities or intense

medical needs". ' A transdisciplinary approach is recommended in the

assessment, education and treatment decision making process.

64



The guiding 'princibles of education advocated in a’

~

include: a recognition ofb the dignity of the student;"

reliance on the developmental pattern as ‘a ,referénbéﬂ‘baSé;J'thé'

i

) g . . . . v 2 e u‘. A.,‘_,..-
implementation of age—aﬁpropriate curriculum within.a §ettIhg whichlis.‘

= N

.as natural asgpossible; and 'the use of ‘a system&blc teachlng appr&acq¢

The curriculum guide is organlzed 1nto the areas of awarenessvand

«’l L ¥

socialization, communication, concept formatlon, motor SklllS, seIf’
. . N N

care skills, purposeful activities, comdunify,skills énd.reéreation,

Skills are selected in each of the major areas. The objectiygsvaréj

delineated within each area and sﬁggested strategies énd mated&alé ére'--"'

‘provided. -
4 :\

task analyi ?§9 The areas of lnstructlon are dlscrete w1th\yL1ttle

. overlapping. vThe objectives are‘taught‘ln 1solat10n.

‘e A

A checklist is provided bo'éhart_the student's progress Qth time =

‘with a five point .designation ranging from "not accompliéhédﬁ,_tb‘

"transfers skill to natural environment". Suggested assessménm tbols

to utilize in conjunction Qiéh the checklist are“provided“'in the_ T

appendix. In addition, a glossary of psychological, educational,

physical and medical terms have been included.

Cieey
R

The Teaching Research Curriculum for Handicapped Adolescents and -

Adults: Assessment Procedures.

The curriculum presents. strategies for identifyingA skills. that

each individual adolescent or adult would need to function as
4 ' ¢

independently as possible: in his' current or . future " environment,
including’his»pdstjgchool environments- (Peterson et al., 1983). The

curriculum i¥ adaptéple to persons demonstrating moderate to sevefe

> -

~ o~

objectives are descrlbed in- generlc terms and ‘aré’ not a

3
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challenging needs. The Assessment Procedures. were developed as an

assessment "of skills. They are useful in assisting to determine

needs. Supplementary manuals have been developed which task analyze

the'skiils‘and provide teaching strategies. i /
v .

- The. school, home, community and vocational environments are

examined. The domains include: social, independent 1iving, lelisure

66

~ time, and vocational and associated work.skills. The social domain is

'furﬁper e broken down into curricular areas of communication,
soeialiéation, and sexual awareness. Independent living includes
personal hyglene, dPESSlng and clothlng care, housekeeplng, shopping,
_money management, cooklng and community mobility.

;‘ihefoskills ‘are 'assigned priorities by first looking at the
env1ronéents and determlnlng the skills required in each environmcnt
~and then .predlctlng the student's most. likely future environments
The student's'skills are'then'asseSSed in those environments and the
strengths ane needs are determlned from a discrepancy analysis.

xv:A V magor -‘em&ba31s 7-in4* the: ‘curriculum. planning . is on a
paéent/teaCherlpartnership; The curricuium advoeates the teaching of
geﬁeﬁie 3001a1 ski1ls acposs'éil domains.//-The designation of work
assoe%afedl:skiiisk{is ‘unigue t0~-this’.cupﬁiculum. It assists in
,pﬁevidihg* é.veomﬁon‘ refehence éﬁound ’fdr- schools and potential
‘.empIOYers. | Assessment of ,kllls %én isOiaﬁion; can eoften lead to
1nstructlon of Skllls 1n/4Kblatlon.~ Tﬁe'curniculum_has éttempted to
prevent thlS somewhat_ by ‘1ncod§pyating the-,dse ofv whole ~ task
;iﬁstructlon in tﬁeif thaining‘fermets. The use pf.sondirective cues
'aﬁdi whole‘ taskI-instrueﬂiona];fbﬁes: marks a mb?eA,away from ‘the more
}strdet@bgd'seép-by-step ihstrhdtidﬁal.cﬁeing.systeh employed'ih‘tﬁeir

N
- Y
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elementary cunridhla. ' 2> g

. ‘@ ¢ . : .
Individual Community Life Skills Proflle System fori Severely.

Hand;capped;Students

The Dekalb County Special Education Aéeeciation; eXpnessedf a

-comnitment to pfoviding community—based instructionel'pregrens for all

students with severe challenging needs.vThe authers (Ereagbn’et af.,

1983) then viewed the need -to develop the longitudlnal assessment tool

which would util;ze ‘phe domestlc, communlﬁy, vocational and

1

' recreational/leisure en@ironments. _The resultlng proflle is based on

%
the . perceived demands placed upon severely challenged students for

1ndependence aonor partlal -participation in thelr 1nd1v1dual current

vand future environments. The assessment is _not; Sequentially or
- . . , . : KR

developmentaily based.

Theféssessment delineates activities and‘skills that are ‘deemed
. . o 7 x .
essential to independent adult functioning and current participation

in natural integrated environments.' As such the profile is designed

7 I

to be utilized to access the leVel at whlch an 1nd1v1dgal student is
currently functlonlng, a531st personnel in determining’ addltional

skills frequired, maximize ' adult partlcipation, produétiviﬁ?l and

_independence  in multiplea ,env1ronments, delineate instructional

environments And monitor and evaluate the student's progréss while
. o _ , .

~+~acquiring the necessary ekills. The environments essessed were

v

determined by examiningi‘not only the vDekalb," but alsp the 1local
neighborhoods of Students who were bussed into Dekalb's School from
neighboring communities.. The's&iils are then locally ‘based. Although

this curriculum is not deSiiﬁed as a universal curriculum the generic



3 .g;’:;
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' skills are readi?@ gandable and thus would provide othe‘a~39hool
districts the basis ;?? om which to 1locally reference their own

curriculum. L
The domains ifdfude - the domestic, recreational/leisure,
community, vocational, and interactions with nonhandicapped persons.
The activities have been delineated in a "generic" rather than a
"specific" manner to provide for critical skills acquisition and
systematic generalization training. This also assists to facilitate
application as' a profile across simllar school populations. The

training focuses on nctional, age-appropriate, longitudinél skills
which will maximi;;T“Lommunity paéticipation. Recreation/leisure
activ%ties - are coded by i schd%l-ége level to ensure age-~
appropriateness.

A unique feature of the éurriculum is that it has been designed
with the multi-disciplinary team approach. As sguch, it provides a
common base between educational personnel, including teachers, speech
cliniciaps, -OT's and PT's to discuss and .monitor the child's
prqgr;ss. The communic;tion skilis and the physical skills required
tg‘ complete a task are included directly 1into the generic task
analysis. This also assists instructional staff to be aware of the
| need ~ to integrate these skills into daily r;::>hes. Parent

participation is enhanced by their early, involvement in the planning

process and by the locally based qualities of the curriculum.

68

A second feature of the curriculum is that it is designed to

monitor student progress over a number of years and provide space for
both fall and spring assessment information. It also provides spacé

for the recording of any adaptations in sequence, materials, and/or



method. A common marking system has been developed tov ensure a
consistent form of marking levels of independence. This faéilitates
communication across instyuctional environments. - The curricilum has
incorporated a system to 's{g@tematically monitor the types an‘mounts
of interaction the st&dent has with his peers as well. Procedures for
use of the curriculum are clearly outlined and examples of the profile
application %§e provided. A vidéo explaining the.rationale for the
development of a community-based‘yprogram of instruction is also

available.

Inventory Process for Social Interaction (fPSI)

This is the first of five volumes on Project Reach (Regular

lt.Education“For all Children With Handicaps). The inventory for social

nteraction (Doering, & Chlp Hunt, 1983) "describes an approach for
assessing and ppogramming for the social skill needs of students with

severe disabilities". The authors advocate that the acquisition of

‘these social skills will increase the degree in quality of the child

’

with severe challenging needs participationl in their school and
commuﬁity environments.

Social skills are categorized into tﬁree " domains: social
exchange, social rules and body posture. Social exchange 1is

subdivided into the components of initiation, reaction, maintenance

69

and termination. The social rules are learned by students as a,.

«

practice of social @ exchange components. Body posture relates to
!

mannerisms ‘and body postures which may interfere with social

‘exchanges. Community and classroom environments are assessed through

a process of ecological inventories. Neighborhoods, ‘scﬁ@ols and

4%
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community sites near the school are assessed. Samples are provided. -

The social skills of the student ir the classroom and nonclassroom
environments is then ob;erved.' Assessment information from auxiliary
staff is ascertained. In addition, information is obfained from a
parent/teacher interview. Prior to the intervieﬁ, parents are
rgquested to fill out forms indicating their normal weekday schedule,
weekend-schedule, and any adgiﬁianal scheduled activities. This not
only 1looks at the aétivitiés but at such things _as the child's
performanée level, whom he participates with, and the environment.
This in effect provides an inventory and a discrepancy analysis
between the child and others in the family. Parent participation in
the planning process is very active.-

Strategies are provided to develop and implement individual
edﬁcational plans that incorpora%g a training of basic skills within
and across “critical activities. Basic skills are}}dentifled within
the four areas of: social, communication, behavior and physical. A
strong emphasis is placed on the fact that basic skills cannot "be
acquired %;§isolation. To be meaningfui and motivating they must be
acquired in the context of functional activities. Critical activities
are identified fér the child. Present and futu;e éritical activitiés
are .considered. The skill needs and the critical/functional

activities are then fit into a matrix.  Both the basic sk ill and

activities are written into the IEP objectives.

Several examples ‘of the actual implementation of the IEP

objectives into actual instructional programs are provided across a
variety of activities in the school, home, community and work

environments. Models for the integration of severely disabled



students. into regular public and community settings are described.
Inser?ice ideas and peer programs are diséussed.ﬁ Concrete suggestions
for the difficult area are also included.

Curriculum ideas for leisu;e, community, domestic and vocational

.

functional activities are proyided. The authors developed this

chapter as a resource for teachers to expand their awareness of where,

how,‘and what socialrsk;lls should be taughﬁ.

" Task analysis are‘jbrovided of possible"qurriculum activities
across a variety ofaileisure skills, community resou@ges, domestic
activities and vocatibnal-activities. Suggestiods are provided with
each task analysis 6f soéial skills which can be incorporated inﬁofthe
activity. >Samble observation and evaluétion forms are included in the

appendix.

¢

Leisure Education for the Handicapped: Curriculum Goalé: Activities,

and Resources

The authors (Bender, Brannan, & Verhoven, 19847 of leisure

leducation for the handicapped assert that although the importance of
. A

leisure education for the handicapped persons is now’ recognizgd;'

extensive efforts need to be made to incorporate leisure education

experiences in 'schooi curricula_ for handicapped students at both
elementary and secbndary levels. They also suggest that leisure does
not need to be a separate curricuiar ‘'subject area. Many of the
’leisure :related concepts, includ;ng attitudes and sociél skill
dévelopment and activities are currently beiné taught, But in a maﬁner

that is not clearly related to helping handicapped students develop

71
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positive leisure 1life styles. The authors suggest the employment of

. leisure concepts and activities in various subjects and courses allows

for the meaningful agblication of M"academics" to real-life problems
facing the handicapped.

The authors developed a taxonomy of leisure skills following
eight major curricular areas: Play and Games, Sporté and %hysical

Development, Camping and Outdoor Activities, ‘Nature

Studies/Appreciation and

:Develqpment, Hobby Activities, Craft
Educational, Entertainment and
Cultural Activities.
third subcgt;gory iden‘y_',f‘fﬁspgcific ieisure activities or
expériences:-'A complete listing is presented:f

The authors contend that in order for individualized prograa; Lo
be effective, they must take into account the learning characteristics
of the handicapped student and include goals and objectiv@@v that
reflect §reparation for 1life adjustment in areas such ag \self—
maintenance, home, career and leisure. A listing of learner needs and
related curriculum modifications is presented. A matrix approﬁbﬁ to
leisure time activity into the total school curriculum is detailed for
both elementary and secondary schools. Samples are provided.

LeiSQre Learning- Units are explored as a delivery system. These
units are designed to assist educators and related professionals to
integrate leisure education concepts and activities into their total
school curriéulum. The units emplpy nine major principles of
developm?nt: eriterion referencing, task analysis, transp;rtabi}ity,
flexibility, individualization,.;cogt effectiveness, untit basing,

X
skills training to self-actualization continuum, and developmental

7

A3

.
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¢« %. ‘appfoach the authols . have aéveioped,§

‘_',pebéaihingfto;'the_majoh content .area, the subcontent area, activity,

=

" seduencing. ' -Each Leisure Ledrning Unit. contains information
s : Cre Lo . RN : L3N . : _ -

o
-

v

‘_gtra;egies,', féllbw-up .strgﬁegies; short term ;quectives, Lask

P
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‘overview, goal-statements, assessment methods and suggestions, lead-up

"‘fIﬂ» ’ ) ) .I . - : . o s -
analysis, adaptation/modif;éatlons, resources, and integrative |

fearhing chart. Exemplary Leisure,Leafning Units are presented;

> . oyt N . Y

g : - 0 : . » '
- - : . 4 Y . . ) - .
SkilleStbeamfng'thi‘glementary Child: A Guide for Teaching Pro-Social

-
' A

Skills .

) EINL

o . 4 ,
Skill=streamihng in the Elementary Child (McGuinnis & Goldstein,

1984) ‘was deSigned to assist teaéhers in. the . instruction of comblex'

»

gocial and ,‘pé,g;.sonaln skills. Its vintended' purpose 'is  to shift the -

focus of atdention’ away from beéhavior probiédé and ._classroom

disruptions to . the > constructive achievement of prosociall skills

. Y

- ~neces$ahi‘ to fddilitate placement in integrated venvirdhmenté. This

" training. _:EéchAﬁskiil; to be

-% ‘stepd and ‘then the four “Strategies are applied.  This focuses

book provides,téécheggééﬁ mainsLEEamed‘and,speéial education classes
e ‘ T 0 - : “ : _

A N

with strategies and concrete techniques for groUpfihS£ructioh iﬁ pro-

. X
social skills. . . - S ,'

§

.THe stHUCtu?GJ"learning,process is based on a psycho~educational
. ' ’ : . - R e

g - . . N . St
" and 'pehayiorél approach for ‘providing instructwen. Through. -*this

A ~

'ﬁbdelling,»:role-‘playink,y berformance.ﬂféed fback }énd transfer’ of
- . L \ ’ ) .

a

o s ¢ ‘¢
taught 1is broken down;;zato behavioral

instruction in natural _environments where ' the skill is actually

, ¢ <
rieeded. : N :

~

The goal of assessment, as describéd by the.authoré, is fo arnibe
&

strategies which include:’

>

be

v
.t

'

/

-
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' .at a teaching 'pi‘eSor'iptioh tadl.ored to tl’7 A‘individual skill assets and

k3

ca

_deficits of “each child, " Methods of vasSessment incllude/;; interviews, -

1

‘ self-heports,» naturrfalisti‘:c obser"vation, analogue observation, ‘behavior

‘r‘atingil.scales~ and sociometrics. .A student Skill chec\%st, a teacher.

»

" skill checkllst and a char't to a351st ‘in grouplng the students 1is
;ncluded in text. The ratings are a five’ point scale ranging from

"'almost néver" to "aimest always".  In addition, progress summary

sheets a.nd a student master'y record can be mainéi ed f‘or each child.

‘\-

The sk)_lls are organized ‘1n-to five gr'oups which include:
classroom survival skills, f‘r‘iéndshi‘p-making 'skill,s, skllls edealing
‘o . o 24 ‘ )

with feelings, skill alternative to ‘agg-r‘ession,‘ and 'si{il—ls""dea’ling

Wwith .str'ess. Skills do not ‘need to ‘be taught in the order in‘which

RN they are presented but they. shoulnd‘ be assigried a priarity rating'

jaooording to those relevant to the immediate needs of fhe student.

> o, i . '_,

Eaclr skill is task analyzed into sperific Behévidral steps. The
", s . A . - . . 3

v

T4

purpose of many of the skills, ‘especially »th'gse‘ deaLing withul

alternatives to aggressmon, is to, teach‘ an lmpulse contr'ol etrategy.

| ThlS w111 asswty student by ° gLvmg him added tlme to r'ecall the
’ ¥

'r'outlne and the r‘emalnlng steps In addltlon to the task analysi'a,

suggested 51tuat1ons for pr'actlce and ‘a -comment's section are ..

‘ .
[ DN

prcv1d‘ed. 'The__' COMents” se'etion pr‘ovides information on: tea-ching ‘

¢ o T
str-a-tegles and por-tlons of SklllS whlch may need to bé emphasized.

- K

The methodology used in the pr-ogr-am lends 1tself well to adaptations

. necessar‘y f‘or' chlldr'en w1th moderate to severe challenglng need\ The ,

- . -~
- . . - . N
‘w »

t_-lang'uage'can be sh‘or'tened -and. simplif‘ied_, picture cue cards, videos
and social skill .games’ . can be utilized. ‘The procedures incorporate

'simflar behavioral technolbgy'often utilized in other curriculum.

. . - - 2
4 . ) :



A "soft covered booklet is available. which contains the blank
program forms corresponding .to those utilized iﬁ the text

descriptions. Skill Streaming the - Adolescent (Goldstein, Sparfkin,

Gershaw & Klein, 1980) is also available for +the adolescent

i&egrhing. The structure is a similar one.- A sixth group of skills,

r

O

P At
A .

planning skills, has been added in this addition.

£

Teaching AutisticIChildrén: A Functional Curriculum Approach '

- Inpovative Modei Program for Autistic Children and Their Teachers

(IMpPACT)
. s BN e —— )
The author's‘pgrpose‘(Neel et al., 1983) for the curriculumﬁgg
"to énable autistic children to participate in bhe'environment to the

maximum» degree possible - through _ improved  communication. and

indepéndence". The.éurriculum is designed for students with autism or

7

“autistic-like behaviors and for students with severe developmental

. disabilities. It is}uséablé for students ages 5 to 21. o,

'

The éssésbmenp ;SF designed~ to‘ measure the -manner and type of

functiodé ‘the’ stud;ﬁt has in ?the domaig greas’ of: communicatidh,
transitidn,:reh;;ation/Leisuréf and self-he;ﬁ. The asseqsmént lists
the ‘forms = the: student ,uses“écrosé envifonméaﬁ... The. ¢co1oéiéa1
:%?;éhtory méasureS' tH;A degfee ‘of restric;idnﬁ_fohA~eacp child théh

- C oy

. includes',thelihumbén‘ and - types, of ' envirénments . that, " are cuprehtly’

. v T ! ] A
assessed ana’thé_ahoﬁnt of sipervision and/or aséiséénce_redhfﬁed‘ln
eacﬁ‘of the ;ettings.'.Deéailgd-sﬁmple inveﬁtdrfé;,of both the $;hool
and home environmentalwinventories are'pnOQided. ‘ A X

" The authorsilist the  following guideliﬁes when selecting skills

_or behaviors, to be taught:: currentiy ‘ﬂdnctional, %an be used in

N
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5

~ guideline. 'Suggestiohs are also provided to assist with scheduling

. .o

programmlng is prov1ded'1n the appendlx,‘

multiple enwironments, isi longitudinail, Iis age appropriate, is
universallyiﬁndebstood, and reliably,produces the desired effect. The
fécus is on current and futune environnents when determining needs.

The instructionai strategies focus -on the teaching of skills in

routine-based ‘programs. These programs -are determined based on

individual needs. The program stresses devglopment of behaviors tnat

Y achieve a desired effect for each individual child. There 1is not a

rigid adherence to a pabticular fonm; the determining factor 1is how

well it functions for a child. - The instruction wutilizes a

’

nonhierarchical range of assistance which must be individually

determined for each child. Instructional»pnocedures,vdata collection

o o ¥

and pupil 48 evaluation is-descgibed in detail. A set of

wr
~

decision %making  program changes are provided as a

the classroom day.
. . . , . 3
Parent invoivement. in - the inventory process; go# - selection,
. : . ) Zf," - . weo 7 .o

76 .

planning for ffﬁtuee-‘%hvironments;' and ‘actual goal implementagion'

» ~

acrosSwenvinonments ié-highlighted.' A parent guide to understandlng_

v,

‘the currlculum and an, explanatlon of the need to shift to functional
. , :

>
A

Research'on ‘the- effectlveness of the program btrategies for goal”

3 Seléct on and 1nstructlon has been conducted ln both integrated and

7

" - . ~.
ot o

éegregated env1ronments and the. results have been very promising

(Donnellan & Neel, 1986) The study was' conducted “aver a - three year

peniod.and demonstrated substant1a1 student gafns.- (/‘V

e,

v N o
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Niagara South Board of Education: Peer Tutoring Program, Physical

" Educational Opportunity Program for Exceptional Learners: Peer

Tutoring Handbook and Task Analysis Sheets (1985)

Phoenix Union High School District PEOPEL Physical Education

Opportunity Program for Exceptional Learners, Teacher Guide (1981)

The PEOPEL Program (Irmer et al., 1981) was developed in-nesponse

to the growing: movement of educating children with exceptional needs .
-away from Jegregated séttings. It was founded as-a methodology to

_ promotel’ the| principles of integration, normalization .and agé-

o - < 4

T

appropriate learning opportunities. The. authors proposed that through' "

. ) "k ‘
the process of shared learning experiences, the exceptional learners

~
¢

and senior secondary students, a promotion and development of the

positive aspects of integration would occunfﬁ Individualized iearning

programs were developed by peer tutors who worked "with exceptional

learners under the guldance and direction’ of the phy310a1 education

-staff. '> ihe authors report a dual beneflt from"the ‘program:’

sxgnificant improvement in terms of phy81cal and s001a1 development of“

.

the exoeptional learners, and increased’ opportunltles“for peer tutors

“,

to fosten 1eadership, de01310n~mak1ng and organizational;skills. The

- 0

Niagara South"Board of Education (McPherson & 'Carmichael 1985)

\
recommended the peen tutorlng concept be expanded 1ntq other areas of -

4; PR . 7

. -

-

f the exceptional learner's ourrlculum. Reported areas of expan31on ,

iqplude uoodworkang, measurementh communlcation, speech al language"

ot " B K

development ~d¥evocational tralnlng, dally 11v1ng skills, and typlng. .

The Peopel Ieacher s Guide contains.36 qnlts of 1nstructlon which

€

education. Ther.excéptiOnal learnere- include: educable,';emotionally,
: _ o g : ' : : . K

.

' are'appiicable totjunipr and -senior high school students in ‘physical.



' g .
¥ v,
Jw,
: ;-W‘ -
< -

" the valldity and reliabillty of the prOJect. 'f=' 'X;.’*

-

handicapped, hearing and/or  vision ﬁ?mpaired,/, mdlti-handicapped,
physically handicapped and specific' learning disabilities. An
abstract precedes each unit and gives the. reader basic information
concerning the, content within the specific unit. Sample units
include' dance, gvmnastics, recreational act1v1t1es,‘self—lmprovements

unit"of ’instruction -is divided' ingo four main sections:
. o ;

‘band act1v1tf’ experiences, performance objectives, task

analy&is and student cla331flca§gonsfvv"

W ormance dbjectives are

stated in- precise behﬁoral terms. .

unlt ’ cognltlve (knowledge) " motor .7ySkills),3V and affective

(attltudes) The task analysis are'developmental and sequential?

The appendlces include .blank data sheets, some additional
o Q.

’

resource materials for units,gﬁa Series of warm-up actiylties, and

78

Peopﬁl student evaluatlon forms to monitor progress and to: demonstrate

By
S

RN
Y Ca

' Theﬂwgrogram "i3 unique gin its development of‘ a structured,

-~
. ©
. r '

accredlted peer tutoring - course _for- nonhandicapped 'peers. The

objectives for the nonhandicapped peers and their goalg are also

|

cfearly.stated and monitored. An introductory course i provided for

‘. w

each"‘tutor “prior to working w1th the exceptional learner and to“

K pronde them wlth the skllls, knowledge and abtitudes contained %}thin.

the~program.', A peer tutorlng manual is available. Additional task;

~

ana1y31s have also been developed By McPherson and ‘Carmichael (198))
Y

1a
o2
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Project EnTrans: A Model for' Transitlon of Preschool Children with

Handicaps into Public School . r

b

Project EnTrans (Blair-Thomas, Guida, & Wilson, 1986) was
‘ / . . ) p
developed as a method of examining the social behaviors, work skills,

and self-management skills which ‘'would influence a chi%@'s3sucéess in'i

their educational plécement. 'Ip'haé origihally,designed to facilitate
.‘the transition of children from preschool to elemehtary school, but it
is applicable for children entering' and pérticipating\ in 'the early
elementa;y years.
The model is designed to assist the sending p;eschgol‘teacher ;o
determine priorities for inter;eﬁtion during'Jthe' last prescﬁool

year. It will also assist the receiving elementary school teachers to
il t . .

quickly pinpoint ayégé of concern for maintaining a child's present

placement or for improving the present placement..
, R . ' ) ' ' 3
Projgct EnTrans examined - "the generic: skllls 'required in . a

resource room, selfécontgined ‘classroom, Klndergarten and the first
< > o R 2 - '
grade. The domains considered’include: classroom‘rules; work skills,

@elf-management,’cbmmunibation ahdwsqcial”behaviors. The domains are
further broken down into the skills deemed essential in eaoh'area.
The ProJect supports the 'concept of pr0gqgmm1ng for the “next"

'senvironment. The checkllst lS also a;Qompanled by teacblng strategles"
v' ’ . : ‘:‘. .
for intervention. . The admlnlstratlon tlme for the iassessmentv:is‘

»

- .

suggested as 10 minutes pen'child.{ A marklng key is prdvided; -The
R . ’ |

assessment - form .also prov1des a comment sectlon where 1nd1v1dua11zed .

a . .
y . - .
r.\, . 3

needs or circumstances could be noted. '



_ The ngh Point THI Curriculum The Hashtenau Intermediate School

District, Ann Arbor Michigan

..80.

: The ngh Polnt Curriculum (Bonczyk et al., 1986) was designed in .

' response to recommendatlons from Steering Committee which was designed

to review wthei lrainable Program Study. The recommendation was to

: design a core fcurriculum, combining the young adult and  the

.
G,

ilntermedlate/prlmary currlcula, and to expand the concentration on

-,soclal vocatldnal and community’living skills. The target population
-y L o

“'students...
. ) . ) . " . o " ) ) . . E
. The ~curriculum is organized in color-coded sections under the
domains of: social skills, motor ,and recreation, communication,

functional aoademics, self-caré,gﬁéi%&gliving, preoccupatlonal, and
Rt ST AN 2

!
1

poceupationalmskills.: Each measured domain area has subheadings that
“serve as instructional objectives. These are further divided into the

areas_of'Performance Objectives. ,

13‘“tbalnab1egdmentally impaired and severely mentally impaired -

The _curriculum ‘has incorporated a methodology for tracking

¢ P \
07

longltudlnally student's progress on the Performance Ob}ectivcs up to

i D v
8 years on.each,sheet. Each entry 1nc1udes a- pre test scdre, the ddte

 selected, the prompt levels, and the crlteriOn achleved. In additioh,

>~ : R .,~

7]

3

"~ the prlmary mode by which the child is to receive dﬂd— express~ the

s>

'1nformatmon is. noted. - A guide ls prov1ded to teachers’ when ‘the

~ -
LS

. particular areas should be emphasized, by denoting P (Primary) 1

N

a(Intérmediate)‘and‘YA/(Young Adult) by each Performance Objective.

The currioulum utilizes a tnique pnompting' level. It is not -

stated but it”is presumed to be hierarchical in nature. The prompﬁu

-:levels’vincludef physically assisting the student (P); modelling the/

n



v \ A T ;
tdéﬁ physically or ’verbally /(M)j ’Qerbal or szgped ~directions,

/ questions and cues’ (V), cues, plctures/checkllst ubed b\ the student

(C)y adaptations used byﬁg the student 1ndependent1y (4); andj
independence in- the performlng task no prompts (1). y c”

\'In additlon to the currlculum,..an' Assessment Procedure and-

.Recording Forms booklet was ‘developed to ssist teachers to track

students progress -  toward achieving fgﬁmentified performance
¢ @ , &Y !

e | K
objectives. Subskills within each objective are identified. Criteria

for’target'objectives is also specified to assist_in:@tandardlzlng
assessment and recordiné proceduhes.. Progcedures - for / lﬁcting skills

and for determining priorities for ‘instruction to |
development of individual educational plans are notj,f

than to recommend areas to emphasize during Primary, Inte;mediate and
o ‘ : ' : )
Young Adult. : o _ .

o

M i‘j":: b B
R

Gé/Lric Skills Curriculum for Severely/Profoundly -‘Handicapped Students .

The curriculum was’ de31gJ%§ to’ focus on the building of the -

generic skills of interaction. The.authors (McLean, Snyder-McLean,

Rowland, 1926) deemed these skllls to be critical to the student'
v

further ada t1ve é}velopment ahd learnlng. " The curricula targeted '

2
A

: populatlon is adolescence,-age 13 fo 18 yeahs, ﬁho”abe funotioniné

I u

.. within “the .severe to profound levels of dlsabllxty and ‘have no'
funct!bnal verbal skiIls. .The authors promote the contlnued teachlng
of generic process’ skills through 1nten31ve programs‘of intenaction
between»the student and_his env1ronment. ' McLean and his assoociates

advocatelhthat’ generic skills can be interfaced with any acceptable

skill - curricular model. The curriculum provides an assessment
| 4 |

M



T both the generic skills and the setting of. specific skills. The

E

4 _ .
inventory, strategies for IEP development, intervention strategies and
methods of evaluating progress. .f‘nu 'la ,

. . "
l 7 ‘J
The assessment strategies utilized include . field observations,

informant report teachers or caregivers, and then the use of formal

-

.strategies for evoking optimal performance in structured ‘gsituations.

Skills are grouped in five domain'areas including skillg for relating

to objects, skills for representing things you know about the«world,

receptive communication skills, expressive communicition'skills, and”

dyadic.interaction skills. : s

The program is designed as an interactivehmodel which includes

9,

classroom enVironment is "engineered" to provide gptimal opportunities

for the skills. - SRylls at each,gener1c~skill domain are organized

into fOur levels of'f nctioningr‘ The éhthOrs found that these levels

are characterized by ba31c qualitative shifts in the types af generﬁg

'responding reguired. The scale is also subdivided into "people

skills" and "thing. skills™i

All skills 3ve targeted in the context of specific activities and

the natural'context in which they are needed and used. . It'focuses on,

- -

) G

teaching' the process requnse classes to facilitate ‘aQS;;ional ‘

"learning; The instructors manipulate the env1ronment to. maximi%e the

*

"."student learning potential by facxlitating their interaction witn'

- theéir senses,_materlals, staff, peers, generic and specific skills.

’

It is modelled on the belief that strategies should be -ecologically
. . . . ] . . PP } *‘

valid and require the Student to be an active learner. It focuses on

o

~the natural cues dnd 'COnsequences. .It. also structures the

instructional»procedures sqch that_the'student is given opportunity to

"

*



e

\f”"éﬁgsists of oppoftunities presented by the environmentménd_delineates

@&

"'airecﬁ the situation and thus incorporate initiation "of choice-

making. The curriculum recognizes the need to build on consistent

daily routines.

The Activities Catalog:A An Alternative Curriculum for Use In Adults

Severe Disabilities

The activities catalog (Wilcoxv& Bellamy, 1987) waé désigned for
“ahy adolescenf or adult whoée progress inbexisting programs 1is so
slog or irregular and competent daily performance seems unlikely to
resolve in the time available". The catalog approach is also uégful
fér persons who have previously been deprived of access to community
living. It is designéd for studenﬁs who are high school age or
older. It can. be utilized by families, schools, residedtial or
continuing education facilities.

The goal of the catalog is to develop 1local compétence of an
individual. The eéphasis is on community integration, independence,
and productivity. .fhe( caﬁalog "provides a structuhe for organizing
coﬁhént,- negbtiating bindividual program plans, . and providing and

evaluating service, The catélog looks at teaching functional 'skills

"combined with other skills'in_phe Rerfqrmance~of natural activities.

,The activities included in the cétalog “must b 1oda'}y adapted to

'_reflegt' the obbortdnities available in the student's. accessible

cdﬁmunity.(

Three domains are identified by the authors. The leisure domain

"éﬁb;y1tigs to occupy discretionary time. 'Pehsonal management includes

“all the;gemangs of the envirOnment. It includes care of one's person
. L - ) 4

¢ : .. . .
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- and belonging's, managing one's ti@e,. money, and possessions; The

work domain includes activities necessary to generate resources for

“n, .‘

the other two domains.

The - authors have organized activities 1in each domain 1into

groupings of actiyities which have similar benefits or functions.

" This form @g organization is de31gned to assist those selecting the’

-

The

B

skills and. tp ensure a balance set of objectives for an individual.

9 ' :
activities have been extended to include all the components
' . .

a7

necessary for : the preparation, execution, and resolution or

: 4,

terminetion of an.&etivity. Each activity 1ngﬂudes a brief rationale

and introduction to .the activity, a gene{ic activity analysis, general

\ "1 (& s“y

1nformation about cost, tlme, and equlpment requirements - of ‘the

.,,‘

~activity; and suggestions for poss1b1e adaptations or prosthetic

devices. This focus on alternative pérformance strategies has been

1ncluded to provide méx1mum participatlon in ail environments. The

¥

actual skllls are not delineated until after the activity is

selected. This is designed to ensure the skills will be locally

" referenced to the actual environment in which the instruction will

ocecur. ‘ ‘

. ¥ , .
The authors developed the _catalog by reviewing existing

curricula, ' reviewing a variety of informal documents such as the

yellow oages, perks and recreation 1listings, 1local newspapers and

community calendars, and by peer nomination of skills. In developling

the

for.

and

has

catalog Wilcox and Bellamy have attempted to circumvent the need

an ecological inventory for each individual which must be compiled

ranked before determining priority activities. A strong emphasis_

been placed on the -skills the parents and peer groups value. The

A : .
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catalog 1is also useful for parents who are not sure what kinds of

activities are functional for their sons and daughters and just newly

.becoming orientated to the community based instructlon. It presents'

an array of options -to interest the user and to facilitate the

selection of desirable activities. The 1local referencing of the
K , e ' .

activities ensures that the activity is valued in the communlty and

that the opportunities for the skill to be generalized and maintained

are enhanced. Ingtructional procedures and training procedures must
&

. also be locally referenced;

. The gulide which accompanles the catalog prov1des strategles to

devéldb T%cal referencing It also describes how to write activity

goals as measurable behavxors, illustrates format for‘COllecting data,".

- -

and strategles for comparing an individual's performance at dlfferent-.

times, summarlzlng the performance of 'a group, and comparlng progress
across programs or  communities. Activity. assessment forms are
provided. It promotes a continuity between assessment and planning.

The guide focuses on 1ife—style planning.

.
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CHAPTER 5

METHODS AND PROCEDURES

e} | a
. ' . Procedures

A review of the 1itggatur‘e w& conducted to determine what t_he

leéding program developers and experts in the field of education for
children .with sevére chaﬁiﬂlenging needs are  presently proposing as

indicators 4of“ good educational practices. Research which was cited in
#e- -literature that was available 'to empirically validate .the

P

e v -

6{‘_54, pr'oposed by the program dgveioper‘s and experts was also

.

-'r_*evie‘wed. The indicators previously mentioned in. the studies'

’

:i*é,i};geweq. A total of f‘brty-one indicators were developed and
_‘onalll,}.' \td'e'f‘ined as é result of the research. - CT

a . i .
The review of the literature also involved the examination of

. s‘ev—er'al different approaches to asseésment of child‘r‘en with ‘severe
cha/ilenging needs. Tﬁe theoretical approaches to assessment, skill
selection and goél planning affect the value system pr‘egent in a
school system. This; in turn, influences _f‘.he_ iﬁa’ica.tors that the
schooi system values most when 'selecting a cur.?'iculum.‘ ’ This
phenomenon‘ was substantiaied ~in the study of thé quaiity 'indicators'

‘ conducted by Meyer and her associates. The mean values for the six

diff‘ér‘ent groups in the valué they attached to ar;eas s'uch >as

‘in't.egr'ation was considerably divergent. The @group concerned with

,'behav'ior'al-‘ management rated integration a much lower priority than did
the par‘ent&roup;
Sixteen curricula were selected to be reviewed. The review

. _‘ 86
Py
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.

ehcompassed-exa;nining the intend:éd purpose of each éurr‘iculu‘m, the age
group and disability groups the ‘curriculum was intended to se‘r'vev,_the

organization\al structure of ,the. curriculum, the components &f the
. | T

-cur-r'iculum;(any approachés ton_“assessment, discussed within the

. developeds curricula. A .randbmization pablé was tﬁeh empi‘ojed to

cur‘ricﬁlum, implementation strategies, evaluation strategies and the
r -
general philosophy of the curriculum.

The lis'ting of the Y41 operationalized indicator‘s and ‘the sixteen

cu,_r'r'icula Qe,r-e"' then placed on a matrix with the two pr'i'nCiple axis

being the curricula and the indicators. -Figuré 1. illustrates the

B

'e\'/"aluation' matrix. The .curricula were ’'then: reviewed by a primary

observer (the author) and an independent observer. Each curricylup

was assigned a number.yalue from 1-16 based on the or'dke'r' in which the

- - -

curricula were developed. The curricula are listed in the order phey‘

87

Wwere developed iﬁ\\Figure 1. For examb’le the’Tawnéy Curri‘iculum‘waé '

assignéd number 1. as it was the first developed. The Activities

. Caﬁalog >was, as_sighed number sixteen ‘as’ it was _the r'nost' >r‘ece'nt,ly

. ~

deterdine the sequential placement of the curricula on e\ach of the two

matrixes provided to the two observers. This was done to asaist in

preVehting a fatigue factor from influencing the examina'tioh of the

curriculum. _ This was deemed necessary due to the considerable time

v,

commitment necessary to thoroughly examine sixteen -eurricuyla. : The

S

data‘ was then.compiled into one set of data which is® reflected in
Figures 2-15% " e

Each curriculum was systematically examined to det‘em‘nin‘e the
-+ : :

presence .or' absencé of the 41 indicators. 'The data obtained from the

examination of the curr‘icﬁ}a were then examined to assess the -
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reliability of indicators. Reliability was determined by calculating

the estimate of agreement between observers corrected by chance. The

" total ‘number of 1ndicators present in each curricdlum was also

Y

N
[

examined ' to 'determine 1f there . was a curriculum which would best

L exemplify the values (1ndicators of best educational practices)

determined by the review: of the literature. The curriculum having the

greatest number of indicators present would be considered to be the

v

best exemplifier of the values. e e E

o

-

. ?; Operationalized Definitioms of thefIndicators

v

Normalization .

1.

2.

3.

. . "
! -

RecogniaeS»the worth and dignity of all students.

h Y "
N

changes.

it

-

- 89

Y

Program evaluation concerned _primarily- with quality of 1ife’

ActiVities considered normal by 3001ety (valid and VWOrthwhile,‘
.- B N ~ '

N

'ageqappropriate)f

N

Criterion of Ultimate Function

b

Target ngulation

Skills'gselected raddress 'student needs in current and Future

environments. ' I % bl .

r

5. Designed for students functioning within moderate to severe ranges
R of challenging needs.,. 8 . "l:fi' f_,;‘ ; ’.:
ASSeSSment . | K |

6. Informal or formal prodedures are described.@ & . /
7. Ceared to the individual-information collected, current skills

organized to fa0111tate choices among possible program goals not

sequentially orientated.



RN
L

A4

Ce performance in natural settlngs.u'

‘13. Use of real materiels'rthef than simulated.

" Natural Environnents

v

8. AséeSsmeﬁt; refleots }the_ enViro?ﬂental opporﬁunities and thek

| 9 Samples ieal life domains. " e 5 o e e -

Functional Units , T, ‘ ';.; g

ER
s
AR

90

10. Fulﬁl activity undts ,ar’é\;_téught rather ‘thé,n" isolated component

R Y

skills.’

12. Teach immedis

skills), -

13. Instruction in actual settings where skills will be used.

Routines

4

14, Use of naturally occurrlng act1v1t1es and dally routines. .

N

Communi;y Retgzggggg Ce T R o o

"15. Training inlcommunity and -all school environments advocated.

[N

-

‘Generalization = , ‘ \ VN

v
/
16~ Speciflcally addresses generallzatlon and maintenance of SklllS.

5

17: Zero lnference (BPown et al. 1979) NOklnference should be made

*
[

in relatlonshlp .to a student's abllltlesjto'transfeg skills from
» one setting\to another. ; , e

Partial Particlgation

\

18. Access to all- environments wconéidéred. Student is provided

opportunities to participate.and acquire partial skills and to

participate to the maximum. : -
e . ' W ‘
Adaptation - ;o N\

participatlon.

~ useful” skills, (as opposed to prerequisite:

'19 Alternative performance strategies suggested to alloﬁ' partial --

* S



Objectives o
‘ 20. Targets specific activitiés which .are clearly  defined (Falvey,
Coesey. - T |
o/ o . AR AT .

e

21. All goals belong to the'Learnegt rather than team members,(York &

Rainforth, 1986). - O

22. Reflect learning conditions, . observable behavior, and’ criterion .
for success. 3 ~ ‘ : .
Data

23. Provisions haye to be made for objectives to be evaluated, and
"-inevised'in angongoing systematicfmanner (FalVey;‘1986)

;ZM. Illustrates formats for collectlng data on student performance.
A

‘ﬁTask Analysis ' ‘ : .

25 Generlc analy31s of each actlvity (common general steps, speciftc

variations added when ‘setting selected)
26 -A task analytlc approach utlllzed.-
27. All related skllls of the behav1ora1 objectlve are 1identified-
. ,G:.‘. N

1nc1ud1ng communlcatlon and soclal skills.'

Mult1-d1$01p11nary Team kpproach

28. Multl dlSClpllnaPy Team approach recommended ' from assessment,

through to program 1mplementation and evaluatiOn.

. 29. Team services dellvered in the context of. lnstructlon in natural,
environments.

Materials

. . _ ‘ %
30. Functional materials which would ge encountered outslide the

S . ‘ N
classroom and in natural environments. \ *

Y

' . . . \
31. Age appropriate materials which would be\used by sdme age peers.

\

\

. ’ : 3 , \78
.



N

"Integration )

"(40. Skills tOvbe taught selected with.consideratien to‘Being a skill
> R - . . E

Cues

- . v, ,. ? - w ~ ) ’ L ) . v B
32. Ultimate goal must be to respond ‘to natural cues in the natural -
T e L : -
- A o
environment. - ‘ . ~
" ’ . .
33.-Consistent form for recording levels of prompting prq;lded; ll

- oo . ’ : ) : . 4
" t

34, Procedures ‘established to maximize 'pérgicipation in -integrated

-

environments.
Parents - . o oo

35. Need.fordpabent-involvement necegnized.
36.'éys§emat}c plan in - place‘»to establish and - mainﬁaln nanent

.,involvement. v R ‘' o |
Transitions

37.-Plans to develop Skills necessary for succeséfula franeitionf_
' . : . : R S L
Plénninghand implementation in place in advance of transition. - A -

. 'reeognltlon of the need fqr prlor plannlng and instruction.

fg .

38 Formal examlnation of needs of next environment (ecological
s, ! . X

assessment on\other examlnatlon of the next, env1ronment)

=l
o

39 Ev1dence of longltudinal plannlng. T '; » S

o
Age—agpropriate skills

-

normally taught to. an age peer.

Choiee | = ° ;A .

‘41, Preferences of the student ecknowledged or actively solicited.

e

. Independent Variabfe -
. 4 : >_ . B . .
¢ Sixteen curricula in all were selected. . Fifteen of the curricula

a

were selected beeéuse they were known by ‘the present researcher to be

4

~ ) - -



. . Tx
currently in use,.in whole .or ‘in part by sohools serving ehildren with

N

’ challenglng needs ‘in the: NortherA"%lf of Alberta. Both the primary

»”

- and" secondary observer - are Educational Consultants _with Edmonton
Y

,'

Public School Board in their Outreach Services. In -the course of our

l.loccupatlons we ha&e had opportunities to familiarize ourselves with

the currlcula in use in the northern half of theé provinc%\‘ This ls by

no .means 5an exhaust1Ve llSt,,Of\ thoseA used but _encompasses the

3.curriculaA most prevalent in' the_ classrooms visited by the  two
reviewers. ‘ In addltion, one curriculum was reviewed, The High Point

Currlculum,'as a répresentative of a cu:piculum develOped by a school

dlstrlct to\serve the needs of their locdl population of students.
This was 1ntended to provide a contrast to some of the curricula thatA
were 1ntended for a more universal usage._ Many school distriots are

beginning to eﬁamlne the posslbillty of locally based curricula.’
s i .. The main Ffeatures of the §urricula were | described"in detail in
;f , chapter four so that description wili not be repeated at this time.
| The currlcula selected do however represent som; unlque and some
common features. Some of the curricula cover most of the ma jor
domalns while others ‘cover only one domain., A1l but - one of the

curricula selected were designed for use with children with moderate

“and severe challenges. Skillz-’f‘streamigg'Prosocial Skills was selected

\\\\\\\ for this purpose to determine if a curriculum could contain sufficient
mer1t to be useful, especially with a child integrated into a typicalj
classroom. Some of the curricula Wwere designed for specific age
groups, while others weren-designed- to serve children of all school

‘ages. Some of the curriculathave a developmental{;'based philosophy

while others have»a more eéologically based philosophy. ot



N

The following is a listing of.the curricula. examined. Several of

L the titles are quite extensive. For the purpose of convenience the

titles-have»been abbreviated‘when they lrave been placed on figures to -

[

, ’represent the results of mf;study. Any abbreV1ated titles used have

\ -

been included aty the end of each title, 'in parenthesis, to avoid

-

~ - confusion. ’ -

1‘ .

Prokrammed Environments Curriculum (Tawney, Knapp, O'Reilly,

Pratt, 1979). (Programmed Env1ronments Currlculum)

A Longitudinal -Listlng of Chronologlcal Age-Approﬁriate and

Functional Activities for 'School Aged Moderately and Sevérely

Handicapped Students (Ford, Johnson, Pumpian, Stengert, ,Wheeler,

1980). (Longitudinal Functional Activities).

~The. Teaching Research Curriculum for the Moderate and Severely

i

Handicappedﬁ Gross and Fine Motor (Fredericks, Hank?, ‘et al.,

1980)- . ) ‘ : \‘ N

o~

The Teaching Research Curriculum for ~tne Moderate and Severely

" Handicapped: Self Help (Fredericks;  Makohon, et al., ‘]980).

" Level).

(Teaching Researcthurriculuu). : R ..

Alberta Educetion:- Trainable' Menéally .Handlcapped' Curriculum

e

~ -
Y o

Guide (Qamercn et al., 1982a) (Alberta Education: Treineble:

Alberta EQucation{- "Dependenf 'HendicapSed -Curriculum Guldej--

‘Revised Edition. (Cameron et al., 1982b). - (Alberta Educatlon.

'fDependent Handicap).

%
B

Teaching Research Curriculum for Handicapped Adolescents and

¢

Adults: Assessment - Procedures (Peterson, : Trecker)' Egan;



RS

10,

11,

.12,

13.

+Interaction).

streamlng Pr03001al Skills).

Fredericks, . Bunse, 1983); , F(Teaching Research ',Adolesoent»

Assessment).

Individual COmmunity Llfe .Skill Profile Systefn for Severely

Handicapped Students (Freagoq‘ Wheeler, McDannel-Gayle, Costello,

~

1983).~ (Community Life Skill‘Profile (Dekalb‘)

;

95

Inventory Process for Social Interaction (Doering, Katherine Frey .

& Hunt, Pamela Culp,_ 1983) (Inventory;vProcess' for Social

-~

Léisure Education for the Handidapped: Currioulun-'Goals;

Activities, * and ‘Resources (Eender, Brannan, Verhoven;,> 1984)..

(Leisure Education)" 5

Skill—streaming the Elementary School Child A Guide for Teaehing

Prosocial Skills (Mc ,Gulnnis, & Goldstein, 1984),  (Skill-

2N

e

—

'Teaohlng Autistic Children: A Functional .Curriculum Approach.

Innovative Model Program for’Autistic Children and their Teachers

(IMPACT) (Neel, Billingsley,‘ MeCarty, Symond's, ‘Lambert, Lewis,

;Hanashlro, 1983) (Teaching Autistic Children (IMPACT))

Educational 09portun1ty Program for Exceptional Learners Peer

Carmichael, 1985). '

‘Niagara South Board of Education. Peer Tutorlng Program, Physical'

" Tutoring Handbook h.anQJ/‘lask : Analysis Sheets (McPherson, - &

Phoenix Unlon High ~ School - District " Peopel Physical Education

4pportun1ty Program For EXceptional vLearners, Teacher Guidé '

v(Irmer, Odenkirk Glasenapp, 1981). (Pegpel Programl.

PrOJect EnTrans A Model for transition of Préﬂchcol Children with

o Handicaps, into Pubiiewachool (BIair-Thomas,..UiISOn, Guida,



Y I

N ,
Manning, 1986) .. \(Project'EnTrans)

96

.14 The Hfgh Point TMI Curriculum' The Washtenaw Intermediate School d

U

District : Ann; Arbor, .Michigan (Bonczyk, et al., 1986) (High‘i L

Point, TMI Curriculu_m). [ U R S

15. Generic Skills. Curriculum'-for Severely/Profoundly Handicapped

. YT . . R .
o . ER ~. . . N

H,Curriculum)

.,

“Students (McLean, Snyder McLean, R0w1and 198615 (Generic,Skills:‘;

.16 The Activ1ties Catalog An Alternative Currlculum for Youth and

Adults . with Severe Disabllltles (Wilcox,' & Bellamy, 1987)

A TN N . T

(Activities Catalog) s ‘ ‘ 4 : *‘yfﬂ,i,

N . . hN

-

Data Collection and Bnalys%i

can

.Each of the sixteen curricula were . rev1ewed one’curriculum at a .

time. - Each of the 1ndicators was’ con31dered a 31ngle, 1ndependent

- It

data point. ‘The rev1ewer examined the curricula to determ1ne the
- ] v) N - .
. presence or absence oﬁ each of the 1ndicators in each curriculum. For

each data point the reviewer scored an "x" for each of the yndlcators

present in the curriculum or an “wWo@ 1f the~ind1cator was not presenv,

or not mentionedr specifically; N/A (not applicable) was used tQ'

;indicate an undecided score or an 1nab111ty to score. The primary!;'

[

(the author) and . the Vsecondary reviewers examined the curricula

w
;

'jindependently. . The: ratings in parentheses represents the secondary

réviewers scorlng on each of the 1ndicators.

The ratings were then matched and a Kappa value was determlned

for each of the indicators ‘to determine the reliabllity of the’

indicators, corrected by chance.-,.The‘following formula was used to

determine Kappa valges.-



Kappa :APo;Pc Where Po= Agreements

“a—y

1-Pc -'_’. o Agreeﬁenps +Disagreemeu£;u
y ’ and‘Pc; (obeerver A Qccur/intervéfs) X‘v
(ouserver-B;e;curyintervgls).
A mean Kappa value fdr all'the lndicators was also calculated.

The total number -of indicator}y ;presgnt‘ in.-eadh 'of the sixteeh

currlcula was calculated by countlng the number/9f indicators present,

i; using the primary rev1ewers results, The results were then charted in'

.. -

97

a bar graph form. The: results of the review of the curricula, the"

comparlson of the results across reviewers,.and ‘the comparispn_pf the

3
. v

results across curricula is presented in the,subsequent chapter.

: ' . -
v . \ o
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> 'CHAPTER SIX ‘

RESULTS

" The ratings for each of the indicators in each of the curricula

is presented in Figures 2 thfough 15.  With one’ exception, all

indicators were given ratings of 0 or X indicating either the presence
or absence of the indicatorag.The indicator’"recogniZes‘the.worth and

dignity of all studentz" received~an undecided scorihg'with some of

P

S Co o L : - R
the curricula and thus was 00nsidered "nbtk applicable". - The kappa

T_Nalues -ef_ all of the indicatoré is’ presented’ in Figure 16.  The
' : \ N '

f'reViewers achieved complete agreement on twenty five of'the indicators

across - all sixteen curricula. These 1nﬁicators- would then be:

-

'examined. The Kappa values all other 1ndicators, w1th the. exception

of one are’ all above .75 and therefore are considered reliable. The

..
~

considered to ' _have perfect reliability achSS the currieula

reliability of - all indicators, not"cerrected by chance, is .80 or

..

higher. The indicator "targete 'specific obJectives, activities

" clearly deflned" received a kappa value of 65.> ThlS low kappa value

was the result of raters agreeing on the presence of the indicator in

N
”1U ‘out of 1b curricula, not present in one, and dlsagreeing on. the
\

presence of the indicator in one curriculum. The reliability levelfw

not corrected*bv chance,'for'this indicator .is .93. It can be argued -

then that this indiéatdr also rateé an'aeceptable level of agreement

2

For the - purpose of this. study . since the reliabillty is 93% w1thout:

considering probability of random agreement. The mean kappa ‘value for

all indicators was .93. " The results 1ndicate that it "is p0551ble for

98 e
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two people to ‘examine curricula, u31ng the indlcators presented in

this study, and rellably ~agree on the presence or abeence of - the
ind}cators in the curricgla. o o .

The total number of indicators pr.sent in each ef the :.curriculum

‘Was also calcuilated. The'results/aré.presented in Chart 16.. The

. "

total number Possible is.MO due to the elimination of one indicator.

The first indicator, "recognizes the worth and “dignity of all’

students" 'Was eliminated due to the difficulty: experienced bfg the

raters in determining the presence or absence of this indicators in

99

the curriculums. The results have also been pgesented in Table’ 17 in

a bar graph form to .provide  a more viaual opp®rtunity to compare
" ' : -

curriculum. An  analysis of the results reveals considerable

discrepancies Dbetween currieulum in regards. to the number of
. < 'S .

indicators present. The results range from a low value of 7.

indicators present'in the-Alberta.Educatidh Curritulum for Dependent
“Handlcapped to a hlgh value of 40 indicators present in the [nventory
Prooess of 800131 Interactlon. The variation .in the_total indicate

that one can successfully discriminate between curricuidm.-‘ A hiéﬁ

rating wonld indicate presence of a high number of indicaﬁors‘in the" e

curriculum. The indicators are the values or what is considered to be

L3

the "best practlces"}in the educatlon of chlldren with moderate ‘and

severe challenglng needs. Therefore a currlculum with a hiah rating

\

'dtlllzes many of. the best practlces of "best education” and would be a \

preferable'fcurricu1un if one 1is concerned aboutwvthe educational

'validity'of the program to be implemented.

by

rf“
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KAPPA 'VALUES OF 1NDICATORS
Recognizes worth and dignity {Targets spécific objectives
of all students N/A activities defined 265
Evaluation concerned with {All goals belong to the
quality of  life' cHanges 1.00 |learner 1.00
Activities considered normal Reflect - learning condition,
by society 1.00 observable behav., criterion .76
"lAddrésses student needs in - 'Provisions for obj. to be .,
current and ‘future envif. «82 |evaluated, ongoing ' 1. 00
Designed for moderatel{ior Illustrates formats for
seveérely challenged 1.00 collecting data - - 82
Informal or formal procedure : Generic task™analysis of .
for assessmént described 1.00 of each activity 2 1.00
‘IInformation collected and or- All components of behavioral
ganized to facilitate choice. +82 jobjective are identified .81
Asscssment reflects perform- E Related skills of task anal- .
ance in natural setting. °* |'1.00 ysis are also identified: 1.00
Content eflects~real life Multi-disciplinary team e
_domains .85 approacli advocated -79
Full activity units taught ) Team services delivered -
rather than isolated skills 1.00 in context : -92
Usclof real material rather“ R Functional materials used— )
thal' simulated ‘1.00  ‘Jencountered 1in nonschool envir. <85
Immtdintely useful. skills .. -“|Materials age- appropriate-
(not prerequisite- skills) 1.00 (used -by age peers ‘also) - 1.00
Instruction {n actual setting Ultimate goal, student
ski1]l will be-used. 1. 00 responds to natural cue 1..00
U\{ of naturally occuring Consistent form of rccording :
adtivities and routines 1.00 prompt levels: - ) 1.00
Training occurs in community Integration procedures C
and all school environments - 87 are established 87 1
Specifically addresses gener- Need for parent involvement
allization and maintenanee =82 recognized 1.00
Zero.inference of abilities ' Systematic plan for parent
to transfer skills .-, 1.00 participation in place. . B4
Access to all opportdgnities Transition plans .in place to .
to partially participate .79  ldevelop .skills in advance 1.00
Alternate performance . Formal examination of needs
strategies'suggested .81 of next environment |, 1.00
Evidence of longitudinal »|Age—-appropriate skills
lanning 1.00 selected 1.00
Choice preference .
acknowledged or solicited 1.00
- *Mcan Kappa Value .93 Figure 16
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NUMBER®OF INDICATORS PRESENT IN CURRICULUMS REVIEWED _ -

V(Tétalwindicdtofs'n=40) -

R
———

-

(f.ur.t‘;icula:” Total
Programmed Environments'Curriculum 15
Lbngitudinai'Fun&tionél Actiyiﬁigs ~34
Teaching Besééféh Curriculum . 1S
Alberté,éduéapionf‘Trainable Level * 68
Alberta Educétiohr Depgndent'Handicapped 0%
Tédéhiﬂg Réseaych A&o}éséeﬂt Assessment '}{
Community Life Skill‘Perile'(Dekalg) i :3éip
inVeqtéfy'PfOCeés for'SociéL~Iﬂtefac£ion' F40
.ﬁéiSUre'Edgcéﬁionf“ L35,
SkillfScreaTing; .Prosocial Skills _33
Teaching Autistic Children (lnﬁgcr) 19
PeopeiAProgram | | | A30
ProjecF‘EnTrans» - 37
High Point TMI‘Curriculuﬁ_ 36
Generic Skills | 31
Actiﬁit&és Catalég : 38
Figure 17
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' CHAPTER 7 Lo
DISCUSSION

Reliability of the Instrument

This study reveals con51derable agreement about the presence or

K

absence of the operationalized indicators in the curricula across two-.

independent observers. When observers agree at an equal to random

. probability, one would expect a kappa value of 0. 1If agreement passes

the expected chance and approaches a maximum of 1 .00, kappa values -

provide us W1th a measurement of agreement over: and above chance. A

Kappa value bétween 0.00 and -1.00 would indicate agreement less

frequently than would be expected by chance. In this study there yere

twentf five indicators in which there was complete agreement as to the

presence or absence of the indicators in the curricula.

Difficulty was encountered With the first indicator,"that of

"recognizes the worth and dignity of all students" This indicator was
a very vaiue-orientated statement. It 1is very dependent”on your value
system as well as those implementing the curriculum. If judging only
the, curriculum, it is unlikelyra curriculum developer weuld write a
curriculum for individual's with . severe cﬂailenging’needsbif they did

not value them and their human worth. The standards which‘imply we

value a person have 1ncre%3ed as we become more enlightened by the

v‘ ‘

- success many - of the students are experien01nﬁ in more integrated

environments. Some of the programs developed nine or ten:years ago

have very little choice built into the programs, may not be based on

the pr@hciples of individualization, and advocate behavior management

o

=y
R
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P

érogramsﬂwhich lack consideration for communicative intent. . Are these

indications that the <child méy not be' valued? = The decision was

difficult and. not a  decision -you could . make witHout additional

criteria and infoémation; I )

. Although’ completé agreement was achieved ‘in the<'indicator "all

goals belong to the learner", this indicator wculd not be considered a

discrim;nabiﬁéi indicator.J The 1indicator was presenf in 'all the

curricula. This does not diminish the- importance of the indicator,

‘but it ‘is- unlikely to be a deciding factor in the selectionl‘of a

curriculum as it will likely be present in mést recent'curricula.
On the other hand, it is encouraging to note that indicators, 'such

R

as "including related skills in the task analysis". or "the use of"

naturally occurring routines" or "acknowledging“or soliciting choice"

*

'appean to have a high prediptive valhe. These indicators were usually

presenp-in.the more pighl&"rated curriculum.

Limitations of the Instrument

There were a few indicators in_whiéh;there was some indication of

~a gquality being premﬂﬂq but 5 Judgment call was necessary in deciding-

just how much was enoggh to justify a positive answer. An eiample of

such an indicator was ﬂtraininé_odﬁhrs in the community and all school

118

environments". . Some curricula indicated that this was desirable but

.did not providé’sbrategies for the actual instruction to occur. Some

curricula suggested this was desirable for older students but did'not
m?ntion youngeﬂ'students. There were also some instances in which the
iﬁdeator was present in some areas of the curriculum but not adhered

to in another. It would be difficult to set a qualitative value to

1‘

"&ﬁ"
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indicators such as the above mentioned indicator as the qualitative
< . B . .

: : o g .

‘value would vary with many factors, such as age, location of the
. ‘ .

child, or type of program. This limitation in thq instrument could

2

possibly be ovércome by adding a third rating, yes/no and partially

present.

. A - . - )7';\' . /h
' In general, these findings do 'provide strong -support that

curricula can successfully be reviewed and compared. The instrument
provided 'a suitable medium for evaluating the "goodness of fit"

between the indicators and the curricuiagt-Th;; match® was able to be

successfully measured reliably across two indepehdent bbservers. The

résults indicate considerable divergency im the number of indicators

preéent f% each of the curricula. The use Qf several of the curricula

would be strongly supported; given the indicators of "best .educational

practices™ usedf in ‘this study. Eight of the curricula demonstrated

"
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thirty five or more- of the indicatorsip}e§ent in their materials and -

suggested procedures.

‘Implications for Teachers and'Con3q1tants

Some of the curricula are not 6ery explicit in théir details of

A -

implementation. _ The _Longitddipgl Functional Activities i3 a good
example of such a \burricula. ‘ The - ideas presented withih the
PR
curriculum were the * cornerstone for much of . the current
3 .
development;. It was however, miésing ¢lear cut methods for

implementaﬂion. This can make it.a difficult curricula. for a new

teacher, with 1little experience, to implement without additional

/ . .
supports.

Othéﬁs'aﬁpear to have gone to the other extreme and have described

-
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the tésk agaiygis- and cueing and }einforcement strétegies- in such
detail that they lose their ability to_adapt to "individual needs of
the student. This caﬁ leéd-to téaching‘in_isolated.s?ttings in order
" to ensure all the obnditions of the brogram are being met. A further

concern is that the curriculum and related training procedures have

1200

beeh-developed in such detail that the deVélopers may be reluctant to

make changes quickly'b(\:eadily and may have a ﬁéndency to cling to

old ideas. The Aectivilies Catalog, or the  Inventory Process . for

Social Skill Interaction, on _the other hand, contain . many

instructional strategies and provide excellent: suggéstions for

improving the functionality of .educational programs offered. The

 épecific details of the ﬁsékvanalyses, the.environment in which the

¢

skill will be taught, the materials'uéed to teach the skill and other
vital programming decisions are not decided until the activity -is
 selected. The educational strategies focus on indiVidual.choice, and

 ¢adaptatioh of thé skill, and the environment, to the individual. This
AN o .
apbnpacb would lend itself well to any new future developments in

N S

curriduia being incorporated into their curriculum.

It f? critically dimportant that assessment strategies should

.
&

relate directly to content and focus‘on later program intervention.

The application of this instrument with -a particular curriculum would
éssist a teacher in determinipg the number of the indicators present

*in the curriculum he or she may be considering for fise. The absence

. _ :
. of particular indicators may 1lead thew%eacher to decide that another

curriculum max’be more appropriate~for_theirvneeds.' It may also lead

e

the teacher to decide to use the - curriculum, and supplement the

-

curriculum with additibnal curriculum materials'that'will succeed in

2



W

fu1filling their needs. Many of the currioula ‘reviewed would

y

1nterface very well together to provide an excellent base from which -

) tc.build,a‘progrem. For example, The Activities CatalogL the Leisure

e

Education CuﬁridulUm, and the Inventogxﬁ?rocess for Social,Interaction

Curbiculum would sall blend very well together. The Generic Skills

Curriculum 4was' actually designed to be interfaced"wituc another

curriculum. The . Peéopel Progfam would also provide an. excellent

supplement with its structured peer tutoring format. The number of

. indicators each of these curricula have in common would lead one to
belieVe the authors have a similar philosophy base. The review of the

curricula would a331st a teacher .to make these important decisions An

33

‘a more systematlc manner.

If a school dlstrlawawas unable to determlne a curriculum that had
\(‘\»

sufficlent 1ndicatofswto match their needs, the district may choose to'
develop their own :currlculum. - The lindicators' would provide-van
excellent cutliue froh.which to develoc a suitable curriculum. Some
" of ﬁhe curricula 1lend themselves .very well vto a localizing of the
curricula, These cuEricula uere also- the curricula which contained
theg greatest number of'indicators. They included curricula such as:

-

- Inventory Process fo$~Social , Interaction, . the Activities Catalog,

the IMPACT Curriculum; and the Community Life"Skills Profile.

With the growing< trend to beccme more ccgnizant about the
effective use of educaticnalvfunding, and che diminisuing pursult .of
. -labelling and categoriﬁing children, the role of the Qspecialist or
chSultant is undergoing change. More energy is beginuing to be

devoted tc determining ‘what the child%s individual needs are within

'.hie nat;ur'alienviron’me-n"c,.,~ Strategies are also being:pursued to adapt
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LN -,} '&
-8 e, ) ’ - o ) /o; ’}? o o
o : - R L. gy o F
s . N . [ & . - a i o
‘the environment to suppoft the-chﬁ&ﬁ apd‘pnovidé ”yih%bhax1mum

~ B \ ™ \‘

) . T - A3
‘number of skills attainable to Gohiege as. 1ndepe‘g= 4
'possible. Consultants are mow being considquﬁ
: “’."a R

resource peﬁhon.' They may also he,responsibie“f@**v?

¥ | !’ ‘ :“x_’l .' k,‘ N o~
‘for staff. Basically the role OQUthe consultadt 1s€now to eiEower
¢ . SR
A

educational staff with the skills 'Kngwledge and att1tudes~nec

hribt
;;&im. ;

for "good" educatlonal practices. ‘?he

L a3
""‘0

ocurricula, thoroughly- review ‘the i

-2

- considerable investment. In mpst“cases, this_&ould;be'mone time than
o -a, '. . : -

the normal teacher could ‘affefd. The time and the resources may,
however, 5e more readily available to a consultant. This siudy does

yield valuable information which couid be disseminated across geveral

s

122

T

teachers  and school dispricts by a " consultant. : What better .

information - could a consnltant provide than knowledge of the

indicatbre of "best 'edncational practices" and ‘the curricula which

will besg _assist .in the implementeéion ef the "best educational

practices." There is a critica1 need for instruments witn which Eo
v N . » . ,

_examine treining materials &;ed in fhe instruction of children with

- severe challenging- needé; This is one viable method of comparing

curricula.

Implications for Future Research

. Future research should be considered to establish which ‘curricula

are currently 'most - in - use within“ZAlberta., The 'Albebta_ Curricuium‘

Guides are suggestedﬁ to be in use, at least as guidelines, in

classrooms for children with moderately and severely‘ challénging

KL
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. & | ) - . o o ] » 123»
needs. The Tpainaﬁie Level and the Depgndeﬁg Handicapped_curricula
2were ‘not foundl tg “suffigiegfly rgpresen#_ thé .thﬁées. ;n ‘:ﬁest
educational pfactices" wheh fhey 'Qere ”éOmpapéa' to 'oihér. cdfribula&

- - 'presgntly'aQailéblg; Thé.reviewlahd the cémp3&i$on of tﬁe cgnr{cula*‘
| ?suggests a ﬁeed forla review and an updatingiof the Alberta’Curri§q1Um
Guides. Iﬁis may be ﬁecessary to assi;t Q%n' ensuring ‘that the
education of children wiph moderatgly.and ‘severely chéllénging needs

_ ‘.in 'Alberta con%#hues  £0- be educationalﬁy valid.” f%i a feview énd -

"revision were to be compieted, inserviding of ~.the various levels of
: : . ' . S,

';educational staff would ~also. be warranted' to ensure adequate

o implementation. A curriculum guide in Alberta which clearly reflects
the "best educational practices"’jfngresult in the changes' in the
'1iteréture ‘being = evidenced in - classrooms in Alberta in 'a more

. cohsistent and widespread manner. ' vy

3 ) ‘ . o ﬁ
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