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Recently, %ere has  been much concexn over  t h e  p l i g h t  of learn ing-  

. . 

d i sab led  adol6scents  i n  secondary schools .  During t h e  s i k i e s ,  there,  

was a heavy focus on l e a r n i n g  d i s a b i l i t i e s  s e r v i c e s  i n  elementary sChools . 
and a neg lec t  of s e r v i c e s  i n  secondary schoo . Over t h e  last t e n  

/ P 
yea r s ,  demands f o r  improvement i n  t h e  q u a l i t y  and q u a n t i t y  of programming 

f o r  t h e  learn ing-d isabled  adolescent  have inc reased  s t e a d i l y .  In  
8 

response t o  t h i s  p re s su re ,  program development f o r  t h e  learn ing-  

d i sab led  adolescent  has  become a p r i o r i t y .  A s  programs develop, it 

becomes apparent  t h a t  no s i n g l e  pro to type  program can meet t he  d i v e r s i -  

d 
f i e d  academic, voca t iona l  and psychological  needs of t h i s  sub-population 

of  secondary s t u d e n t s .  Rather an appropr i a t e  range of  s e r v i c e s  i s  
--. 

requi red .  

7 
This t h e s i s  t akes  t h e  p o s i t i o n  t h a t  t h e  Al t e rna t e  Rehab i l i t a t i on  

Program, wh4ch i s  an e s t a b l i s h e d  s p e c i a l  educa t ion  program i n  B.C. ,  

i s  an appropr i a t e  and product ive  s e t t i n g  f o r  t he  learn ing-d isabled  

adolescent .  The t h e s i s  begins 'wi th  a b r i e f  h i s t o r y  o f - t h e  f i e l d  of 

l ea rn ing  d i s a b i l i t i q s .  I t  then  reviews programming p r e s e n t l y  a v a i l a b l e  

f o r  t h e  learn ing-d isabled  adolescent  i n  North America, and i s o l a t e s  

program c h a r a c t e x i s t i c s  t h a t  a r e  considered necessary t o  succes s fu l  

, educa t ion  of t h i s  populat ibn.  Subsequently,  programs p r e s e n t l y  a v a i l -  

/ 
a b l e  t o  t h e  learn ing-d isabled  adolescent  popula t ion  i n  B r i t i s h  

Columbia a r e  c r i t i c a l l y  examined. F i n a l l y ,  t h e  r o l e  of  t h e  Al te rna te  

R ~ h a b i l i t a t i o n  Program i n  extending and improving programming 

learn ing-d isabled  adolescent  i n  B r i t i s h  Columbia is examined. 

f o r  t h e  

iii 
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Chapter I 

PURPOSE AND ORGANIZATION 

, - The purpose of t h i s  t h e s i s  i s  t o  e s t a b l i s h  t h e  f e a s i b i l i t y  of 

- i nco rpora t ing  t h e  Al t e rna t e  R e h a b i l i t a t i o n  Program i n t o  t h e  e x i s t i n g  

range of s e r v i c e s  f o r  t he  learn ing-d isabled  adolescent  i n  B r i t i s h  

Columbia. The Al t e rna t e  Rehab i l i t a t i on  Program, a l s o  c a l l e d  

Rehab i l i t a t i on  Program, i s  a s p e c i a l  educat ion program sponsored j o i n t l y  

by t h e  Spec ia l  Programs Branch, Minis try of Education, B.C.  and the 

.Xinistry of Human -%sources, B . C. P re sen t  educa t iona l  programming i n  

B .C . ,  and programming p l ans  f o r  t h e  immediate f u t u r e  tend t o  concent ra te  

on mainstreaming learn ing-d isabled  adolescents .  The l i t e r a t u r e  c l e a r l y  

i n d i c a t e s  t h a t  a p o r t i o n  of  t h e  learn ing-d isabled  popula t ion  cannot he 

Y appropr i a t e ly  served  by mainstreaming &cause of t h e  severe  na tu re  o f  
t? 

t h e i r  problems. Al ' ternativg programming must be provided f o r  t h e s e  

s tuden t s .  Because f inanc ia le ;es t ra in ts  make it d i f f i c u l t  t o  e s t a b l i s h  
- 

a f u l l  range of  programs f o r  t he  learn ing-d isabled  ado le scen t ,  school  

d i s t r i c t s  must cons ider  a l t e r n a t i v e  methods of expanding e x i s t i n g  

s e r v i c e s  f o r  t h e s e  s t u d e n t s .  One method would be t o  modify e x i s t i n g  

s p e c i a l  educa t ion  prograns to meet t h e  needs of t h e s e  learn ing-  

,disabled adolescents .  This  t h e s i s  w i l l  examine Al t e rna t e  Rehabi l i ta -  

+Lon Programs f o r  such _ m t e n t i a l  use. 

I t  is  t h e  _ p s i t i o n  of  t h i s  t h e s i s  t h a t  t h e  Al t e rna t e  ~ e h a b i l i t a t i o n  

2rogra.m i s  a suitable g l a c e ~ n t  f o r  learn ing-d isabled  ado le scen t s ,  

_ 3 a r t i d a r l y  t5ose  -AD 50 zot respom3 we l l  t o  mainstreaming. This  

-1 

9 



pos i t ion  w i l l  be presented a s  a pedagogically sound and p r a c t i c a l  

approach t o  expanding se rv ices  f o r  the  learning-disabled adolescent  i n  

B.C.  The s tudents  being served by Alternate Rehabi l i ta t ion  Programs 
6 -  

and learning-disabled s tudents  share many s i m i l a r  educational  and 

psychological needs. The Al ternate  ~ e h a b i l i t a t i o n  Program i s  philosoph- 

i c a l l y  s u i t e d  t o  meet these  needs i n  t h a t  it supports  an individual ized ,  

f l e x i b l e  approach t o  education. I n  terms of p r a c t i c a l i t y ,  these  
t 

programs a re  p resen t ly  e s t ab l i shed  in.most  school d i s t r i c t s  i n  B.C. 

Thus, they can be used t o  se rv ice  s tuden t s '  needs quickly. I t  w i l l  be 
I 

es tab l i shed  t h a t  they a r e  appropr ia te  , in t h e i r  p resen t  form and t h a t  

they could a l s o  be e a s i l y  adapted t o  more s p e c i f i c a l l y  address the  

T 
needs of the  learning-disabled s tudent .  More.over , these  programs 

p o t e n t i a l l y  can be expanded f u r t h e r  t o  meet the  vocational  needs of 

these  s tudents .  Keeping i n  mind t h e  poss ib le  a reas  f o r  improvement 

and expansion i n  the  Al ternate  ~ e h a b i l i t a t i o n  Program and the  gaps i n  

p resen t  l e a r n i n g - d i s a b i l i t i e s  s e r v i c e s ,  suggestions w i l l  be made f o r  

developing an Al ternate  Rehabi l i ta t ion  Program intended s p e c i f i c a l l y  

f o r  the  learning-disabled adolescent .  

The context  f o r  t h e  pos i t ion  t h a t  Alternate ~ e h a b i l i t a t i o n  

Programs a re  one of the  appropriate environments f o r  the  learning- 

d isabled  adolescent  w i l l  be piresented i n  the  f i r s t  four chapters .  

Chapter two begins with a s tatement of d e f i n i t i o n  f o r  the  term 
b 

' l ea rn ing  d i s a b i l i t i e s  ' and a b r i e f  h i s t o r y  of t h e  f i e l d  of l ea rn ing  

d i s a b i l i t i e s .  I t  concludes by iden t i fy ing  educational  and psychological 
1 

c h a r a c t e r i s t i c s  p a r t i c u l a r  t o  the  learning-disabled adolescent  and d i s -  



3 .  

* 
I & 

cusses t h e  problems involved i n  e s t a b l i s h i n g  universa l ly  accepted pro- 

gramming goals  and p r i o r i t i e s .  Chapter th ree  w i l l  i d e n t i f y  the  

learning-disabled adolescent  f o r  programmic purposes and survey 

t h e  p r o g r ~ Q ~ & d e l s  cu r ren t ly  ava i l ab le  t o  t h i s  populat ion.  Chapter 

four w i l l  survey the  program components of curr iculup,  teaching methods, 

and environment a s  they r e l a t e  t o  l e a r n i n g - d i s a b i l i t i e s  programming and --. 
address the  i s sue  of accountabi l i ty  i n  educational  programming. 

Chapter . f ive  w i l l  i d e n t i f y  what i s  considered according t o  the  l i t e r a -  

t u r e  an appropriate range of se rv ices  f o r  the  learning-disabled 

adolescent .  It w i l l  a l s o  e x t r a c t ,  from the  l i t e r a t u r e  reviewed, 

f a c t o r s  i d e n t i f i e d  a s  cons i s t en t  with successful  programming f o r  t h i s  

population. It w i l l  then d i scuss  the  probEems inherent  i n  providing 
-- 

t hese  success f a c t o r s  through mainstreaming, the  popular programming 

t rend.  Chapter s i x  w i l l  descr ibe  and c r i t i q u e  the  se rv ices  p resen t ly  

ava i l ab le  t o  the  learning-disable2 adolescent  i n  B.C. and i d e n t i f y  the  

gaps i n  these  se rv ices .  Chapter seven w i l l  explore t h e  p o t e n t i a l  

f o r  and advantanges of incorp a t i n g  Alternate Rehabi l i ta t ion  Ir 
Programs i n t o  the  range of  se rv ices  of fered  t o  t h e  learning-disabled - 
adolescent  i n  B.C.  I t  w i l l  a l s o  make suggestions f o r  adapting Alternate 

Rehabi l i ta t ion  Programs t o  b e t t e r  address the  needs of the  learning- 

d isabled  adolescent  and suggest  fu tu re  program d i r e c t i o n s .  

 ina ally the t h e s i s  concludes with the  recommendation t h a t  a 

cons t ruct ive  connection between t h e  Alternate Rehabi l i ta t ion  Program 

and the  f i e l d  of l e a r  d i ; & . i t i e s  be es tab l i shed .  Speci f ica l ly .  
ISt 

it is suggested t h a t :  



C 

(1) The Alternate R e h a b i l w n  Program should be incorporated - *  
in to  the range of senrices offered t o  the  learning-disabled 

adolescent i n  B.C. as it is a sui table  and productive environ- 

ment fo r  t h i s  population, p b t i c u l a r l y  the severely learning 

disabled. 

( 2 )  That a portion of Alternate Rehabilitation Programs should 
3 0 

0 
be designed t o  spec i f ica l ly  address the needs of th,e severely 

learning disabled. The i n i t i a l  t a rge t  population should be 

the older severely learning-disabled adolescent as t h i s  group I 

has l e a s t  adequate services presently. 

( 3 )  That Alternate Rehabilitation Programs should be 

t o  provide a comprehensive educational a l t e rna t ive . to  

mainstream education. 



Chapter Two 

Defining Learning D i s a b i l i t i e s  

One o f  t h e  most common observa t ions  made regard ing  t h e  f i e l d  of 

l e a r n i n g  d i s a b i l i t i e s  is how r a p i d l y  the  term has grown i n  popu la r i t y  

and how g r e a t  an impact it has  had on t h e  d i r e c t i o n  of s p e c i a l  educat ion 

over  approximately t h e  las t  two and one-half decades. The s i t u a t i o n  

about t o  be descr ibed  w i l l  p e r t a i n  t o  t h e  United S t a t e s ,  a s  t h a t  i s  

where t h e  f i e l d  o r i g i n a t e d .  There were many c h i l d r e n  i n  t h e  p u b l i c  

school  system who, though of adequate i n t e l l i g e n c e ,  were unable t o  

l e a r n  i n  t h e  'normal '  school  s i t u a t i o n .  Their  p a r e n t s  were anxious t o  

have t h e i r  ch i ld ren  recognized by t h e  p u b l i c  school  system a s  a  category 

o f  s t u d e n t s  i n  need of s p e c i a l  p r o g r a m i n g  and, t h e r e f o r e ,  e l i g i b l e  f o r  

funding toward such prograrmning. In  t h e  e a r l y  s i x t i e s  Samuel Kirk (Kirk,  

1981) suppl ied  t h e  term,  ' l e a r n i n g  d i s a b i l i t i e s ' ,  and t h e  p a r e n t  organi -  

z a t i o n  Gf t h e  Assoc ia t ion  f o r  Children with Learning  isa abilities (ACLD) 

w a s  formed. ~ i v e  yea r s  l a t e r ,  t h e  Council f o r  Except ional  dh i ld ren  

formed a  d i v i s i o n  f o r  Children with Learning D i s a b i l i t i e s .  These two 

o rgan iza t ions  have done much t o  f u r t h e r  t h e  cause of  c h i l d r e n  with 

l e a r n i n g  d i s a b i l i t i e s .  

The term,  ' l e a r n i n g  d i s a b i l i t i e s ' ,  qu ick ly  became popular  among 

p a r e n t s  ,and educa tors .  Gne reason f o r  t h e  ready acceptance o f  t h i s  

term,  was t h a t  it i s  a l e s s  o f f ens ive  term than  previous  l a b e l s  such 

as :  minimal b r a i n  damage, b r a i n  i n j u r y ,  o r  minimal b r a i n  d i s func t ion .  

I n  a d d i t i o n ,  t he  term ' l e a r n i n g  d i s a b i l i t y '  was considered a more a p t  



and educa t iona l ly  r e l e v a n t  d e s c r i p t i o n  than t h e  e t i o l o g i c a l  t e r n s  i n  

use a t  t h a t  time (Johnson & Moransky, 1977).  The widespread use of 

t h i s  term can be seen  as a  r e f l e c t i o n  of t he  number of  c h i l d r e n  i n  need 

* 
of s p e c i a l  programming s e r v i c e s .  The category of l e a r n i n g  d i s a b i l i t i e s  

wi th in  s p e c i a l  educa t ion  w a s  now a b l e  t o  cover c h i l d r e n  who needed 

s p e c i a l  he lp  bu t  who d id  no t  f i t  i n t o  o t h e r  c a t e g o r i e s ,  such a s  mental ly  

4B 
r e t a rded  o r  emotional ly d i s tu rbed .  

The s tuden t  popula t ion  served  by t h e  f i e l d  of l e a r n i n g  d i s a b i l i t i e s  

has  proven t o  be,-&ry heterogeneous. Many a t tempts  have been made t o  
-'/ 

e s t a b l i s h  d e f i n i t e  parameters  f o r  t h e  f i e l d  and t o  d e f i n e  ' l e a r n i n g  

d i s a b l e d '  c l e a r l y  and s u c c i n c t l y .  To d a t e ,  a l though t h e r e  i s  an o f f i -  

c i a l  d e f i n i t i o n  of l e a r n i n g  d i s a b i l i t i e s ,  t h e r e  i s  no u n i v e r s a l l y  

accepted method of  i d e n t i f i c a t i o n .  

I n  1962, Kirk o f f e r e d  t h e  f i r s t  d e f i n i t i o n  of l e a r n i n g  d i s a b i l i t i e s :  

A l e a r n i n g  d i s a b i l i t y  r e f e r s  t o  a  r e t a r d a t i o n ,  
P 

d i s o r d e r  o r  delayed development i n  one o r  more 
of t h e  processes  of speech, language, reading ,  
s p e l l i n g ,  w r i t i n g ,  o r  a r i t h m e t i c  r e s u l t i n g  from 
c e r e b r a l  dysfunct ion  and/or emotional o r  
behaviora l  d i s turbance  and no t  from mental 
r e t a r d a t i o n ,  sensory dep r iva t ion ,  o r  c u l t u r a l  
o r  i n s t r u c t i o n a l  f a c t o r s .  (Marsh, Gearheart  & 

Gearheart ,  1978, p .  7) 
, 

In  t h i s  d e f i n i t i o n ,  Kirk incorpora ted  the  b a s i c  concepts recognized 

i n  t h e  many d e f i n i t i o n s  t h a t  followed. Subsequent d e f i n i t i o n s  a l s o  

i d e n t i f y  process ing  problems as t h e  underlying cause of academic 

l e a r n i n g  problems i n  t h e  l e a r n i n g  d i sab led .  I t  i s  a l s o  gene ra l ly  agreed 

t h a t  discrepancy between i n t e l l i g e n c e  and academic performance is  a n  \ 

ou t s t and ing  c h a r a c t e r i s t i c  of  t h e  learn ing-d isabled  s tuden t .  One of  t h e  



most widely accepted d e f i n i t i o n s  i s  t h e  one o f f e r e d  by t h e  National  

Advisory Committee on Handicapped Children i n  1968: 

Children with s p e c i a l  l ea rn ing  d i s a b i l i t i e s  
e x h i b i t  a d i s o r d e r  i n  one o r  more o f  t he  b a s i c  
psychologica l  processes  involved i n  understand- 
i n g  o r  us ing  spoken o r  w r i t t e n  languages. 
These may be manifested i n  d i s o r d e r s  of l i s t e n -  
i n g ,  t h ink ing ,  t a l k i n g ,  reading ,  w r i t i n g ,  s p e l l -  
i n g  o r  a r i t h m e t i c .  They conclude .condi t ions  
which have been r e f e r r e d  t o  a s  pe rcep tua l  handi- 
caps ,  b r a i n  i n j u r y ,  minimal b r a i n  dys func t ion ,  
d y s l e x i a ,  developmental aphas ia ,  e t c .  They do 
n o t  i nc lude  l e a r n i n g  problems which a r e  due 
p r i m a r i l y  t o  v i s u a l ,  hear ing  o r  motor handicaps,  
t o  men ta l . r e t a rda t ion ,  emotional d i s tu rbance ,  
o r  t o  environmental disadvantage.  ( ~ a r s h  e t  a l . ,  
1978, p .  7) 

H a m m i l l  (1976) sugges ts  t h a t  this d e f i n i t i o n  i s  as good as any and 
1 

t h a t  t h e  problem is n o t  i n  d e f i n i n g  b u t  i n t e r p r e t i n g  t h e  d e f i n i t i o n .  

Each p ro fe s s iona l  b r ings  h i s  own o r i e n t a t i d n  t o  t h e  d e f i n i t i o n  and 

i n t e r p r e t s  it accord ingly .  With a d e f i n i t i o n  as broad a s  t h e  one 

above, t he  scope f o r  i n t e r p r e t a t i o n  i s  f a r  reaching.  

One i n t e r p r e t a t i o n  i d e n t i f i e s  a s  l ea rn ing  d i sab led  only  those  

s t u d e n t s  who show Gard s i g n s  of neuro logica l  dysfunct ion .  These 

s t u d e n t s  a r e  r e f e r r e d  t o  by H a m m i l l  a s  t h e  'hard-core '  l e a r n i n g  d i s -  

ab led .  The e s s e n t i a l  i d e n t i f y i n g  c h a r a c t e r i s t i c  according t o  t h i s  

i n t e r p r e t a t i o n ,  5s t h e  de te rmina t ion  of a process  d i s o r d e r  which i s  

caused by underlying neuro logica l  dysfunct ion.  Although. it i s  acknow- 
rn 

)7-- ledged t h a t  t h e r e  are many problems i n  determining process  d i s o r d e r s ,  

tho  people .who advocate this approach, cons ider  t h e  d i agnos i s  of  t h e s e  

d i s o r d e r s  a s  c e n t r a l  i n  i n d i c a t i n g  a l ea rn ing  d i s a b i l i t y .  = h e e d ,  they 

would go s o  far a s  t o  claim t h a t  "Without t h e  d iagnos is  of process  



d i f f i c u l t i e s  the  f i e l d  of l ea rn ing  d i s a b i l i t i e s  r e a l l y  does not  e x i s t "  

(Goodman & mnn, 1976, p .  38) .  The proponents of t h i s  approach a r e  ' 

g r e a t l y  influenced by the  medical model; t h e i r  terminology r e f l e c t s  

t h i s  o r i e n t a t i o n .  Etiology is  a t t r i b u t e d  t o  a  c e n t r a l  nervous system 

disorder  and the  condit ion i s  termed b ra in  damage, ce rebra l  dysfunction 

e t c .  The symptoms of the  condit ion a re  l abe l l ed  dys lexia ,  aphasia; 

Strauss-syndrome, e t c .  Only ch i ld ren  who c l e a r l y  d isplay  these  symptoms 

9 
would, according t o  advocates of t h i s  i n t e r p r e t a t i o n ,  be served i n  

programs es tab l i shed  f o r  the  l ea rn ing  d isabled .  

On the  o the r  hand, a  second i n t e r p r e t a t i o n  i s o l a t e d  by Hammill 

i d e n t i f i e s  a  g r e a t  v a r i e t y  of s tudents  a s  learning d isabled .  The s tu -  

dents  i d e n t i f i e d  by t h i s  i n t e r p r e t a t i o n  a r e  r e fe r red  t o  by H a m m i l l  a s  

the  ' s o f t  core '  l ea rn ing  d isabled .  The advocates of t h i s  approach 

would argue t h a t  the  term, processes,  can a l s o  be appl ied  t o  academic 
I 

a c t i v i t i e s  sukh a s  reading,  wr i t ing  and ar i thmet ic .  Therefore f a i l u r e  
f' 

t o  achieve i n  these  a reas  can be in te rp re ted  a s  an ind ica t ion  o f  

processing d e f i c i t s .  Thus, underachievement i n  t h e  bas ic  s u b j e c t  

a reas  becomes a  c r i t e r i o n  f o r  iden t i fy ing  t h e  l ea rn ing  d isabled .  Using 

a ' s o f t  core '  i n t e r p r e t a t i o n  of  the  o f f i c i a l  d e f i n i t i o n ,  a  wide ar ray  of 

s tudents  such a s :  the  poorly motivated, the  disadvantaged o r  those with 

behavior problems join the  ranks of the  learning d isabled .  The school 

system, which must->educate these  youngsters,  i s  a  s tronghold f o r  t h i s  

approach. 

H a m m i l l  suggests  t h a t  it i s  the  funding system appl ied  t o  the  

schools t h a t  necess i t a t e s  t h i s  l i b e r a l  i n t e r p r e t a t i o n  of the  d e f i n i t i o n .  



' In both the  United S t a t e s  and Canada, funding f o r  s p e c i a l  education is  

4 
a l loca ted  only t o  recognized ca tegor ies  of handicapped s tuden t s .  

H a m m i l l  po in t s  out  t h a t  t h e  majori ty of handicapped l e a r n e r s  i n  t h e  

pub l i c  school system a re  no t  c l e a r - c u t  cases t h a t  can be e a s i l y  l abe l l ed  

mentally re tarded,  emotionally d is turbed o r  learning d isabled .  However, 

such a l a b e l l i n g  process must be applied before funding becomes ava i l -  

able .  A t  p resent  the  term learning d isabled ,  being t h e  l e a s t  object ion- 

able  and most loosely  defined,  tends t o  be the  most .popula$ l a b e l  t o  

use.  .Many s tudents  formerly i n e l i g i b l e  f o r  funding a s  handicapped 

l e a r n e r s ,  become candidates f o r  the  individual ized  ac ten t ion  ava i l ab le  

. 
i n  l e a r n i n g - d i s a b i l i t i e s  programs, i f  a l i b e r a l  i n t e r p r e t a t i o n  of the  

d e f i n i t i o n  is  appl ied .  Harmnil1 descr ibes  the  educator '  s pos i t ion  as  

one dominated by adminis t ra t ive  requirements. 

The advocates of  t h e  'hard core '  i n t e r p r e t a t i o n  a l s o  look a t  the  

e f f e c t  of adminis t ra t ive  pressures  but  come tq a very d i f f e r e n t  conclu- 

s ion .  They i n s i s t  t h a t  funding w i l l  only be ava i l ab le  f o r  a small 

percentage of s tudents  under the  l a b e l  of l ea rn ing  d i s a b i l i t i e s  and 

it is, the re fo re ,  n e c e s s a q  t o  mold the  d e f i n i t i o n  i n  such a way t h a t  
$ * i t  w i l l  y i e ld  the  number of s tudents  the  adminis t ra t ion  is  w i l l i n g  t o  

f 

fund. It i s  c l e a r  t h a t , c o n s i d e r a t i o n  of the  same element can y i e l d  

very d i f f e r e n t  conclusions. 

These two i n t e r p r e t a t i o n s  of the  d e f i n i t i o n  represent  extreme 

approaches t o  iden t i fy ing  t h e  learning d isabled .  They. r e f l e c t  the  
- - 

var ied  o r i e n t a t i o n s  p resen t  i n  t h e  f i e l d  of learning d i s a b i l i t i e s  and 
i 

the  divergent  population needing s p e c i a l  education se rv ices .  .Neither 



i n t e r p r e t a t i o n  i s  genera l ly  accepted o r  used i n  i t s  e n t i r e t y  by t h e  

educator i n  e s t a b l i s h i n g  programs f o r  the  l ea rn ing  disabled,.  The - 
!hard core '  approach, appl ied  i n  i ts  s t r i c t e s t  form, i s  considered 

inappropr ia te  f o r  iden t i fy ing  t h e  v a r i e t y  of developmental problems 

p resen t  i n  the  school populat ion.  On t h e  o t h e r  handz t h e  ' s o f t  core '  

approach i s  considered too vague t o  be useful  i n  def in ing a  s p e c i f i c  

populat ion.  Therefore, elements of both approaches a r e  applied i n  
._ 

a. 

i den t i fy ing  the  , l ea rn ing  d isabled  in' schools. - - 
* I .  

- - 

m c h  of the  disagreement around how t o  def ine  the  l ea rn ing  d i s -  

abled a r i s e s  from the  mul t id i sc ip l ined  background of  those  working i n  

t h e  f i e l d .  The h i s t o r i c a l  r o o t s  of t h e  f i e l d  a re  based i n  such pro- 

fess ions  a s  medicine, psychology, psychia t ry ,  n e w l o g y  and education. . 
Each profession brings i t s  own perspect ive  and i n t e r p r e t a t i o n  i n  terms 

G? Q . 
of d e f i n i t i o n  and desc r ip t ive  terminology. To ob ta in  a perspect ive  

on the  de f ih i t ion  of l ea rn ing  d i s a b i l i t i e s  demands t r a c i n g  the  h i s t o r y  
i 

of ?.ts development. - 

H i s t o r i c a l  Development 

Kurt Goldstein,  a  well  known behayio,ral s c i e n t i s t  s t rong ly  

influenced the  d i rec t ion  taken by t h e  fieEd of l ea rn ing  d i s a b i l i t i e s  

(McCarthy & McCarthy, 1969).  In  the  1930's Goldstein conducted c l i n i c a l  

s t u d i e s  involving b ra in  in ju red  a d u l t s  who displayed d isorders  i n  

spoken language, w r i t t e n -  language and perceptual-motor coordinat ion.  

Many of h i s  sub jec t s  were World War One sol 'diers s u f f e r i n g  from head 

wounds, o the r s  were s t roke  v ic t ims,  but  all  suffered  from acquired 



bra in  damage (Wiederholt, 1978a). Through c l i n i c a l  observation,  

Goldstein f d e n t i f i e d  f i v e  "behavioral c h a r a c t e r i s t i c s  i n  h i s  p a t i e n t s :  -. 

forced respdnsiveness t o  s t i m u l i ,  figure-background confusion, hyper- 

a c t i v i t y ,  me t i cu los i ty ,  and ca tas t roph ic  reac t ion"  (Hallahan & Kauffman, 

: 

1976, p .  4 ) .  The d i so rde r s  and the  behavior c h a r a c t e r i s t i c s  observed 

i n  these  brain-injured a d u l t s  were a t t r i b u t e d  to. l e s i o n s  i n  s p e c i f i c  

p a r t s  of the  brain.  The da ta  co l l ec ted  from these  observations were 

co r re la t ed  with da ta  co l l ec ted  during necessary operat ions o r  autops ies  

performed on these  same sub jec t s . .  H e  concluded from h i s  s t u d i e s  t h a t  
5 

c e r t a i n  p a r t s  of t h e  b ra in  w e r e  responsible f o r  p a r t i c u l a r  funct ions  and 

t h a t  in ju ry  t o  a s p e c i f i c  a rea  would r e s u l t  i n  d i so rde r s  of a p a r t i c u l a r  

funct ion ,  accompanied by p red ic tab le  and observable behavior character-  

i s t i c s .  

Goldstein 's  theory on how the  b ra in  functioned was based t o t a l l y  

on observations of a d u l t s  who had suffere'd acquired b ra in  damage which 

r e s u l t e d  i n  observable changes i n  charac ter .  H i s  theory was l a t e r  

appl ied  i n  s t u d i e s  of sub jec t s  who had no proven h i s t o r y  of b ra in  

damage. Goldstein 's  l i s t  of behavioral '  c h a r a c t e r i s t i c s  of the  b ra in  

in ju red  was adopted by S t rauss .  Alfred S t rauss  was a neuropsych ia t r i s t  

who, along with such noteable colleagues a s  Werner, Lehtinen, and 

Kephart, f e l t  t h a t  the  behavioral  c h a r a c t e r i s t i c s  found i n  Golds te in ' s  

,S p a t i e n t s  could be used t o  diagnose b ra in  dam&e i n  o the r  types of 

chi ldren  and a d u l t s .  . . 
Strauss  and Werner conducted s t u d i e s  with mentally re tarded 

\ 

chi ldren  i n  whom they observed behavi'oral c h a r a c t e r i s t i c s  s i m i l a r  t o  



. 
those observed by Goldstein i n  b ra in  in jured  a d u l t s .  They concluded 

t h a t  these  ch i ld ren  had suffered  some s o r t  of b r a i n  i n j u r y  before ,  
t 

during o r  a f t e r '  b i r t h  (Ross, 1977) . Consequently, they l a b e l l e d  

ch i ld ren  exogenous o r  b ra in  injueed mentally re tarded,  thus  

t i n g  them from what they c a l l e d  endogenous mentally re tarded,  re tarda-  

t i o n  stemming from genet ic  f a c t o r s  (McCarthy & McCarthy, 1969).  The 

diagnosis  of b ra in  i n j u r y  d id  not  have t o  include neurological  o r  

h i s t o r i c a l  proof of  bra in  dama.ge; it could be diagnosed _ q l e l y  on the  

b a s i s  of behavioral  c h a r a c t e r i s t i c s  such a s . h y p e r a c t i v i t y ,  perceptual  

motor disturbances o r  d i s t r a c t a b i l i t y  . These same c h a r a c t e r i s t i c s ,  

t 
l a t e r  t o  be l a b e l l e d  a s  t h e  St rauss  Syndrome, were used by S t rauss  and 

Werner t o  def ine  what bra in  i n j u r y  w a s .  This c i r c u l a r  l o g i c  has been 

c r i t i c i z e d  s t rong ly  and.h& weakened the  case f o r  a causal  connection 

. between bra in  i n j d r y  and these  behavioral c h a r a c t e r i s t i c s  (Tarver & 

Hallahan, 1976) . 
Q 

 everth he less, the  impact of St rauss  and h i s  a s soc ia tes  on s p e c i a l  . 4 

education was indisputable .  Their s t u d i e s  l e d  t o  a genera l  acceptance 

t h a t  t h e  mentally re tarded were not  a homogeneous group, a s  was pre-  

viously thought, and t h a t  they could benef i t  from s p e c i a l  educational  

programming. Educational s t r a t e g i e s  which have been used widely with 

learning-disabled chi ldren ,  such a s  reducing environmental s t imulus 'o r  

classroom experiences,  were a major focus i n  

L 

programring s4ggested by these  e a r l y  pioneers (Marsh e t  dl,, 1978)-  
5 

a W i l l i a m  Cruickshank and h i s  colleagues appl ied ,St rauss l  method 

of iden t i fy ing  t h e  bra in  in ju red  t o  s t i l l  o the r  ca tegor ies  of chi ldren .  



They conducted s t u d i e s  with in te l lec tual ly-normal ,  cerebra l -pals ied  

chi ldren .  These ch i ld ren ,  a l ready diagnosed as bra in  damaged, displayed 

the  'same behavioral c h a r a c t e r i s t i c s  a s  Golds t e i n '  s b r a i n  in ju red  a d u l t s  

and St rauss '  exdgenous mentally re tarded,  and they responded t o  t h e  same 

educational  techniques. Cruckshank and h i s  col leagues concluded t h a t  

perceptual  handicaps were not  a function of i n t e l l i g e n c e  b u t  of neuro- 

psychological damage. (Cruickshank', 1976).  Cruickshank f u r t h e r  concluded 

/ 
t h a t  the  observation of the  S t rauss  syndrome i n  school ch i ld ren  of nor- 

m a l  i n t e l l i g e n c e  could be considered ind ica t ive  of minimal-brain i n j u r y  

r. 
and t h a t  the  educational  techniques suggested by St rauss  a@ Werner 

b 

could be successful ly  used w i t h  t hese  chi ldren  (Tarver & Hallahan, 1976).  ' 

The school system w a s  quick td  adopt Cruickshank's' method of i d e n t i -  

f i c a t i o n  and l a b e l s  such a s  minimally.brain in ju red ,  (o r  minimal b ra in  

dysfunct ion) ,  b ra in  damaged ( o r  b ra in  in ju red)  were applied t o  s tudents  
i 

who displayed these  behavioral  c h a r a c t e r i s t i c s .  These l a b e l s  were 

l a t e r  replaced,wi th  the  term ' learning d i sab led ' .  

The work of these  e a r l y  pioneers formed the  base f o r  the  perceptual-  
4 

motor theor ie s  t h a t  dominated the  i d e n t i f i c a t i o n  process and teaching 
1 

methods used during t h e  1960's .  The perceptual-motor theor ie s  were 

based on the  idea  t h a t  i n j u r y  t o  t h e  b ra in  manifested i t s e l f  i n  

behavioral c h a r a c t e r i s t i c s  such as those described by S t rauss  and h i s  

col leagues.  It was f u r q e r  theor ized  t h a t  these  d isorders  were a t  the  

r m t  of learning problems experienced by t h e  c h i l d .  Behaviors such a s  
w 

hyperac t iv i ty ,  perceptual  motor problems, and d i s t r a c t i b i l i t y  .were 

considered a r e s u l t  of d e f i c i e n t  processing by t h e  in ju red  p a r t  of the 



o the r  words, t h e  c h i l d  was unable to  i n t e r p r e t  o r  respond 

i n  an appropr ia te  manner &cause h i s  perception was 

hindered by d e f i c i e n t  processing ab i l i t t i e s .  Perceptual  motor t h e o r i s t s  
P" 

" such a s :  Kephart, Barsch, Getman and Fros t ig  s e t  o u t  t o  produce 

educational  ma te r i a l s  t h a t  would i d e n t i f y  and remediate the  d e f i c i e n t  
- - 

processes,  i n  t h e  b e l i e f  t h a t  this.  would improve t h e  c h i l d ' s  a b i l i t y  t o  

l e a r n ,  and t r a n s f e r  t o  performance i n  academic t a s k s  (Tarver & Hallahan, 

~ r o s t i g ' s  (1976) Deve lopmen~l  Tes t  of Visual Perception (D&) 

c l e a r l y  ~ e f l e c t s  the  inf luence  of Goldstein, S t r a u s s ,  Werne5 and 

Lehtinen. The premise of he r  t e s t  l i e s  i n  t h e  r e l a t i o n s h i p  between 

perceptual  disturbances and l ea rn ing  d e f i c i t s  (Tarver & Hallahan, 1976); 

The widespread use of t h i s  t e s t  and r e l a t e d . t r a i n i n g  m a t e r i a l s ,  i n  t h e  

1960's a t t e s t . t o  t h e a c c e p t a n c e  of  the  perceptual  motor theory a s  v a l i d .  

It i s  genera l ly  conceded t h a t  t h e  perceptual-motor t e s t s  do measure 

a c h i l d ' s  a b i l i t y  t o  perform perceptua-1-motor t a sks .  However, the  

i n & i l i t y  t o  complete these  t a s k s ,  which claim t o  measure- adequate 

\ 
perceptual  and motor development, has not  been proven i n d i c a t i v e  of 

s p e c i f i c  d e f i c i t  processes,  and t r a i n i n g  in v i s u a l  and/or auditoryF 

discr iminat ion ,  o r  motor co-ordinat ion has not  been Sham t o  r e s u l t  i n  

the effica'ky of t h i s  ti-leor-2 is severe ly  question@ by many leading 

f i q r e s  i n  the  f i e l d  of learning d i s a b i l i t i e s  (Tarver -& Hallahan, 1976). 

Although perceptu.1-motor theor ie s  dominated t h e  e a r l y  l i t e r a t u r e  

azd research in the  f i e l d  of l ea rn ing  d i s a b i l i t i e s ,  t he  work of t h e  

la,?'juage 'Aeorists i n  t h e  e a r l y  -1900's such a s  Hinshelwmd and Orton - % 



a l s o  influenced t h e  s tudy of language d isorders  a s  it p e r t a i n s  t o  
4 

t he  f i e l d  of l e a r n i n s  d i s a k k l i t i e s  (Wiederholt , 1978a) . Language d i s h  

I orders  have not beeq the  sub jec t  of much research u n t i l  r ecen t ly .  

However, e a r l y  i n  t h e  h i s t o r y  of the  f i e l d  people such a s  %Iykl.ebust, 

McGinnis, Wepman, Osgoad, Eisenson and Kirk worked t o  inc rease  

awareness of language d i so rde r s .  The growth in t h e  a r e a  of psycho- 

l i n g u i s t i c s  f u r t h e r  increased a t t e n t i o n  t o  language d i so rde r s  

(Tamer  & Hallahan, 1976) . 
One of the  e a r l i e s t  and most widely used t e s t s  i n  de tec t ing  language 

d i so rde r s ,  the  I l l i n o i s  Tes t  of Psychol inguis t ic  A b i l i t i e s  (ITPA), was 

developed by Kirk, XcCarttly and Kirk i n  1971. , It was based on Osgood's 

communications model (Wiederholt, 1978a) and examines channels of 

communication, psychol inguis t ic  processes,  and l e v e l s  of organiza t ion .  

The I T P A  is  based on the  assumption t h a t  the  psychol inguis t ic  and 

2erceptual  processes Lyat it measures a r e  necessary p re - requ i s i t e s  t o  

adequate academic functioning (Hallahan & Heins, 1976). It was intended 

* 
t o  be both a  d iagnos t i c  and remedial too l .  S p e c i f i c a l l y ,  the  ITPA was 

designed t o  r evea l  in t r a ind iv idua l  d i f ferences  i n  the  c h i l d l S  development 

. z e r t a i n i n g  t o  t h e  s t r eng ths  and d e f i c i t s  i n  psychol inguis t ic  s k i l l s .  

The test r e s u l t s  were assumed t o  y i e l d  s u f f i c i e n t  information f o r  the  

educator t o  bu i ld  an appropriate educational~prescriptign which would 

address b t h  t i e  strerrqths and deficits of the  s tuden t  (Kirk,  1976). 

R-.e ITPA xas one of t h e  f i r s t  major tests to focus on language d i s -  

orders .  However, the  v a l i d i t y  of t h i s  t e s t  has been se r ious ly  ques- 

t ioned.  In  -their review of a  number of s tud ies  t h a t  examined the  



e f f i c a c y  of psychol inguis t ic  t r a i n i n g ,  H a m m i l l  and Larson (1974) have 

come t o  the  conclusion t h a t  it has no t  been e f f e c t i v e .  They quest ion 

t h e  assumption t h a t  "d i sc re te  elements of language behavior a r e  i d e n t i -  

f i a b l e  and measurable, t h a t  they provide the  underpinning f o r  learning 

and t h a t  i f  de fec t ive  they can be remediated" ( H a n u n i l l  & Larson, 1974, 

p .  5-6). The c r i t i c i s m s  d i rec ted  a t  psychol inguis t ic  t r a i n i n g  a r e  

s i m i l a r  t o  those  d i r e c t e d  a t  perceptual-motor t r a i n i n g .  Both approaches 

t o  learning d i s a b i l i t i e s  r e f e r  t o  d e f i c i e n t  underlying processes a s  the  
b 

b a s i s  of l ea rn ing  problems. As pointed o u t  by Goodman and Mann (1976) 

these  processes a r e  i n  f ac t .hypo the t i ca1  const ructs .  Although 

e 
perceptual-motor and psychol inguis t ic  t r a i n i n g  were used extens ively  

i n  the  19601s,  t h e i r  popular&y has dwindled over t h e  l a s t  decade and 

they 6 r e  now v i r t u a l l y  de4Bunct. Educators stopped using t h e  ma te r i a l s  

pr imar i ly  because of cons t ruct  v a l i d i t y  problems and because the  s k i l l s  

taught  i n  the  t r a i n i n g  programs d i d  not  t r a n s f e r  t o  academic t a s k s  . 
c 

(Myers & H a m m i l l ,  1976).  To obta in  t r a n s f e r ,  it would have been 

necessary t o  bu i ld  i n t o  t h e  t r a i n i n g  programs s p e c i f i c  t a s k s  t h a t  would 

apply t h e  psychol inguis t ic  and perceptual-motor s k i l l s  taught  i n  the  

programs t o  s p e c i f i c  academic t a s k s .  

The 50 's  and 6 0 ' s  were formative years  f o r  the  f i e l d  of l ea rn ing  

d i s a b i l i t i e s .  During t h i s  time, the  f i e l d  was attempting t o  come t o  

g r i p s  with some b a s i c  i s sues  such as: es t ab l i sh ing  a d e f i n i t i o n  and 

. 
i d e n t i f i c a t i o n  procedures, determining underlying causes, and 

developing methods of prevention and remediation. The school  system 

needed sp lu t ions  t o  these  problems i n  order  to provide educational  



programming f o r  t h e  youngsters t h a t  were label ' led l ea rn ing  d isabled .  
' 

The focus was on developing an e f f e c t i v e  approach t o  programming f o r  

these  chi ldren .  Etiology w a s  a concern only i n  so  f a r . a s  it per ta ined 

t o  t h e  development of t h i s  programming. The tendency a t  t h a t  t i m e  was 

t o  look f o r  a c o r r e c t  and complete so lu t ion  t o  the  educational  problems 

of learning-disabled s tudents .  
\ 

The p reva len t  theor ie s  of the  day, the  Perceptual-Motor and 

~ s y c h o l i n g u i s t i c  t h e o r i e s ,  o f fe red  p o t e n t i a l  so lu t ions  t o  learning-dis-  

abled s tuden t s '  educational  problems. Both theor ie s  focused on t r a i n i n g  

s p e c i f i c  s k i l l s  o r  processes assumed t o  under l ie  successful  learning.  

These p r e r e q u i s i t e  processes were considered developmental i n  na ture .  

The premise of t h e s e  t h e o r i e s  was t h a t  i f  these  d e f i c i t  processes were 

diagnosed and remediated a t  an e a r l y  age, t h e  s t u d e n t ' s  prognosis i n  

academic achievement would be s u b s t a n t i a l l y  enhanced. 

The focus on e a r l y  de tec t ion  and remediation r e s u l t e d  i n  a r a t h e r  - 
exclusive concern with iden t i fy ing  and remediating young chi ldren  with 

l ea rn ing  d i s a b i l i t i e s .  Concurrent with such a focus was the  development 

of diagnostxc and remediation mate r i a l s  designed exclus ively  f o r  the  

elementary and preschool ch i ld .  Indeed, e f f o r t s  i n  a l l  a reas ,  t r a i n i n g  

of s t a f f ,  cons t ruct ion  _of programs, and development of curriculum 

mate r i a l s  and d iagnos t i c  t o o l s  were centered on the  needs of the  

elementary s tudent .  Such emphasis on assess ing  and t r e a t i n g  the  young 

c h i l d  with l ea rn ing  d i s a b i l i t i e s ,  l e d  inadver tent ly  and unavoidably t o  

t h e  neglec t  of the  learning-disabled s tuden t  a t  t h e  secondary l e v e l .  

Apparently, t h e r e  was the  assumption t h a t  e a r l y  i d e n t i f i c a t i o n  and 



remediation of  learning-disabled ch i ld ren  would render remediation a t  

the  secondary l e v e l  unnecesary (Wiederholt , l978a) . 
The preceding assumption proved t o  be very wrong. Although e a r l y  

> 

de tec t ion  and remediation may well  have been a so lu t ion  for '  a por t ion  

of t h e  learning-disabled populat ion,  there  a r e  many whose problems 

have not been solved desp i t e  e a r l y  i d e n t i f i c a t i o n  and remediation. 

The reasons given f o r  the  f a i l u r e  of t h i s  p lan  include:  i n s u f f i c i e n t  

d iagnost ic  s e r v i c e s ,  poor remediation techniques, and misdiagnosis.  

Because of these  inadequacies i n  diagnosis  and educational  programming, 

the  learning problems of many s tudents  have p e r s i s t e d  through t o  

adolescence (Weber, 1974) . Therefore, these s tudents  r equ i re  continual  

a s s i s t ance  a t  the  secondary l e v e l .  

The emphasis o r i g i n a l l y  placed on , the  yourig c h i l d ,  however, l e f t  

t he  f i e l d  poorly equipped t o  address the  immediate and press ing  demand 

-<, 
f o r  appropr ia te  programming f o r  the  adolescent  (Goodman & Mann, 1978; 

G r i l l ,  1978). Over the  l a s t  t e n  years ,  however, the  s i t u a t i o n  regarding 

t h e  learning-disabled adolescent  has been examined c lose ly  by learning-  

d i s a b i l i t i e s  profess ionals  i n  an e f f o r t  to  provide e f f e c t i v e  se rv ices  

f o r  these  s tudents  (Wiederholt, 197.8a) . Consequently, c h a r a c t e r i s t i c s  

and needs pe r t a in ing  t o  the  learning-disabled adolescent  have been 

i d e n t i f i e d .  The educational  s t a t u s ,  c h a r a c t e r i s t i c s  and programming 

needs of the  learning-disabled adolescent ,  a s  i d e n t i f i e d  through t h i s  
* 

examination, w i l l  be discussed i n  t h e  next sec t ion  of t h i s  paper. 



The Learning Disabled Adolescent 

Recognition i n  t h e  School System: 

There have always been learning-disabled adolescents  i n  t h e  

school system. Unt i l  r ecen t ly ,  however, l i t t l e  at tempt has been made 
4 

t o  provide appropr ia te  programming f o r  them. The recogni t ion  of t h e i r  

learning problems, and the  focus now apparent i n  the  educational  system 

on providing appropriate se rv ices  f o r  these  s tudents ,  can be a t t r i b u t e d  

t o  severa l  concurrent developments. These include:  development and 

growth within the  f i e l d  of l ea rn ing  d i s a b i l i t i e s ;  the  increased aware- 

ness among o the r  education personnel regarding l ea rn ing  d i s a b i l i t i e s ;  

the  increased advocacy of parents  and social  .agencies concerned with the  

education of the  learning-disabled adolescent;  t h e  change i n  s o c i e t a l  

expectat ions and pressures  with regards t o  adolescents  and the  education 

system. Each of these  f a c t o r s  has cont r ibuted  t o  the  expansion of 

se rv ices  f o r  secondary learning-disabled s tudents  and w i l l  be d i s c h s e d  

i n  f u r t h e r  d e t a i l  below. 

Development within t h e  f i e l d  of learning d i s a b i l i t i e s .  One of the  

most important aevelopments t h a t  took p lace  within the  f i e l d  of learning 

d i s a b i l i t i e s  was the  change i n  profess ional  opinion regarding the  need 
/. 

f o r  serv-ices a t  the  secondary l e v e l .  As s t a t e d  e a r l i e r ,  it became 

c l e a r  i n  the  e a r l y  seven t i e s  t h a t  the  focus on e a r l y  in te rven t ion  and 

t r e a n t  had not  el iminated the  need f o r  services  a t  the  secondary 

l e v e l .  I t  had become obvious t h a t  many diagnosed a s  learning 

d isabled  and remediated i n  the  were s t i l l  i n  need of 



l e a r n i p g  

no t  been 

& Myers, 

d i sab led  

(S iega l  , 

L 

a s s i s t a n c e  a t  t h e  secondary l e v e l ,  and t h a t  many o t h e r s  had 

d e t e c t e d  u n t i l  h igh  school  (Goodman & Mann, 1976; Lerner ,  Evans 

1977).  I t  w a s  a l s o  recognized t h a t  t h e  needs of t h e  learn ing-  

adolescent  had i n  f a c t  increased  r a t h e r  than  d i s s i p a t e d  

1975; Vance, 1977).  These s t u d e n t s  n o t  on ly  have l e a r n i n g  

problems, b u t  a l s o  emotional problems r e s u l t i n g  from unsuccessfu l  

remediat ion and continuous f a i l u r e  (Cruickshank, Morse & Johns,  1980) .  

A s  t h e  r e a l i t y  of t h e  learn ing-d isabled  adolescent  ' s s i t u a t i o n  became 

apparent ,  t h e  f i e l d  of  l e a r n i n g  d i s a b i l i t i e s  expanded i ts  focus t o  meet 

t h e  needs of t h e s e  s t u d e n t s .  
f i  

The f i e l d  of l e a r n i n g  d i s a b i l i t i e s  had developed cons iderably  i n  

a 

terms of assessment t o o l s  and remedial c u r r i c u l a  by t h e  e a r l y  s even t i e s .  
\ 

The p r o f e s s i o n a l s  i n  thb? f i e l d  had gained e x p e r 2 n c e  and knowledge from 

t h e i r  work i n  t h e  elementary schoo l s .  Methods of  remediat ion had been 

expanded and developed and many new m a t e r i a l s  were a v a i l a b l e  ( S i e g a l ,  

1975) .  I n  a d d i t i o n ,  t h e  f i e l d  had a t t r a c t e d  and t r a i n e d  many new 
P. 

personnel .  Although t h e  m a t e r i a l s  and t r a i n i n g  d i d  no t  r e l a t e  d i r e c t l y  
d 

t o  t h e  adolescent  s t u d e n t ,  wi th  t h e  inc rease  i n  exper ience ,  manpower 

and m a t e r i a l s ,  l e a r n i n g - d i s a b i l i t i e s  p r o f e s s i o n a l s  were i n  a b e t t e r  
I 

p o s i t i o n  t o  accep t  t h e  cha l lenge  of educat ing t h e  learn ing-d isabled  

.tb 
adolescent .  

Once acknowledged as necessary ,  programs a t  t h e  secondary l e v e l  

were seen  a s  a n a t u r a l  ex tens ion  of  s e r v i c e s  o f f e red  i n  t h e  elementary 

school  (Minskoff, 1971) .  I t  w a s  a l s o  recognized t h a t  t he  f i e l d  could 

improve f u t u r e .  s e r v i c e s  a t  t h e  elementary l e v e l  by examiningathe 



previous educa t iona l  exper iences  of  learn ing-d isabled  adolescents  

and determining t h e  e f f e c t s  of remediat ion programs used wi th  these  

s tuden t s  (S i ega l ,  1975) .  Learning a s s i s t a n c e  c e n t e r s ,  p a t t e r n e d  a f t e r  , 

t h e  c e n t e r s  e s t a b l i s h e d  i n ' t h e  elementary schoo l s ,  were i n s t i g a t e d  

a t  t h e  secondary l e v e l  i n  an i n i t i a l  a t tempt  t o  meet t h e  needs of  t h e  A 

4 

l earn ing-d isabled  s tuden t  a t  t h e  secondary l e v e l .  

Increased  awareness w i th in  t h e  educa t iona l  community. The 

heightened awareness o f  both t eaching  s t a f f  and admin i s t r a t i ve  personnel  

g r e a t l y  i n f l u e n c e d t h e  e f f o r t s  t o  e s t a b l i s h  app ropr i a t e  s e r v i c e s  f o r  t h e  

learn ing-d isabled  adolescent .  I n i t i a l l y  t h e  teaching  s t a f f  a t  t h e  
3 

secondary l e v e l  had had l i t t l e  connecfiion with t h e  f i e l d  of l e a r n i n g  

i 
d i s a b i l i t i e s  a s  most s e r v i c e s  were a t  t h e  elementary l e v e l .  However, 

as t h e  learn ing-d isabled  c h i l d  advanced i n t o  the  secondary system the' 
I 

s t a f f  become more cognizant  of t he  na ture  of l e a r n l n g  d i s a b i l i t i e s  and 

more f a m i l i a r  w i t h  t h e  c h a r a c t e r i s t i c s  of t he  learn ing-d isabled  

adolescent .  Many s t u d e n t s  who might prev ious ly  have been r e f e r r e d  t o  

c l a s s e s  f o r  t h e  mental ly  r e t a r d e d  o r  emotional ly d i s t u r b e d  (Cruickshank 

e t  al., 1980) were i n s t e a d  be ing  r e f e r r e d  t o  t he  l e a r n i n g - d i s a b i l i t i e s  

s p e c i a l i s t  f o r  assessment-. Secondary teaching  s t a f f  a l s o  began t o  

recognize t h a t  s t u d e n t s  with l e a r n i n g  problems t h a t  had p rev ious ly  been 

a t t r i b u t e d  t o  low mot iva t ion ,  low I . Q .  o r  behavior  problems (Cruickshank 

e t  a l . ,  1980) might a l s o  be l e a r n i n g  d i sab led .  The teaching  s t a f f  s a w  

t h e  p o s s i b i l i t y  of a s s i s t a n c e  i n  dea l ing  with these  problem s t u d e n t s  

and t h e  r e f e r r a l s  t o  t h e  l e a r n i n g - d i s a b i l i t i e s  s p e c i a l i s t  increased  

r ap id ly .  It soon became obvious t h a t  a g r e a t  e s c a l a t i o n  of  s e r v i c e s  



would be necessary i n  o r d e r  t o  meet t h e  needs being i d e n t i f i e d .  
-\ 

2 

~ d m i n i s t r a t i v e  personnel  i n  t h e  secondary system a l s o  became 

. "  i nc reas ing ly  aware of t h e  presence of  t h e  learn ing-d isabled  adolescent  

i n  t h e  high school .  With t h e  growing p u b l i c  awareness regard ing  - 
l e a r n i n g  d i s a b i l i t i e s  (Alley and Deshler,  19791, admin i s t r a t i on  came 

under p re s su re  from t h e  community and government t o  e s t a b l i s h  appropri-  

a t e  s e r v i c e s  f o r  t h e s e  s tuden t s .  They responded t o  t h i s  p re s su re  by 
. 

i s su ing ,  a mandate t o  t h e  f i e l d  of  l e a r n i n g  d i s a b i l i t i e s  t o  develop 

e f f e c t i v e  programming f o r  t h e  learn ing-d isabled  ado le scen t ,  and by 

a l l o c a t i n g  funds f o r  t h a t  purpose.. Community p re s su re  and s o c i e t a l  
3 

change g r e a t l y  inf luenced  admin i s t r a t i ve  dec i s ions  made wi th  regards  t o  
. 

t h e  learn ing-d isabled  adolescent .  Developments i n  t h e s e  two' a r eas  w i l l  

be d iscussed  next .  

Increased advocacy of p a r e n t s  and s o c i a l  agencies .  As s t a t e d  

e a r l i e r ,  p a r e n t  groups were ins t rumenta l  i n  i n i t i a t i n g  the f i e l d  of 

l e a r n i n g  d i s a b i l i t i e s  and e s t a b l i s h i n g  l ea rn ing  'aisaQilities a s  a 

fundable categdry i n  t h e  educa t iona l  system. I n i t i a l l y  t h e i r  e f f o r t s  

were, a s  were - those  of t h e  f i e l d  of  l ea rn ing  d i s a b i l i t i e s ,  aimed a t  

ob ta in ing  s e r v i c e s  f o r  t h e  learn ing-d isabled  c h i l d .  Advocacy f o r  t h e  I 

l earn ing-d isabled  adolescent  was i n i t i a l l y  very  i n c i d e n t a l  and i n e f f e c t u -  

a l .  The number of  p a r e n t  advocates grew qu ick ly ,  however, as t h e i r  

c h i l d r e n ,  who had been given a s s i s t a n c e - i n  the elementaxy school ,  and 

were s t i l l  i n . n e e d  of a s s i s t a n c e ,  were abandoned upon e n t e r i n g  t h e  

secondary system (Hammill, 1978) . 



In addi t ion  t o  expanding t h e i r  own focus,  parent  groups a l s o  

helped increase  t h e  awaren6ss l e v e l  i n  t h e  community a t  l a rge .  They 

provided support and information t o  concerned parents  whose ch i ld ren  

were experiencing d i f f i c u l t i e s  a t  school o r  i n  the  community. Through 

these  e f f o r t s ,  many adolescents ,  un iden t i f i ed  by t h e  school system, 

were recognized a s  l ea rn ing  disabled.  Social  agencies working with 

adolescents  who had s o c i a l i z a t i o n  and educational  problems, a l s o  became 

more fami l i a r  w i t h  the  concept of  learning d i s a b i l i t i e s  ( ~ l l e y  & 

Deshler, 1979) . These agencies recognized the'  symptoms of  learning 

d i s a b i l i t i e s  i n  t h e i r  charges and added t h e i r  voice t o  the  demands being 

made on behalf of  the  learning-disabled adolescent .  The pressure  

appl ied  by these  members of the  community cgmplimented the  e f f o r t s  of 

profess ionals  i n  the  f i e l d  t o  obta in  funds t o  increase  and improve 

1 
se rv ices  f o r  the  learning-disabled adolescent .  

Soc ie ta l  expecta ta t ions  and pressures .  The g r o w p  p r o f i l e  of the  

learning-disabled adolescent  i n  the  school system i 0 i n  p a r t  t o  the  ex- 

panding akareness regarding the  concept and nature of earning d i s a b i l i -  
- h 

ties discussed above and i n  p a r t  t o  an ac tua l  increase  i n  t h e  number of 

s tudents  with learning d i s a b i l i t i e s  t h a t  a r e  remaining i n  t h e  secondary 

system. This increase  i s  r e l a t e d  t o  the  change i n  the  demands of the 

work force .  With the  sharp increase  i n  technology, there  has been an 

eve r - inc reaskg  demand f o r  higher academic education f o r  a l l  s tudents .  

Simultaneously the re  has been a sharp decl ine  i n  the  number and v a r i e t y  

of  ava i l ab le  jobs t h a t  requi re  only unski l led  labourers .  This techno- 

l o g i c a l  t rend has made it increas ingly  d i f f i c u l t  f o r  the  person without 



a high school diploma t o  f i n d  use fu l  and sat isfying 'employment .  A s  a  

r e s u l t  t h e  s t u d e n t  exper ienc ing  academic d i f f i c u l t i e s ,  who might have 

l e f t  school  and en te red  t h e  workforce a s  an apprent ice  o r  l aboure r  % 

(McBride, 19801, i s  now being pressured  t o  remain i n  t h e  system. It is  

acknowledged t h a t  many of  t h e  s t u d e n t s  f ind ing  themselves i n  t h i s  pos i -  

&on a r e  l e a r n i n g  d i s a b l e d  (Washburn, 1979) . 
The p o s i t i o n  of  adolescents  i s  a d i f f i c u l t  one. 

If these  s t u d e n t s  choose t o  remain ib t h e  school ,  they f i n d  themselves 

" B 
i n  a  system t h a t  i s  i l l - p r e p a r e d  t o  meet t h e i r  needs. The high-school 

curriculum has  been t r a d i t i o n a l l y  designed t o  s e rve  t h e  academically 

competent s t u d e n t ,  i n  a  t i g h t l y  scheduled and group o r i e n t e d  fash ion  

'P (Washburn, 1979) .  I t  is ,  t h e r e f o r e ,  gene ra l ly  i l l - equ ipped  t o  serve  

t h e  learn ing-d isabled  adolescent  who r e q u i r e s  an  ind iv idua l i zed  and 

f l e x i b l e  environment (Zigmond, Silverman & Laurie ,  1978) .  The 

secondary school  i s  usua l ly  a confusing and t h r e a t e n i n g  experience f o r  

t h e  learn ing-d isabled  ado le scen t  (Vance, 19771, who cannot meet t h e  s e t  

-expec ts t ion  of t h i s  h ighly  s t r u c t u r e d  and complex s e t t i n g .  The 

learn ing-d isabled  ado le scen t  i s  gene ra l ly  a  m i s f i t  i n  t h e  secondary 

school  and h e r  p r o f i l e ; t h e r e f o r e ,  tends t o  be negat ive ;  I t  inc ludes  

such d e s c r i p t i o n s  a s  problem", " e a s i l y  f r u s t r a t e d " ,  

"negat ive a t t i t u d e "  "g ives  up too  e a s i l y "  (Cruickshank e t  ap., 1980) .  

G n  t h e  o t h e r  hand, dec ides  t o  l eave  t h e  school  system, 

she e n t e r s  a c o m m u n i t d h a t  is  equa l ly  i l l - p r e p a r e d  t o  respond t o  h e r  

needs (Kronick, 1975) .  T d a y ' s  technologica l  community g e n e r a l l y  has  

no cons t ruc t ive  r o l e  for t h e  uneducated, u n s k i l l e d  adolescent . .  Thus 

1 



t h e  learn ing-d isabled  adolescent  tends t o  experience a l i e n a t i o n ,  

f r u s t r a t i o n  and f a i l u r e  both i n  t he  community and school  environments. 

The repercuss ions  of such f a i l u r e  and f r u s t r a t i o n  a r e  o f t e n  devas t a t ing  

f o r  both t h e  ado le scen t  and s o c i e t y .  The community has  been forced  t o  

d e a l  more and more with t h e  r e s u l t s  o f  inadequate  educa t ion  i n  terms of 
. . 

i increased  crime, unemployment and mental i l l n e s s  (Kl ine ,  1972; Vance, 

p 1977; Weiss & Weiss, 1974) .  Recognition of t h e  negat ive  e f f e c t s  of 

school  f a i l u r e  has  r e s u l t e d  i n  a demand f o r  c o n s t r u c t i v e  educat ion t h a t  

w i l l  equip these  young people t o  adapt  more s u c c e s s f u l l y  t o  t h e i r  

environment and thus  enable  them t o  f i l l  a more p o s i t i v e  r o l e  i n  t h e i r  

community. The f i e l d  o f  l e a r n i n g  d i s a b i l i t i e s  has  been given t h e  

r e s p o n s i b i l i t y  of  dev i s ing  cons t ruc t ive  educat ion f o r  t h e  learn ing-  

d i sab led  adolescent .  

Differences Between t h e  Learning-Disabled Adolescent and t h e  Learning- 
Disabled Child 

I n i t i a l l y  secondary l e a r n i n g  d i s a b i l i t i e s  s e r v i c e s  were s e t  up a s  

an ex tens ion  of elementary s e r v i c e s  and the  tendency w a s  t o  use t h e  same 

m a t e r i a l s  and methods used with t h e  elementary s t u d e n t  (Schoo l f i e ld ,  

1978) .  This  p r a c t i c e  was due t o  a l ack  of m a t e r i a l s  and procedures  

developed s p e c i f i c a l l y  f o r  t h e  learn ing-d isabled  adolescent  and because 

personnel  were t r a i n e d  t o  work with t h e  elementary resource  room model 

(Cruickshank e t  a l . ,  1980) .  & r r e n t l y  it i s  recognized t h a t  such 

b 
p r a c t i c e  i s  inadequate  i n  educa t ing  t h e  learn ing-d isabled  adolescent  

because t h e r e  a r e  many s i g n i f i c a n t  d i f f e r ences  between t h e  learn ing-  

d i sab led  adolescent  and t h e  learn ing-d isabled  c h i l d .  These d i f f e r e n c e s  



must be addressed i n  developing appropriate programming a t  the  secondary 

l e v e l  (Alley & Deshler, 1979; Wiederholt, 1978a). I n  addressing these  

d i f fe rences  some f a c t o r s  t o  be considered are :  d i f f e rences  i n  educa- 
, 

t i o n a l  experience, changes i n  academic needs, and needs and goals  of 

t h e  learning-disabled adolescent .  

Differences in educational  experience. I t  is  acknowledged t h a t  

the  learning-disabled s tuden t  i d e n t i f i e d  a t  t h e  elementary l e v e l  i s  only 

one por t ion  of t h e  secondary learning-disabled populat ion.  There a r e  

\ . many more s tudents  who?have been i d e n t i f i e d  only upon e n t r y  i n t o  

secondary  school.^ These might be s tudents  who were ab le  t o  cQpe with the  

more i n s u l a r  environment of the  elementary school but  i n  t h e  more 

impersonaL and r i g i d  s e t t i n g  of the  secondary i n s t i t u t i o n ,  t h e i r  need 

i 
f o r  a s s i s t ance  becomes apparent .  Other s t a n t s  might not  have been ' 

i d e n t i f i e d  due t o  a l ack  of s u f f i c i e n t  d iagnost ic  cen te r s  o r  inadequate 

t e s t i n g  a t  the  elementary l e v e l  (Lerner, Evan, & Meyers, 1977). S t i l l  

o the r s  might have been misdiagnosed a s  behavior problems, emotional& 

dis turbed o r  pcss ib ly  educably mentally re tarded students . ,  These / 
learning-disabled s tuden t s ,  a l l  having been exposed t o  d i f f e r e n t  

2 ,~ 

l ea rn ing  exper iences , ,present  a wide range of educational  needs and 

l ea rn ing  s t y l e s  q u i t e  d i f f e r e n t  from the  learning-disabled s tudent  a t  

t h e  elementary l e v e l .  In  developing a program f o r  the  individual  

learning-disabled s tudent  a t  the  secondary l e v e l ,  it is  t h e r e f e e  

necessary t o  inves t iga te  the  educational  s e t t i n g  and/or the  remediation 

techniques used previously and t o  consider t h e i r  success or f a i l u r e  i n  

planning fu tu re  programming (Cruickshank e t  a l . ,  1980).  



Changes i n  academic needs. The, focus i n  many elementary programs - 
i s  o f t en  on remediating perceptual  o r  auditory d e f i c i t s .  Many pro- 

/ f->; 

f e s s iona l s  be l ieve  t h a t  these  problems are developmental i n  na ture  ' !  
- <  

and a s  such a r e  not an appropr ia te  focus i n  remediating t h e  learning-  

d isabled  adolescent.  They f e e l  t h a t  the  adolescent i s  more l i k e l y  

su f fe r ing  from t h e  re s idua l  e f f e c t s  of having such a d e f i c i t  during the  

elementary grades.  Fur ther  they po in t  qut  t h a t  even i f  brocessing 

d i f f i c u l t i e s  a r e  s t i l l  p resen t  it i s  unl ike ly  t h a t  t h e  adolescent  

would respond t o  t h e  same remediation techniques used with the  young 

ch i ld .  I t  is the  opinion of most profess ionals  i n  the  f i e l d  t h a t  the  

learning-disabled adolescent  needs a d i r e c t  approach t o  remediation of 

academic d i f f i c u l t i e s  (Goodman & Mann, 1975). I t  is  a l s o  noted t h a t  

the  secondary s tudent  is expected t o  have a 1.arge fund of f a c t s  o r  

general  knowledge a t  h i s  d i sposa l .  However, such an assumption i s  

questioned by Kronick(l975) who po in t s  ou t  t h a t  t h e  learning-disabled 

adolescent  has o f t e n  been removed from the  regu la r  c l a s s  and has thus  

missed l a rge  por t ions  bf the  knowledge normally accumulated i n  the  

elementary school years .  She emphasizes t h a t  t h e  learning-disabled 

/" adolescent  needs programming t h a t  w i l l  s u $ ~ l ~  him with t h i s  information. 

Changes i n  needs and goals .  Professionals  i n  the  f i e l d  have a l s o  

noted tha t  it is e s s e n t i a l  t o  recognize t h a t  the  learning-disabled 

adolesq* i n  f a c t  a young adu l t ,  and & such must respond t o  

s o c i e t a l  p r  s su res  very d i f f e r e n t  from those of a young c h i l d .  f 
~ d o l e s c e n t s b ~ e  i n  the  process of learning independence. . The d e l i c a t e  

balance between the  need t o  a s s e r t  t h e i r  own w i l l  and the  need f o r  



. guidance and consul ta t ion  i s  an important f a c t o r  i n  program planning f o r  
I 

4 these  s tudents .  These young people a r e  capable of understanding t h e i r  

1 
problems and p a r t i c i p a t i n g  i n  the  deveJopment of  t h e i r  own programs. 

.a 

Brown (1978) c i t e s  this p a r t i c i p a  

remediation. 

n a s  e s s e n t i a l  t o  successful  

<-.-,," 

Se t t ing  ca ree r  goals  i s  one a r e a  i n  which the  learning-disabled 

adolescent  genera l ly  r equ i res  a good dea l  of guidance. I n  secondary 
9 

schools ,  s tudents  a r e  requi red  t o  make decis ions  t h a t  involve long 

range-goal s e t t i n g .  To make these  decis ions  competently, r equ i res  a 

reasonable degree of self-knowledge and self-confidence. It i s  

acknowledged t h a t  even f o r  t h e  mos@well-adjusted young person,  

adolescence i s  a time of •’-doubt and questionihg (Marsh e t  a l . ,  

1978).  The average manage t o  cope with the  pressure  

inherent  i n  t h i s  process  with the  he lp  of r egu la r  

support  systems such a s ,  counsel lors ,  family and f r i ends .  However, 

f o r  the  learning-disabled adolescent  t h d a t u r a l  turmoil c rea ted  by 

t h i s  s i t u a t i o n  is  magnified by t h  6d ccumulated psycho,logical e f f e c t s  

of having a l ea rn ing  d i s a b i l i t y  (Lerner e t  a l . ,  1977).  Learning- 

d isabled  s tuden t s  w i l l  r equ i re  add i t iona l  a s s i s t ance  i f  they a r e  t o  
\ 

approach these  decis ions  cons t ruct ive ly .  Adequate programming must 

a d d r e s s  t h i s  problem and he lp  the  learning-disabled s tuden t  develop 

appropriate goats  (Washburn, 1975).  
4 

I f  programming i s  t o  be appropr ia te ,  it must a l s o  take  i n t o  account 

+A.e motivating fo rces  in the  learning-disabled adolescent ' s  environment. 

For most adolescents  peer  acceptance and a d u l t  approval a r e  very 

b 



important motivating fo rces .  The learning-disabled adolescent  o f t e n  

experiences r e j e c t i o n  from h i s  peers  and receives  negative feedback from 

the  s i g n i f i c a n t  a d u l t s  in h i s  l i f e  (Kronick, 1978). This s tudent  w i l l  

usual ly  develop a low self-concept a s  a r e s u l t  of the  f a i l u r e  and 

f r u s t r a t i o n  experienced both s o c i a l l y  and academically. The constant  

experience of f a i l u r e  eventual ly  des t roys  t h e  s t u d e n t ' s  b e l i e f  i n  h i s  

a b i l i t y  t o  succeed, a.nd r e s u l t s  i n  a low-motivation t o  achieve. 

(Deshler, 1978b). I n  defense a g a i n s t  expected f a i l u r e ,  these  s tudents  

adopt coping o r  masking mechanisms. They w i l l  mask t h e i r  academic 

de f i c i enc ies  and/or s o c i a l  ineptness  by demonstrating negative behaviors 

such a s  aggression,  withdrawal, indi f ference  o r  obst inacy.  These 

Sehaviour t r a i t s  are o f t e n  diagnosed as  t he  s tuden t ' s  primary problem 

--, 
r a t h e r  than a r e s u l t  of a l ea rn ing  d i s a b i l i t y  (DeWitt, 1977).  If these  

s tudents  a r e  t o  be success fu l ly  re-motivated t o  l e a r n ,  t h e i r  negative 

'behaviors must be recognized a s  defense mechanisms'brought on by the  

pressures  of t h e i r  l ea rn ing  d i s a b i l i t y .  In  t h i s  way, the  s o c i a l  and 

emt-ional  problems a t  the root .  of these  behaviors can be examined and 

appropr ia te ly  addressed as an i n t e g r a l  p a r t  of t h e  s t u d e n t ' s  le3rning 

d i s a b i l i t y .  

The i n t e r n a l  and e x t e r n a l  environments t h a t  t h e  learning-disabled 

a l o l e s c e n t  must cop6 w i t 3  a r e  very d i f f e r e n t  from those'  of the  elementary 

s tuden t .  Therefore, although the learning-disabled adolescent  may have. 
-.- , 

e d w t i o n d l  problems that appear t o  be s i m i l a r  t o  those of t h e  younger 

learni+g-disabled s tuden t ,  t l e y  requi re  a d i f f e r e n t  approach both ' 

ed lxa t iona l ly  and ~ s y c : ? o l o g ~ c a l l y  from t h a t  used i n  the  elementary 



schools .  Recognition of  these  d i f fe rences  between the  learning- 

d isabled  adolescent  and the  l e a r ~ i n g - d i s a b l e d  c h i l d  can a s s i s t  the  

profess ional  i n  developing appropr ia te  programming f o r  the  adolescent .  

Charac te r i s t i c s  of the  Learning-Disabled Adolescent 

The learning-disabled adolescent  has been presented a s  exh ib i t ing  

many of the  same c h a r a c t e r i s t i c s  a t t r i b u t e d  t o  the  learning-disabled 

c h i l d ,  i . e .  hyperac t iv i ty ,  emotional l a b i l i t y ,  coordinat ion d e f i c i t s ,  

d i so rde r s  of a t t e n t i o n ,  impuls iv i ty ,  d isorders  of memory and th inking,  

disoirders of speech and hear ing ,  and s p e c i f i c  l ea rn ing  d i s a b i l i t i e s .  

The m u  of these  c h a r a c t e r i s t i c s  i s  however, q u i t e  d i f f e r e n t  

i n  the  learning-disabled adolescent .  For example, while hyperac t iv i ty  

i n  the  c h i l d  i s  o f t e n  experienced a s  excessive movement of t h e  whole 

body t h e  adolescent  w i l l  have learned t o  cont ro l  these  urges and may 

express them through more s u b t l e  ac t ions  such a s  f idge t ing ,  grimacing 

f a c i a l  expressions, o r  tapping of f i n g e r s ,  f e e t  o r  penc i l s  (Wilcox, 

1970) ,  The heterogeneity of the  learning-disabled adolescent  population 

and t he  ~ a r i a n c e  i n  profess ional  opinion regarding appropr ia te  parameters 

f o r  t h i s  populat ion has made it d i f f i c u l t  t o  ga in  consensus on the  
--*A 

c h a r a c t e r i s t i c s  i n d i c a t i v e  of l ea rn ing  d i s a b i l i t i e s  i n  t h e  adolescent .  

%&re a r e  however, some c h a r a c t e r i s t i c s  more f requent ly  and cons i s t en t ly  

c i t e d  i n  .,,- 

disabled  

accepted 

t h e  l i t e r a t u r e  a s  s p e c i f i c a l l y  pe r t a in ing  t o  the  learning- 
.. 

adolescent .  The 'leGkrning-disabled adolescent  is  general1 y 

a s  displaying:  



An uneven academic p r o f i l e  - Regardless of h e r  general  l e v e l  of 

i n t e l l i g e n c e ,  the  s tuden t  w i l l  per 'fom a s  an t i c ipa ted  i n  some 

areas  and be s i g n i f i c a n t l y  below t h a t  performance l e v e l  i n  o the r s .  

This discrepancy i n  performance i s  seen a s  ind ica t ing  a s p e c i f i c  

learning d i s a b i l i t y  i n  t h a t  a rea .  

Poor communication s k i l l s  - This problem i s  manifested by poor 

l i s t e n i n g  s k i l l s ,  poor verbal  and w r i t t e n  expression of ideas  

and a d i f f i c u l t y  i n  grasping ideas ;  

Poor organiza t ional  s k i l l s  - This manifests i t s e l f  i n  a poor 

memory, i n a b i l i t y  t o  follow i n s t r u c t i o n s ,  and an unsystematic 

approach t o  such bas ic  t a sks  a s  studying and t e s t  wr i t ing ;  

A poor self-concept  - t he  e f f e c t s  of t h i s  pe r sona l i ty  t r a i t  can be 

seen i n  avoidance of assigned t a s k s ,  i r r i t a b i l i t y ,  being e a s i l y  

f r u s t r a t e d ,  giving up e a s i l y  and reac t ing  t o  s i t u a t i o n s  

impulsively. 
n 

(Cruickshank e t  al., 1980; Rowan, 1977; Weiss & Weiss, 1974) 2 
Establ ish ing Programs f o r  the  Learning-Disabled Adolescent 

P 

Iden t i fy ing  programming needs. In  the  e a r l y  seven t i e s ,  with 

the  increas ing need and demand f o r  programs, the  f i e l d  of learning d i s -  

a b i l i t i e s  w a s  forced t o  e s t a b l i s h  programs immediately desp i t e  t h e  lack  

of concrete da ta  on how t o  b e s t  serve  t h i s  populat ion ' ( G r i l l ,  1978). 

There were no c l e a r l y  de l ineated  guidelines'  f o r  iden t i fy ing  the .  

learning-disabled adolescent;  no teaching methods o r  ma te r i a l s  had been 

recognized a s  p a r t i c u l a r l y  e f f e c t i v e  with the  learning-disabled 



adolescent  and the re  was no spec i f i ed  curriculum t o  fol low (Vance, 

1977). profess ionals  i n  each school d i s t r i c t  defined the  learning- 

d isabled  adolescent  and p r i o r i z e d  the  educational  needs of the  s tudents  

they i d e n t i f i e d ,  according t o  t h e i r  own philosophy, o r i e n t a t i o n  and 

t r a in ing .  Because program p r i o r i t i e s  were d i c t a t e d  by the  individual  . 
s i t u a t i o n ,  a number of program prototype evolved. As s tudent  need has 

been perceived q u i t e  d i f f e r e n t l y  by the  various programs, no one 

curriculum o r  se rv ice  has been determined a s  the  appropr ia te  p r i o r i t y  

f o r  secondary l e a r n i n g - d i s a b i l i t i e s  programs. However, some c e n t r a l  

quest ions a r e  being asked, by profess ionals  i n  the  f i e l d  of learning 

d i s a b i l i t i e s ,  i n  an at tempt t o  determine appropriate programming 

p r i o r i t i e s  f o r  the  learning-disabled adolescent .  

1) Should the  concentrat ion be on bas ic  academic s k i l l s ?  

Most educators aggee t h a t  the  learning-disabled adolescent  has 

not  acquired the  fundamental academic s k i l l s  necessary t o  function i n  

t h e  mainstream of the  educational  system. In  f a c t ,  the  l ack  of these  

bas ic  academic s k i l l s  i s  one of the  most common i n d i c a t o r s  used i n  

iden t i fy ing  the  learning-disabled adolescent .  It i s  genera l ly  accepted 

t h a t  these  s k i l l s  should be developed a t  l e a s t  t o  the  po in t  of 

func t iona l  l i t e r a c y  (McNutt & Hel le r ,  1978). Whether the  goals  from 

t h i s ' p o i n t  should fucus on guiding s tudents  toward vocational  o r  

ca ree r  programs, re turning o r  keeping s tudents  i n  the  mainstream of 

education o r  encouragipg t h e  establishment of f l e x i b l e  academic programs 

t h a t  would make col lege  e d u L  r e a l i t y  fof these  s tudents  i s  a t  
1 

i 
this po in t  open t o  debate.  



3) Should c a r e e r  t r a i n i n g  be a main focus? 

The proponents of  c a r e e r  and voca t iona l  programs would 

t h a t  t h e  learn ing-d isabled  adolescent  has  bean unsuccessful  

sugges t  

wi th  the  

academic component o f  educat ion and is running o u t  of  t ime and educa- 

t i o n a l  oppor tuni ty  ( I r v i n e ,  Goodman & Mann, 1978).  They f e e l  t h e  

& emphasis should,  t h e r e f o r e ,  be on a s su r ing  t h a t  t he  s tuden t  l e a v e s  t h e  

school  system with t r a i n i n g  t h a t . w i l 1  be of  some r e a l  va lue  t o  him i n  

t h e  working world. 

4)  Should mainstreaming be a major focus i n  planning s e r v i c e s ?  

On t h e  o t h e r  hand, a l a r g e  number of p r o f e s s i o n a l s  be l i eve  t h e  
6 

mandate of t h e  l e a r n i n g - d i s a b i l i t i e s  t eache r  i s  t o  maintain t h e  

learn ing-d isabled  ado le scen t  i n ' t h e  mainstream. The f e e l i n g  i s  t h a t  

t h e  s tuden t  w i l l  s u f f e r  from any kind of ' s p e c i a l '  placement and should 

t h e r e f o r e  be t augh t  i n  ' t h e  l e a s t  r e s t r i c t i v e  environment' which i s  

assumed t o  be t h e  , regular  classroom (Leviton,  1978) .  This  assumption 

w i l l  be seve re ly  quest ioned l a t e r  i n  t h i s  t h e s i s .  

5 )  Would t r a i n i n g  i n  l e a r n i n g  s t r a t e g i e s  be b e n e f i c i a l ?  

Other p r o f e s s i o n a l s ,  who usua l ly  support  t h e  i d e a  of mainstreaming, 
9 

would l i k e  t o  s e e  more emphasis p laced  on teaching  t h e  learn ing-d is -  

&led adolescent  s tuden t  how t o  l e a r n .  They be l i eve  t h a t  concent ra t ion  

on l e a r n i n g  s t r a t e g i e s  can provide t h e  s tuden t  with t h e  o rgan iza t iona l  

s k i l l s  necessary f o r  succes s fu l  l e a r n i n g  and t h a t  wi th  these  s k i l l s  t h e  

s tuden t  is  more l i k e l y  t o  be succes s fu l  i n  h i s  endeavors (Alley & 

Deshler ,  1979) . 



5)  I s  co l l ege  a r e a l i s t i c  goa l  f o r  t h e  learn ing-d isabled  adolescent?  

A ' follow through from t h i s  emphasis on academic s k i l l s  i s  t h e  
... 

b e l i e f  t h a t  many learn ing-d isabled  adolescents  a r e  p o t e n t i a l  co l l ege  

s t u d e n t s  and should be encouraged t o  develop t h e i r  s t r e n g t h s  through 

multi-media methods. They would encourage the  development of co l l ege  

programs which a l low the  s t u d e n t  t o  l e a r n  and prove h e r  understanding 

through t h e  ,mode of h e r  p re fe rence .  

6 )  Should s o c i a l i z a t i o n  t r a i n i n g  be a major focus? 

The a f f e c t i v e  educa t ion  of  t h e  learn ing-d isabled  ado le scen t ,  i s  an 

a r e a  of much controversy.  When s e t t i n g  goa l s  f o r  teaching  t h e  

learn ing-d isabled  ado le scen t ,  it must be decided how o r  whether t o  

address  t h e  l a c k  of s o c i a l  s k i l l s  o f t e n  apparent  i n  t h e  l ea rn ing -  

d i sab led  adolescent .  Some would c l a s s i f y  t h e  l a c k  of s o c i a l  s k i l l s  a s  a 

major c h a r a c t e r i s t i c  of t h e  learn ing-d isabled  adolescent  (Kronick,1978) 

and o t h e r s  would exclude s t u d e n t s  who d i s p l a y  severe  problems i n  t h i s  

a r e a  from programs designed f o r  t h e  l e a r n i n g  d i sab led  (Goodman, 

1978) .  Whether t r a i n i n g  t h e  learn ing-d isabled  adole?scenp i n  t h e  s o c i a l  

Ii 
a b i l i t i e s  and b a s i c  l i c e  s k i l l s  should f a l l  w i th in  t h e  parameters  o f  

t h e  l e a r n i n g - d i s a b i l i t i e s  t e a c h e r ' s  r e s p o n s i b i l i t y  i s  s t r o n g l y  debated.  

Goodman (1978) emphasizes t h a t  l e a r n i n g - d i s a b i l i t i e s  t eache r s  a r e  

t r a i n e d  t o  teach  academic s k i l l s ,  n o t  s o c i a l  s k i l l s .  O t h e r s p o i n t  o u t  

t h a t  i f  w e  r e fuse  t o  address  t h e s e  s o c i a l  and emotional problems ou r  

academic e f f o r t s  w i l l  be l e s s  e f f e c t i v e  (Weiss & Weiss, 1974).  



I t  i s  c l e a r  t h a t  a wide needs has been i d e n t i f i e d  w i t h i n  
. . - r 

t he  learning-disabled adolescent  Although programs tend t o  

focus on one p a r t i c u l a r  a r e a  of they a r e  e c l e c t i c  i n  

na ture  with one focus being predominant but  not exclus ive .  The 

v a r i e t y  of program models p resen t ly  ava i l ab le  i n  the  f i e l d  of learn.ing . 

d i s a b i l i t i e s  and the  method of def in ing learning-disabled adolescents  

f o r  placement i n  these  programs w i l l  be discussed i n  chapter  th ree .  



a 

Chapter Three 

A R E V I W  OF SECONDARY LEARNING-DISABILITIES PROGRAMS 

Defining the  Learning-Disabled Adolescent f o r  Programmic Purposes 

The o f f i c i a l  d e f i n i t i o n s  presented i n  chapter  two a r e  more p e r t i n e n t  

t o  t h e  learning-disabled c h i l d  than t o  the  learning-disabled adolescent .  

These d e f i n i t i o n s  do not  al low ,$er the  changes i n  iden t i fy ing  t r a i t s  

1, 

t h a t  come with adolescence (Cruickshank e t  a l . ,  19801, nor do they 

2' 
r e f e r  - to the  educational  l a g  o r  behavior problems (Marsh, e t  a l . ,  1978; 

Weiss & Weiss, 1974) so  c h a k a c t e r i s t i c  of the  learning-aisabled 

adolescent .  These de f i c i enc ies  and the  . iden t i f i ed  developmental, 

environmental, and pe r sona l i ty  d i f fe rences  between these  two groups * 
make it inappropr ia te  t o  apply the  same d e f i n i t i o n  i n  iden t i fy ing  these  

t 

two populat ions.  As r e s u l t ,  a funckkoial d e f i n i t i o n  of  the  learning- 
\\, 8 

disabled  adolescent  has evolved from the  l i t e r a t u r e ;  it div ides  t h i s  

populat ion i n t o  t w o  groups:- the  moderately learning d isabled  and the  

severe ly  learning d isabled .  These groupings-are 'used as  a guide f o r  

placing s tudents  i n  educational  programs. '> 
\ 

Learning-disabled adolescents  a r e  i d e n t i f i e d  ;L s tudents  who show 
\ 

a discrepancy between a b i l i t y  and performance and pexform incons i s t en t ly .  

Wth moderate and severe cases of learning d i s a b i l i t i d s  share  these  

c h a r a c t e r i s t i c s .  One d is t inguishing c h a r a c t e r i s t i c  between these  two 

\ 

groups i s  the  degree of academic discrepancy observed. :Alley and 
i 

Deshler (1979) have i d e n t i f i e d  the  moderately 

s tudents  who have reading p r e r e q u i s i t e s  which 

d isabled  sdpdent a s  those 

allow them t.0 go beyond ' 



decoding words t o  developing comprehension s k i l l s ,  vocabulary and speed. 

Another d i s t i n g u i s h i < g  c h a r a c t e r i s t i c  i s  emotional s t a b i l i t y .  The 

moderately d i sab led  s t u d e n t  is  a l s o  i d e n t i f i e d  as being b a s i c a l l y  

emotional ly s t a b l e ,  o f t e n  having e s t a b l i s h e d  coping mechanisms t h a t  a i d  

4 

him i n  compensating f o r  h i s  d i s a b i l i t y  (Alley & Deshler,  1979; DeWitt, 

q 

I n  c o n t r a s t ,  t h e  s eve re ly  learn ing-d isabled  s t u d e n t s  a r e  i d e n t i f i e d  

as those  i n  need of b a s i c  l i t e r a c y  i n s t r u c t i o n  ( G r i l l ,  1978) .  They a r e  

t h e  s tuden t s  t h a t  have n o t  acqui red  t h e  b a s i c  r ead ing ,  w r i t i n g  and math 

s k i l l s  t h a t  a r e  t a u g h t . i n  t h e  elementary school .  They a r e  t h e  'non- 

r e a d e r s '  (DeWitt, 1977) .  These s tuden t s  a l s o  o f t e n  d i s p l a y  extreme 
-- 

pe r sona l ,  emotional and behavior  problems ( G r i l l ,  1978; Lerner e t  a l . ,  

1977) and s u f f e r  from d e f i c i t s  i n  s o c i a l  percept ion  ( ~ r o h i c k ~ l 9 7 8 ) .  

They a r e  t h e  s t u d e n t s  who a r e  o f t e n  earmarked a s  t h e  p o s s i b l e  juveni le  

de l inquent  o r  who have a l r eady  had problem with t h e  l a w .  Thei r  d i s -  

a b i l i t i e s  a r e  o f t e n  of  a mu l t i f ace t ed  na ture  and have seve re ly  c r ipp led  

them emotic?nally and educa t iona l ly .  They a r e  considered unable t o  cope 

i n  t h e  r e g u l a r  classroom s i t u a t i o n ,  even with e x t r a  suppor t  (DeWitt, 

1977; Goodman, 1978) and a r e  seen  a s  needing t h e  i n d i v i d u a l  a t t e n t i o n  

i n  t h e  s p e c i a l  c l a s s  s i t u a t i o n .  

I n  a survey of t h e  learn ing-d isabled  adolescent  popula t ions  con- 

ducted by Deshler e t  a l .  (19791, an es t imated  89% of t he  learn ing-  

d i sab led  popula t ion  was consideked moderately d i s a b l e d ,  and 11% 

seve re ly  d i sab led .  This e s t ima te  i s  r e f l e c t e d  i n  t h e  incidence of 



programs f o r  each.group. I t  i s  unclear ,  however, whether these  per- 

centages c o n s t i t u t e  a t r u e  r e f l e c t i o n  of t h e  population o r  a r e f l e c t i o n  

1 

of the  assessment procedures used. 

Prevalent  Program Models 

Four of the  most f requent ly  mentioned s e t t i n g s  f o r  secondary pro- 

grams a t  present  a r e  t h e  regular  classroom, the  resource room, t h e  p a r t -  

t i m e  s p e c i a l  c l a s s  and the  self-contained classroom (Lerner, 1978). 

The choice of a physical  s e t t i n g  o f t e n  r e g l e c t s  a philosophy of educa- 

t i o n .  The regular  classroom and resource room s e t t i n g s  emphasize the  

concept of mainstreaming and the  more enclosed s e t t i n g s  of t h e  part- t ime 

s p e c i a l  c l a s s  and self-contained classroom emphasize the  s t r eng ths  of 

' t he  separa te  environment. The program models discussed below w i l l  be 

categorized i n  terms of mainstreaming models, and non-mainstreaming , 

models. The va r i a t ions  within these  two g2oupings w i l l  be des,cribed and 

t h e  two groups w i l l  be compared. 

Mainstreaming Models 

Surveys ind ica te  t h a t  t h e  most popular programs a t  the  p resen t  time 

a r e  those t h a t  emphasize maintaining the  s tudent  - in  the  mainstream. 

These erograms genera l ly  combine the  f a c i l i t i e s  of t h e  resource room with 

t h e  modification of t h e  r egu la r  qlassroom (Goodman, 1978) . .Their bas ic  
I 1 

aim i s  t o  o f f e r  remediation se rv ices  t h a t  w i l l  allow the  s tudent  t o  

function successful ly  i n  t h e  r egu la r  classroom. The remediation focus 
. , 

can vary i n  these  programs. Three of the  most common foci .  a r e  bas ic  

academic s k i l l s ,  learning s t r a t e g i e s ,  and regular  course ma te r i a l s .  



Thbmost  common focus i s  t h e  resource room program which concen- 

t r a t e s  on remediat ing b a s i c  academic s k i l l s .  These programs usua l ly  

use  a d i agnos t i c /p re sc r ip t ive  approach t o  remedial programming. An . CA 

i nd iv idua l i zed  academic program i s  developed and presented  i n  t h e  

resource  room on a p a r t  time withdrawal b a s i s ,  and/or i n  t h e  r e g u l a r  

classroom. In  t h e  l a t t e r  s i t u a t i o n ,  d i r e c t  a s s i s t a n c e  i s  o f f e r e d - t o  

t h e  r e g u l a r  classroom t eache r  i n  terms of  implementing the  program, 
* 

monitor ing p rog res s ,  and modifying r e g u l a r  curr iculum m a t e r i  -1 1s t o  meet 

t h e  needs of  t h e  i n d i v i d u a l  s tuden t  (Goodman, 1978) .  Some programs 

opera t ing  i n  t h i s  mode a l s o  cons ider  school  s u r v i v a l  s k i l l s  and c a r e e r  

educat ion e s s e n t i a l  curr iculum components f o r  t h e i r  s t u d e n t s  (Zigmond, 

1978) ,  bu t  t h e  main emphasis i s  academic remediat ion.  

Another focus which i s  growing i n  p o p u l a r i t y  i s  teaching  l ea rn ing  

s t r a t e g i e s  i n  t h e  resource  room. In  t h e s e  programs t h e  s t u d e n t ' s  p re sen t  

l e a r n i n g  methods a r e  examined, t h e  s t u d e n t  is  taught  more e f f i c i e n t  

methods and means of applying them t o  s u b j e c t  a r e a s .  There a r e  

s t r a t e g i e s  designed f o r  both academic andF s o c i a l  s k i l l  a r e a s .  

A t h i r d  p o s s i b l e  focus i n  t h e  mainstreaming m o d e l ' i s  t h e  curriculum 

con ten t  of t h e  r e g u l a r  classroom (Lerner e t  a l . ,  1977; McNutt & H e l l e r ,  - 
1978).  The s t u d e n t s  a r e  e n r o l l e d  i n  t h e  r e g u l a r  mainstream academic 

P 
courses  and come t o  t h e  resource  room f o r  a s s i s t a n c e  with t h e i r  course 

ma te r i a l .  The r o l e  of t h e  s p e c i a l i s t  i n  t h e s e  programs i s  tliat o f . t u t o r .  

Some t u t o r i a l  programs inc lude  components of school  s u r v i v a l  and 

counse l l ing  bu t  t h e  main focus is  on r egu la r  high school  curr iculum 

m a t e r i a l s .  



Although these  programs vary i n  t h e i r  curr iculum focus ,  they have 

s e v e r a l  a spec t s  i n  common. F i r s t ,  mainstream programs tend  t o  focus 

on se rv ing  t h e  s t u d e n t s  commonly l a b e l l e d  as t h e  moderately l e a r n i n g  

d i sab led  (Alley & Deshler ,  1979; DeWitt, 1977; G r i l l ,  1978) .  Also, a - r 

al though these  programs a r e  found a t  both jun io r  and s e n i o r  h igh  school  

l e v e l s  (Alley & Deshler ,  19791, t h e r e  i s  a h ighe r  percehtage of  them 

i n  t h e  jun io r  high schools  (Deshler ,  e t  a l . ,  19791, thus  i ,ndicat ing t h a t  

they a r e  considered more s u i t a b l e  f o r  t h e  younger s t u d e n t .  
i 

Another very  important  commonality i s  t h e  mainstream philosophy 

which s t a t e s  t h a t  t h e  r e g u l a r  classroom i s  t h e . l e a s t  r e s t r i c t i v e  

educa t iona l  s e t t i n g  f o r  t h e  l e a r n i n g  d i sab led  and t h a t  t h e  s tuden t  

should not  be  removed from t h a t  s e t t i n g  any more than  necessary 

(Alley & Deshler,  1979; D e W i t t ,  1977; Lerner,  1978).  Educators who 

suppor t  mains<reaming would s e e  s e p a r a t e  educa t iona l  s e t t i n g s  a s  s u i t a b l e  
* 

only f o r  s tuden t s  who experience extreme d i f f i c u l t y  i n  t h e  r e g u l a r  

classroom, and even f o r  t h e s e  s t u d e n t s ,  it would be seen a s  a temporary 

measure. These p r o f e s s i o n a l s  be l i eve  t h a t  segrega t ion  from p e e r s ,  and 

b e i n g - l a b e l l e d  as handicapped, i s  very damaging psychologica l ly  and i s ,  

t h e r e f o r e ,  educa t iona l ly  i n h i b i t i n g  f o r  t he  s tuden t .  

The mainstream philosophy a l s o  emphasizes t h e  neces s i ty  of  i d e n t i -  

f y i n g  and meeting t h e  educa t iona l  needs of t he  s t u d e n t  on an  ind iv idua l -  

i z e d  b a s i s .  Each of  t h e  programs mentioned a t tempt  t o  do t h i s .  Given 

t h e  above phi losophy,  and t h e  na tu re  of t h e  average high school ,  t h e  

f i n a l  commonality shared by t h e s e ~ r o g r a m s  i s  t h e i r  need t o  change t h e  

atmosphere of t he  r egu la r  classroom. One of t h e i r  goa ls  i s  t o  a l t e r  



t h e  teaching methods and curriculum mate r i a l s  used i n  t h e  r egu la r  - 

classroom so  t h a t  they can begin to .address  the  individual  educational  

f 
needs of the  learning-disabled s tuden t  (Goodman, 1978).  

To a f f e c t  the  necessary changes i n  the  school system, however, 

r equ i res  more than j u s t  the  e f f o r t s  of the  l e a r n i n g - d i s a b i l i t i e s  

s p e c i a l i s t .  It requ i res  the  co-operation of the  r egu la r  classroom 

teacher  and adminis t ra t ion .  This co-operation i s  imperative. Even 

t h e  s t r o n g e s t  advocates f o r  mainstreaming recognize t h a t  i f  the  learning- 

d isabled  adolescent  is  t o  be helped i n  the  r egu la r  classroom, school 

& a 

personnel must recognize t h e  need f ~ r ~ f l e x i b l e  programming and be 

w i l l i n g  t o  commit themselves t o  implementing and support ing s p e c i a l  

programming needs (Baily,  1975; D e W i t t ,  1977; Zigmond, 1978). 

Non-Mains treaming ~ o d e l s  

The non-mainstreaming approaches tend t o  be very i n d i v i d u a l i s t i c  

i n  nature;  however, f o r  t h e  purpose of  t h i s  d iscuss ion,  they w i l l  be 

c l a s s i f i e d  i n t o  t h r e e  models: t h e  part-time s p e c i a l  c l a s s ,  the  work/ 

study program and the  self-contained classroom. Variat ions within each 
, l 

model w i l l  be discussed.  

Part-time s p e c i a l  c l a s s .  The f i r s t  v a r i a n t  of the  part-time 

s p e c i a l  c l a s s  t o  be discussed i s  designed f o r  the  s tudent  who, due t o  

the  s e v e r i t y  of h e r  d i s a b i l i t y  cannot make progress i n  the  r egu la r  

classroom. The emphasis is on providing in tens ive  academic remediation s-- 
i n  a s p e c i a l  c l a s s  s e t t i n g  while allowing t h e  s tudent  t o  be mainstreamed 

i n t o  non-academic c l a s s e s  (Wiederholt, 1978a). Becanse of t h e  i n t e n s i t y  

of remediation, the  part-time spec ia l  c l a s s  (self-contained) is seen a s  



a preferable  s e t t i n g  t o  remediation i n  t h e  regular  classroom, o r  

resource room s e t t i n g .  Goodman (1978) i n  h i s  desc r ip t ion  of t h e  

Montgomery County Pro jec t ,  an example of t h i s  v a r i a t i o n ,  suggested 

t h a t  t h e  program,should allow f o r  whatever amount of remediation t h e  
1 

, s tudents  need t o  "ameliorate t h e i r  learning d i f f i c u l t i e s "  (p.  255) and 

provide opportunity f o r  re-entry ' in to  the  mainstream i f  f e a s i b l e .  

Although r e t u r n  t o  t h e  mainstream i s  seen a s  d e s i r a b l e ,  t h e  emphasis i s  

placed on academic remediation r a t h e r  than maintenance in  the  mainstream. 

Goodman (1978) a l s o  recommends mastery learning over the  d iagnost ic  

p resc r ip t ive  approach, which is t h e  most commonly used approach, f o r  

r 
teaching bas ic  a c a d e d c  s k i l l s .  

+ 
This v a r i a t i o n  of the  part-time s p e c i a l  c l a s s  can be seen a s  a I 

l i n k  between the  mainstreaming models and the  non-mainstreaming models 

because it has elements of both groups. As i n  non-mainstreaming models, 

i t  focuses on the  severe ly  d isabled  s tudent  and considers  t h e  part-time 

s p e c i a l  c l a s s  a more appropriate s e t t i n g .  However, whereas o the r  non- 

iaainstreaming models have focused -on a more funct ional ly  o r i en ted  c u r r i -  

culum, t h i s  model of Lle ?art-time s p e c i a l  c l a s s  s t i l l  considers  

academic remediation the  appropr ia te  focus f o r  learning-disabled 

s tudents .  

Another va r i a s ion  bf the  part-time spec ia l  c l a s s  i s  the  program 

';?at focuses on ca ree r  explo;ation. m e  main aim of these  programs i s  

t o  r o v i d e  the  s t u d e c t  with enough information and p r a c t i c a l  s k i l l s  t o  

enaSle an i n t e l l i g e n t  ca ree r  choice and the  a b i l i t y  t o  pursue t h a t  

ckoice. Tnese prograzs genera l ly  o f f e r  a funct ional ly  o r i en ted  mi- 



culum which conta ins  elements of  c a r e e r  exp lo ra t ion ,  consumer informa- 

t i o n ,  s o c i a l  adjustment ,  and academic remediat ion.  This  curri-culum 

is  o f f e r e d  i n  a special '  c l a s s  s e t t i n g  a n d ' g e n e r a l l y  t a k e s  up a t  l e a s t  

h a l f  of the  s t u d e n t ' s  day. The o t h e r  h a l f  of t h e  s t u d e n t ' s  t ime i s  

spen t  i n  voca t iona l  courses  o f  t h e i r  choice.  I n  most schools  t h e s e  

w c a t i o n a l  courses  a r e  r e g u l a r  mainstream courses .  

; An exemplaq  pro to type  of a c a r e e r  educat ion program i s  t h e  

Goodman and Mann (1978).  I n  t h i s  program t h e  s t u d e n t  spends h a l f  t h e  
- u 

day i n  t h e  EOE Program and h g f  t h e  day i n  e i t h e r  a s p e c i a l -  c l a s s  o r  

i n  r e g u l a r  school  c l a s s e s .  The half-day spen t  i n  t h e  EOE Program i s  

s p l i t  h t w e e n  voca t iona l  i n s t r u c t i o n  c l a s s e s  which have been designed 
$ 

s p e c i f i c a l l y  f o r  s p e c i a l  needs s t u d e n t s  and c l a s s e s  which o f f e r  

academic instruc'don d i r e c t l y  r e l a t e d  t o  t h e  voca t iona l  m a t e r i a l  being 

s tut i ied.  Both Lle  a c a d e e c  and voca t iona l  c l a s s e s  a r e  adapted to  each 

s t u d e n t ' s  needs. The academic content  i s  taught  b y . s p e c i a l  educat ion 

i n s t r u c t o r s  and vocz t iona l  i n s t r u c t i o n  i s  given by voca t iona l  

i n s t r u c t o r s .  T-2-e 2 r g f e s s i o n a l s  nest work a s  a c l o s e  team in orde r  t o  

co-ordinat& t h e  = a t e r i a l s  ? resented  to the  s tuden t s .  The s tuden t  

_=as t i c i ?a t e s  L? t3is So,-~~at  f o r  t x o  yea r s  and is then  presented  with 

a variety of o p t i o r s  r ~ l a t e d  to  s p e c i f i c  voca t iona l /occupat iona l  t r a i n i n g  

3r -a rk / s tudy  s r o , - r a .  =?is is an i n t e g r a t e d  f i v e  yea r  program wi th  a 

-dide variety of career zIstions k i z g  explored by each s tuden t .  In  t h i s  

;r%-rz t h e  s t u d e z t  i s  ziven cjui6ance in making c a r e e r  choices  and i s  

also z iven  the er=-,erie=ce a d  knowledge necessary i i i  o rde r  t o  make an 



5 
, appropriate decis ion .  This program has proven very success$ul with 

d 

learning-disabled s tudents  in terms of improving t h e i r  self-concept and 

a b i l i t y  t o  achieve. T h e - j o i n t  e f f o r t s  of  s p e c i a l  education s t a f f  and 

'@ 
regular ,  high school vocat ional  teachers ,  the  var ied  and re levan t  nature , 

of the curriculum, the  individual ized  nature of i n s t r u c t i o n  and the  

emphasis on teaching f o r  success a r e  considered t o  be among t h e  reasops 

f o r  the  e f fec t iveness  of  t h i s  program. 

1 

Work/study program. The work/study program', a second non- 

mainstreaming model, has  y e t  another focus ,  t h a t  of  on-the-job placement. 

The s tudent  spends h a l f  of h i s  time i n  a spec ia l  c l a s s ,  where t h e  focus 

i s  on job-related s k i l l s  a ~ d  ha l f  h i s  time i n  an a c t u a l  job placement. 

The emphasis i s  on g iv ing t h e  s tudent  p r a c t i c a l  work experience (James, 

1979).  In  the  s p e c i a l  c l a s s  s e t t i n g  the  focus is on t h e  p r a c t i c a l  and 

s o c i a l  s k i l l s  t he  s tudent  w i l l  need on the  job. However, academic 

remediation is  a l s o  o f t e n  a p a t  of  the  curriculum content .  The aims 

of t h e  work/study model a r e  similar t o  those  of t h e  ca ree r  education 
<d 

crogram but  t h e  approach employed is  q u i t e  d i f f e r e n t .  

." 
The self-contained classroom. The f i n a l  non-mainstreaming model. 

t o  be discussed,  the  self-contained classroom, i s  perhaps t h e  most 

6 i f f i c u l t  t o  def ine  s ince  t h e  curriculum used is t h e  l e a s t  focused 

and most va r i ed .  The curriculum can include elements of s o c i a l i z a t i o n  

t r a i n i n g ,  l i f e  s k i l l s  t r a i n i n g ,  ca ree r  information and t r a i n i n g ,  and 

3asic l i t e r a c y  t r a i n i n g  (Deshler e t  al., 1979; G r i l l ,  1978). Se l f -  

contained programs can contain all o r  any co a t i o n  of these  c u r r i -  "bt" 



.$ 

culum elements. The var ied  nature  of t h i s  curriculum 

the  multi-faceted nature o f  the  d i s a b i l i t i e s  found i n  

r e f l e c t s  

t h e  severe ly  - 

disabled  s tudent  (Kronick, 19781, who i s  the  prime focus f o r  the  s e l f -  

contained program. These programs a l s o  vary i n  loca t ion  and t h i s  i s  a 

b ig  f a c t o r  i n  shaping curriculum and program format. I f  t h e  program i s  

located  within t h e  r egu la r  high school bui ld ing,  it tends t o  revolve 

around the  school community and f a c i l i t i e s .  The off-campus program, 

however, i s  a more separa te  e n t i t y  and o f t e n  u t i l i z e s  community f a c i l i -  

t i e s  and connections t o  a g r e a t e r  ex ten t  than t h e  campus based program. 

," 
~ e c a d s e  of t h e  independent nature of these  programs, t h e i r  curricuLum 

focus can be va r i ed  t o  r e f l e c t  the  needs of the  cu r ren t  group of 

s tuden t s ,  t h e  ou t s ide  resources ava i l ab le  t o  t h e  program o r  the  p a r t i 7  

c u l a r  t a l e n t s  of t h e  s t a f f .  

The self-contained classroom i s  a l s o  perhaps one of t h e  most 

cont rovers ia l  s e t t i n g s .  I t  i s  o f t en  seen by t h e  advocates of main- 

streaming a s  a r e s t r i c t i v e  s e t t i n g  s u i t a b l e  only f o r  the  most ' severe 

cases '  and then only • ’ o r  a s  s h o r t  a time as  poss ib le .  A more pos i t ive  

view of the  self-contained classroom, however, would p resen t  it a s  an 

L-' 
a l t e r n a t i v e  approach t o  providing q u a l i t y  education f o r  s tudents  no t  

s u i t e d  t o  the  mainstream environment. Cruickshank e t  a l .  (1980) suggest  

t h a t  t h e  unique challenge of these  c l a s ses  i s  t h a t  they must o f f e r  a 

v a r i e t y  of i n s t r u c t i o n  and opportunity f o r  s o c i a l  development. They 

a l s o  note t h a t  i f  t h e  programs a r e  t o  d i s s i p a t e  the  negative connotations 

associa ted  with the  i s o l a t e d  classroom, the  i n s t r u c t o r  must explain the  

l o g i c  behind the  s e t t i n g  and involve the  s tudent  i n  p lann ingher  v' 



educational  program. Many of the ' se l f -conta ined programs i n  exis tence  

today appear t o  be meeting r e a l  needs f o r  s tudents  who, due t o  t h e i r -  

severe de f i c i enc ies  i n  bas ic  academic and s o c i a l  s k i l l s  a r e  unable t o  
I 

succeed i n  t h e  r egu la r  classroom. The f l e x i b i l i t y  i n  l o c a t i o n ,  format 

and content  of these  programs makes them uniquely s u i t e d  t o  meet the  

d ive r se  needs of t h e i r  s tudent  population. With t h e i r  r e l a t i v e  autonomy, 

they have the  freedom t o  o f f e r  innovative and t r u l y  individual ized  

educational  programming. 

As can be seen from the  above d iscuss ion,  non-mainstreaming models, 

a l l  have fea tu res  in common. The f i r s t ,  obvious and perhaps most s ign i -  

f i c a n t ,  cormnonality i s  t h a t  these  programs focus not  on maintenance i n  

the  mainstream, but  on a l t e r n a t i v e s  considered more re l evan t  and s u i t -  

able  f o r  t h e  severe ly  learning d isabled .  Secondly, the  curriculum 

focuses on equipping t h e  s tudent  with funct ional  s k i l l s  and information 

they w i l l  need upon leaving school.  Academic remediation is  considered 

one of these  func t iona l  s k i l l s  but ,  except i n  t h e  f i r s t  part- t ime 

s p e c i a l  c l a s s  program discussed,  it i s  general ly not  t h e  main focus. 

I t  must a l s o  be noted t h a t  these  programs f o c i s  on o lde r  and more 

severe ly  disabled s tuden t s ,  and the re fo re ,  a r e  found most f requent ly  

a t  t h e  high school l e v e l .  A f i n a l  observation i s  t h a t  these  programs 

tend t o  acknowledge emotional problems and s o c i a l  inadequacies a s  

c h a r a c t e r i s t i c s  of t h e  severe ly  d isabled  and the re fo re ,  i n  t h e i r  

curriculum address these  problems t o  a g r e a t e r  e x t e n t  than do the  

mainstreaming models discussed.  



Conclusion : Prevalent. Models 

The program models discussed above do not describe a l l  t he  

permutations of the  programs now offered  t o  t h e  learning-disabled 

adolescent .  Rather t h e h p o i n t  ou t  somk of t h e  p a t t e r n s  and s i m i l a r i t i e s  

dt 

t h a t  emerge from the  mult i tude of programs now se rv ic ing  t h i s  population. 

It has been suggested (Goodman, 1978; Lerner e t  a l . ,  1977; Minskoff, 

1971) t h a t  a v a r i e t y  of programs should be ava i l ab le  so  t h a t  the  s tudent  

can be placed i n  t h e  prcgram b e s t  able  t o  meet h i s  needs. Present ly ,  

however, the  popular t rend i s  t o w a d  mainstreaming programs which a r e  

being promoted a s  t h e  most benef i c i a l  type of placement f o r  learning- 

d isabled  s tudents .  This popular t rend must be closel;  s c ru t in ized  a s  

implemen&tion of mainstreaming programs t o  t h e  exclusion of o ther  
m 

program models would prove very detr imental  t o  many learning-disabled 

s tuden t s .  Supporters of t h i s  popular t rend would p resen t  the  i d e a l  

program a s  one i n  which the  l e a r n i n g - d i s a b i l i t i e s  s p e c i a l i s t  would 

d 
diMnose the  problems of t h e  s tuden t ,  and develop an individual ized  

I 
pr6gram which would speci fy  ob jec t ives ,  ma te r i a l s  and methods. This 

\ 
program would then be implemented, a s  much a s  poss ib le ,  by t h e  classroom 

teacher who would have t h e  necessary support se rv ices  a t  her  d isposal  

(Goodman, 1978) . 
However, it must be kept  i n  mind t h a t  the  e f fec t iveness  of the  

mainstream model has not  a s  y e t  been val ida ted  by research .  Despite 

i t s  rap id  growth i n  popular i ty ,  Laurie, Buchwach, Silverman and ZTqmond 

(1978) point  ou t  t h a t  it is  a d i f f i c u l t  model t o  implement i n  the  

present  school system. Even t h e  s t ronges t  advocates of mainstreaming 



I 

do recognize the  l i m i t a t i o n s  of such a philosophy with the  e x i s t i n g  

high school .system. This approach requ i res  c lose  co-operation among 

educational  s p e c i a l i s t s ,  r egu la r  classroom teachers  and adminis t ra tors .  

For , t h i s  co-operation t o  e x i s t  there  must be planned, space and time f o r  

consul ta t ion ,  teacher  and s p e c i a l i s t  exper t i se  and a wi l l ingness  t o  

share such e x p e r t i s e ,  
lend yTrt  , and operate i n  a f l e x i b l e  and open 

manner. Unfortunately, our present  high school system t e n d s - t o  be 
* 
i 

n e i t h e r  f l e x i b l e  nor open 9 change and our teachers  have usual ly  no t  

been t r a ined  t o  dea l  e f f e c t i v e l y  with learning-disabled s tudents  
' 

(Wiederholt, 1978a). Regular teachers  have expressed t h e i r  re luc tance  

t o  accept  t h e  responsibility of educating the  learning-disabled 

adolescent  a s  they do not  f e e l  t h a t  t h e  r egu la r  classroom i s  conducive 

t o  ind iv idua l i za t ion  (Hudson, Graham & Warren, 1979).  For mainstreaming 

t o  work, the  system i t s e l f  must be capable of addressing the  individual  

needs of i t s  s tuden t s  i n  a way t h a t  w i l l  allow teachers  t o  prepare ,  

teach,  and mark work on an individual ized  bas i s .  S p e c i a l i s t  and 

counsel l ing he lp  must a l s o  be read i ly  avai lable .  Since few of these  

f a c t o r s  e x i s t  i n  the p resen t  school system, proponents of mainstreaming 

must necessa r i ly  be proponents of change within the  school system. 

Diamond (1979) be l ieves  t h a t  i n  t h e  present  school system, t h e  learning- 

d isabled  s tudent  i s  a t  r i s k  i n  t h e  regular  mainstream c l a s s e s ,  and t h a t  

unless  t h e  mainstream can be appropriately modified, a l t e r n a t i v e s  w i l l  

be necessary. 



The program models discussed i n  chapter  th ree  implement a v a r i e t y  

of curriculum content  and teaching methods. These program components 

w i l l  be discussed i n  the  following chapter i n  g r e a t e r  depth. Chapter 

four w i l l  a l s o  look a t  the r o l e  environment plays i n  t h e  i n s t r u c t i o n a l  

process and how evaluation is  a f f e c t i n g ,  o r  should a f f e c t ,  the  face of 

. programming. 



Chapter Four 

PROGRAM COMPONENTS \' 
\ 

Curriculum Content: A Varied FOCUS 

Because of  4 i f f e r e n t  pq i losophies  and perce ived  g o a l s  regard ing  a  

curr iculum f o r  lea;ning-disabled adolescenki  (Touzel , 1978) , t h e r e  i s /  ' 
no s tandard ized  content  o r  format f o r  c u r r i c u l a .  Thus a  reasonable 

course of a c t i o n  appears  t o  be a  review of  curr iculum con ten t s  most ii 

f r equen t ly  mentioned i n  t h e  l i t e r a t u r e .  These inc lude :  basic-Zcademic 
L 

skills, l e a r n i n g  s t r a  g i e s ,  , r e g u l a r  curr iculum, low vocabulary - high .. / id--'- 

i n t e r e s t  c u r r i c u l a  d e v e l o p e d , ' s p e c i f i ~ a l l y  f o r  t h e  learn ing-d isabled  
i 

adolescent,  c a r e e r  developme'nt, f unc t iona l  s u r v i v a l  s k i l l s ,  work/study 

c u r r i c u l a  and s o c i a l  s k i l l s .  

e 
Basic  Academic S k i l l s  Curriculum 

One of t h e  most f r e q u e n t l y  mentioned f o c i  of curr iculum f o r  t h e  

l ea rn ing -d i sab led -ado le scen t  i s  h a s i c  academic s k i l l s ,  read ing ,  w r i t i n g  . , 

and mathematics. According t o  a  survey conducted i n  1979 by Deshler,  

mwrey and Alley,  51% of e x i s t i n g  programs cons ider  t h e  a c q u i s i t i o n  

of b a s i c  academic s k i l l s ,  a t  l e a s t  t o  a  grade s i x  l e v e l ,  a  primary goa l  

f o r  t h e i r  s t u d e n t s .  The a c q u i s i t i o n  of t h e s e  s k i l l s  is considered a  

fundamental n e c e s s i t y  i f  t h e  s tuden t  i s  t o  func t ion  s u c c e s s f u l l y  i n  ou r  

s o c i e t y  (Johnson, Blalock,  & Nesb i t t ,  1978; Zigmond, 1978) .  

I n s t r u c t i o n  i n  b a s i c  s k i l l s  is  gene ra l ly  approached on an 

ind iv idua l i zed  b a s i s  us ing  a  d i agnos t i c /p re sc r ip t ive  fonn of remediat ion.  



Mastery,Learning i s  another  common teachlng  s t y l e  used i n  p re sen t ing  

b a s i c  s k i l i s  curr iculum t o  t h e  learn ing-d isabled  adolescent  (Goodman, 

1978).  These two teaching  methods w i l l  be d iscussed  a t  l eng th  later i n  

t h i s  chapter .  Whatever d e l i v e r y  system i s  used t o  p r e s e n t  t h e  m a t e r i a l ,  

i n s t r u c t i o n  i s  i n i t i a t e d  a t  t h e  s t u d e n t ' s  p r e s e n t  academic l e v e l .  The 

u l t ima te  goal  i n  remediat ion i s  t o  b r ing  t h e  learn ing-d isabled  

adolescent '  s performance t o  grade l e v e l .  The purpose of remediat ion 

can be maintenance i n  the mainstream, r e e n t r y  i n t o  t h e  mainstream 

(Goodman, 1978) , a i d i n g  the  s t u d e n t  i n  h e r  con ten t  s u b j e c t s  (Alley & 

Deshler,  1979) o r  simply t h e  acquis . i t ion  of l i t e r a c y  s k i l l s .  

- As noted i n  chap te r  two, t h e  l a c k  of b a s i c  academic s k i l l s  is  an 

i d e n t i f y i n g  c h a r a c t e r i s t i c  of t h e  learn ing-d isabled  adolescent .  Because 

i t  i s  such a p reva len t  problem among t h i s  popula t ion ,  it i s  addressed t o  

some e x t e n t  by most programs. 
, 

Some of t he  p o i n t s  suppor t ing  a focus on b a s i c  academic s k i l l s  a r e :  

1) This focus i s  l i k e l y  t o  i nc rease  b a s i c  academic s k i l l s  and thus  comi 

petence i n  academic c l a s s e s  (Alley & Deshler,  1979) ; 2 )  r a p i d  gains  can 

o f t e n  r e s u l t  from an appropr i a t e  combination of programming, s t u d e n t  

l e a r n i n g  r f t e  and s e v e r i t y  of l e a r n i n g  d i s a b i l i t y  ( D e W i t t  , 1977) ; 

3) b a s i c  academic s k i l l s  a r e  necessary t o  func t ion  s u c c e s s f u l l y  i n  our  

s o c i e t y  (Wiederholt ,  1978b) ; 4) t eaching  b a s i c  academic s k i l l s  i s  t h e  

r o l e  of l ea rn ing  d i s a b i l i t i e s  t eache r s  and is  what they  are t r a i n e d  t o  

do (Goodman, 1978).  
5 

Opposition t o  teaching  learn ing-d isabled  adolescents  b a s i c  s k i l l s  

r e s t s  on these  p o i n t s :  1) a focus on b a s i c  s k i l l s  i s  r e i t e r a t i o n  of  

prev ious  succes s fu l  remediation f o r  many l ea rn i rq -d i sab led  adolescents  



(Alley, 1977); 2)  t h e  learning-disabled adolescent  i s  'runn'ing ou t  of 

t imeL f o r  formal education and a focus on academic s k i l l s  i s  not  s u f f i -  b 

c i e n t  t o  prepare him f o r  post-school l i f e  (Zigmond, 1978);  3 )  the.  
: c. 

approach tends t o  focus on t h e  s tuden t s '  weaknesses and does not  search 

4) it does not  address t r a n s f e r  of  bas ic  s k i l l s  t o  

othe,r s i t u a t i o n s  (Alley -& Deshler, 1979) . 

Learning S t r a t e g i e s  Curriculum 
P 

Learning s t r a t e g i e s  is a new approach t o  teaching learning-  

d isabled  adolescents .  This approach has been G r o p s e d  by Alley and 

Deshler (1979). These authors  have developed c u r r i c u l a  t o  accompany 

teaching s t r a t e g i e s  i n  var ious  areas .  The learning s t r a t e g i e s  approach 

t o  Curriculum i s  concerned with teaching 'people how t o  l e a r n ,  r a t h e r  

than conceqtrat ing on any one sub jec t  area. The s k i l l s  a r e a s  covered 
I 

include reading,  wr i t ing ,  math, th inking,  s o c i a l  i n t e r a c t i o n ,  an& 

speaking and l i s t e n i n g .  Each s k i l l  area,  i s  broken i n t o  s u b s k i l l s  and. ' 

i n s t r u c t i o n a l  goals  a r e  developed f o r  each s u b s k i l l .  For example, 

reading would be broken i n t o  vocabulary development, word recogni t ion ,  

reading comprehension, reading r a t e  and study s k i l l s .  S t r a t e g i e s  f o r  

learning content  i n  each of these  s k i l l  a r e a s : a r e  taught .  

In  the  f i r s t  s t e p  of the  l ea rn ing  s t r a t e g i e s  approach.the s tudent  i s  
P 

t a u g h t o n a  one-to-one bas is .  A t  t h i s  s tage  .the s tudent  i s  introduced 9- 

/. 
t o  t h e  s t r a t e g y  and must.beccnne thoroughly fami l i a r  with t h e  s t eps  

. involved so t h a t  the  s t r a t e g y  can be applied e a s i l y  and e f f i c i e n t l y .  

The second s t age  involves p r a c t i s i n g  the s t r a t e g y  on mate r i a l s  cont ro l led  F 

- 
f o r  content  and vocabulary. Eas i ly  comprehended mate r i a l s  al low the. i 



s tudent  t o  concentrate on p r a c t i s i n g  the  s t r a t e g y  r a t h e r  &an learning 

new materials ,  I n  t h e  th2rd s t age ,  the  student  at tempts t o  .apply t h e  

s t r a t e g y  under con t ro l l ed  condit ions t o  regular  classroom mater ia ls .  
- ?  

This s t age  is  very important . in terms of f a c i l i t a t i n g  t r a n s f e r  and 

genera l iza t ion  of the  newly learning s t r a t e g i e s  t o  t h e  r egu la r  classroom 

s i t u a t i o n .  In  t h e  four th  s t age  the  student  ge t s  group experience i n  

using the  s t r a t e g i e s  while s t i l l  i n  the  cont ro l led  environment of t h e  

resource room. These groups at tempt t o  simulate the  r egu la r  classroom 

. 
s i t u a t i o n .  The f i f t h  s t age  involves t h e s t u d e n t ' s  t r a n s f e r ~ i n g  the  

I 
s k i l l s  t o  the  r egu la r  classroom s i t u a t i o n .  

Alley and Deshler (1979) acknowledged c e r t a i n  p r e r e q u i s i t e  condit ions 

f o r  the  e f f e c t i v e  app l i ca t ion  of the  learning s t r a t e g i e s  approach. 

They s t r e s s  the  importance of support ive adminis t ra t ion  and p o s i t i v e  

i n t e r a c t i o n  between s t a f f  members. Such co-operation insures  an 

appropr ia te  curriculum, se rv ice  opt ions  and f a c i l i t a t i o n  of curriculum 

rev i s ion .  They a l s o  emphasize the  need f o r  support s t a f f  which would 

•’Lee the  s p e c i a l i s t  f o r  in-service  workshops and co-operative planning 

The resource room model i s  considered most appropr ia te  f o r  teaching 
-- 

learning s t r a t e g i e s  because it provides ample opportunity t o  p r a c t i c e  

the  s t r a t e g i e s  being taught .  

In  arguing t h e  s t r eng ths  of t h i s  approach, the  authors s t r e s s  t h a t  

knowledge changes and accumulates rapid ly  i n  our technological  s o c i e t y ,  

and t h a t  the  goals  of education should be t o  promote "the acqu i s i t ion  of 

p r inc ip les  t h a t  w i l l  f a c i l i t a t e  problem solving and app l i ca t ion  of s k i l l s  

t o  a v a r i e t y  of t a s k s p  d i f f e r e n t  s i t u a t i o n s  and s e t t i n g "  (Alley & 



Deshler, 1979, page 1 8 ) .  They f e e l  t h a t  t h i s  approach t o  education i s  

3 

espec ia l ly  important f o r  the  learning-disabled s tudent .  The l ea rn ing  

s t r a t e g i e s  approach promotes adjustment t o  the  mainstream, i n t e r a c t i o n  

with peers  and a v a r i e t y  of s t a f f  members, and u t i l i z e s  t h e  s t r eng ths  

and normal p o t e n t i a l  of the  s tuden t .  .-It is  understandable why t h i s  
e 

a p p r q c h  t o  teaching learning-disabled-adole-ts has become very 

popular among secondary l ea rn ing  ass i s t ance  teachers.  

The authors have a l s o  considered some o f  the  drawbacks t o  t h i s "  

c. 

approach. They acknowledge t h a t  the  average high school i s  n o t  conducive 

t o  c rea t ing  t h e  atmosphere of  co-operation necessary f o r  an e f f e c t i v e  

operat ion of t h i s  approach. They a l s o  recognize t h a t  t h i s  approach 

d-oes no t  address func t iona l ,  t u t o r i a l  o r  bas ic  s k i l l s . n e e d s  a s  d i r e c t l y  

a s  o the r  approaches bu t  r a t h e r  i s  concerned with developing e f f i c i e n t  

learning pa t t e rns .  They openly admit t h a t  the  learnincf s t r a t e g i e s  

a needs support ive da ta  and ind ica te  t h a t  they a r e  a c t i v e l y  

engaged i n  research t o  provide t h i s  da ta .  Their research i s  designed 

t o  t e s t  the  usefulness of the  l ea rn ing  s t m t e g i e s  with the  learning- 
& 

disabled  adolescent .  

Reqular Subject Content Curriculum: The Tutor ia l   ro roach 

The t u t o r i a l  approach i s  c i t e d  by Deshler, Lowrey and Alley (1979) 

a s  being used i n  24% of t h e  programs they surveyed. The i n s t r u c t i o n a l  

goals  r e l a t e  to t he  s t u d e n ~ ' s  d i f f i c u l t i e s  with r egu la r  classroom 

assignments. Supporters of t h i s  approach bel ieve  t h a t  you must focus on 

what i s  M e d i a t e l y  r e l evan t  t o  the  s tudent ,  which i n  t h e i r  opinion i s  

the  subjec t  matter  of t h e  s t u d e n t ' s  r e g u l a r  courses (Alley & Deshler,  



1979). The bas ic  a s s e t  of t h i s  approach i s  t h a t  it helps  t h e  s tudent  

pass he r  academic courses. Laurie e t  a1 . .  (1978) suggest  t h a t  because 

t h e  t u t o r i a l  system makes few demands on the  classroom teacher and 

f i t s  e a s i l y  i n t o  t h e  system, it i s  read i ly  accepted by t h e  classroom 

teacher .  

However, there" a r e  severa l  shortcomings t o  t h i s  approach. F i r s t ,  

t u to r ing  is  only a short-term so lu t ion  (Laurie e t  a l . ,  1978);  it 

addresses only t h e  surface  problem i n  any p a r t i c u l a r  content  a rea ,  
. 

It does no t  address bas ic  underlying problems, such a s  a  lack  of bas ic  

academic, study o r  s o c i a l  s k i l l s ,  t h a t  may be hindering the  s t u d e n t ' s  

progress i n  the  classroom (ashier e t  a l . ,  1979). Another problem 
T 

3\ 

with t h i s  approach is t h a t  it p laces  the  r e s p o n s i b i l i t y  f o r  the  s tuden t ' s  

learning squarely in t h e  hands of the  l e a r n i n g - d i s a b i l i t i e s  teacher .  A 

f i n a l  drawback i s  t h a t  t h e  use of t h i s  approach, presupposes t h a t  the  

l e a r n i n g - d i s a b i l i t i e s  teacher i s  q u a l i f i e d  t o  t u t o r  i n  a l l  t h e  varied 

sub jec t  a reas  i n  a high-school curriculum ( ~ e s h l e r  e t  a l . ,  1979). 

Laurie e t  a l .  (1978) s t a t e  c l e a r l y  t h a t  they do not  th ink the  tu to r ing  

system helps  the  s tudent  i n  the  long r'b. Nor does it work t o  change 

the  system. 

Modified Regular Curriculum 

This approach to curriculum also concentrates on t h e  s u b j e c t  

content  of the  r egu la r  Mgh-school curriculum. However, the emphasis 

here i s  on changing the  r egu la r  content  mater ia ls  t o  make them%ore- 

s u i t a b l e  f o r  the  learning-disabled s tudent .  This i s  done by lowering 

the  academic l e v e l  of LFle ma te r i a l ,  without a l t e r i n g  the  a c t u a l  content ,  



s o  t h a t  the  s tudent  can, a s  Weiss and Weiss (1974) sugges t ,  "be reading 

t o  l e a r n  r a t h e r  than learning t o  read" (p. 74). I t  may a l s o  involve 

a l t e r n a t e  methods of p resen ta t ion ,  matching the  r a t e  of p resen ta t ion  

; 
t o  t h e  s t u d e n t ' s  a b i l i t y  t o  ass i&la te  the  mater ia l  and k&kg t e s t i n g  

methods t h a t  match t h e  s tuden t ' s  p re fe r red  mode of l ea rn ing  and r e c a l l  

(Johnson e t  a l . ,  1978). In addi t ion  t o  these  s p e c i a l l y  designed courses,  

which a r e  taught  by regu la r  content  a r e a  t eachers ,  the  s tuden t  is  

enro l l ed  i n  a b a s i c  remedial program which is taught  by the  learning- 

d i s a b i l i t i e s  s p e c i a l i s t .  Thus the  s tudent  b e n e f i t s  from the  exper t i se  

of both these p ro fess iona l s .  This shared r e s p o n s i b i l i t y  f o r  the  

s t u d e n t ' s  education i s  one c l e a r  advahtage of t h i s  approach (Weiss & 

Weiss, 1974). Goodman (1978) r e p o r t s  t h a t  t h i s  curriculum approach 

enabled h i s  s tudents  to  master the  content  of t h e i r  academic courses 

and improved tineir bas ic  academic s k i l l s .  

,v 

Career Education C u r r i c u l m  

The terms "career  education" and "vocational education" a r e  o f t e n  

used interchangeably. However, many profess ionals  now draw a d i s t i n c t i o n  

between the  two. Vocational t r a i n i n g  is  comonly understood t o  ind ica te  

a curriculum t h a t  trains a s tuden t  f o r  a p a r t i c u l a r  vocation o r  t r ade .  

By  d is t inguishing Se'meen vocational  t r a i n i n g  and ca ree r  education,  

profess ionals  3ave acknowledged t \a t  s tudents  need more than t r a i n i n g  

X e e r  education i i i6 ica tes  a Dore expansive curr iculup.  This curricul-um 

is hte&d +a hd.2 sA;t;ripnts acquire and develop a b d y  of knowledge, 

decision-making skills &rid a s e l f  awareness L l a t  w i l l  f a c i l i a t e  them in 



m a k i q  career  choices =d adjustments throughout t h e i r  l i v e s .  

Williamson (1975) descr ibes  ca ree r  education a s  a curriculum t h a t  

allows s tudents  t o  explore many types of  job oppor tun i t i e s ,  become 

aware of t h e i r  own i n t e r e s t s  and ap t i tudes ,  and experience a v a r i e t y  of 

work s k i l l s  t h a t  could apply t o  many d i f f e r e n t  occupations. It a l s o  

allows f o r  a more in-depth study of  t h e  areas  i n  which t h e  s tuden t  

shows t a l e n t  and expresses an i n t e r e k t  (Williamson, 1975). In  addi t ion  

t o  deal ing with ca ree r  information,  l e a r n i n g - d i s a b i l i t i e s  programs which 

focus on ca ree r  educatipn a l s o  teach such s k i l l s  a s  job search and 

interviewing tec:?niques a-.?d a s s i s t  t h e  s tudent  i n  acquir ing  appropr ia te  

s o c i a l  s k i l l s  (Irrine, et al . ,  1978; Washpurn, 1975). 

Often learning-disabled s tudents  recommended f o r  ca ree r  education 

programs a r e  considered severe ly  d isabled  and may be very c lose  t o  

i l l i t e r a t e .  Therefore,  b a s i c  academic s k i l l s  o r  o f t en  bas ic  l i t e r a c y  

skills must a l s o  be a concern. 

Within career e F c a t i o n  programs, t h e  academic curriculum mater?als 

used t e d  t o  be r e l a t e d  to work (Williamson, 1975). Students a r e  

taught  in a self-contained s e t t i n g  o r  part-time s p e c i a l  c l a s s  ( G r i l l ,  

1978).  To p r o f i t  from ca ree r  education programs, s tudents  s h o w  be 

taught  in small c l a s s e s  using a combination of individual ized  and small  

group teaching techniques. \ 

Supporters of the career education approach s t r e s s  that it i s  more 

-levant ac-c mrric&m for le&~i.kin&disabled st&nts. These 

s u g p r t e r s  consider t h a t  learning-disabled adolescents  w i l l  acquire use- 

ful skills through this c u r i c u l u n  and have the  opportunity - discover 



t h e i r  s t r eng ths  and weaknesses ( ~ r i i l ,  1978; I rv ine ,  e t  a l . ,  1978; 
-\ 

X: Wil l i amson , -m5) .  Deshler e t  a l .  (1979) point  out  thatprthe relevance 

of t h i s  curriculum can mot ivate ' s tudents  i n  a way t h a t  t h e  r egu la r  
d f, 

curriculum may have f a i l e d  t o  do. 

- 
Those who quest ion the  ca ree r  education approach f e a r s t h a t  t h e  . 

l e a r n i n g - d i s a l e d  s tuden t  w i l l  not  rece ive  an adequate academic back- 

ground. They a l s o  po in t  o u t , t h a t  the  l e a r n i n g - d i s a b i l i t i e s  teacher  i s  , - 

not  t r a ined  in vocat ional  education. Moreover, because i n  most cases 
" -  . 

t he  s tudent  w i l l - &  exposed t o  only a l imi ted  number of occupations, 

t h e  c r i t i c s  f e e  the  creatio-n of an educational  "ghetto" (Deshler e t  a l . ,  

Functional Curriculum . 

Clark (1989) has used the  term ca ree r  education i n  a y e t  broader 

sense.  He r e f e r s  t o  it as 

Th?t formal and informal at tempt t o  make one ready 
f o r  the  course of one ' s  l i f e .  This course w i l l  
involve var ious  r o l e s  (family members, c i t i z e n ,  
worker, e t c . )  , various environments (home .n<igh- 
borhood and community) , and innumerable events  
(home l i v i n g ,  mobi l i ty ,  consumer a c t i v i t i e s ,  
in t e rpe r sona l  i n t e r a c t i o n s ,  work a c t i v i t i e s ,  e t c . )  
(p.  2 )  

What Clark c a l l s  ca ree r  education i s  a l s o  re fe r red  t o  a s  a funct ional  

curriculum approach (Alley & Deshler , 1979) . Supporters of the  

funct ional  curriculum approach f e e l  t h e  ,current  high-school curriculum 

does not prepare stude'nts f o r  l i f e  s i t u a t i o n s  (Clark, 1980) . The main 

focus of the  funct ional  curriculum approach i s  t o  make " ins  t ruct ' ion 

re l evan t  and use fu l  f o r  s tudents" (Mauser & Guerrieo, 1977, p. 6 4 ) .  



Supporters of t h i s  approach argue t h a t  funct ional  curriculum w i l l  b e t t e r  

equip s tudents  t o  opera te  successful ly  and productively i n  soc ie ty  than 

w i l l  t h e  academic focus now evident  i n  most schools .  They s t r e s s  t h a t  

making curriculum re levan t  and use fu l  is benef ic i a l  no t  only t o  the  

individual  but a l s o  t o  soc ie ty  (Clark,  1980).  Major problems such a s  

unemployment, s o c i a l l y  deviant  behavior, o r  the  d e t e r i o r a t i o n  of family 

u n i t s  a r e  o f t en  a t t r i b u t e d  t o  school f a i l u r e  and/or inadequate prepara- 

t i o n  of s t z n t s  f o r  t h e i r  r o l e  i n  socie ty .  

An example of a program focused on increas ing func t iona l  competency 

9 is found i n  Wiederholt 's (197823) desc r ip t ion  of the  Adult performance 

Level (APL) Program. The program def ines  funct ional  competency as :  

1) "a cons t ruct  which is  meaningful only within a s p e c i f i c  s o c i e t a l  

context;  2) "a two-dimensional cons t ruct  t h a t  cons i s t s  of the  applica-  

t i o n  of a  s e t  of s k i l l s  t o  a s e t  of general knowledge areas";  and 

3) considering "both the ind iv idua l ' s  c a p a b i l i t i e s  and s o c i e t a l  

requirements" (Wiederholt, 1978b, p .  17) .  The s k i l l s  "reading, 

,writing,,  speaking, l i s t e n i n g ,  viewing, computation, problem solving,  

and i n t e rpe r sona l  r e l a t i o n s h i p s w -  a r e  applied t o  the  "knowledge a reas  Lo•’] 

consumer economics, occupational knowledge, hea l th  c o r ~ u n i t y  resources,  - 

and government and law" (Wiederholt, 1978b, p. 17 and 1 8 ) .  Some 

research has been done on the e f f e c t s  of t h i s  program and Wiederholt 
I 

r e p o r k  p r a i s i n g  result ts . 
The fugct ional  curriculum const ruct  can a l so  be applied t o  t h e  

school s i t u a t i o n .  In  t h i s  s i t u a t i o n ,  it addresses competency i n  school  

su rv iva l  s k i l l s  such a s :  appropr ia te  classroom behavior, s tudy s k i l l s ,  



t e s t  wr i t ing ,  e t c .  (Zigmond, 1978). This i n t e r p r e t a t i o n  of funct ional  

s k i l l s  i s  more appropr ia te  i n  the  mainstreaming program models. 

As the  funct ional  curriculum tends t o  be most popularly used i n  

t h e  self-contained classroom (Deshler e t  a l . ,  19791, i s o l a t i o n  from 

peers  and l imi ted  contac t  with s t a f f  a r e  seen as  problems. Another 

c r i t i c i s m  concerns t h e  d i f f i c u l t i e s  i n  iden t i fy ing  the  su rv iva l  s k i l l s  

i n  a changing soc ie ty .  Thus any curriculum based on such s k i l l s  i s  a t  

b e s t  a s h o r t  term curriculum (Alley & Deshler, 1979). 

Counselling and Soc ia l i za t ion  Training 

An unse t t l ed  quest ion i n  terms of t h e  s o c i a l i z a t i o n  problems 

o f t en  observed i n  t h e  learning-disabled adolescent ,  i s  whether the  

emotional and behavioral  problems a r e  a r e s u l t  o r  a cause of t h e  

n, l ea rn ing  d i s a b i l i t y ,  o r  a s p e c i a l  type  of d i s a b i l i t y  i n  themselves. 

D e W i t t  (1977) among o the r s  (Cunningham & Barkeley, 1978; Kline,  1972) 

sees  these  problems developing .as  a r e s u l t  of "accumulated academic 

and environmental demands" ( D e W i t t ,  1977, p .  61) which have proven t o  

be a cons tant  f r u s t r a t i o n  f o r  the  learning-disabled s tudent .  If  the  

emotional problem i s  seen a s  developing from the  l ea rn ing  problem, then 

the  s tudent  i s  l a b e l l e d  l ea rn ing  d isabled  and the  primary focus i n  

t reatment i s  t h e  academic deficiency.  On the  o the r  hand, i f  emotional 

problems a r e  viewed a s  the  underlying cause of learning problems, the  

s t u d e n t ' s  behavioral problems are addressed with t h e  expectat ion t h a t  

the  l ea rn ing  problem w i l l  d i s s i p a t e .  However, a s  Bailey (1975) po in t s  

ou t ,  i f  t he  emotional disturbance i s  the  dominating c h a r a c t e r i s t i c ,  any 

urder ly ing learning d i s a b i l i t y  w i l l  o f t e n  go undiagnosed and unt rea ted .  



Kronick (1978) challenges t h e  view t h a t  s o c i a l  problems a r e  a by- 

product of inadequate academic t r i i n i n g  o r  t h a t  exposure t o  adequate 

educational  programming w i l l  improve psychosocial behavior. She 
- - 

bel ieves  t h a t  the  beh v i o r  problems o r  s o c i a l  inadequacies recognized 3 
i n  many learning-disabled adolescents  are manifes ta t ions  of 'primary 

i n t e r a c t i o n a l  l ea rn ing  d i s a b i l i t i e s ' ,  and t h a t  the  more severe the  

l ea rn ing  d i s a b i l i t y ,  the  more severe the  i n t e r a c t i o n a l  d i s a b i l i t y  w i l l  

be. She suggests  t h a t :  

Learning-disabled ch i ld ren  behave inappcopriately 
because of d e f i c i 6 s  i n  s o c i a l  perception.  Dif f i -  
c u l t i e s  with t h e  perception,  inference ,  l a b e l l i n g ,  
and communication of  f e e l i n g s ,  gaps i n  bas ic  con- 
cep t s ,  l i m i t a t i o n s  i n  in terpersonal  problem solving,  
ina t t en t iveness ,  d i s t r a c t i b i l i t y ,  and d i s t o r t i o n s  
of a c t i v i t y  and organizat ion a l l  cont r ibute  t o  
inadequacy. (p.  '87) 

These d e f i c i t s  leave the  s tudents  unaware of t h e i r  e f f e c t  on peers  o r  

au thor i ty  f igures .  

In order  t o  address the  s o c i a l i z a t i o n  problems of the  learning- 
, 

disabled  adolescent  various forms of counsel l ing and s o c i a l i z a t i o n  

t r a i n i n g  have been incorporated i n t o  programs designed f o r  t h i s  popula- 

t i o n .  However, t h i s  t r a i n i n g  i s  genera l ly  n o t . t h e  predominant curriculum 

a r e a  i n  any one program. How these  emotional and behavioral  problems a r e  

addressed, i n  terms of i n t e n s i t y  and format depends upon the  s e v e r i t y  of 

the  d i s a b i l i t y  and t h e  focus of t h e  program. Since t h e  need'for  counsel- 

l i n g  and s o c i a l i z a t i o n  t r a i n i n g  increases  with t h e  s e v e r i t y  o f  the  d i s -  

a b i l i t y  observed i n  the s tuden t ,  the l i t e r a t u r e  recommends t h a t  programs 

designed f o r  t h e  s e v e r e l y  d isabled  place a s t ronger  emphasis on counsel- 



l i n g  and s o c i a l i z a t i o n  t r a i n i n g  than programs designed f o r  the  moderately - 
disabled  (Deshler 1979; G r i l l ,  1978; Marsh e t  a l . ,  1978; 

Minskoff, 1971). 

Mainstreaming programs, which c a t e r  t o  moderately-disabled s tuden t s ,  

o f t e n  dea l  with s o c i a l i z a t i o n  i n  terms of school su rv iva l  s k i l l s  

(Alley & Deshler, 1979; Laurie e t  a l . ,  1978). These programs t r y  t o  

he lp  the  s tudent  cope s u c c e s s f u l l y ~ w i t h  s o c i a l  and emotional pressures  

i n  the'school environment (Zigmohd, 1978). They explore f a c t o r s  such 

a s  appropriate and inappropr ia te  behaviors i n  t h e  classroom, the  impact 

o f  behavior on teachers  and s tudents ,  avoidance of negative responses, 

and classroom s k i l l s ,  i . e .  responding, being prepared, being on time, 

s tudying,  wr i t ing  t e s t s ,  e t c .  I t  i s  suggested t h a t  t h i s  be c a r r i e d  o u t  

i n  both indiv idual  and small group s e t t i n g s ,  using such techniques a s  

r o l e  p laying,  and group discuss ion.  The s k i l l s  must be prac t ided i n  a 

support ive s t r u c t u r e  and gradual in teg ra t ion  of these  s k i l l s  i n  the  

r egu la r  classroom s i t u a t i o n  should be encouraged through co-operative 

planning between t h e  s p e c i a l  education teacher and the  r egu la r  classroom 
- k. 

teacher.  
P 

Career education and func t iona l  programs, which tend t o  c a t e r  t o  

the  severe ly  learning-disabled adolescent  tend t o  approach s o c i a l i z a t i o n  

t r a i n i n g  with a l i f e - s k i l l s  o r i e n t a t i o n .  They focus on s o c i a l i z a t i o n  
i .- - s k i l l s  needed i n  various l i f e  such a s :  employee, family member 

'% 

o r  consumer. In  a d d i t i o n ,  they address the  behavior and emotional 

problems of these  s tudents  through explorat ion of bas ic  in te rpe r sona l  . , 

and group communication s k i l l s .  



ff 

Al th~ugh  emotional and behavior problems a r e  not  usual ly  t h e  main 

focus of programs designed f o r  the  learning-disabled adolescent ,  t he re  

a re  some exceptions. Kronick (1978) r e f e r s  t o  courses t h a t  have been 

designed by a Canadian c h i l d r e n ' s  mental hea l th  c l i n i c  t o  "promote 

s o c i a l  learning i n  learning-disabled adolescents" (p.  9 2 ) .  The c l i n i c  

has a v a r i e t y  of course models which usual ly  run f o r  a period of e i g h t  

weeks. Kronick (1978) o u t l i n e s  some elements t h a t  a r e  seen a s  c e n t r a l  

t o  the  c l i n i c ' s  successful  program models: 1) c l a r i f i c a t i o n  of general 

b 
semantics, 2) explanation and demonstration of i n t e r a c t i o n a l  cues, 

3)  emphasis on r e c t i f y i n g  a reas  of *sorgan%zation, and 4 )  e l iminat ion  

of negative behavior p a t t e r n s  and developmentaof a l t e r n a t i v e  ones. 
--- '. 

These elements were approached through: 1) task  ana lys i s  df d e f i c i t  
d - 

.r' 
a reas  of concept processing..and e f f e c t i v e  knowledge, 2 )  remediation of 

individual  and giroup d e g i c i t s ,  using peers  a s  i n t e r a c t o r s ,  3 )  co-operation 

with family and teachers  i n  terms of p r a c t i c e  and genera l i za t ion  of 

Q mate r i a l s  learned,  ande4) c lose  supervision of s t a f f  i n  terms of observa- 
, - 

t i o n  of i n s t r u c t i o n  and feedback (p .  9 2 ) .  The c l i n i c  a l s o  recommends 

t h a t  t h e  programs be preceded and/or accompanied by some form of 
C 

- 
intens&e counsel l ing ,  i . e .  family,  indiv idual  o r  group. Programs 

such a s  ese could be s tud ied  f o r  t h e i r  poss ib le  app l i ca t ion  t o  \ 
l e a r n i n g - d i s a b i l i t i e s  programs i n  the  school system. 

Opinions d i f f e r  on t h e  t o p i c  of counsel l ing and s o c i a l i z a t i o n  a s  

a curriculum focus f o r  learning-disabled s tudents .  Goodman and Mann 

(1976) consider counsel l ing and s o c i a l i z a t i o n  t o  be ou t s ide  the  r o l e  of 

l e a r n i n g - d i s a b i l i t i e s  teachers  because they a r e  not t r a ined  counsel lors .  



They th ink the  emotional problems of adolescents  should be addressed 
P 

by o the r  programs. However, o the r s  consider counsel l ing and s o c i a l i z a -  

t i o n  of learning-disabled adolescents  a r e  important,  although l e s s  

important than academic remediation (DeWitt, 1977). S t i l l  o the r s  

be l ieve  t h a t  unresolved emotional problems obs t ruc t  the  remedial 

progress i n  learning-disabled adolescents  (Kronick, 1935; Weiss & Yeiss,  

The l i t e r a t u r e  i s  inconclusive on whether learning d i s a b i l i t i e s  

r e s u l t  from o r  a r e  caused by emotional and.behaviora1 problems. Nor is  

it dec i s ive  a s  t o  whether these  problems a r e  independent psychusocial 

d e f i c i t s .  However, it is  genera l ly  agreed t h a t  l a c k  of s o c i a l  percep- 

t i o n ,  and the  behavioral and emotional problems t h a t  accompany t h i s  

l ack  of perception a r e  major problems of t h e  learning-disabled 

adolescent  (Deshler,  1978a). It i s  a l s o  agreed t h a t  incomplete o r  ' 

i n c o r r e c t  diagnosis  andLor treatment is  l i k e l y  t o  increase  the  s tudent ' s  . 
I 

f r u s t r a t i o n  and thus  lead t o  more s o c i a l  problems. One r e s u l t  of 

extreme behavioral and emotional problems is  the  defensive and deviant  

behavior found i n  t h e  juvenile  del inquent .  The l i n k  between "jvenile  

delinquency and l ea rn ing  d i s a b i l i t i e s  is  recognized by many profess ionals  

( ~ a i l e y ,  1975; D e ~ i t t ,  1977; Rowan, 1977; Vance, 1977; Weiss & Weiss, 1974)'. 

Clear ly ,  t h e  r e s u l t s - o f  ignoring t h e  emotional and behavioral problems 

of these  s tudents  can &-devas ta t ing .  Given the  prevalence and ser ious-  

ness of these  problems in t h e  learning-disabled adolescent  populat ion,  

and t h e i r  negative e f f e c t  on the  remediation process,  these  problems 

must be addressed more d i r e c t l y  in programs designed f o r  these  s tuden t s .  



A s  Kronick (197'5) has pointed ou t ,  f o r  the  most p a r t  d i s a b i l i t i e s  

o the r  than academic problems have been ignored by t h e  f i e l d  of learning 

d i s a b i l i t i e s .  It i s  imperative t h a t  the  development and va l ida t ion  
4 i 

of program components, t h a t  w i l l  e f f e c t i v e l y  address the  behavioral  

and emotional problems of the  learning-disabled adolescent ,  become a 

major focus i n  the  f i e l d  of learning d i s a b i l i t i e s .  
G 

Conclusion: Curriculum Content 

In concluding t h e  d iscuss ion of curriculum content  f o r  t h e  

learning-disabled adolescent ,  it i s  important t o  note t h a t  when planning 

curriculum f o r  the  learning-disabled adolescent ,  " the  u l t imate  goal 

t o  provide the  s tudent  with a sense of  hope and with a s  many s k i l l s  

poss ib le  f o r  i n t e g r a t i o n  i n t o  soc ie ty"  (Johnson, e t > l . ,  1978, p .  36) .  

most school d i s t r i c t s  would be hard pressed t o  provide a fu lL range 

se rv ices ,  t h e v a r i e t y  of needs must, most o f t e n  be m e t  wi th in  one o r  

two program models. This i s  perhaps one .reason ' t h a t  the  curriculum of 

these  programs tends t o  be e c l e c t i c .  Programs designed f o r  the  

learning-disabled adolescent  o f t e n  include some element of each of the  

curriculum a reas  discussed in t h i s  sec t ion .  The programs d i f f e r  

however, i n  t h e  emphasis placed on each a rea .  Academic remediation i s  
s 

perhaps t h e  most common element, and i s  found t o  some ex ten t  i n  most * 
programs (Deshler e t  al., 1979). I t  i s  an empirical  quest ion a s  t o  which * 
combination of curriculum components w i l l  prove m o s t  e f f e c t i v e  f o r  which 

s tudents .  Regardless of which curriculum focus i s  chosen, the  concern 

must be i ts  relevance t o  t h e  s tudent .  Does it address h i s  needs, 

i n t e r e s t s  and goals?  This can best be determined on an individual  bas i s .  
P' 



- 

Teaching Methods 

In  addi t ion  t o  choosing an appropriate environment and curriculum , 

focus, an appropr ia te  method of i n s t r u c t i o n  must be chosen. We a l l  

recognize t h e  method of i n s t r u c t i o n  a s  a determinant of t h e  success' o r  

f a i l u r e  of teaching.  Thus it seems useful  t o  review b r i e f l y  some of 

t h e  teaching methods p resen t ly  used wi th- learning-disabled  adolescents .  

The most common approaches t o  teaching the  learning-disabled 

adolescent area task-or iented  approaches. H a m m i l l  (1980) has i d e n t i f i e d  
&r 

two task-oriented approaches. The f i r s t  one he r e f e r s  t o  a s  an 

' a tomis t i c / add i t ive l  approach; t h e  second he c a l l s  a h o l i s t i c / i n t e g r a t i v e  

approach. Atomistic/additive r e f e r s  t o  sk i l l -based methods of teaching 

such a s  d iagnost ic /prescr ip t ive  l ea rn ing  o r  mastery learning.  The 
v ,- * 

goal  of theseamethods i s  remediation of bas ic  academic s k i l l s  and 
L 

curriculum cphtent  is  considered one of the.key elements i n  reaching 

t h i s  goal .  The curriculum content  i s  broken i n t o  teachable segments 

and presentkd ,to t h e  s tudent  i n  a l o g i c a l  sequence .' The ' h ~ l i s t i c /  

i n t e g r a t i v e '  approach, H a m m i l l  k1980) suggests ,  i s  s tudent  centered 

r a t h e r  than curriculum centered.  In  t h i s  approach t h e  curriculum i$ 
v 

, . 
developed through i n t e r a c t i o n  between s tudents  and teachers.  I t  is 

not  pre-determined by the  i n s t r u c t o r .  The language experience approach 

i s  an example of t h i s  teaching method, Diagnost ic/prescript ive 

teaching,  mastery learning and the  language experience approach each 

employs i t s  own p a r t i c u l a r . t e a c h i n g  s t r a t e g i e s  and processes which w i l l  

be discussed below. 



Diagnostic/Prescript ive Approach'. 

The d iagnost ic /prescr ip t ive  methodds it presen t ly  app l i e s  t o  the  

learning-disabled secondary s tuden t ,  is  an a t t h t  t o  ind iv idua l i ze  - 

the  teaching of  bas ic  academic s k i l l s .  The concept of teaching t o  

s t r eng th  and remediating weaknesses, i s  an i n t e g r a l  p a r t  of  t h i s  method 
* 

7 
\ (B,ailey, 1975; Lenkowsky, 1977; Vance, 1977). I n i t i a l l y ,  i n  applying 

/" 
t h i s  method, the  s tuden t  is  assessed using norm and/or c r i f e r i o n  

referenced measures t o  e s t a b l i s h  the  s tuden t ' s  general  opera t ional  

l e v e l ,  i d e n t i f y  the  s t u d e n t ' s  s t r eng ths  and i d e n t i f y  e r r o r  p a t t e r n s  i n  d 

bas ic  s k i l l s .  Students are o f t e n  a l s o  assessed i n  terms of i n t e r e s t s  

and motivation. This t e s t  information i s  then used t o  p lan  an ind iv i -  

dual ly  sequenced program designed t o  s u i t  t h e  s t u d e n t ' s  s p e c i f i c  needs 

and i n t e r e s t s .  Next, i n s t r u c t i o n a l  ob jec t ives  a r e  e s t ab l i shed .  An 

evaluat ion  procedure i s  b u i l t  i n t o  each program. I f  appropr ia te ,  a 

behavioral  component can a l s o  lx b u i l t  i n t o ' t h e  program (Zigmond, e t  a l . ,  

1978).  The d iagnost ic /prescr ip t ive  method i s  the  most widely used 

teaching method i n  the  f i e l d  today (Goodman, 1978). 

Mastery Learninq 

Mastery l ea rn ing  a l s o  involves an i n i t i a l  s tudent  assessment 

using c r i t e r i o n  and/or norm referenced t e s t s .  The t e s t  r e s u l t s  a re  

used t o  e s t a b l i s h  the  s tuden t ' s  b a s i c  academic l e v e l  of opera t ion .  The 

s tudent  i s  then i n i t i a t e d ,  a t  the  appropriate l e v e l  ,. i n t o  a l ready 

sequenced and t i g h t l y  s t ruc tu red  curriculumF The s t r a t e g y  used t o  break 

the curriculum content  & t o  manageable u n i t s  and t o  sequence them f o r  
\ 
i 

i n s t r u c t i o n ,  is  a • ’ o m  of t a s k  analys is .  The akm i n  t h i s  method i s  t o  



make each u n i t  of  i n s t r u c t i o n  

process t h a t  the  s tuden t  does 

l ea rn ing  program each u n i t  i s  

a  small enough s t e p  i n  t h e  l ea rn ing  

not-  experience f a i l u r e .  IA a mastery 
C 

/" 
preceded by a d iagnos t i c  t e s t .  Feedback 

and co&ectional 5rocedures a r e  b u i l t  i n ,  and a p o s t - t e s t  is given upon 

completion of each u n i t .  Supplementary maserial  is  provided f o r  those 

s tudents  who need e x t r a  work. The program can be individual ized  by 

adjus t ing  the  work r a t e  and/or the  amount of i n s t r u c t i o n  t o  meet the  

p a r t i c u l a r  needs of any s tudent .  Goodman (1978) notes t h a t  the  mastery 

learning approach i s  no t  a s  widely used a s  the  d iagnost ic /prescr ip t ive  

approach, 

The ~ a n & a ~ e  Experience Approach 

The emphasis i n  the  language experience classroom i s  n o t o n  learning 

s p e c i f i c  s k i l l s  but  on learning t o  express oneself e a s i l y  and e f f e c t i v e l y  

through both the  w r i t t e n  and spoken word (Kennedy & Roeder, 1975). 

S k i l l s  such as  phonics o r  decoding a r e  not  approached a s  goals  i n  them- 

s e l v e s ,  bu t  a s  t o o l s  necessary i n  order  t o  communicate e f f e c t i v e l y .  The 

necessary s k i l l s  a r e  taught  from curriculum mate r i a l s  derived from the  

l i f e  experience of t h e  s tuden t .  This type of curriculum mate r i a l  i s  

- considered super ior  t o  commercial mater ia l  because of  i t s  t rue - to - l i f e  

q u a l i t y  and i t s  immediate relevance t o  the  s tudent .  Although the  

content  i s  l e s s  con t ro l l ed  than t h a t  i n  commercial ma te r i a l s ,  a l l  the  

components f o r  teaching b a s i c  language - s k i l l s  a r e  p resen t .  

Kennedy and m d e r  (1975) p resen t  four bas ic  s t r a t e g i e s  used by 

t h e  i n s t r u c t o r  t o  e l i c i t  curriculum mate r i a l s .  These a r e :  d i c t a t i o n ,  

t r a n s c r i p t i o n ,  d i rec ted  wr i t ing ,  and f r e e  wr i t ing .  Through d i c t a t i o n  



' and t r a n s c r i p t i o n  t h e  s t u d e n t ' s  own con ten t  can be used t o  teach  him 

/ vocabulary, word a t t a c k  s k i l l s ,  l i n g u i s t i c  pat-rns,  reading ,  and 
( 

w r i t i n g .  ~ i r e c t e d  and f r e e  w r i t i n g  can a l s o  be used t o  teach  a e  above 

and t o  provide p r a c t i c e ,  g radua l ly  i nc reas ing  t h e  q o u n t  and soph i s t i ca -  

t i o n  of wr i t i ng .  Perhaps t h e  s t r o n g e s t  argument i n  favour of  t h i s  

language experience a p p r 0 a c h . i ~  t h a t  e l i c i t i n g  t h e  cCmriculum from t h e  

s tuden t  ensures  r e l e v a n t  con ten t  and r e  -4s f u l l  p a r t i c i p a t i o n  i n  t h e  F 
l e a r n i n g  process  from both t he  s t u d e n t 9 d  t h e  t eache r .  

Learning Environment 

J 
As can be seen  from t h e  v a r i e t y  of program models, c u r r i c u l a  anh 

teaching  methods desc r ibed ,  many combinations of program components a r e  

p o s s i b l e .  The underlying educa t iona l  philosophy of a program o f t e n  

d i p c t s  t he  way i n  which program components are used i n  t h e  l e a r n i n g  

p roces s ,  and thus  s t r o n g l y  a f f e c t s  t h e  l e a r n i n g  environment of  t h e  

program. Wiederholt  (197823) and Adelman (19781 sugges t  t h a t  l e a r n i n g  

i s  an i n t e r a c t i v e  process  involv ing  an exchange between s tuden t  and 

<- . 
environment. Th&program planning  should focus on t h e  s t u d e n t ' s  

a b i l i t i e s  or d i s a b i l i t i e s ,  and a l s o  on whether o r  no t  t h e  environment 

f u l f i l l s  t he  s t u d n t ' s  needs,  g o a l s ,  and i n t e r e s t s  (Adelman & Taylor ,  

1977; Adelman, 19781. Cne of  t h e  b a s i c  assumptions of  t h e  teaching  
- 

methods d iscussed  previous ly  is t h a t  the l e a rn ing  problem is cen te red  

i n  t h e  s t u d e n t  and <:?at remediat ion should focus on t h e  s t u d e n t ' s  

i i e f i c i enc i e s .  Adelnan and Taylor  (19771, on the other hand, be l i eve  

f' 

that & l e a r n i n g  2roSlezl i s  tiie r e s u l t  no t  of d e f i c i e n c i e s  i n  t h e  



c h i l d  but  of negative inte ' ract ion between the  s tudent  and the  environ- 

ment. Successful  l ea rn ing  then i s  dependent on p o s i t i v e  i n t e r a c t i o n  

I 
between the environment and the  s tudent .  Therefore, the  environment 

. must be f l e x i b l e  enough t o  respond t o  s tuden t s '  needs individual ly .  

Clearly such a  view of l ea rn ing  is very appropriate t o  the  lear&ng- 

d isabled  s tudent  who b e n e f i t s  mst from individual ized  and f l e x i b l e  

programming. 

Wiederholt (1978b) suggests  t h a t  the  environment and the  s tuden t ' s  

perception of t h a t  environment a r e  important f a c t o r s  i n  t h e  l ea rn ing  

process s ince  they w i l l  a f f e c t  h e r  a t t i t u d e  and performance. Another 

important environmental f a c t o r  t h a t  inf luences  the  l ea rn ing  process i s  

the  a t t i t u d e  of i n f l u e n t i a l  people towards the  s tudent .  A l l  of these  

f a c t o r s  should be s tudied  in order t o  determine which environment i s  

b e s t  f o r  each s tuden t ,  who perceives them a s  such,  and which f a c t o r s  i n  

these  environments promote p o s i t i v e  o r  negative behav-iors. 

Adelman (1978) suggests t h a t  

Environment va r i ab les  can r e s u l t  i n  l ea rn ing  problems 
whenever;a person has i n s u f f i c i e n t  oppor tun i t i e s  t o  
behave i n  ways which produce fee l ings  of competence and 
self-determination.  In  t h i s  connection an  environment 
may be  (a) pass ive ,  e  .g., simply no t  o f f e r i n g  opportuni- 
t i e s ,  (b) sub t ly  undermining, e - g . ,  overemphasizing 
e x t r i n s i c s ,  o r  ( c )  a c t i v e l y  h o s t i l e ,  e -g . ,  making 
demands which t h e  person i s  expected, but  i s  unl ike ly  
t o  want and/or k able  t o  f u l f i l l  a t  the time the  
demands are being made. (p .  47) \ a Adelman a!!d T y lo r  (1977) express the  concern t h a t  schools  r e l y  too  

z~tlch on e x t r i n s i c  motivat ions,  such as the  reward of good grades o r  

the t h r e a t  of f a i l u r e ,  t o  shape the  s t u d e n t ' s  behavior. They f e e l  t h a k  



t h i s  ex te rna l  

o r  responding 

These authors 

pressure  renders t h e  s tuden t s  l e s s  capable of recognizing 

t o  ideas  o r  g o d s  t h a t  have i n t r i n s i c  value f o r  them. 

be l i eve  t h a t  c rea t ing  an environment i n  which s tudents  

a r e  responding t o  i n t r i n s i c  motivat ion,  as opposed to e x t r i n s i c  
, 

motivation, w i l l  g r e a t l y  f a c i l i t a t e  the  l ea rn ing  process.  
-- 

In  t h i s  organismic approach, the  focus is on how the  s tudent  r e a c t s  

t o  h i s  environment, n o t ,  a s  &-I a behav io r i s t  approach, on how the  - 

environment a c t s  on him. This approach assumes t h a t  the  s t u d e n t ' s  

thoughts and f e e l i n g s  toward h i s  environment w i l l  be a primary f a c t o r  

i n  determining h i s  h h a v i o r  in t h a t  enkironment. I n t r i n s i c  motivation 

i s  s e e n  t o  be much more powerful force  i n  changing behavior than a r e  

the ex te rna l  s t i m u l i  applied in t h e  behav io r i s t  approach. Adelman (1978) 

suggests  t h a t  p lac ing t h e  s tudent  i n  an educat ional ly  and psychologically 

support ive environment enables the  s tudent  t o  engage i n  p o s i t i v e  

behaviors and a c t i v i t i e s  and t o  develop i n t r i n s i c  s t i m u l i  such a s  - 
& 

competence and self-determination which w i l l  p o s i t i v e l y  a f f e c t  h i s  

behavior and l ea rn ing .  

Adelman and Taylor (1977) o f f e r  t w o  teaching s t r a t e g i e s  t h a t  they 

f e e l  w i l l  he lp  c rea te  such a cons t ruct ive  l ea rn ing  environment. The 

f i r s t  and most important s t r a t e g y  i n  t h e i r  es t imat ion  is t o  o f f e r  courses 

of i n t e r e s t  and value t o  the s tudent .  They emphasize that t o  a l l o w  f o r  

\he individual  needs of the s tuden t s ,  the  content ,  p resen ta t ion ,  format, 

l e v e l  and s t y l e  of a s s i p m e n t s  should vary, and the  r a t e  of l ea rn ing  

s h o d d  be ad jus tab le .  Tfie second s t r a t e g y  suggested by Adelman and 

Taylor (1977) is a r ~ u t u a l l y  s a t i s f y i n g  learning con t rac t ,  negotiated 



between the  s tuden t  and teacher.  The process of con t rac t ing  i s  intended 

t o  teach t h e  s tuden t  r e s p o n s i b i l i t y  and decis ion  making, as well  a s  

guide he r  educat ional  pursu i t s .  

This i n t e r a c t i v e  theory of learning advocates deal ing  with s tudents  

from a pos i t ion  of f a c i l i t a t i n g  leadership  r a t h e r  than power. I f  

s tudents  a r e  t o  be responsible and humane c i t i z e n s ,  Adelman and Taylor 

(1977), argue, then they must be exposed t o  r o l e  models t h a t  por t ray  

r e s p o n s i b i l i t y  and humanity and encourage poss ib le  independence i n t h e i r  

s tudents .  They advocate t h a t  s tuden t s  must be taught  t o  t r u s t  t h e i r  own 

judgement, and be guided i n  l ea rn ing  how t o  choose goals .  Clearly t o  
P 

provide the  l ea rn ing  environment described above, f l e x i b l e  s e t t i n g s  . 

and i n s t r u c t i o n ,  which w i l l  encourage the  freedom and the  t i m e  t o  

. develop s tudent  re*nsibi l i ty and self-determination a r e  required.  
I, 

The human elements c r e a t e  the  environment and the  i n t e r a c t i o n ,  bu t  the  
- 

condit ions of the  program and s e t t i n g  must be conducive t o  t h a t  p o s i t i  

4 

i n t e r a c t i o n .  Unfortunately,  our present  school system r a r e l y  allows . # 

those condit ions t o  e x i s t .  An important s t e p  i n  changing t h e  system . . 

would be s o l i d  evaluat ion  of cu r ren t ly  e x i s t i n g  programming. Such 

evaluat ion  would provide d a t a  on whether 

do, i n  f a c t ,  produce b e t t e r  r e s u l t s ,  and 

lack  of those condit ions.  The following 

the  condi t ions  described above 

- .  
provide da ta  on the e f f e c t  of  

I - 
few pages w i l l  dea l  with the  - 

i s s u e  of a c c m t a b i f i t y  & evaluation, s ince  it seems c l e a r  t h a t  the  

need f o r  evaluat ion  i s  vital t o  determining t h e  v a l i d i t y  of ava i l ab le  

approaches and programs. 



Evaluation 

'\ 

Program models, c u r r i c u l a ,  methods and environment vary and a r e  - 
chosen according t o  the  opinions aflU b e l i e f s  of the  educators  involved, 

r a t h e r  than by reference  t o  r e l i a b l e  da ta  o u t l i n i n g  which coihponents 

a r e  most e f f e c t i v e  with which s tudents .  This i s  t r u e  because the  

4 f i e l d  of education has been d e r e l l c t  i n  the  a r e a  of evaluat ion  (Marsh 

e t  a l . ,  1978). Because of the r i s e  in funding c o s t  (Csapo, 1978a)', and 

t h e  growing numhrs  of s tudents  leaving the high schools  inadequately 

p repared7 to  ea rn  a l i v i n g  o r  go on t o  f u r t h e r  t r a i n i n g  (Deshler,  1978a; 

Marsh, e t  a l . ,  1978) ,  the  government and pub l i c  s e c t o r s  a r e  increas ingly  

demanding an examination of educational  p r a c t i c e s  i n  terms of relevance 

and e f fec t iveness .  This has necess i t a t ed  the  i n s  t i g a t i o n  of evaluat ion 

procedures. 

I n  order  t o  success fu l ly  evaluate any program, i ts  goals  and 

objec t ives  , and its student  popu.lation must be c l e a r l y  defined;  f u r t h e r ,  

i t s  curriculum and teaching methods must be c l e a r l y  described.  m e  

evaluat ion procedure must measure the  degree of success and/of f a i l u r e  

i n  meeting these  goals  and i s o l a t e  the  f a c t o r s  responsib le  f o r  success 

o r  • ’ + w e .  The information gained by evaluat ion procedures can then be 

used t o  s u p p f t  p resen t  p r a c t i c e s ,  change and improve s e r v i c e s ,  and 

i d e n t i f y  p re fe rab le  approaches f o r  s p e c i f i c  populat ions.  - . 

Publ ic 'expecta t ion  and government pol icy  ind ica te  t h a t  the  ' 

' . 

acqu i s i t ion  of academic content  should be the  major focus of the  pub l i c  

school. system (.sLarsh e t  al., 1978). Therefore, the  predominknt measure 

of  t h e  pub l i c - schwl  system's success o r  f a i l &  has been the  degree of 
- < 



academic prof ic iency displayed by i t s  graduate. This unfortupate 

tendency t o  hold schools  accountable only i n  terms of t h e  academic 

success of t h e i r  s tudents  narrows the  focus of these  i n s t i t u t i o n s  t o  

academic pursu i t s  and l eads  t o  the  neglect  of  t h e  non-academic s t u d e n t ' s  

needs (Marsh, e t  a1 . , 1978) . Recently, the  need t o  expand the  focus of 

education and t o  hold schools accountable t o  a l l  s tudents ,  not  j u s t  t o  

those with academic t a l e n t s  has become more apparent .  

Accordyg to Clark (1980f ,  tud ies  have shown t h a t  schools  a r e ,  i n  L 
f a c t ,  inadequate i n  meeting t h e  ca ree r  o r  personal  needs of up t o  one 

t h i r d  of t h e i r  s tuden t s .  This i s  c l e a r l y  an ind ica t ion  t h a t  change i s  

required.  Clark suggests t h a t  schools be held accountable f o r t h e  

following: 1) bas ic  l i t e r a c y  and numeracy, 2) work/study programs on a 

na t iona l  l e v e l ,  3 )  involving t h e  community i n  j o i n t  ca ree r  education 

programs, 4) providing appropr ia te  consumer s k i l l s ,  5)  providing 

appropr ia te  personal  and s o c i a l  communication s k i l l s ,  and 6) changing 
\ t 

the b a s i c  s t r u c t u r e  of the  high school so  as to  make it smal ler  and more 

d iverse  i n  approach. The non-acaderiic s tudents  i n  t h e  schools ,  and t h i s  

includes the  ldarning d isabled ,  a r e  the  ones most obviously s u f f e r i n g  
4 

5 

under the  present  system; a s  they grow in number, the  inadequacy of the  

system becomes more obvious and the need f o r  change g r e a t e r .  

Schools, then,  must be he ld  accountable t o  provide t r a i n i n g  re levan t  

t o  the  various t a l e n t  represented i n  t h e i r  populat ion;  education i n  

areas  o the r  than academia can then become recognized as  equal ly  

h -wr tan t - - fo r  example, ca ree r  education and func t i ana l  education 

Ofarsh, e t  dl., 1978).  S c h o d s  must o f f e r  re levant  curriculum of 



p r a c t i & a l  use and personal  i n t e r e s t  t o  the  s tudent  (Clark, 1980),  there-  

by increas ing self-knowledge, self-concept ,  communication s k i l l s ,  and 
1 

function* s k i l l s  s o  t h a t  s tudents  can reach t h e i r  f u l l  p o t e n t i a l  both 

i n  school and i n  t h e i r  d a i l y  l i f e  outs ide  the  sbhools. Evaluation must 

determine i f  the  curriculum, p r a c t i c e s i  and the  goals  i n  

education proqrams, cu r ren t ly  do, i n  f a c t ,  provide these  s k i l l s  and 

a t t i t u d e s  f o r  t h e i r  s tudents .  / 
3 

S u m m a r y  1 
C 

Chapter t h r e e  has ind ica ted  the  g r e a t  v a r i e t y  of programs t h a t  

have been developed i n  the  l a s t  decade t o  serve the  heterogeneous 

%-- 
population of learning-disabled adolescents .  Chapter four  has 'discussed 

the  variety.  of possi-ble curriculum content  and teaching methods. It 

has a l s o  examined the r o l e  environment p lays  i n  the  i n s t r u c t i o n a l  pro- 

cess ,  and the  i s sue  of evaluat ion .  In  chapter f i v e ,  the  concept of 

organizing these  various components i n t o  a comprehensive range of 

se rv ices  f o r  the  learning-disabled adolescent  w i l l  be examined. Also, 

program fea tu res  considered important t o  t h e  success of  the  individual  

program w i l l  he discussed.  In  add i t ion ,  t h i s  t h e s i s  w i l l  d i scuss  the  

philosophy of mainstreaming and assess  the  r egu la r  classroom a s  an 
* -.* 

optimal educational  environment f o r  t h e  learning-disablkd a d ~ l e s c e n t ; ~  



' Chapter Five 

f- - . 
OPTIMAL PROGRAMMING SERVICES 

Range of Services 

In  t h i s  chapter  educational  se rv ices  and concepts considered most f 

e f f e c t i v e  o r  optimal i n  educating the  learning-disabled adolescent  w i l l  
/' 

be discussed.  optimal programming se rv ices  f o r  the  learning-disabled 

adolescent  must incorpora te  the  cohcept of a range of  se rv ices .  The 

-- J 
popular i ty  of t h i s  yoncept i n  s p e c i a l  education p resen t ly  r e f l e c t s  the  
d 

be l i e f  t h a t  no one program model i s  s u f f i c i e n t  in i d ? e l f  t o  
Z 

unique range of needs evident  i n  the  handicapped s tudents  and t h a t ,  

t he re fo re ,  a continuum of se rv ices  must be ava i l ab le  (Wiederholt, 1978a). 

Cer ta in ly ,  the  d i v e r g e n t  programming t h a t  has evolved i n  the  f i e l d  of 

learning d i s a b i l i t i e s  r e f l e c t s  t h i s  premise. Services f o r  secondary 

learning-disab4ed s tuden t s  grew ou t  of needs i d e n t i f i e d  a t  the  ' g rass  

r o o t s '  l e v e l  and, a s  such, the re  was no underlying organizat ion f o r  the  ' - 
development of these  se rv ices .  The doncept of a range of se rv ices  o f f e r s  

a vehic le  f o r  organizing what e x i s t s  cu r ren t ly ,  provides a framework from 

which t o  examine and evaluate  the  content  and focus of programing,  and 

-.. 
a means of making decis ions  regarding fu tu re  programming d i rec t ions .  In  

implementing a range of s e r v i c e s ,  t h e  organiza t ional  made1 and se rv ice  

de l ive ry  system chosen can vary. 

Se t t ing  i s  one of Yne common program components used t o  organize a 

range of s e r v i c e s .  For example, Wiederholt (1978a)proposes an 
- 

organiza t ional  model t i a t  includes s ix  program s e t t i n g s :  



(1) non-educational se rv ices  (medical, welfare)  , 
(2 ) r e s i d e n t i a l  schools ,  ( 3  ) 
c l a s s e s ,  (4 )  part-time 
( 5 )  resource programs, 
t o  teachers  of handicapped s tudents  i n  r egu la r  
education programs. (p. 20) 

8 

This organiza t ion  of se rv ices  from what is  assumed t o  be t h e  most 
t 

r e s t r i c t i v e  t o  t h e  l e a s t  r e s t r i c t i v e  s e t t i n g  is  common t o  the  Cascade 

System. The Cascade System is presen t ly  the  most f requent ly  used servic.e.;, 
L' 

de l ive ry  system in education (Cruickshank, e t  a 1  . , 1980) . The focus i n  
# 

t h i s  organiza t ional  model is  t o  remediate academic d e f i c i t s  t o  a l e v e l  

t h a t  allows sucess fu l  functioning i n  t h e  mainstream. The philosophy 

behind t h i s  model assumes t h a t  t h e b e s t l o c a t i o n  f o r  the s tudent  i s  the  

- requ \ ar classroom. The goa l  i s  t o  make the  classroom a d ive r se  and 

f l e x i b l e  s e t t i n g  t h a t  c a n % a p t  t o  meet a l l  educational  needs. Alter-  

na t ive  s e t t i n g s  a r e  considered necessary only t o  the  e x t e n t  t h a t  the  

regular  clasSroom cannot provide adequate s e t t i n g s  according t o  the  

degree of t h e i r  d i s a b i l i t y  and the  i n t e n s i t y  of service  required.  The 

premise i s  t h a t  t h e  more r e s t r i c t i v e  the  s e t t i n g  the  more in tens ive  the  

se rv ice .  I f  s w d e n t s  must he removed from the  regu la r  s e t t L g  then the  

focus of t h e i r  programming must always be t o  move them back t o  what i s  

considered t h e  l e a s t  r e s t r i c t i v e  ing ,  the  r egu la r  classroom. This. 

system canplenents t h e  p p u l a r  philosophy of mainstreaming, which w i l l  
&. 

*Le c r i t i cLzed  l a t e r  i n  t \ is  chapter.; 

Zn mntras t to t%e 'Cascade Systete, h i c k s h a n k  et ax. (1980) have 

suggested t h a t  the  d iverse  needs of each s tudent  requi re  t h a t  a continuum 

af strr ices ke avail+le concurrently t o  the  s tudent .  Their suggestion 
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i 

1 

r e f e r s  t o  a prime c h a r a c t e r i s t i c  of t h e  learn ing-d isabled  ado le scen t ,  

namely . t h a t  of an uneven academic Such academic une+e&ess 

e n t a i l s  t h e  s t u d e n t ' s  need of  i n t e n s e  remediation i f i  some a r e a s ,  and 

l e s s  i n  o the r s .  They a l s o  note  t h a t ,  i n  a d d i t i o n  t o  academic remedia- 

t i o n ,  t he  s t u d e n t  may need s p e c i a l l y  designed s e r v i c e s  i n  o t h e r  a r e a s  

such as voca t iona l  t r a i n i n g  o r  counse l l ing .  They sugges t  t h a t  each 

program must be designed t o  t ake  i n t o  account t h e  f u l l  range 

- o f  h i s  educa t iona l  needs. They sugges t  t h a t  a minimum of seven s e r v i c e  - 
op t ions  be a v a i l a b l e  t o  each s tuden t :  (1) counse l l i ng  s e r v i c e s ,  

(2 work/study programs, ( 3 )  high-school voca t iona l  t r a i n i n g ,  

( 4 )  junior-high occupat iondl  o r  c a r e e r  educa t ion ,  ( 5 )  l earn ing-d is -  

a b i l i t i e s  s p e c i a l i s t s ,  and ( 6 )  resource  room and ( 7 )  ' se l f -conta ined  

c l a s s e s .  These s e r v i c e s  would be designed e s p e c i a l l y  t o  meet t h e  needs 
* 

of t h e  learn ing-d isabled  adolescent .  Based upon complete assessment 

. a n d  a n a l y s i s  of the  s t u d e n t ' s  s t r e n g t h s  and weaknesses, an appropr i a t e  

c m b i n a t i o n  of these s e r v i c e s  w u l d  be devised f o r  each s tuden t ,  i n  

~ u q h * t h e  same manner as t h e  r e g u l a r  s tuden t  i s  t imetabled  i n t o  h i s  

Figure one i s  an example of  an i n d i v i d u a l  program 

a manner. .Cruickshank, e t  a l . ' s  model has  two major 

nodel .  F i r s t ,  t h i s  model=does no t  focus on 

19 d e  mainstream, b u t  on address ing  s tuden t  need $ 

as assessed .  Secondly, f i e  continuum of s e r v i c e s  addresses  a v a r i e t y  

of Awss iS le  needs ra';?er than  focus ing  mainly on academic remediat ion.  

Although t h e  i n s t i g a t i o n  of a range of  s e r v i c e s  i s  

I\ k s u f  f i c i e n t  fu-idizg and l a ck  of t r a i n e d  personnel  make 
A* 
A/- 

d e s i r a b l e ,  

. i t  d i f f i c u l t  
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f o r  most school d i s t r i c t s  t o  r e a l i z e  t h i s  ambition immediately. I n i t i a l  
e 

e f f o r t s ,  t he re fo re ,  &e l i k e l y  t o  concentrate on developing one o r  two 

of the  se rv ices  described (Wieperholt, 1978a). The philosophy and 

focus of t h e  organiza t ional  and de l ive ry  model employed w i l l  have a 

s t rong  influence on the  i n i t i a l  programing e f f o r t s  and on the  nature  

of fu tu re  se rv ices .  

Using the  Cascade System$a s e t t i n g  considL;red appl icable  t o  a 

l a rge  number of learning-disabled s tudents  would be chosen a s  a s t a r t i n g  

_mint  i n  e s t a b l i s h i n g  a range of se rv ices .  The most popular s e t t i n g  

p resen t ly  i s  the  resource  room model (Wiederholt, 1978a).  Whatever 

s e t t i n g s  a r e  made a v a i l a b l e ,  however, would have t o  de viewed a s  tempo- 

r a r y  se rv ices  a s  the  long term goal of t h i s  system i s  t o  change the  

r egu la r  classroom i n  such a way- as t o  el iminate the  need f o r  a l t e r n a t i v e  

/ se rv ices  e n t i r e l y .  The Cascade System depends f o r  i t s  success on the  

assumption t h a t  the  e n t i r e  school system, not only s p e c i a l   education,^^ 

comnitted t o  individual ized  and f l e x i b l e  education i n  the  r egu la r  

classroom. The quest ionable r e a l i t y  of t h i s  assumption w i l l  be discussed 

l a t e r  h t h i s  chapter  .' 
Cruickshank e t  a l . ' s  system, on the  o ther  hand, assumes t h a t  

a l t e r n a t i v e  se rv ices  a r e  a v iab le  and necessary p a r t  of providing 

a s s r o p r i a t e  education f o r  l e a r n i n g - d i s a l e d  s tudents  both now and i n  

C-:e f u t u r e .  Therefore, the  focus would be on developing appropr ia te  

a l t e r n a t i v e s .  Using Cruickshank e t  a l . ' s  model, the  school system, i n  

add i t ion  t o  e s t ab l i sh ing  separa te  a s  t h e  resource room 

,-el, might a l s o  a t t e q t  i n i t i a l l y  t o  extend 05 a l t e r  regular  s tudent  



se rv ices  o r  a l ready es tab l i shed  s p e c i a l  education se rv ices  t o  address 
t 

more s p e c i f i c a l l y  t h e  needs o f  the  ' learning-disabled adolescent .  I n  

t h i s  way the  se rv ice  opt ions  f o r  t h i s  population might be kxtended more 

rapid ly .  In a d d i t i o n ,  such se rv ices  would be es t ab l i shed  with fu tu re  

development and expansion i n  mind. Cruickshank e t  a l . ' s  suggest ions 

f o r  implementing a range of  sehr i ces  present  a f l e x i b l e  and well- 

rounded approach t o  developing individual  s tudent  programs f o r  the  
1 .  

, # s 

s learning-disable+d s t u d e n t ,  I 

. U 

' 

AII appropriate rahge* of service,  options i s  only one important 
't Q 

element i n  providing,,optimal pro+xnming senrices. . Iff i s  a l s o  necessary 
I ,  I 

I 
t '_ 

t o  focus on the  individual  program, i n - a n  attempt- t d f i i s o l a t e  ,pkogram 

c h a r a c t e r i s t i c s  conducive t o  successful  education of tb learning- 
, % 

i - 
disabled  aaolescent .  The next  sec t ion  ,of t h i s  t h e q i s  w i l l  i d e n t i f y  a 

--.% 

' such charadter is tTcs  . 
/ 

Necessary Components f o r  Successful  Lean ing-Disab i l i t i e s  Pxograms 

A rebiew,of the l i f e r a t ~ e  and programs d i s c u ~ s e d  i n  chapters  

* 0 
two, th ree  and four keveals s e d a l  f a c t o r s  o r  &ogram components 

considered cons i s t en t  with successfuf teaching of t h e  lewning-disabled  
4 ' f 

adolescent .  These f a c t o r s  include individual ized  p r o g r m i n g  , 

f l e x i b i l i t y  , . relevwt curriculum, appropriate environment, consistency,  

f 

team approach t o  teaching' and d iagnost ic  se rv ices ,  r e l evan t  s t a f f  

t r a i n i n g ,  s tu+ t  participation, const ruct ive  i n t e r a c t i o n  b e t w e e n  

student%nd teacher and arnong coIsce,rned p ro fess iona l s ,  andeva lua t ion-  
#-- 

,4-- 

of pzoqram e f f e c t i v e ~ s s .  Table 1 _lists the  above f a c t o r s  ' - 
.w.d the  aythors who su_c_mrt t h e i r  importance. How these  f a c t o r s  a r e  

I ,  



0 

Table  1 

F a c t o r s  f o r  Success  

F a c t o r s  Suppor t ing  Authors  
b 

I n d i v i d u a l i z e d + d u c a t i o n  Cruickshank, e t  al., 1980; D e ~ i ' t t ,  1977; 
Goodman, 1978; H a m m i l l ,  1976; L a u r i e ,  

0 e t  a l . ,  1978; Zigmond, 1978; Zigmond, , 

> .  e t  %l., 1978. 

F l e x i b i l i t y  B a i l e y ,  1975; Cruickshank,  e t  a l . ,  1980; , 
D e W i t t ,  1977; Goodman, 1978; Johnson, 
B l a l o c  & N e s b i t t ,  1978.; L a u r i e ,  e t  a l . ,  
1978; Wiederho l t ,  1978a; Zigmond, 1978. 

Re levan t  Curr iculum C l a r k ,  1980; Cruickshank,  e t  al . ;  1980; 
Desh le r ,  e t  al., 1979; I r v i n e ,  Goodman- & 

Mann, 1978; K l i n e ,  1972; Kronick,  1978; 
Marsh, e t  al., 1978; Mauser & G u e r r i e o ,  
1977; ~ a n / c e ,  1977; Washburn, 1975; 
Weiss & Weiss, 1974; Wiederho l t ,  1978b; 
Wil l iamson,  1975.  

Appropr ia te  Environment Adelman, 1979; Adelman & ~ a ~ i o r ,  1977; 
Cruickshank, e t  dl., 1980; D e s h l e r ,  
1978b; D e W i t t ,  1977; Goodman, 1978; 
G r i l l ,  1978; Kronick,  1978; Wiederho l t ,  
197813. 

Brown, 1978; Cruickshank,  e t  a l . ,  
1980; I r v i n e ,  Goodman & Mann, 1978. 

Cons i s tency  

Team Approach A l l e y  & D e s h l e r ,  1979; Goodman, 1978; 
I r v i n e ,  e t  a l .  , 1978; L a u r i e ,  - e t  a l . ,  
1978; Weiss & Weiss, 1974.  . 

Relevan t  S t a f f  T r a i n i n g  L a u r i e ,  1978; W i e d e r h o l t ,  1978a; 

. - 2  - Z i p o n d ,  1978; Zigmond, e t  al., 1978. 

S t u d e n t  P a r t i c i p a t i o n ,  \ . - Adelman, 1979; Adelman & T a y l o r ,  1977; 
, Brown, 1978; Cruickshank e t  a i ; ,  1980; - Kennedy & Roeder,  1975. 

, C o n s t r u c t i v e  I n t e r a c t i o n  - 
. . .  Adelman, 1979; Adelman & T a y l o r ,  1977; 

a , Lziurie, e t  a l . ,  1978; ~ i e d e r h o l t ,  1978b. 

- E v a l u a t i m  Clark, 1980; W s h  et al., 1978; 
fi Zigmond , 1978.  



i n t e r p r e t e d  and apBlied may vary according t o  the  focus of t h e  program, 

b u t  these  bas ic  components, a s  they,are  considered conducive t o  success- 

L 

f u l  teaching of the  learning-disabled adolescent', should be present  i n  

any progr'am designed f o r  t h i s  population. Each of these  f a c t o r s  w i l l  be 

discussed i n  terms of how it is  defined i n  the  program s i t u a t i o n  and why 

it  i s  important.  

Individualized Programming 

The bas ic  expectat ion from any s p e c i a l  education firogram is 

t h a t  each c h i l d  w i l l  have a program'designed t o  meet h e r  in+vidual  

needs ( L i t t l e ,  1980). This r equ i res  t h a t  an a s ~ e s s m e ~ n t  of t h e  s t u d e n t ' s  

p resen t  educational  needs be made, t h a t  s h o r t  and long t.cm goals  be 

s e t ,  and t h a t  a system f o r  continuous evaluat ion and follow-up be 

included i n  the  ind iv idua l ' s  educational  plan. The scope of the  % 

. . 
indiv idual ized  program can vary g r e a t l y .  For example, most mainstream 

2rograms focus mainly on the  s t u d e n t ' s  academic needs. Other programs, 
, . d ,  

such a s  the  Exploratory Occupational Education Program ( I r v i n e ,  e t  a l . ,  

19781, exten,d t h e  i n d i v i d u a l i z a t i o n  t o  include ca ree r  education needs. 

Another p o s s i b i l i t y ,  suggested by Cruickshank, e t  a1 . , (1980) , i s  t o  

cef;sider t h e  f u l l  range of programs ava i l ab le  when developing each 
8 

s t u d e n t ' s  program. A s t i l l  more inc lus ive  approach i s  t o  a s sess  the  

f u l l  range of t h e  s t u d e n t ' s  needs, b t h  academic and s o c i a l ,  and* 

devise an individual ized  program around the  i d e n t i f i e d  needs r a t h e r  than - 

=ound the  programs ava i l ab le  (Brown, 1978). This approach regu i res  a 

very f l e x i b l e  env i roment  and a s t a f f  t r a ined  t o  educate i n  t h i s  manner. 
a 

7 

Attempting t o  address t h e  s t u d e n t ' s  needs in  t h i s  h o l z s t i c  manner would 
'a 



seem the  most complete and useful  appl ica t ion  of the  individual ized  

education progrw,  

The emphasis on individual ized  programming i n  t h e  f i e l d  of l ea rn ing  

d i s a b i l i t i e s  is  based on the  bel ief ,  t h a t  each c h i l d  has a unique ccnnbina- 

t i o n  of needs t h a t  must be i d e n t i f i e d  and addressed- i f  appropr ia te  and 

successful  education is  t o  be provided. There'are many reasons f o r  

be l ieving t h a t  t h e  individualized'program i s  the bas ic  ingredient  of 

appropriate &ducation. F i r s t ,  indiv idual ized  programs are designed with 

t h a t  p a r t i c u l a r  s t u d e n t ' s  s t r eng ths  and weaknesses i n  mind. Therefore, 

t o  ensure successful  learning experiences. I n  

addi t ion ,  ow ratio'and personal  contac t  a v a i l a b l e  i n  t h e  spec ia l  

education program allows a more f l  x i b l e  and va r i ed  approach i n  terms 7- 
of c o n f q t  and:presenta t ion .  It  is  a l s o c p s s i b l e  t o  obta in  more 

b .  
p -immediate feedbadr f o r  s tuden t  and i n s t r u c t o r .  thus  enabling the  

. sfudent  process t o  be extremely r e s p n s i b e  t o  t h e  s tuden t ' s  need. 

. * , ' 
The above c h a r a c t e r i s t i c s  of individual ized  programs a r e  geared t o  

, e ' i  

, -  - improving self-concept ,  improving t h e  s tuden t ' s  a t t i t u d e  toward learning,  
I - 

1 - 
% , and thus f a c i l i t a t i n g  the  learnifr< process (Adelman & Taylok, 1977) . rs 

- I  . ?ah m , '  . r  

The e f fec t iveness  o • ’  an individual&d i s  bel ieved t o  be s t rong ly  

P I ' 
influenced by t h e  presence o r  &sence , , in  the  s t u d e n t ' s  environment, 1 , . 

5 7 

of the f a c t o r s  t o  be discussed below. a 

< - I 

> 
r l  

* e 

~ l e x i b i l i t y  must be presen t  i n  t h e  teaching p r a c t i c e s  of learning- 

d i s z b i l i t i e s  programs i f  they are t o  be apen ta v&iety  and change. 

There must be a v a r i e t y  of teaching appgoaches such a s  one-to-one 



instruct ion,  group i n s t r u c t i o n ,  and multi-media i n s t r u c t i o n  ava i l ab le  and 

u t i l i z e d  i f  i n s t r u c t o r s  a r e  t o  enhance p a r t i c u l a r  l ea rn ing  s r e n g t h s  and 
.-+-/ 

remediate the  l ea rn ing  weaknesses. Varied modes of expression must a l s o  

be allowed and encouraged. Students must be taught  how t o  gain 
> 

information from non-text book sources,  andhow t o  express it by means 
D 

o the r  than pen and paper,  and a v a r i e t y  of methods of measuring t h e  

degree of success o f  the  l ea rn ing  experience must be i n s t i g a t e d .  

There must a l s o  be f l e x i b i l i t y  and v a r i e t y  bn terms of t h e  teaching . 
methods employed. Rather than choosing one method f o r  one program o r  

b 

s t u d e n t , a  combination of  such methods as  d iagnost ic  p r e s c r i p t i v e  

teaching,  m a s t e r y l e a r n i n g ,  language, experience o r  con t rac t  learning 

should be considered. Each s t u d n t  may have d i f f e r e n t  a reas  of need 

t h a t  requi re  a d i f f e r e n t  method o r  approach. For example, i n  mathematics 
U +  

1 a mastery learning program may be appropr ia te ,  but  fo r4 read ing  t h e  i 

s tudent  may requ i re  an individual ized  developmental program, and perhaps 

i n  t h e  area  of s o c i a l  perceptions one-to-one counsel l ing o r  group 

i n t e r a c t i  n w i l l  be ind ica ted .  I f  a program i s  t o  be t r u l y  f l e x i b l e  P 
and open 40 change, d i f f e r e n t  combinations of these  teaching s t r a t e g i e s  

must be poss jb le .  In  o rde r  t o  allow f o r  t h i s  kind of f l e x i b i l i t y  i n  

teaching p r a c t i c e s ,  the re  must be f l e x i b i l i t y  i n  the  time ava i l ab le  f o r  

programming s o  t h a t  the  r a t e  of learning can be adjus ted  t o  s u i t  each 

s t u d e n t ' s  p a r t i c u l a r  need. 



Relevant Curriculum 

~ l e x i b i l i t ~  and v a r i e t y  a r e  a l s o  necessary i n  order  t o  c r e a t e  

r e l evan t ,  indiv idual ized  curriculum. l tMmust  be poss ib le  t o  alter o r  

a d j u s t  the  ma te r i a l s  used, t h e  content  taught,  and the  sources of the  

content ,  i f  the  curriculum content  and format a r e  t o  be t r u l y  s u i t e d  t o  

each s t ~ d e n ~ t .  As noted i n  chapter  th ree ,  i n  the  f i e l d  of learning d i s -  

a b i l i t i e s  a wide v a r i e t y  of curriculum is  presented as re levan t  and 

there  a r e  many opinions a s  t o  what i s  most re levant  t o  the  learning- 

d isabled  adolescent .  The tendency in t h e  pub l i c  school system a t  present  

is  todard mainstreaming programs and therefore  toward a focus on 

academic curriculum, thereby ignoring o the r  important curriculum areas .  

Relevant curriculum i n  t h i s  t h e s i s  i s  defined asecsurriculum t h a t  i s  3 

meaningful t o  t h e  individual  s tudent ,  t h a t  addresses h i s  needs and 

i n t e r e s t s ,  and i s  open t o  v a r i a t i o n ,  negot ia t ion  and change (Adelman, 

1978). Presumably, f o r  t h e  high school s tudent ,  t he  r e l evan t  curriculum 

must focus upon mater ia l  t h a t  w i l l  be use•’* t o  t h e  s tuden t  when he 
.\ 

leaves school. For many learning-disabled adolescents ,  t h i s  i s  l i k e l y  

t o  be funct ional  curriculum, 

t h a t  addresses t h e  s t u d e n t ' s  

( G r i l l ,  1978) . t' l a t t e r  

mainstreaming programs. The 

ca ree r  or iented  Gurriculum and curriculum 

problems i n  the  a rea  of s o c i a l  perception 

curriculum areas  a r e  the  focuses of non- 

p r i o r i t i e s  i n  school systems, which 

. emphasize mainstreaming, must be reconsidered i f  a t r u l y  r e l evan t  and 

f l e x i b l e  curriculum i s  t o  be ava i l ab le  t o  the  learning-disabled 

adolescent.  



Consistency 

This f a c t o r  w i l l  be addressed i n  terms of curriculum cont inui ty .  

One of t h e  problems c i t e d  i n  chapter  one, i n  t of secondary program- 

ming f o r  adolescents ,  was t h e  lack  of cont inui ty  i n  programming. 

Brown (1978) notes the  importance of communication between l e v e l s - o f  
u 

programming and between d i f f e r e n t  programs a t  the  sec6ndary l e v e l  i f  a 

con t inu i ty  of se rv ices  and curriculum is  t o  be rea l i zed .  Continuity i n  

programming r e  u i r e s  t h a t  a comprehensive educational  p lan  with s p e c i f i c  '33 
* 

s h o r t  and long term goals  be apparent .  This program must, of  course, be 

f l e x i b l e  and open t o  change. Al te ra t ions  however, should r e s u l t  from 

c a r e f u l l y  considered evaluat ion of the  s t u d e n t ' s  p a s t ,  p resen t  and 
. L 

f u t u r e  needs, not  simply from a change of school,  grade o r  spec ia l  

program s e t t i n g .  A comprehensive approach t o  programming w i l l  i d e n t i f y  
m 

and consider complementary o r  fu tu re  programming needs, and address t h e  

i s s u e  of follow-up. Continuity i n  programming i s  p a r t i c u l a r l y  important 

t o  the  learning-disabled adoldsc n t  o f t e n  these  s tudents  f e e l  t h a t  w' 
they have been removed from w h e r r t h e  ' r e a l '  education i s  taking p lace .  

An awareness of p a s t  and f u t u r e  educational  p lans  w i l l  o f f e r  them a 

g r e a t e r  degree of s t a b i l i t y  and he lp  develop a sense of d i r e c t i o n  and 

accomplishment (Washburn, 1979).  This sense of p a r t i c i p a t i o n  i n  an 

o v e r a l l  p lan  should increase  s tudent  motivation and opportunity f o r  

success. By developing an o v e r a l l  p lan ,  t h e  e f f i c i ency  of s-pecial 

education programming w i l l  be increased.  



Student P a r t i c i ~ a t i o n  

Student motivation w i l l  a l s o  be increased i f  t h e  s tudent  has 

w 
p a r t i c i p a t e d  and does p a r t i c i p a t e  in.planning he r  program .(Adelman, 

3 
- - < 

1978). s tudent  p a r t i c i p a t i o n  i s  an espec ia l ly  important f a c t o r  a t  the  
f *  

secondary l e v e l  s ince  adolescents  a re  experiencing s t r i v i n g s  for  

independence and need t o  f e e l  some con t ro l  over t h e i r  exis tence .  

1 
They a r e  o f t en  f r u s t r a t e d  by t h e  au thor i ty  figure's i n  t h e i r  l i v e s  and 

f e e l  a  necess i ty  t o  t e s t  t h e i r  a b i l i t y  t o  make t h e i r  own decis ions .  
A 

Although they a r e  s t i l l  i n  need of guidance, they must be given t h e  
1 

I - opportunity t o  explore t h e  ramif ica t ions  of ,decision making and 

i independence (Adelman, 1978) .  The learning-dlsabled adolescent  i s  no 

exception. If the  l e a r n i n g - d i s a b i l i t i e s  program i s  t o  succeed i n  

* 
motivating and teaching the  learning-disabled adolescent ,  it i s  extremely 

important t h a t  the  s tudent  be given t h e  opportunity t o  p a r t i c i p a t e  i n  

developing her  own individual  program. Students should be involved i n  

making decis ions  regarding program curriculum content ,  behavior expecta- 
a 

t i o n s  and program format. I n  addi t ion  t o  benef i t ing  the  s tuden t ,  t h e i r  

p a r t i c i p a t i o n  can a l s o  h e l p  keep the program content  r e l evan t  and 

r e a l i s t i c .  Contract l ea rn ing ,  a s  described i n  chapter  t h r e e ,  i s  a 

cormnon method employed t o  ensure s tudent  involvement. Student payticipa-  

9 

t i o n  has o f t en  not  been encouraged in the  school  system (Marsh, e t  a l . ,  

1978),  and it i s  a f a c t o r  teachers  must be t r a ined  t o  encourage i f  it 

i s  t o  be implemented successful ly .  m e  s t u d e n t ' s  p a r t i c i p a t i o n  i n  

planning her  own education i s  a key f a c t o r  i n  developing const ruct ive  

i n t e r a c t i o n ,  the  next  program component t o  be discussed.  



Constructive In te rac t ion  

Constructive i n t e r a c t i o n  must be encouraged between s tudents  and 

s t a f f ,  parents ;  peers  and community and a l s o  among s t a f f  members i f  

f successful  programming is t o  occur. Constructive i n t e r a c t i o n  between 
I 

' s tuden t  and s t a f f  involves shared decis ion  making and shared responsi- 

b i l i t y  f o r  learning between s tudent  and i n s t r u c t o r .  I t  i s  bel ieved t h a t  

such i n t e r a c t i o n  encourages self-confidence and w i l l  he lp  t o  improve 

the  s tuden t ' s  concept of h i s  o w n . a b i l i t i e s  (Adelman, 1978). Improving 

self-concept i s  a f requent ly  quoted goal of l e a r n i n g - d i s a b i l i t i e s  

programs. 

7 i 
It i s  a i s o  important t o  focus on improving t h e  s t u d e n t ' s  i n t e r -  

ac t ion  with pee r s ,  family and cormnunity. As noted by Deshler (1978b), 
i 

inappropr ia te  s o c i a l  and in te rpe r sona l  responses a r e  considered t o  be 

one of  t h e  main problem a reas  f o r  many learning-disabled adolescents  

a s  it a f f e c t s  various f a c e t s  of t h e i r  l i v e s :  school ,  home and employ- 

ment. Hence these  s tudents  must have i n s t r u c t i o n  in i n t r a / i n t e r  

personal  communication s k i l l s  i r h u d e d  i n  t h e i r  program curriculum i f  

they a r e  t o  r e a l i z e  t h e i r  e f f e c t  on o the r s  (Heron & Skinner, 1981).  

Team Approach 

A s  s t a t e d  above, cons t ruct ive  i n t e r a c t i o n  among s t a f f  i s  a l s o  

necessary f o r  program success.  One of t h e  f a c t o r s  c i t e d  a s  responsible 

f o r  the  success of t h e  Exploratory Occupational Education Program, 

described i n  chapter  th ree ,  was t h e  combined e f f o r t s  of r egu la r  and 

s ~ e c i a l  education s t a f f .  In  t h i s  program, the  r e s p o n s i b i l i t y  f o r  
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devising and implementing the  programs was a shared one, and co- 

opera t ion  of both profess ionals  w a s  requi red .  The l ack  of co-operation 

and time t o  bu i ld  a working r e l a t i o n s h i p  with r egu la r  classroom 

teachers  i s  c i t e d  a s  one of the  main prob+ems of  the  l ea rn ing  ass i s t ance  

teacher  i n  the  secondary school .  Regular exchange of  information and 

exper t i se  regarding program const ruct ion ,  implementation and adjustment 

would f a c i l i t a t e  co-operation among not  only educational  profess ionals  

bu t  profess ionals  from cornunity and hea l th  agencies and parents  

involved i n  the  education of the  learning-disabled s tuden t .  These 

people must understand each o t h e r ' s  p a r t i c u l a r  vantage p o i n t ,  i n  r e l a -  

t i o n  t o  the  s tudent ,  i n  order  t o  o f q r  support and advice a s  needed and 

thus b e n e f i t  t he  s tudent  f u l l y .  

S t a f f  Training 

Although t h e r e  has been some improvement i n  recent  yea r s ,  the  

t r a i n i n g  of both learning ass i s t ance  teachers and regu la r  teachers  

considered inadequate i n  terms of educating t h e  learning-disabled 

adolescent.  Learning ass i s t ance  teachers a r e  expected t o  assume a 

complicated r o l e  i n  the  secondary school ,  involving i n s t r u c t i o n ,  

assessment and consul ta t ion .  However, s p e c i f i c  competencies a r e  pn ly  

now being devised f o r  t h e i r  t r a i n i n g  (Zigmond, e t  a l . ,  1978).  The 

regular  secondary teacher  i s  t r a i n e d  t o  teach i n  a s p e c i f i c  content  

a reas  on a group basis. However, f requent ly  these  teachers  a r e  being 

.' 
expected t o  administer  individual  programs t o  s&dents who o f t e n  need 

help  with bas ic  acadenic s k i l l s .  Clearly,  teachers  must be t r a i n g a  t o  

task. I f  they are ex-pcted t o  work a s  p a r t  of a team, use a v a r i e t y  of 



techniques and approaches, and individual ize  programming, then they 

must be given t r a i n i n g  s p e c i f i c  t o  these  tasks .  
i 

Appropriate Environment / 
Appropriate environment focuses on providing an environment 

B 
f l e x i b l e  enough t o  a d j u s t  t o  individual  s tudent  needs as they a r i s e .  , 

The tendency i n  s p e c i a l  education and pub l i c  education programs is  t o  

f i t  t h e  s t t f s n t  t o  t h e  program t h a t  i s  ava i l ab le  but  not necessa r i ly  

appropriate t o  h e r n e e d s .  The t r u l y  appropriate environment w i l l  be 

one t h a t  i s  crea ted  t o  meet the  s t u d e n t ' s  needs. The i n t e r a c t i o n  of 

s tudent  and environment i s  seen as a k* f a c t o r  i n  t h e  l ea rn ing  process 

W L  

and i t  i s  suggested t h a t  t h i s  i n t e r a c t i o n  a f f e c t s  the  s t u d e n t ' s  a b i l i t y  

and d e s i r e  t o  l e a r n  (Adelman, 1978; Wiederholt, 1978b).  I n  order  f o r  

the  e f f e c t  t o  be p o s i t i v e ,  the  envi ronmentcrea ted  must al low f o r  suc- 

cess  and encourage development, thus  increasing the  self-concept  of the  

s tuden t  (~de lman ,  1978) .  The f a c t o r s  t h a t  have been discussed as  

important t o  program success a r e  believed t o  encourage p o s i t i v e  i n t e r -  

a c t i o n  of s tudent  and environment. 

The physical  aspects  (e.g. loca t ion)  of t h e  program a r e  a l s o  

important and can o f t e n  a f f e c t  program and teaching. p r a c t i c e s ,  t h e  degree 

of v a r i e t y  possibke i n  terms of curriculum, and t h e  s t u d e n t ' s  r eac t ion  

t o  programming. For ins tance ,  t h e  space ava i l ab le  might encourage one- 

tu-one o r  group i n s t r u c t i o n ,  f a c i l i t a t e  o r  hinder t h e  use of audio- 

v i s u a l  a i d s  o r  encourage o r  discourage more than one type of l ea rn ing  

a c t i v i t y  a t  a time. I n  addi t ion  t h e  appearance of the  room can be 

oppressive o r  cheerfu l  and t h e  arrangement of f u r n i t u r e  o r  equipment can 



7 
suggest  r e s t r i c t e d  access t o  ma te r i a l s .  Fur ther ,  a s e t t i n g  independent 

of  the  regular  school bui ld ing can encourage more community inpu t  and 

thus influence the  content  and presenta t ion  of curriculum. Whatever 

the  environment, it i s  important t h a t  there  be a co-operative and sup- 

p o r t i v e  atmosphere i n s i d e  and outs ide  the  program i f  it i s  t o  be suc- 

c e s s f u l .  There must a l s o  be easy access t o  appropr ia te  support programs 

o r  follow-up programs i f  t h e  program i s  t o  be a h o l i s t i c  one.- 

Evaluation 

Evaluation, the  f i n a l  program component l i s t e d ,  r e f e r s  t o  ,the 

r e s p o n s i b i l i t y ' o f  s p e c i a l  education teachers t o  monitor and assess  t h e i r  

teaching. In  order  t o  do t h i s  a program must s e t  c l e a r  goa l s ,  have 

' c l ea r  program p r i o r i t i e s ,  s tudept  i d e n t i f i c a t i o n  c r i t e r i o n ,  a c l e a r l y  

7 

I s t a t e d  curriculum focus,  and w e l l  developed evaluat ion  pr.ocedures. 

This approach t o  educational  programming i s  simply good educational  

s 
p r a c t i c e ,  a s  the  d a t a  co l l ec ted  i s  necessary f o r  making responsib le  -. 
decis ions  regarding program change and can be used f o r  research purposes. # 

Supporting da ta  i s  a l s o  demanded increas ingly  from the  government and 

t h e  pub l i c  when educators reques t  renewed o r  expanded program funding 
B 

(Csapo, 1978a). Because of t h e  high cos t  of s p e c i a l  education,  it i s  % 

p a r t i c u l a r l y  e s s e n t i a l  f o r  educators i n  t h i s  a rea  t o  have v a l i d a t i n g  

d a t a  when submitt ing programming proposals.  

Conclusion 

The program components l i s t e d  above a r e  i n t e r r e l a t e d  and t h e i r  

e f fec t iveness  i s  depexlent on t h e  combination of components p resen t  and 



t o  what ex ten t  each component i s  incorporated i n t o  t h e  program. For 

example, , individualized prograuuning requi res  a  f l e x i b l e  environment 
4 

and t h e  degree of f l e x i b i l i t y  w i l l  a f f e c t  t h e  ex ten t  of s tudent  p a r t i c i -  

pa t ion  o r ' t h e  v a r i e t y  of curriculum f o c i  within t h e  individual ized  pro- 

gram. ~ n d i v i d u a l i z a t i o n  and f l e x i b i l i t y  a r e  perhaps the  most f requent ly  

mentioned components i n  r e l a t i o n  t o  successful  programming f o r  learning- 

d isabled  adolescents .  

Much of the  programming f o r  the  learning-disabled adolescent  

p resen t ly  i s  focused on maintaining them i n  the  mainstream. This has , 

considerable e f f e c t  on t h e  a b i l i t y  of the  programs t o  provide both a  

range of se rv ices  and t h e  f a c t o r s  f o r  success fu l  teaching t h a t  a r e  

considered necessary t o  adequately serve t h e i r  population (Poplin,  1981). 

Therefore, the  next  sec t ion  of t h i s  t h e s i s  w i l l  examine mainstreaming 

i n  terms of i t s  a b i l i t y  t o  provide f o r  the  above f a c t o r s  considered 

e s s e n t i a l  t o  successful  progranuning f o r  learning-disab~adolescents. 
' 

Mainstreaming: Problems Inherent  i n  t h i s  Popular Trend 

The mainstreaming philosophy suggests t h a t  every s tudent  should 

rece ive  an appropr ia te  education i n  the  l e a s t  r e s t r i c t i v e  atmosphere 

possible-- that  being the  regular  classroom. If o the r  environments a r e  3 

deemed necessary, t h e  s tuden t  should be removed' from the  mainstream f o r  

a s  l i t t l e  time a s  poss ib le .  The goal  should always I>e t o  provide the  

appropr ia te  education i n  the '  cf assroom f Goodman, 1978) . Appropriate 

education f o r  t \ e  learning d isabled  means individual ized  programming. 

The philosophy of mins t reaming assumes t h a t  the  r egu la r  classroom can 



o f f e r  the  f l e x i b i l i t y .  necessary f o r  ind iv idua l i za t ion  and, f u r t h e r ,  
f 

t h a t  ind iv idua l i za t ion  is  a  p r i o r i t y  of the  school system. Neither the  

philosophy of mainstreaming o r  i t s  assumptions, however, have been 

va l ida ted  by research.  Several  educators i n  f a c t ,  i n d i c a t e  t h a t  these  

a r e  not  v a l i d  assumptions (Marsh, e t  a l . ,  1978; Zigmond, 1978). They 

argue t h a t  our  school system, p a r t i c u l a r l y  the  high school system, i s  

n o t  s t ruc tu red  f o r  ind iv idua l i za t ion .  The high-school system assumes 

t h a t  the  systematic-group approach t o  teaching used i n  t h e  r egu la r  

c lassroom,is  the  most e f f e c t i v e  approach t o  education,  and t h a t  academics 

a r e  the appropr ia te  curriculum focus (Bremer and von Moschzisker, 1971). 

The v a l i d i t y  of o the r  i n s t r u c t i o n a l  environment and curriculum foci,+re 

ignored. Al ternat ives  and t h e i r  s tudents ,  the re fo re ,  a r e  given a  nega- 

t i v e  connotation and a r e  s t igmatized as  second c l a s s  (Csapo, 1978a; 

Marsh, e t  a l . ,  1978) . 
F l e x i b i l i t y  and ind iv idua l i za t ion ,  two of t h e  most important f a c t o r s  

f o r  successful  teaching df the  learning d i sab led ,a re  l o s t  i n  t h e  mass 

education process (National Panel on High School and Adolescent Education, 
--. 

1976). Students  who d i f f e r  from the 'norm' a r e  pushed ou t  (Csapo, 1978a). 

The nature of the  r egu la r  classroom i s  r e s t r i c t i v e ,  f a i lu re -o r i en ted ,  
/ 

graded and i n f l e x i b l e  ( ~ e i l l ,  1970). The need f o r  change i n  t h e  teaching 

memods and curriculum content  employed by t h e  school system was noted 

i n  chapter  four .  This change would be benef ic i a l  f o r  a l l  s tudents  but  

i s  imperative f o r  handicapped s tudents .  
\ 

Because the re  'are se t -  s tandards,  l i t t l e  ind iv idua l i za t ion ,  and 

a competition r a t h e r  than cooperation, schools accept  f a i l u r e  a s  r e a l i t y .  



Children a r e  c l a s s i f i e d  as  handicapped, slow, d isabled ,  e t c .  because the  

system i s  not  f l e x i b l e  enough t o  teach them (Fleming, 1977) ,  nor accept  

them on t h e i r  own mer i t s .  It is  impossible f o r  many s tudents  who c a h o t  

match up t o  t h e  prescribed standards a t  the  prescr ibed speeds, t o  succeed 

i n  t h e  mainstream. Perceived f a i l u r e  has devas ta t ing  consequences t o  

the  individual  (Hentof-f, 1977).  I t  can r e s u l t  i n  low self-esteem, low 

motivation and the re fo re ,  poor s k i l l s  (Deshler,  1978a).  Because academic 

achievement i s  t h e  main t h r u s t  of the  school system, s tuden t s  who 

constant ly  experience academic f a i l u r e  have l i t t l e  chance of-exper iencing 

asuccess  i n  school ,  no mat ter  what t h e i r  a b i l i t i e s  (Holt ,  1969). 

Learning-disabled s tuden t s ,  even i f  they can ' g e t  by' i n  the  regular  

classroom, a r e  doubly disadvantaged by t h e i r  d i s a b i l i t y ,  and by t h e i r  

l ack  of success and i t s  e f f e c t  on them. The e f f e c t  i s m o t  j u s t  confined 

t o  school; it a f f e c t s  t h e i r  e n t i r e  l i v e s ,  and t h e i r  r e l a t ionsh ips  with , 

peers ,  a d u l t s ,  and, parents  (Deshler,  1978a). / 
I f  mainstreaming a s  a philosophy were t o  succeed, the  f o c i  i n  1 

education would have t o  include f l e x i b i l i t y ,  openness t o  change, a n d  
I 

commitment t o  each s tudent  as an individual  with d i f f e r e n t  needs an- 

s t y l e  of learning.  Ins tead  of mass education of l a r g e  groups, the re  a 

would have t o  be a focus on ind iv idua l i za t ion ,  smaller  s tudent- teacher 

r a t i o s ,  and a non-graded approach t h a t  would teach f o r  success not  

. f a i l u r e .  . ( L i t t l e ,  1980). There .would have t o  be v a r i e t y  i n  teaching 

, methods, c u r r i c u l a ,  enviromnents and evaluat ion methods. A l l  of these  

would have t o  be adjus ted  f o r  each individual  s o  t h a t  he could l e a r n  

mate r i a l  re levant  t o h i n  i n  the  way and a t  the  speed most s u i t e d  t o h i m ,  



i n  t h e  environment best s u i t e d  t o  he r .  Since he ,  a s  the  individual  

9 

concerne* should have inpu t  i n t o  what s u i t s  him b e s t ,  t he  system would 

a l s o  .ha<e t o  al low f o r  a c t i v e  s tudent  p a r t i c i p a t i o n  i n  planning h i s  

program (Adelman & Taylor, 1977).  While the  e f f e c t  of these  f a c t o r s  

on succes,sful learning must y e t  be empir ica l ly  va l ida ted  educators  seem 

t o  bel ieve t h a t  they a r e  conducive t o  a successful  l ea rn ing  s i t u a t i o n .  

In  order  t o  implement these  f a c t o r s  i n  t h e  r egu la r  school ,  the  

system would have t o  be committed t o  an e n t i r e l y  d i f f e r e n t  t r a i n i n g  pro- 

gram f o r  i t s  teachers  and o the r  s t a f f .  It would be t r a i n i n g  i n  

teaching i n d i v i d ~ a l l y ~ o r g a n i z i n g  f o r  such teaching,  teamwork, coopera- 

t i o n ,  teacher-student  in terac t ion ,a l lowing s tudent  p a r t i c i p a t i o n  i n  

planning, and i n  evaluat ion .  The school system would a l s o  have f o  

commit i t s e l f  t o  teaching f o r  cooperation r a t h e r  than competition so as  

t o  e l iminate  the  concept of f a i l u r e .  

There i s ,  however, no such o v e r a l l  commitment i n  our  present  school 

system. There a r e  pockets of people committed t o  such change, but  they 

a r e  the  exception t o  t h e  r u l e .  Wnat our school system does with the  

s tudents  who do not f i t  i n t o  t h e  r egu la r  classroom, and they a r e  an 

increasing number, is provide them with Special  Education programs. 

Special  Education, then,  i s  t h e  mainstream's answer t o  i t s  i n a b i l i t y  t o  

ind iv idua l i ze  (Zigmond, 19781 . within the  mainstreaming r e a l i t y ,  how- 

ever ,  even Special  Education is r e s t r i c t e d  and confined by i ts  mandate t o  

r e t u r n  t h e  s tuden t  t o  the  r egu la r  classroom a s  soon a s  possibl'e (Poplin, 

1981) . Because of t 5 i s  mandate there  a r e  limits t o .  curriculum 'content,  
\ 

evaluat ion procedures., type of expression choice,  environment, and time 
.d 



I 
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allowed the  s tuden t .  Thus the  degree of ind iv idua l i za t ion  is  

r e s t r i c t e d  by the  program philosophy. There are limitscts cooperation ' . 
' .  

between the  s t u d e n t ' s  t eachers ,  d i c t a t e d  by the  f a c t  t h a t  no regu la r  

time i s  a l l o t t e d  t o  &a t .  There a r e  a l s o  limits t o  encouraging s tudent  

p a r t i c i p a t i o n  i n  planning and taking r e s p o n s i b i l i t y  f o r  h e r  b~ program. 

And f i n a l l y ,  when and i f  the  s p e c i a l  education goal  of r e tu rn ing  t h e  

s tudent  t o  the  r egu la r  classroom i s  achieved, she i s  back i n  the  same 

r e s t r i c t i v e  environment which was a major f a c t o r  i n  h e r  i n i t i a l  f a i l u r e .  

It i s  l i t t l e ' w m d e r  t h a t  many s tudents  who do progress i n  the  r e l a t i v e l y  

more f l e x i b l e  and individual  environment of s p e c i a l  education c l a s s e s ,  

f a i l  again upon t h e i r  r e t u r ?  t o  r egu la r  classes:, The..system, i n  i t s  

commitment t o  mass education and mass standards is  simply inadequate i n  

meeting the  needs of a l l  t he  ind iv idua l s  within it, due t o  i t s  \ .  

i n f l e x i b i l i t y  and l ack  of va r i e ty .  The popular t rend t o  mainstreaming 
L 

simply perpetuates  t h a t  i -adequacy . 
A s  i s  cur ren t ly  t r u e  of a l l  of North America, t h e  B r i t i s h  Columbia 

government espouses t h e  mainstreaming philosophy of education,  seeing 

L\e r egu la r  classroom a s  t h e  best placement f o r  s tuden t s .  That has 

no t  always been the  case ,  however, a s  the  b r i e f  h i s t o r y  of Specia l  A - 

Education i n  B r i t i s h  Columbia this t h e s i s  preLents w i l l  show. The 

following chapter  of t h i s  t h e s i s  w i l l  d i scuss  and c r i t i q u e  s p e c i a l  

education se rv ices ,  as they r e l a t e  t o  t h e  learning-disabled adolescent  

i n  B r i t i s h  Columbia. Since the  educational  philosophy i n  B. C. i s  main- 
L 

streaming, it i s  inpor tan t  t o  note t h a t  t h e  above c r i t i c i s m s  of t h a t  

skilosophy and its inadequacies w i l l  under l ie  the  following discuss ion.  . . 



Chapter Six 

SECONDARY LEARNING DISABILITIES SERVICES I N  B.C. 

History of Secondaq Specia l  Education i n  B r i t i s h  Columbia 

Specia l  education a t  the  secondary l e v e l  i n  B.C. began i n  1960 with 

the  i n s t i g a t i o n  of t h e  Occupational ~ rograms .  These programs were 

b a s i c a l l y  work/study programs and were es t ab l i shed  t o  serve  the  'slow 

stream' i n  the  secondary schools. The e f f i cacy  of these  programs was 

questioned severe ly  by parents  and teachers $I d as a r e s u l t ,  between 

1971 and 1973,,the Department of  Education s e t  up a committee t o  i n v e s t i -  

ga te  spec ia l  education needs a t  the  secondar-f l e v e l .  This inves t iga t ion  

revealed t h a t  the  occupational  program had &come a 'dumping-ground' f o r  

any s tudent  who was no t  succeeding i n  t h e  r egu la r  classroom. The 

i nves t iga t ion  resolved t h a t  the re  was an immediate need f o r  expansion 
* .  .r 

and d i v e r s i f i c a t i o n  of s p e c i a l  education se rv ices  f o r  secondary 

s tudents  . 
The most s i g n i f i c a n t  change occurred i n  funding pol icy .  I n  1973 the  

funding approvals previously a l loca ted  f o r  occupational programs were 

changed t o  approva l s \ fo r  Learning Assistance. The purpose of t h i s  
---C 

ckange was to permit a more f l e x i b l e  and individual ized  approach t o  

c-ecial educaticn p r o ~ d n g  a t  the secondary l e v e l  ( C s a p ,  1977) . 
\ 

A t  t h i s  time, f u n a n g  approvals f o r  learning ass i s t ance  were i n s t i g a t e d  
c, 

m l y  a t  t n e  junior  secondary l e v e l .  I t  was not  u n t i l  1978/79 t h a t  

% ~ y  were estabfis3e6 a t  t3e  sen io r  secondary l e v e l .  
1 

In 1973 the  cjxi6elines f o r  u s h g  funding a l loca ted  f o r  learning 



ass i s t ance  were very unspeci f ic .  They s t a t e d  only that l ea rn ing  a 

ass i s t ance  should respond t o  the  p a r t i c u l a r  needs i d e n t i f i e d  i n  the  

s tudent  populat ion.  No d e f i n i t i o n  o r  desc r ip t ion  of a l ea rn ing  

ass i s t ance  program was given. However, a s  i n  o the r  p a r t s  of North 

America, learning ass i s t ance  cen te r s  pa t terned a f t e r  the  elementary 

resource room were t h e  most common type of program t o  emerge. I t  was 

i n  these  programs t h a t  the  learning-disabled s tudent ,  only one por t ion  

of the  s tuden t  populat ion served by learning ass i s t ance  s e r v i c e s ,  f i r s t  

began t o  receive individual ized  programming se rv ices  i n  B.C. During 

the  mid-seventies t h e  government's philosophy became more s p e c i f i c a l l y  
43 

one of mainstreaming. 

In the  1978/79 Guides t o  s p e c i a l  Education Programs the  government 

s t a t e s  t h a t  the  emphasis should s h i f t  from categor iz ing  chi ldren  t o  

a t tending t o  t h e i r  educational  needs i n  an individual ized  way. The 

Oimportance of providing education i n  a s  normal an environment a s  poss ib le  - 
and of encouraging i n t e r a c t i o n  between normally-achieving s tudents  and 

exceptional  chi ldren  was s t r e s s e d .  In  1979 (Province of B.C.) Ci rcular  

No. 85, the  Government po in t s  ou t  t h a t  it is  not t h e i r  i n t e n t i o n  t o  sug- 

g e s t  t h a t  every c h i l d  should be mainstreamed. The i n t en t ion  however, i s  

t h a t  separa te  s e t t i n g s ,  i f  necessary, should be temporary in nature  and 

t h a t  r e t u r n  t o  t h e  mainstream should be t h e  goal f o r  all b u t  t h e  most 

severely hand icappd .  Although t h e  philosophy of programming w a s  c l a r i -  

f i e d ,  the re  was s t i l l  no d e f i n i t i o n  of Learning Assistance i n  B r i t i s h  

Columbia nor w a s  a s p e c i f i c  l e a r n i n g - d i s a b i l i t i e s  program desc r ip t ion  

ava i l ab le  . 



The presen t  po l i cy  of the  Special  Programs Branch a s  s t a t e d  i n  t h e  

1981 Manual of P o l i c i e s ,  Procedures and Guidelines (Province of  B.C., 

1981) i s  t h a t  every c h i l d  has a r i g h t  t o  an appropr ia te  education,  which 

will develop h i s  f u l l  p o t e n t i a l  and encourage him t o  lead  a s  independent 

and productive a l i f e  a s  poss ib le .  The s t a t e d  goals  of t h e  Special  

Programs Branch are t o  provide se rv ices  of an individual ized  nature  i n  

t h e  l e a s t  r e s t r i c t i v e  s e t t i n g  poss ib le ,  developing a comprehensive range 

o f  s p e c i a l  programs, and paovide leadership  i n  terms of developing and 

implementing programing po l i cy ,  d i r e c t i o n  and standards of operat ion.  

The government advocates a Cascade se ry ice  de l ive ry  model i n  implement- 
9 "c 

i n g  the  range of se rv ices  p resen t ly  ava i l ab le .  These se rv ices  include:  e 

Learning ~ s s i s t a n c e  Programs (100) ,  a non-categorized, individual ized  

remedial service  f o r  mildly Handicapped s tudents ;  Spec i f i c  Programs (200),  

intended f o r  s tudents  with s p e c i f i c  problems such as s p e c i f i c  l ea rn ing  

d i s a b i l i t i e s ,  mental r e t a r d a t i o n ,  o r  hearing o r  v i s u a l  problems; J o i n t  

Programs (300) r e f e r s  t o  j o i n t  + government funding, with ~ e h a b i l i t a t i - o n  

Programs being t h e  only programs i n  t h i s  category p resen t ly ;  Non- 

Categorized Programs (400) ,  designed t o  m e e t  needs not  necessa r i ly  

s p e c i f i c  t o  a p a r t i c u l a r  group of s tudents  f o r  example, extremes of 

2 

climate o r  d is tance;  Other Programs (500),  deals  with minori ty and 

second language s tudents .  Program funding is a l loca ted  through the  

above categor ies .  The Government has recognized i n  t h e i r  1981 Manual, 

t h a t  a system of funding through ca tegor ies  i s  i n  c 2 n f l i c t  with the  

philosophy of providing individual ized  education i n  an in teg ra ted  s e t t i n g  

f o r  a l l  s tudents .  The Special  Programs Branch s t a t e s  t h a t  they a r e  



t r y i n g  t o  develop a funding s y s t e  re, compatible with t h e i r  s t a t e d  
b 

?- 

philosophy of  educat ion.  In  t h e  1981 Manual, program gu ide l ines  a r e  

1 given f o r  each program i n  each of  t he  c a t e g o r i e s  l i s t e d  above. Those 

gu ide l ines  p e r t a i n i n g  s p e c i f i c a l l y  t o  s e r v i c e s  f o r  learn ing-d isabled  
.A 

s tuden t s  w i l l  be d iscussed  i n  t h e  next  s ec t ion .  

Guidel ines  f o r  Learning D i s a b i l i t i e s  Serv ices  i n  B.C. 

A t  p r e s e n t ,  moderately learn ing-d isabled  s t u d e n t s  are served  under 

t h e  funding category of Learning Assis tance Program (100) and t h e  ca te -  

gory of S p e c i f i c  Programs (200) which inc ludes  a newly i n s t i g a t e d  pro- 

gram designated f o r  t h e  s e v e r e l y  l e a r n i n g  d i sab led .  A d e s c r i p t i o n  of 
- + 

t h e  1981 gu ide l ines ,  f o r  each of t h e s e  programs, followed by a c r i t i q u e ,  

w i l l  be  presented  below ., 

Guidel ines  f o r  Learning Ass is tance  Programs 

In  the  1981 Manual of  P o l i c i e s ,  procedures and Guide l ines ,  publ ished - 
by t h e  ~ & i a l  Programs Branch o f  t h e  Ministry of  Education i n  B . C . ,  t h e  

des igna t ion  Learning Assis tance became Learning Ass is tance  Programs and 

a d e f i n i t i o n  and d e s c r i p t i o n  of such a program w a s  g iven  f o r  the f i r s t  

t ime. However, as w i l l  be seen  i n  t h e  fol lowing d e s c r i p t i o n  t h e  guide- 

l i n e s  u se  undefined educa t iona l  terms and ambiguous language throughout.  

This  l a c k  of s p e c i f i c i t y  w i l l  be addressed l a t e r  i n  t h e  c r i t i q u e  of t h e  

gu ide l ines .  
* 

~ ~ ' ? F h e  s t a t e d  goa l  of  t h e  Learning Assis tance Program i s  t o  maintain 

s t u d e n t s  i n  t h e  r e g u l a r  classroom. This goal  i s  i n  accordance with t h e  

mainstreaming philosophy espoused by t h e  Spec ia l  Programs Branch. The 



population i d e n t i f i e d  a s  s u i t a b l e  f o r  these programs includes s tudents  

who a r e  experiencing ' s i g n i f i c a n t  d i f f i c u l t y '  performing t o  expected 

p o t e n t i a l  i n  one o r  more areas  of academics. These s tudents  a r e  

described a s  those with mild t o  moderate learning d i s a b i l i t i e s ,  o r  

problems r e l a t e d  t o  hear ing ,  v i s u a l ,  o r  physica l  handicaps. The guide- 
0 9 

l i n e s  c l e a r l y  s t a t e  t h a t  these  se rv ices  a r e  not  f o r  'low stream1 s tudents ,  

severe behavior problems, o r  s tudents  with severe l ea rn ing  d i s a b i l i t i e s .  

I t  should be noted t h a t  the  designation of s tudents  has changed s i g n i f i -  

can t ly  s ince  the  incept ion  of funding approvals f o r  l ea rn ing  ass i s t ance .  

I n  1973, slow-stream s tudents  were considered an appropr ia te  focus. 

However, over the  l a s t  p a r t  of the  sevent ies ,  the  focus slowly became 

more s p e c i f i c a l l y  desc r ip t ive  of mild t o  moderate d i s a b i l i t i e s .  This 

change r e f l e c t s  t h e  increased ' focus on and awareness o•’ the  learning- 

d isabled  s tudent  i n  the  educational  communities across  North America. 

I t  i s  a l s o  important t o  note t h a t  although slow-stream s tudents  a r e . n o t  

- 
t o  rece ive  d i r e c t  i n s t r u c t i o n  i n  the  resource r m ,  the  l ea rn ing  a s s i s t -  

ance teacher i s  expected t o  provide consul ta t ion  se rv ices  t o  the  regular  

teacher  i n  an e f f o r t  t o  e s t a b l i ~ ~  a  modified curriculum and appropriate 

teaching s t r a t e g i e s  f o r  these  s tudents .  The relevance of these  expecta- 

t i o n s  w i l l  become evident  in the  l a t e r  discussion of t h e  s tudent  popula- 

t i o n  p resen t ly  being served by the  learning ass i s t ance  cen te r s ,  a s  the  

slow-stream s tudent  c o n s t i t u t e s  a  l a r g e  por t ion  of t h a t  population. The 

suggested veh ic le  f o r  screening and plac ing s tudents  i s  a  school based 

team consis t ing  of t h e  p r i n c i p a l ,  learning ass i s t ance  t eacher ,  r e f e r r i n g  

teacher ,  course l lo r  and any o the r  s i g n i f i c a n t  adu l t s .  The program i s  



f u r t h e r  defined by descr ib ing the  th ree  major se rv ices  t o  be o f fe red  

by the l ea rn ing  ass i s t ance  program'. These are assessment, d i r e c t  

inst?uction and consul ta t ion .  

The assessment procedure suggested by the  guidel ines  includes 

examination of previous school records ,  accumulation of s i g n i f i c a n t  

information from paren t s ,  teachers ,  c o q s e l l o r s ,  nurses and o the r  pro- 

f e s s iona l s  t h a t  may be involved with the  adolescent ,  classroom observa- 

t i o n ,  examination of  r egu la r  classroom achievement and adminis t ra t ion  

of appropriate education t e s t s .  The assessment would be c a r r i e d  ou t  by 

t h e  above described school-based team, which would be co-ordinated by 

the  learning ass i s t ance  teacher .  The learning ass i s t ance  teacher would 

be responsible f o r  i n i t i a l  assessment a c t i v i t i e s  and on-going assessment, 

i n  t h e  form of d iagnost ic  teaching and pre-  and p o s t  t e s t i n g .  These 

assessment procedures a r e  expected t o  take twenty percent  of the  learn-  

ing  ass i s t ance  teacher ' s time. In  con junction with the  school- based 

team, described a v e ,  t h e  l ea rn ing  ass i s t ance  teacher  would a l s o  be 
0 

res,mnsible f o r  program review and decisions t o  terminate se rv ices .  

Tne information gathered b y  t he  assessment procedures would form the  

b a s i s  f o r  program placement and programming decis ions .  

Tne second se rv ice  t o  be offered  i s  t h a t  of d i r e c t  i n s t r u c t i o n .  

Tie government guidel ines  recommend t h a t  an individual  education 

program (I.E.P.) 'be 2evised f o r  each s tudent  served by t h e  learning 

ass i s t ance  program. E?is program should s t a t e  the  s t u d e n t ' s  present  

l e v e l  of functioning,  o v e r a l l  goals  f o r  the  program and i n s t r u c t i o n a l  

ob jec t ives .  In addition, the i n s t r u c t i o n a l  se rv ices  of fered  should be 



Consultat ion,  the  t h i r d  main se rv ice  o f fe red ,  would occupy the  

f i n a l  twenty percent  of t h e  learning ass is tance  teacher I s  t ime. I t  'is 

described and evaluat ion  procedures should be b u i l t  i n t o  the  program. 

F ina l ly ,  an approximate completion time should be indica ted  and a review 

date  scheduled. The I.E.P. should be the  r e s u l t  of a co-operative 

e f f o r t  among the  members of t h e  school-based team with the  learning 

ass i s t ance  teacher  d i r e c t i n g t h e  e f f o r t s .  S ix ty  minutes p e r  day, pe r  

s t u d e n t , - i n  the  resource room i s  suggested as  the  maximum i n s t r u c t i o n  

time and the  case load of t h e  learning ass i s t ance  teacher  i s  not  t o  

exceed twenty s tudents .  I n  t h e  course of a yea r ,  however, it is 

expected t h a t  up t o  40-50 s tudents  might be served by t h e  cen te r .  

Direc t  i n s t r u c t i o n  i s  expected t o  consume s i x t y  percent  of the  learning 

ass i s t ance  t eacher ' s  time. 

suggested t h a t  t h i s  time be spent  consult ing with teachers  regarding 

s tudent  progress ,  necessary program modificat ion,  and a l t e r n a t e  teaching 

methods t h a t  might f a c i l i t a t e  t h e  l ea rn ing  of  the  s p e c i a l  education 

s tudent  i n  the  r egu la r  classroom. Consul t a t ion  with adminis t ra tors  

and parents  would a l s o  be p a r t  of t h i s  service .  

The guidel ines  a l s o  suggest  teacher competencies which revolve around 

these  th ree  r o l e s .  They suggest  t h a t  learning ass i s t ance  teachers  h i red  

t o  teach i n  the  programs be competent i n  the  a reas  of  assessment, 

development and implementation of an I .E .P . ,  have knowledge of and 

e x p e r t i s e  working w i t h  v a r i e t y  of teaching mate r i a l s  and i n s t r u c t i o n a l  

techniques,  have the  s k i l l s  t o  manage an educational  cen te r  and t o  

comunicate  with peers ,  adminis t ra tors  and parents .  The Branch a l s o  



advocates appropr ia te  inse rv ice  t r a i n i n g  f o r  p resen t  program s t a f f  

i n  order  t o  he lp  them a t t a i n  competency i n  these  a reas .  

Cri t ique.  The Learning Assistance Program as-descr ibed above i s  

a mainstreaming program model. As such, it i s  reasonable t o  expect 

t h a t  t h i s  program w i l l  experience the  problems described,  i n  chapters  

th ree  and f ive ,  a s  common t o  mainstreaming programs i n  the  present  

school system. Two of the  common problems, i n s u f f i c i e n t  al lotment of 

time f o r  se rv ice  de l ive ry  and inadequate t r a i n i n g  f o r  both learning 

ass i s t ance  teachers  and regu la r  classroom teachers ,  are evident  i n  t h e  
Q 

government guidel ines  f o r  The Learning Assistance Program. 

For example, t h e  time al lotment f o r  each major se rv ice  of fered  by 

the  learning ass i s t ance  teacher can Be estimated according t o  the  per- 

centages suggested i n  t h e  government guidel ines .  These percentages 

would allow approximately t e n  minutes of one-to-one i n s t r u c t i o n  pe r  

s tuden t  day, and one hour and twelve minutes each,  pe r  day f o r  assessment 

and consul ta t ion  se rv ices .  Given the  ex ten t  of the  individual ized  

i n s t r u c t i o n  expected, t h e  extensive assessment procedures suggested, a 

t he  co-ordination d u t i e s  ou t l ined ,  and the  f a c e t h a t  in the  secondary 

school the re  can be as many as four t o  f i v e  teachers  per  s tudent  t o  

consul t  wi th ,  the  time a l lo tment  appears very u n r e a l i s t i c .  The l ea rn ing  

i 7 -  
ass i s t ance  t eacher ' s  time al lotment becomes even more i n s u f f i c i e n t  when 

one considers  t h a t  they a r e  a l s o  expected t o  provide a consul ta t ion  r o l e  

which involves curriculum modification f o r  an undetermined number of 

slow-stream s tudents .  I t  seems inev i t ab le  t h a t  .the student- teacher r a t i o  



i n  l ea rn ing  ass i s t ance  programs w i l l  have t o  be reassessed t o  al low f o r  

s u f f i c i e n t  a l lo tment  of time i f  the mandated se rv ices  a r e  t o  be 

del ivered  e f f e c t i v e l y .  

I n  terms of t r a i n i n g ,  t h e  government guidel ines  assume t h a t  t h e  

l ea rn ing  ass i s t ance  teacher i s  t r a ined  t o  do major consul ta t ion  and 

l i a i s o n  work, although such t r a i n i n g  i s  not  s p e c i f i c a l l y  .a l luded t o  i n  

t h e i r  recommended course work. The course work recommended focuses on 

assessment, d iagnosis  and remediation of l ea rn ing  d i s a b i l i t i e s ,  and 

knowledge i n  the  areas  of  counsel l ing and psychology. In  add i t ion ,  the  

guidelines.assume t h a t  t h e  r egu la r  teacher i s  t r a ined  t o  modify c u r r i -  

culum f o r  slow l e a r n e r s ,  and t o  i n t e g r a t e  and administer  programs f o r  

t h e  mildly handicapped i n  t h e i r  classroom. 

; The gu ide l ines ,  however, do suggest  in-service t r a i n i n g  f o r  the  

l ea rn ing  ass i s t ance  t eachers ,  but  they l v v e  t h e  i n s t i g a t i o n  of these  

se rv ices  t o  the  individual  school d i s t r i c t s .  Schwartz's study (1979) 

ind ica tes  t h a t  inse rv ice  t r a i n i n g  i n  the  province i s  haphazard and inade- 

quate .  The q u a l i t y  and quan t i ty  v a r i e s  widely among d i s t r i c t s .  I t  seems 

l i k e l y ,  the re fo re ,  t h a t  i f  cons i s t en t  se rv ices  a r e  t o  be achieved, 

considerable d i r e c t i o n  and i n i t i a t i v e  from the  Branch w i l l  be necessary. 

I t  would seem t h a t  the  a r e a  of t r a i n i n g  must be more r e a l i s t i c a l l y  

addressed i f  the  guidel ines  are t o  be t r u l y  useful  t o  programs i n  t h e  

f i e l d .  

Another major c r i t i c i s m  of the  guidel ines  i s  t h a t  they have i n s t i -  

t u t e d  the  resource room model developed f o r  t h e  elementary school and 

made no attempt t o  d i s t ingu i sh  between se rv ices  of fered  a t  the  elementary 



1 

and secondary l e v e l s .  The inadequacy of applying a model intended f o r  

the  elementary school i n - t h e  secondary school has been well  documented 

(Goodman & Mann, 1978; Marsh, e t  a l . ,  1978; ~ i e d e r h o l t ,  1978a) and has 

been previously discussed i n  t h i s  t h e s i s .  Because of t h e  d i f fe rences  i n -  

both the  s tudent  populat ions and the  two school~sys tems ( see  pp. 19-31) 

chapter  one) ,  the  r o l e  of the  l ea rn ing  ass i s t ance  teacher ,  i n  terms o f  

assessment, i n s t r u c t i o n  and consu l t a t ion ,  is f a r  more complicated a t  the  
I- 

school l e v e l  than it is a t  the  elementary l e v e l . .  A f & < ~ h e r  

complication i s  t h e  Gariance i n  goals  and t r a i n i n g  between regu la r  &d 

spec ia l  education s t a f f  a t  t h i s  l e v e l .  Special education s t a f f  a re  

t r a ined  t o  teach b a s i c  s k i l l s  and t o  individual ize  curriculum, while 

* r e g u l a r  secondary s t a f f  a r e  t r a ined  t o  teach s p e c i f i c  sub jec t  ar&s on 

a group bas i s .  These d i f fe rences  in t r a i n i n g  and goals  lead  t o  lack  of 

understanding and, the re fo re ,  lack  of co-operation. This g r e a t l y  compli- 

c a t e s  t h e  i n s t r u c t i o n  and consul ta t ion  r o l e s  of t h e  l ea rn ing  ass i s t ance  - 

teacher a t  t h i s  l e v e l .  The above dif ferences  inf luence  the  e f fec t iveness  

of t h i s  program model i n  the  secondary system (Marsh, e t  a l . ,  1978; 

Wiederholt, 1978a). I t  i s  c l e a r  t h a t  modificat ions must be made i f  

t h i s  program model is t o  be applied i n  t h i s  s e t t i n g .  

Another problem a r e a ,  t h a t  runs throughout the  guidel ines ,  i s  t h e  

condi t ional  terminology (Krywaniuk, 1979). The desc r ip t ion  of the  

guidel ines  given i n  t h i s  t h e s i s  i s  wr i t t en  mainly i n  the  condi t ional  

t ense  because t h a t  i s  the  s t y l e  of  the  o r i g i n a l .  The permissive 

language, i . e .  ' should '  o r  'may' ins t ead  'of ' s h a l l '  o r  'must ' ,  allows 

many loop holes f o r  school d i s t r i c t s  applying these  gu ide l ines ,  and 



. I 

allows di f ferences  between the  guidel ines  and r e a l i t y  t o  continue.  For 

example, the  guidel ines  s t a t e  t h a t  s p e c i f i c  space 'should'  be assigned ,* <.& 

t o  t h e  l ea rn ing  ass i s t ance  program, t h a t  an e f f o r t  ' should '  be ma& t o  
'8 

evaluate  programs yea r ly ,  and t h a t  1.E.P.s 'should'  be developed f o r  
69 

each s tudent .  Spec i f i c  space, evaluat ion ,  and individual ized  programs 

a r e  bas ic  t o  program success and 'could '  be l o s t  through t h i s  i n d e f i n i t e  

approach. The goals ,  c r i t e r i o n  and p r i o r i t i e s  presented i n  the  guide- 
*. 

l i n e s  a l s o  r e f l e c t  t h i s  vague use of  language. They a r e  not  s t a t e d  

i n ; ~ p e c i f i c  i n s t r u c t i 6 n a l  terms. For example, the  term ' s i g n i f i c a n t  

d i f f i c u l t y '  could be i n t e r p r e t e d  t o  mean one, two, th ree  o r  more years  

behind expected p o t e n t i a l .  The guidel ines  must be more s p e c i f i c  i f  they 

a r e  t o  be use fu l  i n  iden t i fy ing  s tudents  f o r  placement. ,Programs must 

p resen t ly  s e t  t h e i r  own goals ,  c r i t e r i o n  and p r i o r i t i e s  ('schwartz, 1979). 

Guidelines i n  these  a r e a s  need not  be dogmatic i n  order  t o  be useful  but  

i f  t h e  aim i s  to 'p rov ide  leadership  and equi table  se rv ices  t h e  language 

must be c l e a r e r  and more s p e c i f i c  than it i s  present ly .  These q i d e - "  

l i n e s  a r e  the  m a s t  extensive ones of fered  t o  da te ;  however, they w i l l  no t  

improve the  learning programs i n  t h e  f i e l d  u n t i l  t h e  abdve problem areas  

* - 
a r e  addressed more e f f e c t i v e l y  . 

Guidelines f o r  Severe Learning D i s a b i l i t i e s  Programs 

In  the  1981 Manual of P o l i c i e s ,  Procedures and Guidelines, the  
6 

Special  Programs Branch has defined the  learning-disabled population 

i n  the  following manner: 



Children with learning d i s a b i l i t i e s  a r e  those Gho 
shok: a s i g n i f i c a n t  discrepancy between t h e i r  
est imated learning p o t e n t i a l  and a c t u a l  performance. 
This discrepancy is r e l a t e d  t o  bas ic  problems i n  
a t t e n t i o n ,  perception., symbolization and t h e  under- 
s tanding o r  use of spoken o r  wr i t ten  language. 

7 .  These may be manifest6d i n  d i f f i c u l t i e s  i n  th inking,  

J l i s t e n i n g ,  t a lk ing ,  reading, wr i t ing ,  s p e l l i n g  o r  
\ 

f 
computing. These problems may o r  may not be accom- 
panied by demonstrable c e n t r a l  nervous system 

.J dysfunctions.  (province of B.C. ,  1981, p.  11.7) 

!, 
1 

7' The severely d isabled  a r e  s t a t e d  t o  be those chi ldren  who cannot be 

ins t ruc ted  by conventional methods. 
8 

The Special Programs Branch suggests  that4,the i d e n t i f i c a t i o n  process 

f o r  the  severely l ea rn ing  d isabled  cons i s t  of a complete psychoeduca- 

t i o n a l  assessment which should include medical and developmental informa- 

t i o n .  Parenta l  permission and involvement should be sought i n  terms of 

da ta  co l l ec t ion  and program placement. 

Suggested program'set t ings include:  "part-time withdrawal t o  a 

resource room (up t o  50% - 60% of the  t ime) ,  assessment and programming 

cent res  ,. spec ia l  day c l a s s e s ,  and Regional Educational Support Centres" 

(province of B . C . ,  1981, p .  11.8). The Regional Educational Support 

Centres w i l l  be es tab l i shed  by the  Specia l  Programs Branch and a r e  
\ 

intended t o  o f f e r  assessment and educational  programming se rv ices  t o  

s tudents  i n  d i s t r i c t s  t h a t  do n o t  have appropriate se-rvices f o r  the  

severe ly  disabled.  Each Centre would serve severa l  d i s t r i c t s .  These 

cent res  w i l l  a l s o  o f f e r  in-service f o r  the  r e f e r r i n g  s t a f f  i n  order  t o  

increase  t h e i r  a b i l i t y  t o  cope with individual  d i f f e rences  i n  the c lass -  

room and t o  f a c i l i t a t e  the  r e t u r n  of the  student  t o  t h e  home school a s  

quickly a s  poss ib le .  



L 

In terms of i n s t r u c t i o n a l  approach, a f u l l y  developed ~ n d i v i d u a l i z e d  
s 

Education Program is  recommended, w i t h  i n t ens ive ,  short-term individual-  

i zed  i n s t r u c t i o n  being provided. The goal  i s  always t o  be t o  r e t u r n  

the  s tudents  t o  t h e i r  classroom a s  soon a s  poss ib le .  ~ e g u l a r  review of 

each s t u d e n t ' s  program and placement i s  a l s o  recommended. 

Cr i t ique .  Overa l l ,  t he  abbve guidel ines  are much l e s s  s p e c i f i c  
i. ., 

than those given f o r  the  l ea rn ing  assi?tance programs. For ins tance ,  

t h e r e  is no suggested student- teacher r a t i o ,  no recommended time f o r  

remediation, and although severa l  a l t e r n a t i v e  s e t t i n g s  a r e  suggested, 

with t h e  exception of the  Regional Resource a n t e r ,  no program 

desc r ip t ions  a r e  o f f e r e d . .  I t  i s  l i k e l y  t h a t  the same variance in 

Y 
q u a l i t y  and quan t i ty  of programming t h a t  occurred i n  the  development 

of t h e  learning ass i s t ance  program a s  a r e s u l t  of lack 'of  leadership  

(Schwartz, 1979),may a l s o  occur i n  the  development of programming f o r  

t h e  severe ly  l ea rn ing  d isabled .  - 

There;-are many s i m i l a r i t i e s  in services  and problems between the  

guidel ines  f o r  l ea rn ing  ass i s t ance  programs and those f o r  the  severely 

learning disable$. In  terms of se rv ices ,  1ndividudlized'~ducational 

Programing i s  recommended f o r  both program ca tegor ies ,  and the  c u r r i -  

culum focus f o r  both i s  academic remediation. In  reference t o  curyicu- 

l u m ,  it i s  important t o  note t h a t  IK) mention i s  made of t h e  need f o r  

a l t e r n a t i v e  c u r r i c u l a  such as  ca ree r  education, m i a l i z a t i o n  t r b i n i n g  

o r  funct ional  curriculum, although these  a r e  c l e a r l y  recognized a s  

appropr ia te ,  i f  not  p re fe r rab le  c u r r i c u l a  f o c i  f o r  the  severe ly  learning 

d isabled  a t  t h e  secondary l e v e l .  I n  any case it i s  d e f i n i t e l y  agreed 



t h a t  no one focus i s  s u f f i c i e n t  ( G r i l l ,  1938; Kronick, 1978; Vance, 

1977).  One reason f o r  t h e  narrow curriculum focus in B,C. may be t h a t  

t h e  Government guidel ines  f o r  Severe Learning D i s a b i l i t i e s  Programs, a s  

wi th  t h e  Learning Assistance Program Guidelines, do not  d i s t ingu i sh  

between se rv ices  t o  be o f f e r e d  a t  the  elementary and secondary l e v e l .  

Career,  funct ional  and s o c i a l i z a t i o n  cur r i cu la  a r e  mainly of koncern i n  

programming for the  learning-disabled adolescent  r a t h e r  than the  

learning-disabled c h i l d .  I f  the  d i f fe rences  between secondary and* 

elementary s tudent  needs were considered, it would be c l e a r  t h a t  the  
r, I 

focus of programming f o r  the  severe ly  l v r n i n g - d i s a b l e 6  a4olescent  i n  
Q 

B.C. must extend heyond academic remediation. 

Other similar problem areas  a r e  t h e  use of condi t ional  terminology 

and lack  of specif ' ic  goa l s ,  c r i t e r i o n  o r  p r i o r i t i e s .  The goals  of these  

programs d i f f e r  s l i g h t l y  from those o f  nflderately l ea rn ing  d isabled  

r o g r a m s ,  i n  t h a t  they speak of r e tu rn ing  t h e  s tuden t  t o  t h e  mainstream 

3. 
r a t h e r  than maintaining he r  in it. However, t h e  r egu la r  classroom i s  

s t i l l  considered t h e  p re fe rab le  s e t t i n g .  This focus on mainstreaming 

i s  another reason f o r  the  narrow focus of curriculum. With %he same 0 .  
4 

emphasis on mainstreaming it  i s  l i k e l y  t h a t  many of the  same problems 

in t h e  areas  of t r a i n i n g  and time-allotment discussed i n  reference  t o  

the  learning ass i s t ance  program w i l l  be apparent i n  these  programs. 

Lr, fxbt ,  in the  grograms designed f o r  the  severe ly  l ea rn ing  d i sab led ,  

reviewed in the next  sec t ion ,  problems i n  these  a reas  a r e  apparent.  
rf 

One of L\e d i f ferences  hetween t h e  guidel ines f o r  t h e  two program 

categor ies  is ,  of course,  the  d i f fe rence  in s tudent  populat ion.  The 



populat ion in the  programs f o r  the  severe ly  d isabled  is r e s t r i c t e d  t o  

s tudents  with s p e c i f i c  learning d i s a b i l i t i e s ;  the re fo re  the re  i s  not  the  

mixture of handicaps found in t h e  l ea rn ing  ass i s t ance  programs. However, 

a s  the  c r i t e r i a  a r e  not  s t a t e d  in i n s t r u c t i o n a l  terms the re  i s  much room 

f o r  variance i n  choosing population parameters f o r  these  programs. 

Another major d i f f e rence  i s  t h e  f a c t  t h a t  a v a r i e t y  of s e t t i n g s  i s  sug- 

ges ted .  The impl ica t ion  i s  t h a t  the  l e a s t  r e s t r i c t i v e  a l t e r n a t i v e  s e t -  

t i n g  _possible shouId & c3osen. No d i r e c t i o n s  as t o  how these  choices 

should be made are offered .  me choice of p r q r a m  s e t t i n g  and format 

ap-pars t o  be completely o-xn as  t h e  s e t t i n g s  mentioned appear to be 

only poss ib le  examples. 

Severe Learning 3 i s a b i l i t i e s  is a-very new program category and 

t : G s  may account f o r  the  vacpe nature  of the  gu ide l ines .  Again, however, 

i n  order  t o  be useful  t o  p ro fess iona l s  e s t ab l i sh ing  programs i n  the  

f i e l d ,  t h e  guidel ines  w i l l  have t o  be much more s p e c i f i c .  I n  t h e  next 

sec t ion ,  programming f o r  t h e  learning d isabled  a s  it presen t ly  e x i s t s  

ir. 3 . C .  schools w i l l  be discussed.  S i m i l a r i t i e s  and d i f fe rences  

'ketxeen L\e guidel ines  and the  provams w i l l  be pointed o u t ,  and 

problems incurred by t h e  programs w i l l  be discussed.  

Learnins .Assistance: In  the  Fie ld  

T L e a r n i n g  assis'- is one of the major se rv ices  ava i l ab le  t o  the  
-- 

learning-disabled adolescent  i n  B r i t i s h  Columbia. Because it developed 

-&';?out c e n t r a l l y  nandated standards o r  terms of reference (Schwartz, 

1979) ,  L,Fle f o m a t  an3 ? a l i b i  of this se rv ice  v a r i e s  from school t o  



$school. However, most commonly t h e  se rv ices  are based on t h e  main- 
.? 

stream model, described i n  chapter  th ree ,  which combines the  resource 

room and the  r egu la r  classroom s e t t i n g s  t o  provide academic remediation 

t o  the  mildly handicapped s tudent .  Schwartz, i n  h i s  extens ive  survey 
3 

Learning Assistance i n  B r i t i s h  Columbia: i ts  forms, i ts  funct ions  (1939J, 

describes t h e  s tuden t s  served by learning ass i s t ance  a s  those who cannot 

succeed i n  the  r egu la r  program without e x t r a  he lp ,bu twhodonotneedspec ia l  

c l a s s  placement as t h e i r  d i s a b i l i t i e s  a r e  moderate i n  na ture ,  o r  those 

wh-o do not f i t  i n t o  the  s p e c i a l  c l a s s e s  ava i l ab le .  This would suggest 

t h a t  the  population parclme,ters of learning ass i s t ance  programs i n  the  

f i e l d  a r e  broader than those indica ted  a s  appropr ia te  i n  the  Government 

guidel ines .  The r o l e  of t h e  learning ass i s t ance  teacher  described by 

Schwartz i s  similar t o  t h a t  described i n  the  ~ o v e ' i m e n t  guidel ines  i n  

t h a t  it includes the  bas ic  se rv ices  of assessment, consul ta t ion  and 

d i r e c t  ins t ruc t ion .  However, t h e  survey ind ica tes  t h a t  d i r e c t  

i n s t r u c t i o n  can be on a s h o r t  o r  long-term withdrawal bas i s .  Therefore, 

the  length  of remediation is more va r i ab le  i n  t h e  f i e l d  than t h a t  

recommended i n  t h e  Government guidel ines .  In  t h e  next s e c t i o n ,  the  

composition of t h e  s tuden t  population i n  learning ass i s t ance  cen te r s  i n  

B.C. w i l l  be examined and the  e f f e c t s  of i t s  var ied  nature on remediation 

se rv ices  w i l l  be discussed.  

Student Population 

The Vancouver School d i s t r i c t ,  t he  l a r g e s t  d i s t r i c t  i n  t h e  lower 

mainland, has e ighteen secondary l ea rn ing  ass i s t ance  cen te r s  which a r e  

c a l l e d  S k i l l s  pevelopment Centers. S t a t i s t i c s  from a survey of these  c- 



centers  gives a c l e a r  p i c t u r e  of the  composition of the  s tuden t  popula- 

t i o n  a s  determined by the  programs' learning ass i s t ance  teachers 

( ~ e t t l e  & Hunter, 1979). Slow lea rne r s  make up the  l a r g e s t  por t ion ,  

about forty-one percent ,  of s tudents  enrol led .  Learning-disabled 

s tudents  were the  next  l a r g e s t  group, about twenty-one percent  of the  

population. The most common d i s t i n c t i o n  made between slow lea rne r s  and 

learning-disabled l e a r n e r s  i s  t h a t  slow lea rne r s  genera l ly  operate below 

.grade l e v e l  i n  most s u b j e c t  a reas  and t h e i r  achievement i s  cons i s t en t  

with t h e i r  est imated p o t e n t i a l  a s  indica ted  on standardized t e s t s .  

Learning-disabled s tuden t s ,  on the  o the r  hand, genera l ly  d i sp lay  an 

uneven achievement p r o f i l e  and perform below,projected p o t e n t i a l  a s  

I 

indica ted  on standardized t e s t s  (DeLoach, E a r l ,  Brown, poplin,  & Warner, 

1981; Kavale & Nye, 1981). Other s tuden t  ca tegor ies ,  each cons t i tu t ing  

l e s s  than t e n  percent  of the  populat ion,  included behavior problems, 

emotional d is turbances ,  c u l t u r a l  depr ivat ion ,  c l i n i c a l  language d isorders ,  

educable mentally r e t a rded ,  and t r a i n a b l e  mentally re tarded.  English 

language t r a i n i n g  s tudents  made up eleven percent  of the  populat ion 

(Ket t le  & Hunter, 1979). Schwartz's survey corroborates these  s t a t i s t i c s  

a s  t y p i c a l  of cen te r s  across  B.C. 

~t appears t h a t  these  centers  a r e  not  focusing on s tudents  needing 

short-term remediation, such a s  t h e  moderately l ea rn ing  d isabled ,  a s  

mandated by t h e  B.C. government guidel ines.  Rather, they a r e  ac t ing  a s  

a ' ca tch -a l l '  f o r  s tudents  who cannot be adequately served by the  main- 

stream. The chronica l ly  'slow l e a r n e r ' ,  who p resen t ly  c o n s t i t u t e s  t h e  

l a r g e s t  por t ion  of t h e  l ea rn ing  ass i s t ance  program populat ion,  r equ i res  



ass i s t ance  on a continual  b a s i s  i n  order  t o  keep pace with t h e  curr icu-  

l u m  demands of the  regular  classroom (McBride, 1980).  Harber (1981) 

p o i n t s  o u t  t h a t  s p e c i a l  education placement has no t  been shown t o  

increase  the  academic a b i l i t i e s  of thes.e s tudents .  He a l s o  notes  t h a t  

t h e  l a r g e  number of 'slow l e a r n e r s '  p resen t ly  rece iv ing long-term 

\ 
ass i s t ance  considerably diminishes a c c e s s i b i l i t y  t o  l ea rn ing  ass is tance ,  

f o r  the  learning-disabled s tuden t s .  E i the r  the  mainstream must be 

a l t e r e d  t o  accommodate the  'slow l e a r n e r '  o r  a l t e r n a t i v e  se rv ices  t h a t  

s p e c i f i c a l l y  address the  needs of these  s tudents  must be e s t ab l i shed .  

In  t h i s  way the  l ea rn ing  ass i s t ance  centers  can begin t o  focus on 

s tudents  requi r ing  short-te'rm remediation. 

The Government guidel ines  s t a t e  t h a t  the  'slow l e a r n e r '  should not 

be rece iv ing d i r e c t  i n s t r u c t i o n  i n  the  l ea rn ing  ass i s t ance  cen te r s .  , These 

guidel ines  suggest t h a t  the  l ea rn ing  ass i s t ance  teacher  and regu la r  c l a s s -  

room teacher ,  through consu l t a t ion ,  a l t e r  content .and teaching techniques 

t o  make the  curriculum more appropriate t o  t h e  'slow l e a r n e r ' .  In  order  

t o  accomplish t h i s  t a s k  the  classroom teacher would h a v e ' t o  be adequately 

t r a i n e d  t o  teach the  'slow l e a r n e r ' ,  who would requi re  a l t e r n a t e  

approaches t o  programming. They would a l s o  requi re  adequate time t o  

p resen t  t h e  curriculum i n  a f l e x i b l e  manner and t o , c o n s u l t  with the 

l ea rn ing  ass i s t ance  teacher regarding program a l t e r a t i o n .  To provide 

consul ta t ion  and program planning f o r  such a l a g e  n-r o f ' s t u d e n t s ,  

Triould requi re  a major por t ion  of t h e  l ea rn ing  ass i s t ance  teacher ' s time. 

Both profess ionals  would requi re  t r a i n i n g  in t h e  a reas  o f  consul ta t ion  
* 

and team teaching. However, p resen t ly  ne i the r  the  learning ass i s t ance  
1 



teacher  nor the  r egu la r  classroom teacher  has been given time t o  

opera t ional ize  the  suggested program o r  t r a i n i n g  f o r  the  consul ta t ion  

r o l e  (Schwartz , 1979) . I t  would appear that  the suggest ion made i n  t h e  

Government guidel ines  ' fo r  educating the  'slow lea rne r  ' i s  not  p resen t ly  
d 

r e a l i s t i c .  More s p e c i f i c  programming arrangements f o r  educating t h i s  

populat ion must be made. For ins tance  protec ted  c l a s s e s ,  s i m i l a r  t o  

those suggested f o r  s tudents  with behavior problems, might be e s t ab l i shed  

f o r  the  slow l e a r n e r .  This i s  an in teg ra ted  classroom with a lower 

teacher/stud&t r a t i o .  Such a c l a s s ,  coupled with adequate t r a i n i n g  

f o r  the  regular  teacher  i n  a l t e r n a t e  approaches t o  p r o g r m i n g ,  would ' 

provide appropriate placement f o r  the  slow l e a r n e r  and s u s t a i n  the  

p r i n c i p l e  of in teg ra t ion .  iredressing t h i s  problem i s ' e s s e n t i a l  i f  t he  

' learning asqis tance  teachers  a r e  t o  devote t h e i r  a t t e n t i o n  t o  the  popula- 

t i o n  of learning-disabled adolescents  spec i f i ed  i n  the  Government guide- 

l i n e s .  

, Services Offered i n  Learning Assistance Centers& B . C .  
l, 

The r e a l i t y  o f  assessment, d i r e c t  i n s t r u c t i o n  and consul ta t ion  as . 

they a r e  provided i n  the  f i e l d  i s  o f t e n  very d i f f e r e n t  from t h e  se rv ices  

suggested i n  the  Government guidel ines  a s  appropriate f o r  l ea rn ing  

ass i s t ance  centers .  The d i f fe rences  in se rv ices ,  a s  they a r e  ou t l ined  

i? t he  Government guidel ines  and a r e  found i n  r e a l i t y ,  w i l l  be described 

and discussed i n  t h i s  sec t ion .  



W f e r r a l  and assessment .  Re fe r r a l  and assessment i s  approached on 

an informal  b a s i s  by e igh teen  pe rcen t  o f  t h e  secondary schools  i n  B.C. 

(Schwartz, 1979) .  Informal assessment procedures  u sua l ly  involve only  

the  l ea rn ing  a s s i s t a n c e  t eache r  and the classroom t eache r .  The l ea rn ing  

a s s i s t a n c e  t eache r  gene ra l ly  makes t h e  f i n a l  dec i s ion  a s  t o  program 

placement. This  procedure has t h e  advantage of being very f a s t  and 

f l e x i b l e .  However, it can a l s o  be very a r b i t r a r y  a s  t h e r e  a r e  no 

e s t a b l i s h e d  procedures  and it r e l i e s  s o  much on t h e  judgement of one 

Derson. Es tab l i shed  en t rance  c r i t e r i o n  f o r  s tuden t s  t o  be served  i n  

l ea rn ing  a s s i s t a n c e  c e n t e r s  a r e  imperat ive i f  a r b i t r a r y  dec i s ions  a r e  t o  

3 e  reduced. Without such en t rance  c r i t e r i a  l ea rn ing  a s s i s t a n c e  t eache r s  

3e  obl iged  t o  accept  i nappropr i a t e  s t u d e n t s ,  o r  t h e  r e g u l a r  teacher  

f e e l  powerless t o  a f f e c t  placement dec i s ions .  I n t e r a c t i o n  between 

r egu la r  classroom t eache r  and t h e  l ea rn ing  a s s i s t a n c e  t eache r  forms 

base of t h e  informal  assessment procedure. Therefore,  t h i s  procedure 

r e ~ i r e s  a good -mrking r e l a t i o n s h i p  between t h e s e  p r o f e s s i o n a l s  i n  

c r d e r  t o  be e f f e c t i v e .  Xnfor tuna te ly ,  a s  has been noted ,  co-operat ion 

i s  o f t e n  poor between sdpecial educa t ion  s t a f f  and r e g u l a r  s t a f f  i n  t h e  

- i --- ,-. school .  

k formal procedEe is suggested in t h e  Government gu ide l ines  and 

i s  noted i n  the  l i t e r a t u e  as e s s e n t i a l .  Schwartz (1979) p o i n t s  o u t  

- * z ~ a t  a f o n d  r o c e d u r e  r e q u i r e s  more time and .is n o t  a s  f l e x i b l e  as 

ar. info-1 _srocedure, k ~ t  i s  =ore e q u i t a b l e ,  organized and c o n s i s t e n t .  

3o f o - ~ a l  procedure e s t w l i s h e s  -do w i l l  send r e f e r r a l s ,  who w i l l  be 

- . -  -x--sxl tod and uho -*x,l zake tile f i n a l  dec i s ions .  C r i t e r i o n  and pi- ior i -  



1 

t i e s  f o r  program e n t r y  a re  e s t ab l i shed  and s p e c i f i c  assessment and 

record keeping procedures a r e  i n s t i t u t e d .  The B.C. government guidel ines  

suggest  t h a t  the  formal r e f e r r a l  and assessment procedures be executed 

by a school- based team. However, a formally cons t i tu ted  school- baked 

team, such as  t h a t  described i n  the  B.C. Government guidel ines  i s  not  

ava i l ab le  t o  seven-eighths of t h e  learning ass i s t ance  teachers  i n  B.C. 

( ~ c h w a r t z ,  1979) . 
Because the  formal procedure i s  very time consuming, many school 

d i s t r i c t s  operate somewhere between an informal and formal procedure, 

and the  r e s p o n s i b i l i t y  f o r  t h e  procedure i s  predominantly the  l ea rn ing  

\ 
ass iq tance  t eacher ' s .  P r inc ipa l s ,  counsel lors  and s p e c i a l  education 

6 

s t a f f  i n  B.C. a r e  sometimes involved i n  these  p r a c t i c e s  (Schwartz, 1979). 

Assessment repor tedly  consumes nine percent  of the  learning ass i s t ance  

t e a c h e r ' s  time. I t  should be noted t h a t  t h i s  i s  eleven percent  l e s s  

than suggested i n  t h e  Government guidel ines ,  and t h e  l ea rn ing  ass i s t ance  

teachers  a r e  p resen t ly  r epor t ing  a lack  of  adequate i n s t r u c t i o n  time. 

I t  must a l s o  be noted t h a t  l ea rn ing  ass i s t ance  teachers  do not  f e e l  

adequately t r a ined  f o r  the  assessment.role assigned t o  them. Assessment 

i s  second on a l i s t  of profess ional  development needs (Schwartz, 1979). 

nis is  c l e a r l y  an a r e a  where provincia l  inse rv ice  t r a i n i n g  should be 

i n s t i g a t e d .  

Direc t  i n s t r u c t i o n .  Direc t  i n s t r u c t i o n  is  t h e  major r o l e  o f . t h e  

learning ass i s t ance  teacher and occupies 70% of h i s  time i n  the  f i e l d .  

The nos t  common problem areas  encountered include reading,  language d i s -  

a b i l i t i e s ,  math and behavior problems. Multiple problems a r e  observed 



i n  many s tudents .  The major goals  rep.orted 'by t h e  l ea rn ing  ass i s t ance  

cen te r s  r e l a t e  t o  meeting these  i n s t r u c t i o n a l  needs (Schwartz, 1979). 

GO&. The major goal r e l a t e d  by the  l ea rn ing  ass i s t ance  cen te r s  

was t o  provide remedial i n s t r u c t i o n  i n  reading and mathematics. Other 

goals  r e l a t e d  t o  d i r e c t  i n s t r u c t i o n  s t r e s s e d  i n  t h e  documents of the  

Vancouver and Burnaby School D i s t r i c t s  were: 

1. Developing individual  education programs ( I .E .P . I1s  f o r  each 

s tudent .  

2 .  Designing programs t h a t  f a c i l i t a t e d  re-entry i n t o  the  

mainstream. 

3 .  Raising self-concept  and improving i n t e r a c t i o n  by providing 

successful  experiences. 

4.  Designing f l e x i b l e  programs t o  meet the  wide range of academic 

and s o c i a l  needs i d e n t i f i e d .  

The f i r s t  two goals  r e l a t e  d i r e c t l y  t o  expectat ions s t a t e d  i n  t h e  1981 

Government guidel ines  and a r e  well  recognized as  goals  i n  most main- 

streaming programs. The second goal  incorporates the  assumption t h a t  the  

mainstream i s  t h e  b e s t  p lace  f o r  t h e  s tudent .  This goal  is  r e l a t e d  t o  

philosophy and tends t o  focus on the  u l t imate  environment r q t h e r  than 

t h e  s t u d e n t ' s  need. Because l ea rn ing  ass i s t ance  cen te r s  a r e ,  a s  sug- 

gested i n  goal  two, geared t o  r e tu rn ing  t h e  s tudent  t o  the  mainstream, 

it i s  reasonable t o  i n t e r p r e t  goals  th ree  and •’om= i n  terms of main- 

streaming needs. In  t h i s  l i g h t ,  the  lack  of academic and s o c i a l . s k i l l s  

i s  examined in terms of what i s  needed t o  survive i n  the  mainstream. 

The danger i n  t h i s  i s  t h a t  the  focus tends t o  be on helping t h e  s tudent  



a 

+ 
measure up t o  mainstream s tandards ,  r a t h e r  than assess ing  t h e i r  needs 

on a t r u l y  individual ized  b a s i s .  

Tndividw&zed eduw2ona.t p h o g h m h .  Thirty-eight  percent  of the  ' 

secondary learning ass i s t ance  cen te r s  i n  B.C. r epor t  using the  

individual ized  educational  program (I.E.P.) a s  t h e i r  main approach t o  

i n s t r u c t i o n  (Schwartz, 1979); t h i s  corresponds with t h e  f i r s t  goal 

l i s t e d  i n  the  preceding sec t ion .  I n  some* school d i s t r i c t s ,  f o r  example 
P 

Burnaby, th is*  means t h a t  a  f u l l y  developed I .E.P. , a s  described i n  the  

Government guidel ines ,  is  required f o r  each s tudent  rece iv ing s p e c i a l  

education se rv ices .  Schwartz sugges ts ,  however, t h a t  because t h e  I . E . P .  

i s  such a , t i m e  consuming and complex t a s k ,  i n  many school d i s t r i c t s  the  

I.E.P. i s  more l i k e l y  t o  c o n s i s t  of a  l i s t  of s p e c i f i c  ob jec t ives  f o r  

each s tudent .  Sixty-six percent  of learning ass i s t ance  teachers  repor t  

developing such objec t ives  f o r  t h e i r  s tudents .  Given the  goals  l i s t e d  

and t h e i r  i n t e r p r e t a t i o n  a s  repor ted  in the  preceding s e c t i o n ,  it is  

reasonable t o  assume t h a t  academic objec t ives  w i l l  be t h e  main focus 

and t h a t  both academic and behavioral  objec t ives  w i l l  r e l a t e  t o  s k i l l s  

necessary f o r  functioning successful ly  i n  t h e  mainstream. This focus 

does l i t t l e  t o  address s tuden t s '  l ack  of s k i l l  and knowledge i n  o t h e r ,  

perhaps more l i f e - r e l a t e d  a reas .  

Te~zcking condl t iom.  In  d iscuss ing d i r e c t  i n s t r u c t i o n ,  it i s  

important t o  examine some of t h e  f a c t o r s  t h a t  a f f e c t  t h i s  major r o l e .  

One f a c t o r  t h a t  s t rongly  a f f e c t s  teaching condit ions i s  the  system used 

t o  a l l o c a t e  funds f o r  iearning ass i s t ance  centers .  One l ea rn ing  ' 



ass i s t ance  teacher  i s  allowed f o r  every 350 s tudents  en ro l l ed  i n  t h e  

school.  Thus, funding i s  granted on the  bas i s  of s tudent  populat ion 

not  s tudent  need. This approach i s  espec ia l ly  hard on small school 

d i s t r i c t s  and r e s u l t s  i n  unequal d i s t r i b u t i o n  of se rv ices  across  school 

d i s t r i c t s .  Another r e s u l t  of t h i s  approach i s  t h a t  f o r t y  percent  of 

l ea rn ing  ass i s t ance  teachers  a r e  part-time which can f u r t h e r  influence 

the  qua l i ty  of se rv ice  (Schwartz, 1979). School p r i n c i p a l s  es t imate  t h a t  

s ix teen  percent  of t h e  s tuden t  populat ion i s  i n  need of s p e c i a l  education 

se rv ices  and s t a t e  t h a t  they do no t  th ink the  a l l o c a t i o n  f o r  learning 

ass i s t ance  cen te r s  i s  adeguate. Teachers corroborate t h i s  s tatement.  

Learning ass i s t ance  teachers  r e p o r t  t h a t  they do not have s u f f i c i e n t  

time f o r  one-to-one i n s t r u c t i o n  and t h a t  t h e i r  i n s t r u c t i o n a l  groups a r e  

too  l a rge .  A number of these  i n s t r u c t o r s  use peer  t u t o r s ,  volunteers  

and/or s tudent  teachers  t o  increase  s tudent  contac t  time. However, 

t h i s  s t r a t e g y  o f t e n  reduces t h e  t eacher ' s  ac tua l  s tudent  contac t  a s  she 

must ass ign  time t o  co-ordinate these  e f f o r t s . '  I n s t r u c t o r s  po in t  o u t  

t h a t  t h i s  lack  of s u f f i c i e n t  i n s t r u c t i o n  time reduces the  e f fec t iveness  

of the  I.E.P. (Schwartz, 1979).  Lack of time genera l ly  a l s o  a f f e c t s  

the  f l e x i b i l i t y  of teaching and programming approaches. Thus both the  
9 

q u a l i t y  and quan t i ty  of i n s t r u c t i o n  is a f fec ted  by i n s u f f i c i e n t  time. 

Experienced l ea rn ing  ass i s t ance  teachers suggest t h a t  a  r a t i o  of 10 t o  

1 2  s tudents  i s  a redsonable load i f  indiv idual  programming i s  t o  be 

e f f e c t i v e .  The l i t e r a t u r e  supports  t h i s  view (Schwartz, 1979). 

r r - ~  - Another f a c t o r  t h a t  a f f e c t s  t h e  working condit ions and suggests  t h a t  
<# ., 

t he  procedure f o r  a l l o c a t i n g  funds must change i s  the  var ied  work load 



found i n  the  secondary l ea rn ing  ass i s t ance  ce'nters.  School p r i n c i p a l s ,  

i n  Schwartz's survey (1979) , po in t  out  t h a t  t h e  work load w i l l  vary 

considerably according t o  the  grade span covered by t h e  l ea rn ing  

ass i s t ance  cen te r ,  t he  cl iversi ty and s e v e r i t y  of d i s a b i l i t i e s  

encountered and the range of the  teacher consul tant  r o l e .  The system 

must allow f r indiv idual  considerat ion of these f a c t o r s  i f  r e a l i s t i c  9 
student/ teach r a t i o s  a r e  t o  be es t ab l i shed  and i f  working condit ions 4 i 
a r e  t o  be conduoive t o  f l e x i b l e  and e f f e c t i v e  programming. Bas ica l ly  

learning ass i s t ance  t eachers ,  r egu la r  teachers ,  and school p r i n c i p a l s  

f e l t  more l ea rn ing  ass i s t ance  cen te r s  and more l ea rn ing  ass i s t ance  s t a f f  - 

were needed t o  meet t h e  needs of learning d isabled  s tuden t s  now being 

served,  and t h a t  many more s tudents  were not rece iv ing he lp  because of , 

l a c k  of f a c i l i t i e s .  I t  i s  c l e a r  t h a t  an . inf lex*ble  funding system i s  a 

major problem i n  i n s t i g a t i n g  a philosophy,of individual ized  education. 

Consultation. The t a sk  of consul ta t ion  i s  genera l ly  accepted t o  
1 

contain the  following components: 

1. Consultation with teachers  regarding 

- s tudent  progress i n  cen te r s  

- program implementation 

- modificat ion of classroom prog- 

- sourcds f o r  teaching mate r i a l s  and s t r a t e g i e s  

- progress of s tudent  a f t e r  completing remediation program. 



2 .  Consultation with counsel lors ,  adminis t ra tors ,  parents  and 

o t h e r  involved agencies regarding: 

- i d e n t i f i e d  s tudent  needs 

- program placement decisions 

- p r o g r b  implementation 

- progress and termination 

B 

3 .  Resource person f o r  school s t a f f  by providing: 

- access t b  s p e c i a l  education mate r i a l s  
p 

- access t o  ' t e s t ing  mate r i a l s  

- workshops and in-service f o r  s t a f f  
, I  

The task  described is  a complicated and time consuming one, and 

it must be viewed a s  playing a major r o l e  i n  any successful  mainstream- 

i n g  program. The expectat ion of the  mainstreaming philosophy i s  t h a t  

t h e  education of t h e  s tudent  w i l l  be a team e f f o r t  involving p r i n c i p a l l y  . 

t he  learning ass i s t ance  teacher and the  regular  classroom teacher .  

Sixty-seven percent  of the  school p r i n c i p a l s  surveyed by Schwartz 

viewed consul ta t ion  a s  the  major cont r ibut ion  of t h e  learning 
* 

ass i s t ance  teacher.  The l ea rn ing  ass i s t ance  teacher i s  expected t o  

provide e x p e r t i s e ,  support ,  and encouragement to ' reguhar  teachers  i n  an .- 
e f f o r t  t o  help them adapt  t h e i r  classrooms to- b e t t e r  meet t h e  needs of 

*- 

" t he  handipapped s tudent .  The u l t imate  goal is  t o  make the  r egu la r  c l a s s -  

room a s u i t a b l e  environment f o r  individual ized  education. However, 

t h i s  concept of i n t e r a c t i o n  and exchange, which must be incorpor t ed  4 
i n t o  the  model of l ea rn ing  ass i s t ance  cen te r s ,  i s  d i f f i c u l t  l o g i s  4 i c a l l y ,  

and threatening psychologically i n  a system of i s o l a t e d  and autonomous s 



,' 

classrooms such as e x i s t  i n  most p u b l i c  secondary schoo l s .  The r e a l i t y  

i n  B.C. secondary schools  is  the  r e g u l a r  t eache r  would p r e f e r  t h a t  t h e  

l e a r n i n g  a s s i s t a n c e  t eache r  t ake  d i f f i c u l t  s t u d e n t s  o u t  of t h e i r  c i a s s -  
r 

rooms, remediate them, and send them back when they a r e  capable of  c o s n g  
' 

with  r e g u l a r  c l a s s , m a t e r i a l  (Schwartz, 1979).  These t e a c h e r s  s e e  the  

r o l e  of  t h e  l e a r n i n g  a s s i s t a n c e  t eache r  a s  t h a t  of consu l t i ng  with them 

regard ing  t h e  p rog res s  o f  t h e  s tuden t  i n  t h e  c e n t e r  and regard ing  t h e  

s t u d e n t ' s  r e e n t r y  i n t o  t h e  r e g u l a r  classroom. According t o  Schwarz's 

survey (1979) many r e g u l a r  t eache r s  were no t  ope? t o  adminis te r ing  

ind iv idua l  educa t ion  programs i n  t h e  classroom, nor were they  comfort- 

a b l e  with t h e  l e a r n i n g  a s s i s t a n c e  t eache r  working i n  t h e  classroom with 

t h e  handicapped s tuden t .  Given t h e s e  r e a l i t i e s ,  it i s  c l e a r  t h a t  t h e r e  

can 2se l i t t l e  team work i n  t h e  secondary schools  a t  p r e s e n t .  The 

l e a r n i n g  a s s i s t a n c e  t eache r  on t h e  o t h e r  hand s e e s  team work a s  

important  t o  success  i n  t h e s e  programs bu t  views h i s h e r  p r e s e n t  r o l e  

as mainly one of d i agnos i s  and remediat ion.  Learning a s s i s t a n c e  

t eache r s  s ee  themselves as only somewhat e f f e c t i v e  i n  t h e  r o l e  of 
-* 

consu l t an t  as t h e  r e g u l a r  t e a c h e r s ,  i n  t h e i r  view, only  t o l e r a t e  advice 

o r  a s s i s t a n c e  i n  a  pas s ive  manner, r a t h e r  than  a c t i v e l y  p a r t i c i p a t i n g  

i n  t h e  consu l t a t i on  p roces s  (Schwartz, 1979) .  

One of t h e  problems c i t e d  by both t h e  l e a r n i n g  a s s i s t a n c e  t eache r s  

qind r e g u l a r  t eache r s  i s  t h e  l a c k  of time a v a i l a b l e  f o r  c o n s t r u c t i v e  

consu l t a t i on .  For ty  pe rcen t  of l e a r n i n g  a s s i s t a n c e  t eache r s  r e p o r t  

t h a t  they  average l e s s  t han  two consu l t a t i ons  a week and t h a t  t h e s e  a r e  

u sua l ly  l e s s  t han  f i f t e e n .  minutes i n  l eng th .  The rushed and' i n f r equen t  



nature of consu l t a t ion  may Q,e one reason f o r  the  negative o r  neu t ra l  

a t t i t u d e  of r egu la r  s t a f f .  An organized and cons i s t en t  approach t o  

consul ta t ion  t h a t  allowed adequate time f o r  learning ass i s t ance  

teachers  and regu la r  teachers  t o  consul t  i s  needed. This would prove 

benef ic i a l  t o  t h e  s tudents  and s t a f f  and could have a  s i g n i f i c a n t  

e f f e c t  on the  a t t i t u d e s  surrounding t h i s  a rea  of se rv ice .  Two separa te  

p o s i t i o n s ,  one of consul tant  and one of d i r e c t  i n s t r u c t i o n  incorporated 

i n t o  the  learning ass i s t ance  model, has been proven t o  increase  the  

e f fec t iveness  of consul ta t ion  and the  o the r  se rv ices  of fered  by these  

programs 

examine 

(Zigmond, 1978) . sec t ion ,  t h i s  t h e s i s  w i l l  

In the n?3 
the importance of consu l t a t ion  qe+qices t o  t h e  l ea rn ing  environ- 

nen t  of the  s tuden t  i n  t h e  secondary system. 

Learning condit ions.  Secondary s tudents  rece iv ing se rv ices  from 

the  l ea rn ing  ass i s t ance  cen te r  can be given remediation e i t h e r  i n  the  
-, 

r egu la r  classroam o r  in t5e  l ea rn ing  ass i s t ance  cen te r .  Each locat ion  

has i t s  own drawbacks. 

A s  discussed i n  the  previoussect ion  on consu l t a t ion ,  t h e  student  

? 

receiving remediation i n  t h e  classroom i s  very o f t e n  not  welcome. 

The inclividualized progran i s  seen a s  an e x t r a  burden by t h e  r egu la r  

teacher and t h i s  inev i t ab ly  must be conveyed t o  t h e  s tuden t ,  Even 

given t h a t  the  teacher  is open t o  t h e  arrangement, the s tudent  i s  

school,  achievenent i s  a  m j o r  f a c t o r  i n  d e t e M i n g  s tudent  s t a t u s .  

-r -nerefore ,  i f  a  s tudez t  i s  seen as l e s s  capable of achieving, t h e i r  

in-teraction w i t h .  feackers and peers is more l i k e l y  t o  hs negative 



(Heron and Skinner,  1981) . Much of the  poss ib le  p o s i t i v e  e f f e c t  of a 

remediation program, the re fo re ,  may well  be mi t iga ted  by a negative 

atmosphere i n  t h e  classroom. These f a c t o r s  w i l l  be problems f o r  the  
I .  

1 

learning-disabled s tudent  u n t i l  indiv idual ized  education i n  the  c l a s s -  - - 

r o m  is t h e  norm (Washburn, 1979) .  

'The0second l o c a t i o n  f o r  remediation, the  l ea rn ing  ass i s t ance  cen te r ,  

i s  a problem because of the  i n f l e x i b l e  nature of t h e  secondary school .  

Withdrawal from t h e  regular  classroom even on a part- t ime b a s i s ,  

. c rea tes  l o g i s t i c  problems f o r  the  system and, the re fo re ,  f o r  the  s tudent .  

Regular mainstream courses have s p e c i f i c  t i n e  lengths  and l ead  t o  and 
' .  

from o the r  courses in t h e  same a r e a  in  a p red ic tab le  and regula ted  
/ 

fashion,  and t he  high school t ime-tabling system i s  designed t o  

accommodate these  courses.  Learning a s s i s t a n c e ,  on the  o the r  hand, i s  

intended t o  be f l e x i b l e  i n  t e r n s  of time and to  allow the  s tudent  t o  

re-enter  i n t o  seemingly unre la ted  courses on an i r r e g u l a r  b a s i s .  

Clear ly ,  these  d i f fe rences  c r e a t e  a c o n f l i c t .  Some high schools ,  i n  an 

at tempt t o  i n t e g r a t e  l e a r n d g  ass i s t ance ,  have begun scheduling i t  i n t o  

the  time-table, but  it still has no concrete l i n k  t o  t h e  r e s t  of the  

course system. Because t!!e r egu la r  courses a r e  time scheduled, it i s  

d i f f i c u l t  for'Jlem t o  accommodate s tudents  from the  l ea rn ing  ass i s t ance  

c e n t e r s ,  who because of t h e i r  absence from the  regu la r  c l a s s  a r e  on a 

"ifferent s c h e d d e ,  It r equ i res  a g r e a t  deal  of co-operation and 

l a m i n g  ketween the  learriing ass i s t ance  teacher  and the regu la r  

'eacher, which, a s  discussed,  does not  genera l ly  e x i s t ,  f o r  the  s tudent  

t o  r een te r  t h e  re@= c l a s s .  I f  t h e  s t u d e n t ' s  time i n  t h e  l ea rn ing  



ass i s t ance  cen te r  i s  t o  be p r o f i t a b l e ,  a reas  such as assigning c r e d i t  

f o r  work done i n  the  l ea rn ing  ass i s t ance  cen te r ,  deciding how much 

missed classroom content  must be covered and es tab l i sh ing  a t e s t i n g  

%- and grading procedure must be agreed upon. I t  i s  important t h a t  t h e  

s tuden t  view h e r  rem%diation a s  an in teg ra ted  and p o s i t i v e  p a r t  of her  

education i f  i t  i s  t o  be e f f e c t i v e  .(Washburn, 1979). The learning 

ass i s t ance  cen te r  cannot be considered an in teg ra ted  p a r t  of the  high 

school system u n t i l  t r a n s i t i o n  from the  learning a s s i s t a n c e  c1ass)o 

the  r egu la r  c l a s s  can k e  accommodated e a s i l y .  The environment described 

above i s  a c o n f l i c t i n g  and confusing one a t  b e s t ,  and, the re fo re ,  i s  

l i k e l y  t o  increase  the  s t u d e n t ' s  f e e l i n g  of a l i e n a t i o n  from the  system. 
_I 

Evaluation 

As  has been previously noted i n  t h i s  t h e s i s ,  s p e c i a l  education 

programs 

I n  order  

must be accountable f o r  the  e f fec t iveness  of t h e i r  services .  
I L 

t o  be accountable, programs must have c l e a r  s tudent  entrance t 

c r i t e r i a  and a thorough evaluat ion process.  However, procedures for  

e s t a b l i s h i n g  such c r i t e r i a  and i n s t i g a t i n g  evaluat ion  have not  been 

cons i s t en t ly  appl ied  in B.C. l ea rn ing  ass i s t ance  programs. 

Student entrance c r i t e r i a  have been s e t  i n  t h r e e  quar t e r s  of  the  

secondary schools and eighty-two percent  of these  schools have s e t  

p r i o r i t i e s  within those  entrance c r i t e r i a  (Schwartz, 1979).    ow ever 

these  c r i t e r i a  vary from school t o  school because few s tudent  entrance 

c r i t e r i a  have been s e t  a t  t h e  school d i s t r i c t  l e v e i .  A s  a r e s u l t  of t h e  

i n d e f i n i t e  approach t o  populat ion d e f i n i t i o n ,  learning ass i s t ance  



se rv ices  i n  B.C. a r e  incons i s t en t  and inequi table  among school d i s t r i c t s  

and a l s o  from school t o  school.  More s p e c i f i c  p rov inc ia l  guidel ines  

i n  these  a reas  would he lp  t o  c o r r e c t  t h i s  s i t u a t i o n  and h e l p  t o  assure  

a more equi table  approach t o  program placement i n  l ea rn ing  ass i s t ance  

cen te r s  throughout the  province. I n d e f i n i t e  population parameters a l s o  

r e s u l t  i n  inappropr ia te  r e f e r r a l s  and placements. Theore t ica l ly ,  

learning ass i s t ance  programs a r e  b e s t  s u i t e d  t o  serve  a s p e c i f i c  popula- 

t i o n .  ~f t h a t  population i s  not  defined c l e a r l y  then se rv ices  w i l l  be 

7 
d i l u t e d  and s tudents  w i l l  rece ive  less e f f e c t i v e  programming. Both the  

'\ n w s tudents  inappropr ia te ly  placed and those f o r  whom the  program i s  

intended s u f f e r  . e 

An example of more s p e c i f i c  c r i t e r i o n  and p r i o r i t i e s  a r e  those 

developed by t h e  Vancouver S k i l l s  Development Centers.  Students  can- 

s ide red  f o r  t h e  program are those experiencing d i f f i c u l t y  coping with 
' 

t h e  regular  Math and/or English program. The p r i o r i t i e s  a r e  s t a t e d  a s  

being s tudents  two t o  th ree  years  behind i n  grade l e v e l ,  problems i n  

;eading before problems i n  math, grade e i g h t  s tudents  o r  s tudents  

r e f e r r e d  from elementary s e r v i c e s ,  and academic over behavior problems. 

There a r e  no s t a t e d  j u s t i f i c a t i o n s  f o r  s e t t i n g  these  p r i o r i t i e s  over 

o the r s ;  however, they a r e  common p r i o r i t i e s  f o r  programs serving t h e  

learning d isabled .  A two t o  t h r e e  year  academic.lag i s  a comon 

determiner of the  learning-disabled adolescent;  reading problems a r e  

genera l ly  accepted a s  being more prevalent  than o t h e r  problem areas .  

Reading problems a r e  a l s o  a p r i o r i t y  because t o  s o  many sub jec t  a reas  i n  

t h e  high school curriculum depend on reading s k i l l s  fok t h e  acqu i s i t ion  



of sub jec t  content .  Grade e i g h t  s tudents  o r  s tudents  from elementary 

l ea rn ing  d i s a b i l i t i e s  programs are o f t e n  given p r i o r i t y  because these  

s tudents  a r e  viewed a s  t h e  most l i k e l y  t o  benef i t  from the  resource room 

se rv ices .  The programs a r e  f r e e  t o  add t o  these  p r i o r i t i e s  o r  adapt  

them t o  s u i t  t h e i r  p a r t i c u l a r  needs. In  t h i s  way f l e x i b i l i t y  i s  main- 

ta ined but  the re  i s  a f i rmer  base l ine  than i s  cur ren t ly  of fered  by the  

province. 

Evaluation of l ea rn ing  ass i s t ance  centers  i s  a l s o  handled a t  the  

school l e v e l  i n  B.C. The majori ty of secondary learning ass i s t ance  

programs approach evaluat ion  i n  an informal manner. Only e ighteen 

percent  r epor t  any type of formal evaluat ion and twelve percent  r epor t  

no evaluat ion a t  a l l .  This low percentage i s  probably due t o  l ack ,o f  

time f o r  and exper t i se  i n  evaluat ion  procedures. The informal evalua- 

t i o n  i s  u ~ u a l l y  i n s t i g a t e d  and processed by the  l ea rn ing  ass i s t ance  

teacher.  They a r e  sometimes a s s i s t e d  by the  p r i n c i p a l ,  classroom 

teacher o r  d i s t r i c t  s p e c i a l  education * s t a f f .  

Learning ass i s t ance  teachers  s t a t e  t h a t  they evaluate  mainly i n  

, order  t o  give themselves d a t a  with which t o  defend t h e i r  exis tence  i n  

t h e  school (Schwartz, 1979).  This need t o  v a l i d a t e  t h e i r  program's 

exis tence  again p o i n t s  t o  the  l ack  of support f o r  l ea rn ing  ass i s t ance  

within the  s e c o n d q  school system. Other important reasons f o r  

evaluat ion c i t e d ,  included assess ing  the  e f fec t iveness  of t h e i r  

teaching approach and providing a r e a l i s t i c  d a t a  base f o r  making con- 

s t r u c t i v e  changes i n  programming. Learning ass i s t ance  teachers  ind i -  

ca ted ,  however, t h a t  the  evaluat ion  process was a f r u s t r a t i n g  one f o r  



them a s  it pointed out  the  needed changes they were o f t e n  not  i n  a  

pos i t ion  t o  i n s t i g a t e .  The 1981 Manual, i n  i t s  evaluat ion  sec t ion ,  

po in t s  ou t  the  necess i ty  f o r  t h e  evaluator  and t h e  decis ion  maker t o  

agree on t h e  format and uses of evaluat ion r e s u l t s  a t  the  o u t s e t  so  

t h a t  the  evaluat ion  r e s u l t s  can be used cons t ruc t ive ly .  The guidel ines  

have indica ted  t h a t  r egu la r  evaluat ion  is  d e s i r a b l e ,  b u t  have n o t  s e t  out  

mandatory expectat ions f o r  t h i s  se rv ice .  

In  t h e  absence of formal evaluat ion da ta ,  Schwartz (1979) asked 

regu la r  classroom teachers ,  l ea rn ing  ass i s t ance  t eachers ,  and school  

principa&~ t o  r a t e  the  adequacy of the  se rv ices  o f fe red  i n  the  l ea rn ing  

ass i s t ance  cen te r s .  The se rv ices  were r a t ed  a s  b a s i c a l l y  adequate i n  

themselves but  t h e r e  was a consensus t h a t  more l ea rn ing  ass i s t ance  

cen te r s  were needed, more learning ass i s t ance  teachers  were needed t o  

s t a f f  t h e  p resen t  c e n t e r s ,  and t h a t  t h e  programs need a more regular  

and formal evaluat ion  procedure. A year ly  evaluat ion  which w i l l  
4 

examine the  appropriateness of  goals  and ob jec t ives ,  the  e f f i cacy  of 

teaching methods and curriculum mate r i a l s ,  s tudent  progress and i d e n t i f y  

t h e  f a c t o r s  responsible f o r  program success and f a i l u r e  i s  needed 

(Armitage, 1979). Through such evaluat ion  l ea rn ing  ass i s t ance  cen te r s  

can assess  and improve t h e i r  e f fec t iveness .  Such an evaluat ion procedure 

should be made mandatory a t  the  provincia l  l e v e l ,  and funding and time 

should be a l l o c a t e d  for t h i s  purpose. 



Conclusion 

I t  i s  obvious t h a t  t h e  l e a r n i n g  a s s i s t a n c e  c e n t e r s  f a c e  many 

problems and l i m i t a t i o n s  i n  t h e  secondary school  system. In s p i t e  of 

t h i s ,  they a r e  provid ing  a  v i t a l  remediat ion s e r v i c e  t o  s t u d e n t s  who 

a r e  f lounder ing  under t h e  demands.of t h e  system. They l a c k  t h e  freedom 

t o  completely i n d i v i d u a l i z e  programming, however, as i n e v i t a b l y  they  

a r e  expected t o  equ ip  t h e  s t u d e n t  f o r  a n  i n f l e x i b l e ,  un indiv idua l ized  

system. One very p o s i t i v e  e f f e c t  of t h e  l e a r n i n g  a s s i s t a n c e  c e n t e r  i s  

t h a t  through i ts  c e n t r a l  sc reening  r o l e  it enabled i d e n t i f i c a t i o n  of  

s tuden t  needs n o t  y e t  addressed by t h e  school  system. For example, one 

r e s u l t  was t h e  r ecogn i t i on  t h a t  t h e  s eve re ly  l e a r n i n g  d i s a b l e d  could 

no t  be adequately served i n  t h e  l e a r n i n g  a s s i s t a n c e  cen te r s .  This , 

r ecogn i t i on  r e s u l t e d  i n  t h e  development of a s p e c i a l  funding category 

by t h e  Government t o  provide s e r v i c e s  f o r  t h e s e  s t u d e n t s .  

Serv ices  f o r  Severely Learning Disabled Adolescents 

Serv ices  s e t  up s p e c i f i c a l l y  f o r  t h e  seve re ly  learn ing-d isabled  

& 

s t u d e n t  a r e ,  a t  p r e s e n t ,  few i n  number. Two programs p r e s e n t l y  

ope ra t ing  i n  t h e  lower mainland w i l l  be discussed. '  Although both 

e s s e n t i a l l y  fo l low t h e  B.C. Government gu ide l ines  and address  t h e  needs 
T 

of t h e  seve re ly  l e a r n i n g  d i s a b l e d ,  they  are q u i t e  d i f f e r e n t  i n  approach. 

The f i r s t  program t o  be discussed  i s  opera ted  by t h e  Burnaby 

School Board (Student  Support Se rv i ces  Manual, Note 1) and i s  t u t o r i a l  

i n  n a t u r e .  It i s  s t a f f e d  by two i t i n e r a n t  l e a r n i n g  d i s a b i l i t i e s  

t e a c h e r s  and seven i n s t r u c t i o n a l  a i d e s .  S p e c i f i c  t r a i n i n g  f o r  t he  



aides ,  i n  t u t o r i n g  learning-disabled s tudents ,  i s  constructed and 
L 

del ivered  by t h e  t w  program i n s t r u c t o r s .  bP 
The tu to r ing  se rv ice  i s  run on a  d i s t r i c t  l e v e l  and s tudents  a r e  , 

r e f e r r e d  f o r  se rv ice  only when se rv ices  of fered  i n  t h e  home school have 

been exhausted. ,The ava i l ab le  s tudent  assessment information is  

co l l ec ted  and reviewed by one of the  i n s t r u c t o r s .  It i s  then presented 

t o  a  screening committee, cons i s t ing  of the  o the r  tu to r ing  teacher ,  

coordinator ,  p r i n c i p a l  and o the r  p e r t i n e n t  s t a f f .  A s  t h e r e  i s  a  wait ing 

l is t ,  the  committee must p r i o r i z e  s tudents  f o r  acceptance i n t o  the  

program. 

The program i n s t r u c t o r s  a r e  responsible f o r  conducting t h e  necessary 

d iagnost ic  t e s t s  and const ruct ing  a  f u l l y  developed individual ized  edu- 

c a t i o n a l  program f o r  each s tuden t .  The program i s  developed i n  conjunc- 

t i o n  with r e l evan t  school s t a f f ,  t h e  s tuden t ,  and pa ren t s .  Each s tudent  

i s  then assigned t o  an inSt ruct iona1 a ide ,  who under the  guidance and 

supervision of t h e  i t i n e r a n t  t eacher ,  implements the  program. The pro- 

gram i s  monitored and adjus ted  on a continual  b a s i s  through weekly 
f 

r epor t s  from the  i n s t r u c t i o n a l a i d e s ,  and progress i s  evaluated a t  l e a s t  

once every th ree  months. The s tudents  receive one-to-one t u t o r i n g  f o r  

one hour per  day, four  t o  f i v e  days pe r  week. The remainder of t h e  day 

i s  spent  e i t h e r  i n  regular  c l a s s e s  with individual ized  programs o r  i n  

modified courses. The s tudent  remains i n  the  program u n t i l  t h e  c r i t e r i a  

s t a t e d  i n  the  I.E.P. a r e  met. This usually i n v o l v e s - t h e  s tuden t  reaching 

grade l e v e l  or an opera t ional  l e v e l  t h a t  allows in tegra t ion  i n t o  r egu la r  

course ma te r i a l s .  The main t h r u s t  of the  program i s  academic remedia- 



t i o n .  Behavior'problems a r e  not considered i n  t h e  o f f i c i a l  ,descript ion 

of t h i s  program. However, th,e s t a f f  f e e l  t h a t  t h e  cons i s t en t ,  p o s i t i v e  

i n t e r a c t i o n  with the  t u t o r  and the  p o s i t i v e  r d s u l t s  from the  program 

have an ameliorat ing e f f e c t  on t h e  behavior p a t t e r n s  of these  s tudents  

a s  demonstrated through improved attendance and higher motivat ional  

l e v e l s .  

NO formal evaluat ion of t h i s  program has be'en conducted. However, ' , 

* severa l  observations i n  terms of i t s  l imi ta t ions  can be made. F i r s t ,  

t h i s  program i s  s t r i c t l y  an academic gpainstream approach t o  remediation, ' .  
an approach t h a t  i s  not  l a r g e l y  supported by the  l i t e r a t u r e  f o r  t h e  

severe ly  learning-disabled adolescent .  Also the  program can be expected 
+ 

t o  have l imi ted  f l e x i b i l i t y  i n  t h a t  it i s  c lose ly  r e l a t e d  t o  the  main- 

stream, must follow s t r i c t  time schedules,  and is  a  s e t  program 

administered i n  i s o l a t i o n  by a  t r a ined  a s s i s t a n t .  In add i t ion ,  the  need 

f o r  s o c i a l i z a t i o n  t r a i n i n g ,  s t rong ly  i n p a t e d  i n  the  l i t e r a t u r e  f o r  t h e  

severe ly  learning d isabled ,  i s  n o t  addressed by t h i s  program. In f a c t ,  

t he  i s o l a t e d  nature  of the  remediation process allows l i t t l e  opportunity 

f o r  monitored s o c i a l  i n t e r a c t i o n .  The program, although it may supply 

needed remediation se rv ices ,  i s  a  very compartmentalized approach t o  

remediation t h a t  addresses only one por t ion  of the  problem. . - 
L-, 

Another example of  program developed s p e c i f i c a l l y  f o r  the  severe ly  

l ea rn ing  d isabled  a r e  t h e  Extended S k i l l s  Development Centers i n s t i g a t e d  

by the  Vancouver School Board (Ke t t l e ,  1980). These programs follow t h e  

resource room de l ive ry  model but  a r e  an extension of t h i s  se rv ice  in  
* 

terms of i n t e n s i t y  of i n s t r u c t i o n  and time spent  i n  remediation. There 



a re  two Extended S k i l l  Development Centers e s t ab l i shed  i n  two separa te  

high schools and they a r e  operated on a d i s t r i c t  l e v e l .  Each c e n t e r '  

e n r o l l s  a maximum of twelve s tudents  and opera tes  with one learning- 

A 

d i s a b i l i t i e s  teacher .  Students a r e  r e fe r red  t o  the  cen te r  by the  school- 

based team a f t e r  a f u l l  assessment has been completed and pa ren ta l  con- 

s e n t . h a s  been obtained.  Only i f  a l l  s p e a i a l  and regular  educational  

f a c i l i t i e s  i n  the  home school a r e  considered inappropr ia te  a r e  s tudents  

r e f e r r e d  t o  t h e  Extended S k i l l s  Development Centers. All f i n a l  decis ions  
/- 

r - -:-- 
regarding placement i n  the  centers  a r e  ggde by the  c e n t r a l  screening 

- 
' I  

- ,  committee. The placement c r i t e r i a  include s tudents  t h a t  a r e  13  - 16 

years ,of age, a r e  of normal i n t e l l i g e n c e ,  have a p o s i t i v e  a t t i t u d e  toward 

school ,  and have perceptual  o r  cognit ive problems a t t r i b u t e d  t o  a learn-  

ing  , d i s a b i l i t y .  

The s tudents  a r e  enrol led  i n  a home room c l a s s  and i n  any academic 

sub jec t s  o r  appropr ia te  e l e c t i v e  sub jec t s  with which they can cope. 

The s tudents  genera l ly  spend ha l f  the  day i n  the  center  t o  begin with;  

however, t h i s  can vary according t o  the  individual  need perceived. 

~ n d i v i d u a l  p r e s c r i p t i v e  teaching programs a r e  developed by t h e  learning- 

d i s a b i l i t i e s  teacher  f o r  each s tudent  and del ivered  i n  both individual  

and group s e t t i n g s .  The primary focus i s  academic remediation but  

the  development of appropriate s o c i a l i z a t i o n  s k i l l s  and improvement of 

s e l f  -concept i s  a l s o  a concern. Ins t ruc to r s  a r e  expected ' t o  f u l f i l l  t he  

r o l e s  of assessment, d i r e c t  i n s t r u c t i o n  and consul ta t ion  a s  discussed i n  

terms of learning ass i s t ance  cen te r s .  

The two centers  were evaluated (Ke t t l e ,  1980) i n  an e f f o r t  t o  



k describe the  funct ions  of the  cen te r s ,  a s sess  the  programs' success,  

and provide information f o r  fu tu re  planning. Teachers, pa ren t s ,  - 
s tudents  and the  consul ta t ion  team were surveyed and, i n  genera l ,  

t h e  response t o  t h e  program was pos i t ive .  Generally s tudents  improved 

i n  t h e  academic a r e a s ,  and improvem@nt i n  t h e  a f f e c t i v e  a reas  was a l s o  

noted by s tuden t s ,  teachers  and parents .  

Although the  c t i o n  t o  the  program was p o s i t i v e ,  there  
P 

were a  number of areas  i d e n t i f i e d .  I n  terms 'of 

r e f e r r a l ,  t he re  over t h e  length of t i m e  s tudents  " 

had t o  wai t  t o  obta in  i n i t i a l  assessment. The length  of time a l loca ted  

f o r  remediation was a l s o  a  concern. Ins t ruc to r s  i n  both Centers f e l t  

t h a t  one year  i n  the  program was i n s u f f i c i e n t  f o r  s tudents  with very 

severe problems. I t  was a l s o  noted t h a t  consul ta t ion  time was i n s u f f i -  -2 

c i e n t .  This r e s u l t e d  i n  t h e  r egu la r  teachers not  being cognizant of 

t h e  s t u d e n t ' s  needs o r  of t h e  program's function.  Communication with 

'parents  was a l s o  considered i n s u f f i c i e n t .  ALthough behavior and 
d 

s o c i a l  problems a r e  not among the  entrance c r i t e r i a ,  i n s t r u c t o r s  i n  both 

Centers i n d i c a t ~ d  a  need f o r  a  fu l l -year  program o r  individual  and/or 

group counsel l ing t o  he lp  s tudents  i n  these  a r e a s ,  thus ind ica t ing  t h a t  

the  provis ions  made now a r e  not  s u f f i c i e n t .  I t  w a s  indica ted  i n  t h e  
+,: 

evaluat ion t h a t  t h e  demand f o r  these  se rv ices  was g r e a t e r  than the  two 

e x i s t i n g  cen te r s  could handle and two add i t iona l  cen te r s  were planned 

f o r  t h e  1981 school F i n a l l y ,  t h e  program i n s t r u c t o r s  emphasized 

the need f o r  more appropr ia te  a l t e r n a t i v e  placements f o r  s tudents  upon 

leaving the  Centers. Only f i v e  of t h e  twenty-nine s tudents  served i n  



these  cenLers during the  1979/1980 academic year  were f u l l y  in teg ra ted  

i n t o  the  mainstream by t h e  autumn of 1980. The program i n s t r u c t o r s  

indica ted  t h a t  s tudents  experienced d i f f i c u l t i e s . b o t h  academically and 

s o c i a l l y  upon-re-entry i n t o  the  r egu la r  system. I t  appears t h a t  the  

r egu la r  classroom is no t  an appropriate a l t e r n a t i v e  f o r  a very l a rge  

percentage of these  s tudents .  Given the  above observations it i s  

reasonable t o  specula te  t h a t  appropriate a l t e r n a t i v e s  f o r  these  s tudents  

would have t o  incorpora te  curriculum o t h e r  than academic and o f f e r  a 

more support ive environment than i s  present ly  ava i l ab le  i n  t h e  r egu la r  

classrodm. 

Although these  programs show a s l i g h t l y  broader focus than t h e  
b 

Burnaby program, i n  t h a t  they address the  need f o r  s o c i a l i z a t i o n  s k i l l s ,  - 

it i s  s t i l l  b a s i c a l l y  an academically o r i en ted  mainstream program. As 

such, the  c l a s s i c  problems o f  l ack  of time f o r  remediation and consulta- 

t i o n ,  and problems i n t e g r a t i n g  t h e  s tudents  i n t o  t h e  mainstream a r e  

evident .  
3 

The emphasis on academic remediation and mainstreaming r e s t r i c t s  
t 

i c e s  f o r  t h e  learning-disabled adolescent  i n  B.C. Not only a r e  

e rv ices  focused i n  t h e  d i r e c t i o n  of mainstrearning, b u t  planned 

f u t u r e  s e r v i c e s i a s  wel l .  Present  services  must be compared t o  se rv ices  

indica ted  a s  necessary i n  t h e  l i t e r a t u r e ,  and p lans  must be made t o  

address s tudent  needs p resen t ly  ignored. 7 
1- 



Gaps i n  Service 

0 
The l i t e r a t u r e  ind ica tes  t h a t  the  learning-disabled adolescent  

r equ i res  a range of se rv ices  t h a t  w i l l  teach bas ic  academic s k i l l s ,  

address career  education and t r a i n i n g  needs, provide a funct ional  

a 
curriculum and address the  s o c i a l i z a t i o n  probleins s o  o f t e n  found i n  

t h i s  population (Cruickshank e t  a l . ,  1980; Wiederholt, 1978a). In B.C. 4 

presen t ly ,  a s  s t a t e d  above, academic r d i a t i o n  is  t h e  prime focus of ""t B 

a l l  learning-disabled adolescent  services .  This obviously covers only - 
a very small por t ion  of t h e  se rv ices  indica ted  a s  necessary. 

The Government, i n  i t s  1981 Manual of P o l i c i e s ,  Procedures and 

Guidelines, i n d i c a t e s  t h a t  spec ia l  education s tudents  should have the  

same range of  se rv ices  afforded the  regular  s tudent  which would include 

vocat ional  education and work-placement programs. They a l s o  ind ica te  

t h a t  curriculum must be a l t e r e d  appropr ia te ly  f o r  the  s p e c i a l  education 

s tuden t ;  However, no funding a l l o c a t i o n  has been made ava i l ab le  f o r  such 

se rv ices  f o r  the  learning-disabled adolescent i n  the  Manual. Career 

education and t r a i n i n g  a r e  addressed i n  the  r egu la r  high school curr icu-  

l u m ,  but  mainstream courses i n  t h i s  a rea  must be adapted i f  they a r e  t o  

appropr ia te ly  address the  needs of the  learning-disabled adolescent .  

The o the r  two curriculum content  a reas  mentioned above, funct ional  c u r r i -  

culum and s o c i a l i z a t i o n  t r a i n i n g ,  a r e  not ava i l ab le  through t h e  regu la r  

high school curriculum nor a r e  they addressed by t h e  l e a r n i n g - d i s a b i l i t i e s  

programs i n  B.C. Although these  a reas  of c u r r i c u l a a r e a v a i l a b l e  i n  some 

spec ia l  education programs, they a r e  not  f o c i  i n  programs es tab l i shed  

f o r  the  learning-disabled adqlescent .  The mainstreaming nature  of 



l e a r n i n g - d i s a b i l i t i e s  se rv ices  i n  B.C. tends t o  narrow t h e  focus of 

these  se rv ices  t o  academic remediation. 

There i s  a need f o r  an a l t e r n a t i v e  environment, t h a t  is r e l a t i v e l y  

unfe t tered  by t h e  r e s t r i c t i o n s  of the regular  high school ,  to-address  

t h e  a reas  of self-concept  and s o c i a l  s k i l l s  f o r  the  learning-disabled 

adolescent  (Vancouver School Board, Note 2 ) .  One of t h e  Government's 

s t a t e d  gbals  i n  t h e  1981 Manual i s  t o  ensure t h a t  appropriate-' 

a l t e r n a t e  s e t t i n g s  a r e  ava i l ab le  t o  meet individual  needs a s  i d e n t i f i e d .  

A t  p resent  the  se rv ices  f o r  learning-disabled adolescents  do not  meet 

t h i s  s t a t e d  goal ,  and do not  meet the  f u l l  ran  e of needs recognized d 
f o r  t h i s  population. 

A s  money is  a major f a c t o r  i n  providing new programming it may be 

productive t o  examine p resen t ly  ava i l ab le  programs f o r  p o t e n t i a l  i n  

meeting the  unaddressed needs of  t h e  learning-disabled adolescent .  

The Al ternate  Rehabi l i ta t ion  Program, a widespread, well-established 

program present ly  funded j o i n t l y  by t h e  Special  Programs Branch and the  

Ministry of Human Resources, could quickly and e f f e c t i v e l y  expand the  - 

se rv ices  present ly  ava i l ab le  t o  t h e  learning-disabled adolescent  i n  B.C. 

This program has a f l e x i b l e ,  indiv idual ized  approach t o  programming 

and a philosophy t h a t  allows f o r  individual  expression and encourages 

individual  development. I t  p resen t ly  addresses a population with 

s i m i l a r  needs t o  those of the  learning-disabled adolescent  and, 

t he re fo re ,  conceivably i t s  goals  would address the  needs of the  

learning-disabled adolescent .  It o f f e r s  an a l t e r n a t e  s e t t i n g  t o  the  

regular  secondaq-h igh  school and p laces  a heavy emphasis on improving 



self-concept  and s o c i a l i z a t i o n  s k i l l s .  I t  a l s o  o f f e r s  v a r i e d  curriculum 

content  and teaching  approaches t h a t  a r e  r e l e v a n t  t o  t h e  needs of t h e  

learn ing-d isabled  ado le scen t .  The Al t e rna t e  R e h a b i l i t a t i o n  Program is  

a v a i l a b l e  i n  a l l  b u t  s i x  school  d i s t r i c t s  i n  B.C.; it would r e q u i r e  

l i t t l e  a l t e r a t i o n  t o  address  i t s e l f  d i r e c t l y  t o  t h e  fearning-disabled 

adolescent  and t h e  Di rec to r  of Spec ia l  Education has recommended t h a t  

t h e s e  programs be expanded (Csapo & Gi t t ens ,  1979).  

In  the  next  s e c t i o n  of t h i s  t h e s i s ,  f a c t o r s  t h a t  d i f f e r e n t i a t e  

t he  Al te rna te  R e h a b i l i t a t i o n  Programs from mainstream programs and make 

them a s u i t a b l e  environment f o r  t h e  learn ing-d isabled  adolescent  w i l l  

b e  discussed.  F i r s t ,  t he  h i s t o r y  and phi losophy,  two of t h e  f a c t o r s  

t h a t  h e l p  s e t  t h e  Al t e rna t e  -=habi l i ta t ion  Programs apart from t h e  

mainstream, w i l l  be d iscussed .  Secondly t h e  g o a l s ,  s t u d e n t  popula t ion ,  

environment, and curr iculum and programming approaches w i l l  be descr ibed  
P 

and their relevance t o  Lle  learn ingid isab led  adolescent  w i l l  be d e t e r -  

x ined .  Next, t h e  problem a r e a s  a s soc i a t ed  w i t  t h e  A l t e rna t e  Rehabi l i -  

t a t i o n  Programs w i l l  be d iscussed  and f i n a l 1  a suggested o u t l i n e  f o r  an B* 
Al te rna t e  Rehab i l i t a t i on  Program, s p e c i f i c a l l y  app ropr i a t e  t o  t h e  

learn ing-d isabled  ado le scen t ,  w i l l  ke given. 



Chapter Seven 

ALTERNATE REHAB I LITATION PROGRAMS 

History 

* 
- A  br ie f  knowledge of t h e  h i s t o r y  and development of Al ternate  

Rehabi l i ta t ion  Programs i s  important i n  understanding t h e i r  p resen t  

philosophy and approach. The f i r s t  important f a c t  i n ' t h e i r  h i s t o r y  

i s  t h a t  they developed separa te ly  from the  school system. The f i r s t  

programs developed i n  t h e  e a r l y  1970's from a ' g rass roo t s '  cornunity 

c o n a r n  f o r  youths t h a t  had l e f t  o r  been expelled from the  school  

system. Services t h a t  addressed t h e i r  s o c i a l  and educational  problems 

were deemed e s s e n t i a l  i f  t hese  young people were t o  become responsible 

and cans t ruct ive  members of t h e i r  community (Csapo & Gi t t ens ,  1979) .  

The c m p l e t e  separa teness  of these  programs from the  regu la r  school 

system w a s  considered an important f a c t o r  i n  t h e i r  success &cause 

they were addressing s tudents  t h a t  t h e  system had f a i l e d .  The secondary 

school system evoked ext repely  negative f ee l ings  from t h i s  t a r g e t  popu- 

l a t i o n  and a d i s t i n c t l y  d i f f e r e n t  atmosphere and s e t t i n g  were e s s e n t i a l  

in gaining the  t r u s t  and co-operation of  these  s tudents .  I n  addi t ion  

t o  e s t a b l i s h i n g  a d i s t i n c t  educational  environment, the  founders of 

these  a l t e r n a t e  programs proposed to address the social, educational  

and persort& problems of  t h e  s tuden t s  in these  programs. The r e s t r i c t i v e  

and i n f l e x i b l e  nature of t h e  high school a r e  two f a c t o r s  which would 

have made it difficult, i f  n o t  impossible t o  implement the  h o l i s t i c  
- 

approach t o  education ado2ted by these  programs. 



Unfortunately, funding w a s  a major problem f o r  these  i n i t i a l  

- programs. The i n i t i a l  a l t e r n a t e  education programs' were financed with 

\ short-term f e d e r a l  funding such a s  I o c a l  I n i t i a t i v e  Program (LIP) 

gran t s  o r  temporary l o c a l  funds. Many of the  e a r l y  programs ended 

because of unre l i ab le  funding. Despite these problems however, fo r ty -  

two programs e x i s t e d  by 1974 (Csapo & Poutt ,  1974). The Ministry of 

Education a t  t h i s  t i m e  e s t ab l i shed  a pol icy  which s t a t e d  t h a t  f ede ra l  

g ran t s  were no longer  t o  be used t o  support  i n s t r u c t i o n a l  programs, 
\ 

thus  c u r t g l i n g  the  growth of  these  programs ou t s ide  of t h e  school 

system. They s t a t e d  t h a t  i f  t hese  programs were necessary f o r  a sub- 

s t a n t i a l  por t ion  of  school aged c i t i z e n s ,  then t h e  pub l i c  school  system 

must reorganize and a l l o c a t e  funds accordingly (Csapo, 1973). This 

d i r e c t i v e  r e s u l t e d  i n  another  important po in t  i n  the  development of 

these  programs. I t 'provided the  impetus to found the j o i n t  funding 

of Alternate Rehab i l i t a t ion  Programs by the  Ministry of Human Resources 

and the  Department of Education (Csapo, 1973) . 
This j o i n t  funding was unique i n  school funding. The Rehabil i ta-  

t i o n  Programs a r e  s t i l l  t h e  only s p e c i a l  education programs with such 

funding. This involvement allows f o r  a unique combination o f  se rv ices  

t o  b,e o f fe red  and a low s t a f f / p u p i l  r a t i o  i n  these  programs. There i s  

one s t a f f  member s o l e l y  responsib le  f o r  education and one f o r  s o c i a l  

in t eg ra t ion .  Addit ionally,  the re  i s  o f t e n  a teaching a s s i s t a n t .  The 

~*n i s t ry  suggests  t h a t  such j o i n t  involvement i s  very appropriate 

and should be encouraged on a l a r g e r  s c a l e  (Province of B r i t i s h  

Columbia, 1981). Present ly ,  t h e r e  a r e  a few programs, such a s  Step-up 



i n  Vancouver, t h a t  are a f f i l i a t e d  with t h e  Ministry of Attorney General 

( C s a p  & Agg, 19741, and some, such a s  Shaf t  i n  Coquitlam (Note 3 )  

t h a t  a r e  funded by a l l  t h ree  Minis t r ies .  Csapo and Gi t tens  (1979) 

suggest  t h a t  t h e  Ministry of Health would be another appropr ia te  

a f f i l i a t i o n  f o r  these  programs. I f  the  aim of education is t o  address 

the needs of the  s tuden t  i n  a realistic and h o l i s t i c  manner, then  such 
c 

j o i n t  involvement i s  long overdue. 

With regu la r  funding es tab l i shed ,  the  number of  programs more 

than doubled from 1974-1978. I n  1979, 105 programs ex i s t ed .  This wide 

- spread and rapid  increase  i n  programming ind ica tes  the  r e a l  and sub- 

s t a n t i a l  need being met by these  prognams (Csapo & Gittens, 1979). 

The Alternate Rehabi l i ta t ion  Program, with i t s  well-rounded 

approach t o  education i s  eminently s u i t e d ,  both p resen t ly  and p o t e n t i a l l y ,  

t o  begin t o  provide a f u l l e r  range of  se rv ices  t o  t h e  learning-disabled 

adolescent .  Some of t h e  program components t h a t  make t h i s  t r u e  w i l l  be 

explored i n  the  remainder of t h i s  sec t ion .  

Philosophy 

The independent o r i g i n  of Al ternate  Rehabi l i ta t ion  Programs and 

t h e i r  h o l i s t i c  approach, which r e s u l t e d  in j o i n t  funding from.the 

m i n i s t r i e s ,  were instrumental  i n  shaping t h i s  unique non-mainstreaming 

model a s  it presen t ly  exists within the school system. The philosophy 

of these  programs a l s o  s e t s  them a p a r t  from the  mainstream. ' I t  i s ,  a s  

would be expected, s tuden t  centered.  It is  based on the  r i g h t  of each 

individual  t o  an appropr ia te  education and recognizes the  r i g h t  of t h a t  

ind iv idua l  t o  h d i f f e r e n t  from the  es t ab l i shed  'norm'. It states t h a t  



. . 
it i s  the  r e s p o n s i b i l i t y  of the  system t o  educate,  and t h a t  devia t ions  

i n  behavior o r  academic a b i l i t y  a r e  not  acceptable reasons f o r  abandon- 

ing  the  s tuden t ' s  education (Csapo & Gi t t ens ,  1979). This philosophy 

i n t e r p r e t s  education as  a l i b e r a t i n g  experience, one t h a t  helps the  

s tudent  t o  l e a r n  about he r se l f  and soc ie ty ,  ga ther  knowledge, work 

c r e a t i v e l y  with it, and thereby come t o  know h e r  own t a l e n t s  and 

l i m i t a t i o n s  and how t o  b e s t  u t i l i z e  t h i s  knowledge. I t  would have 

education focus on how lea rn ing  can complement the  s tuden t ,  not  on how 

the  s tudent  can f i t  i n t o  a l ea rn ing  system. Moreover, t h e  philosophy 

of  k t se programs s t a t e s  t h a t  t h e  system must provide t h e  required 

a l t e r n a t i v e s  t o  the  conventional system and f ind  ways t o  develop the  

p o t e n t i a l  of each c h i l d  (Csapo & Gi t t ens ,  1979). 

The recognit ion of s tudent  d i f f e rences ,  t h e  r e s p o n s i b i l i t y  of t h e  

system to address these  d i f fe rences ,  and the  need f o r  a l t e r n a t i v e  

approaches t o  educa t ion-a re  a l l  p a r t i c u l a r l y  p e r t i n e n t  t o  the  education 

of the  learning-disabled adolescent .  This student-centered philosophy , 

is  bas ic  t o  a l l  Al ternat ive  Rehabi l i ta t ion  rograms. However, because 

L / 
these  programs a r e  f l e x i b l e ,  and operate independently, t h e  philosophy 

and s p e c i f i c  goals  o f  each program a r e  individual ly  devised according . 

t o  the  s tudents  served and the  opera t ional  environment. 

Student Population and G o a s  

The c h a r a c t e r i s t i c s  and needs of +e s tudent  population d i c t a t e  

the  goals  s e t  by t h e  Alternate ~ e h a b i l i t a t i o n  rogram. Therefore the  9 
s tuden t  c h a r a c t e r i s t i c s  w i l l  be described f i r s t  and then the  goals  



ensuing from these  c h a r a c t e r i s t i c s  w i l l  be discussed. 

Student Population 

These s tudents  have been described as  those who a r e  unable t o  

cope i n  the  mainstream academically, s o c i a l l y  and/or emotionally. They 

a r e  the  dropouts o r  p o t e n t i a l  dropouts and del inquents  i n  each d i s t r i c t  

(Csapo & Git tens ,  1979). There a r e  many v i s i b l e  s igns  of the  s t u d e n t ' s  

i n a b i l i t y  t o  cope. Academically, they genera l ly  d isplay  a t  l e a s t  a 

two t o  three  year l a g  i n  bas ic  s k i l l s  areas.  They a l s o  e x h i b i t  a poor 

self-concept ,  low motivat ion and show discouragement and f r u s t r a t i o n  i n  

r eac t ion  t o  t h e i r  l ack  of success i n  the  learning s i t u a t i o n .  These 

negative f ee l ings  o f t e n  r e s u l t  i n  behavior problems o r  maladjustment. 

Categor ica l ly ,  these  s tuden t s  are most f requent ly  r e f e r r e d  t o  a s  

s o c i a l l y ,  emotionally, and behavioral ly maladjusted o r  a s  learning 

d isabled  (Csapo & Git tens ,  1979). This desc r ip t ion  i s  very s i m i l a r  t o  ' 

t h a t  given i n  the  l i t e r a t u r e  f o r  t h e  severe ly  learning-disabled 

adolescent .  

The s t rong s i m i l a r i t i e s  between the  Al ternat ive  Rehabi l i ta t ion  

Program populat ion and the  learning-disabled adolescent  populat ion i n  

terms of c h a r a c t e r i s t i c s ,  needs, and response t o  remediation would sug- 

g e s t  t h a t  these  populat ions might b e n e f i t  from similar programming. 

For ins tance ,  two-to-three yea r  gains i n  academics over a t e n  month 

per iod  have been repor ted  f o r  s tuden t s  i n  Al ternat ive  Rehabi l i ta t ion  

Programs (OK Eas t  Al ternate  School, Note 4 ) .  S imi lar  ga ins  a r e  c i t e d  

by Goodman (1978) a s  t y p i c a l  of learning-disabled adolescents .  This 

r ap id  gain would suggest t h a t  n e i t h e r  group had been working t o  poten- 



t i a l  i n  the  system and t h a t  both benef i t  from a l t e r n a t e  s e t t i n g s .  

~ l s o ,  the  combination of behavior and academic problems i s  t y p i c a l  of 

both populat ions.  In  add i t ion ,  improvement academically f o r  the  s tudent  

i n  the  a l t e r n a t e  school appears ??o be interdependent with the  improvement . 

of self-concept and social-readjustment (Csapo & Gi t t ens ,  1979) a s  has 

o f t en  proven the  case f o r  the  learning-disabled (Weiss & Weiss, 1974). 

I t  i s  recognized t h a t  not  a l l  s tudents  with behavior problems 

have l ea rn ing  d i s a b i l i t i e s ,  nor do a l l  learning-disabled adolescents  

d i sp lay  behavior problems. However, given the  s i m i l a r i t i e s  described 
8 

above, it seems reasonable t o  'assume t h a t  the re  i s  an overlap between 

the  learning-disabled population and population of the  Al ternate  

~ e h a b i l i t a t i o n  Programs. In  any case ,  the  c h a r a c t e r i s t i c s  and needs of 

these  populat ions a r e  s o - s i m i l a r  t h a t  the  Al ternate  Rehabi l i ta t ion  

Programs, having demonstrated a successful  approach with t h e i r  popula- 

t i o n  (Csapo & Gi t t ens ,  19791, c l e a r l y  present  a p o t e n t i a l l y  appropriate 

placement f o r  the  learning,-disabled adolescent.  In  the  following d i s -  

/ 

cussion of the  goa l s ,  env~ironment and curriculum of the  Al ternate  

Rehabi l i ta t ion  Program, it w i l l  became c l e a r  t h a t  the  aims and se rv ices  

of these  programs a r e  extremely wel l  s u i t e d  t o  meeting the  needs of the  

learning-disabled adolescens as  i d e n t i f i e d  i n  t h e  l i t e r a t u r e .  

Program Goals 

A s  s t a t e d  above, the  goals  set by these  programs d i r e c t l y  r e f l e c t  

t h e  needs of the  s tudents .  One of t h e i r  s t ronges t  needs i s  t o  improve 

t h e i r  self-image. I n  the  1978 survey t h e  s tudents  described themselves 

a s  'dumb', 'unable t o  cope ' ,  and ' o u t  of p lace '  (Csapo & Gi t t ens ,  1979). 



This low self-esteem i s  bas ic  t o  the  a l i ena t ion  and f r u s t r a t i o n  they 

experience i n  the  learning s i t u a t i o n .  Therefore, one of the  c e n t r a l  

goals  of the  Al ternate  Rehabi l i ta t ion  Programs i s  t o ' r a i s e  t h e  s t u d e n t ' s  
\ 

self-concept .  This is  a l s o  a  f requent ly  quoted goal  of learning- 

Q d i s a b i l i t i e s  programs. Many of t h e  goals  s t a t e d  by individual  programs 

r e l a t e  t o  increas ing the  s t u d e n t ' s  s e l f  concept. Some examples a r e :  

inc reas ing  decision-making s k i l l s  (Byng S a t e l l i t e ,  Note S), breaking 

p a t t e r n s  of f a i l u r e  (Riley Park, Note 6;  Shaf t ,  Note 3) and developing 

a sense of usefhlness and belonging i n  the  community (Shaf t ,  Note 3; . -  
\ 

Kumtucks, Note 6;  Vinery, Note 6 )  and improving in te rpe r sona l  and 

s o c i a l  s k i l l s  (Chilliwack, Note 7 ;  Kumtucks, Note 6 ) .  This c e n t r a l  

focus on goals  pe r t a in ing  t o  personal  growth i s  quoted as one of t h e  

main reasons f o r  t h e  success of these- programs (Csapo & Gi t t ens ,  1979). 

A focus on personal development i s  bas'ic f o r  the  learning-disabled 

adolescent  a l s o ,  but  it i s  n o t  d i r e c t l y  addressed p resen t ly  i n  B.C. 

programs f o r  the  l ea rn ing  d isabled .  

Other p e r t i n e n t  goals  i n  Al ternate  Rehabi l i ta t ion  Programs focus 

on the  growth o f  academic and ca ree r  s k i l l s .  These goals  include:  

rernediating bas ic  academic s k i l l s  and bringing the  s tudent  t o  a  grade 

t e n  l e v e l ,  providing work experience,  ca ree r  t r a i n i n g  and education 

and/or t r a n s i t i o n  t o  employment, and/or preparing t h e  s tudent  f o r  re-  

en t ry  i n t o  the  r egu la r  high school.  These have a l l  been recognized a s  

acceptable goals  f o r  the  Al ternate  Rehabi l i ta t ion  Programs and the- 

emphasis on any one of them v a r i e s  among programs. I t  is  very important 

$ to  note ,  however, t h a t  t h e  Ministry,  i n  the  1981 guidel ines  f o r  



M t e r n a t e  Rehabi l i ta t ion  Programs has emphasized the  goal of re-entry.  
uc 

Given t h e  o r i g i n a l  i n t e n t  of these  programs and the  c h a r a c t e r i s t i c s  

of t h e i r  s tudents  t h i s  seems an inappropr ia te  emphasis. 

Re-entq  i s  no t  t h e  goal  being emphasized by the  s t a f f  i n  the  

Al ternat ive  Reh-abilitation Programs. I n  f a c t ,  it i s  c l e a r l y  pointed 

ou t ,  i n  a follow-up study of the  Vancouver School D i s t r i c t  Al ternate  

Rehabi l i ta t ion  Programs (Brenner, 1978) , t h a t  many o f  t h e  s tudents  i n  

these  programs simply do no t  l e a r n  success full^ i n  the  r egu la r  c l a s s -  

room environment and t h a t ,  t he re fo re ,  re-entry is.not an appropr ia te  

goal f o r  them. The study emphasizes t h a t  these s tudents  need an 

environpent t h a t  i s  support ive,  personal ,  and individual ized .  I t  i s  

s t r e s s e d  t h a t  the  s t u d e n t ' s  education should not  be c u r t a i l e d  because 

'. 
of these  needs. This i s  o f t e n  t h e  case p resen t ly ,  a s  Al ternate  

Rehabi l i ta t ion  Programs a r e  only allowed t o  educate t o  the  grade t e n  

l e v e l .  Pas t  t h i s  l e v e l  t h e  s t u d e n t ' s  a l t e r n a t i v e s ,  a p a r t  from the  

regu la r  secondary system, a r e  severe ly  l imi ted .  Only n ineteen out  of 

two hundred and ninety-four s tudents  contacted i n  t h i s  follow-up study 

were successful ly  re- in tegra ted  i n t o  the  regular  system. ,As i s  the  case 

i n  deal ing  with learning-disabled s tuden t s ,  the  mainstream w i l l  have t o  

be  changed s i g n i f i c a n t l y ,  i n  terms of i t s  a b i l i t y  t o  ind iv idua l i ze  and 

be  f l e x i b l e ,  before it w i l l  provide an appropriate environment f o r  these  

s tudents  (Brenner, 1978).  Re-entry may be a f e a s i b l e  goal f o r  a small  

number of these  s tudents  and should, the re fo re ,  be an option ava i l ab le  

t o  them. However, it i s  inappropr ia te  f o r  the  majori ty of t h e  Al ternate  

Rehabi l i ta t ion  Program's population and, the re fo re ,  should not  be 
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.emphasized'=as a 

programs, which 

t i o n  of  many of  

major program goal .  The unique environment of these  

w i l l  be discussed next ,  is  instrumental  i n  t h e  r e a l i z a -  

.,- 
t h e  program goals  discussed. 

* - - * 

Environment 

Students and s t a f f  i n  both t h e  Vancouver Follow- Study (Brenner, PS 
1978) and the  1979 Survey (Csapo and Git tens)  , name individual  a t t en -  

t i o n  and t h e  informal i ty ,  f l e x i b i l i t y  and accgeptance i n  the  environment 

a s  t h e  most p e r t i n e n t  f a c t o r s  i n  the  programs' success.  These a r e  

q u a l i t i e s  genera l ly  not  ava i l ab le  i n  the  mainstream and a r e  seen a s  

necessary i n  t h e  successful  education of The Al ternate  RehabiliTation 

Program' s s tuden t  populat ion.  eacher-student r a t i o  and the  %" f a c t  t h a t  the  programs a r e  e s t a b l i s  ed i n  separa te  q u a r t e r s  from t h e i r  

parent  secondary school a r e  two main f a c t o r s  i n  t h e i r  r e a l i z i n g  such an 

environment. 

On the  average t h e r e . a r e  eleven t o  twenty s tudents  pe r  program, 

and two t o  two and one-half s t a f f  persons. This low r a t i o  allows time 

f o r  personal  a t t e n t i o n  t o  be given each s tuden t ,  and the  r e l a t i v e  

freedom from outs ide  pressure  makes it easy t o  o f f e r  f l e x i b l e  schedul- 

ing .  Factors  such as t h e  r a t e  of  learning can be adjus ted  t o  s u i t  the  

s tuden t ,  thus  helping them avoid the  f ee l ings  of pressure  and r e s t r i c -  

t i o n  o f t e n  f e l t  i n  t h e  r egu la r  system. In add i t ion ,  the  program's 

schedule can &so be adjus ted  t o  respond quickly and e a s i l y  t o  community 

inpu t  o r  events ,  o r  t o  s p e c i a l  s tuden t  needs o r  i n t e r e s t s  t h a t  might 

a r i s e  (Csapo & Gittens,  1979). An indiv idual  personalized approach and 



a  f l e x i b l e  environment a r e  a l s o  factors,emphasized a s  necessary i n  

successful  programming f o r  learning-disabled adolescents .  

The s m a l l  s i z e  and f l e x i b i l i t y  of these a l t e r n a t e  programs 

encourages a  w a r m  r e l a t i o n s h i p  between students  and s t a f f .  There i s  an 

atmosphere of  f r i e n d l i n e s s  and acceptance t h a t  develops from g e t t i n g  t o  

know a  person r a t h e r  than j u s t  teaching them. This atmosphere 

encourages s tudents  t o  ask f o r  the  he lp  they need and t o  t r y  t h e  

v a r i e t y  of a c t i v i t i e s  ava i l ab le  through the  Program's l a rge  recrea-  

+'Fa 
t i o n a l  component. This component i s  focused on h e l p f i g  the  s tudent  

<-- r 

f i n d  n&w areas  of  t a l e n t  o r  i n t e r e s t ,  o r  expand &d ones. In  t h i s  way, 

it i s  howd the  s tuden t  w i l l  develop a  more pos i t ive  self-image and 

l e a r n  t o  view success and f a i l u r e  i n  terms o the r  than academics. The 

wider base of shared experience between s t a f f  and s tudents  a l s o  adds 

depth t o  the  r e l a t ionsh ips  formed (Csapo & Git tens ,  1979). 

These programs a l s o  focus on breaking the  p a t t e r n  of academic 

f a i l u r e  usual ly  apparent i n  t h e i r  s tuden t s .  They do t h i s - b y  s t a r t i n g  

the  s t u d e n t ' s  p r o g r a  a t  a  l e v e l  commensurate with h i s  a b i l i t y ,  assign- 

ing s m a l l  por t ions  of work a t  a time, giving l o t s  of feedback and sup- 

p o r t  and using re levan t  and i n t e r e s t i n g  content (Csapo.& Gi t tens ,  1979). 

They a r e  designed t o  ensure success and make f a i l u r e  next  t o  impossible. 

The success-oriented focus of programming i n  the  Al ternate  Rehabil i ta-  

t i o n  Programs is  conducive t o  improving self-image, increas ing s e l f -  

confidence, and thereby inducing improvement i n  academic and s o c i a l  

s k i l l s .  These a r e  a l l  goals  recognized e a r l i e r  a s  p e r t i n e n t  f o r  

l e a r n i n g - d i s a b i l i t i e s  programs. 
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Although the  atmosphere described above is4common t o  Alt  rf' 

Rehabi l i ta t ion  Programs, these  programs a r e  a s  individual  i n  n 

the  team of people who work within them (Klass Policy Manual, 

The s t a f f  forms t h e  core o f  t h i s  team. I t  i s  suggested t h a t  t h e  s t a f f  

a re  most o f t e n  those who do no t  agree with the  conventional p r a c t i c e s  
8 

of t h e  high school ,  b u t  bel ieve ' in the  values of a l t e r n a t e  educational  

environments and approaches. They a r e ,  the re fo re ,  dedicated,  enthusias-  

t i c  and s t rongly  motivated t o  approach s tudents  a s  individuals  and t r y  

t o  address the  program t o  t h e i r  needs (Csapo & ~ i t k e n s ,  1979).  The 

s t a f f  team cons i s t s  of a t  l e a s t  one teacher and one c h i l d  care  worker. 

These two people share  a j o i n t  r e s p o n s i b i l i t y  t o  develop and implement 

an individual  program f o r  each s tudent .  The, teacher is  responsible 

f o r  developing the  academic and ca ree r  education and/or job t r a i n i n g  

aspec t s ,  the  c h i l d  ca re  worker f o r  t h e  counsel l ing,  l i f e  s k i l l s  

t r a i n i n g  and rec rea t iona l  components of the  individual ized  program. 

I t  requ i res  optimum team work t o  cq-ordinate v iab le  programs f o r  each 

s tudent .  These two s t a f f  members a r e  a l s o  j o i n t l y  responsible f o r  

planning, implementing and evaluat ing  t h e  program as  a  whole 

(Province of B r i t i s h  Columbia, 1981). This core team i s  o f t en  p ,\/ 

expanded t o  include a f u l l  o r  ha l f  -time teaching a s s i s t a n t  . /. 

The team i s  f u r t h e r  expanded by encouraging t h e  involvement of 

parent  volunteers .  Parent  p a r t i c i p a t i o n  i s  required by t h e  programs 

and by the  Government in making i n i t i a l  program placement and futurre 
- 

educational  decisions f o r  s tudents .  The s tudents  in A l t e p a t i v e  1 

7 

@ 
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Rehabi l i ta t ion  Programs a r e  no t  only observers of t h i s  team approach, 

but  ac t ive  p a r t i c i p a n t s .  Their pa r t i c ipa t ion  i s  requi red  by both the  

Ministry of Education and the  Ministry of Human Resources, and i s ,  of 

course, s t rongly  encouraged by program s t a f f .  Students a r e  expected t o  

share  i n  t h e  responsib i l i . ty  of planning a l l  aspects  of  t h e i r  indiv idual  

program, and t o  p a r t i c i p a t e  i n  shaping the  a l t e r n a t e  program as a 

whole. They might be expected t o  he lp  s e t  and enforce r u l e s ,  p lan  

schedules and f i e l d  t r i p s ,  o r  choose and arrange the  gues t  speakers. 
, 

Student p a r t i c i p a t i o n  is considered one of . the s t r eng ths  of t h e  

program ( ~ s a p o  & Gi t t ens ,  1979). Student p a r t i c i p a t i o n  and const ruct ive  

i n t e r a c t i o n  a r e  two of the  program components ident i f iaed  i n  chapter  

f i v e  a s  necessary f o r  successful  programming f o r  the  learning-disabled 

adolescent.  

Another important component of t h i s  team is community resource 

people. Most programs t r y  t o  encourage community involvement t o  a s  

g r e a t  an ex ten t  a s  poss ib le .  ,,Resource people might come i n t o  the  

program a s  guest  speakers o r  t h e  s tudents  might go o u t  i n t o  t h e  com- 

munity t o  v i s i t  and/or u t i l i z e  various f a c i l i t i e s ,  businesses o r  

agencies.  I n  add i t ion ,  over for ty- four  percent  of t h e  programs repor t  

using volunteers .  The s tudents  b e n e f i t  from the  var ied  s k i l l s  and 

knowledge p resen t  i n  t h i s  extens ive  team and a l s o  b e n e f i t  from p a r t i c i -  

pa t ing  i n  a  co-operative and const ruct ive  team process.  This experience 
lk 

i s  invaluable i n  terms of learning success fu l  communication p a t t e r n s  

and improving s o c i a l  s k i l l s .  A s  ~de lman  and Taylor (1977) have reminded 

u s ,  s tudents  l e a r n  from what they experience, n o t  from what they a r e  



The physica l  s e t t i n g  of these  programs is  a l s o  a very important 

f a c t o r  i n  shaping t h e i r  na tu re .  I n  choosing a s e t t i n g  t h e  s t a f f  must 

consider whether it is conducive t o  developing t h e  warm and co- 

opera t ive  environment described above. The reasons f o r  p re fe r r ing  

a s e t t i n g  separa te  from t h e  pa ren t  school were e s t ab l i shed  i n  t h e  

h i s t o r y  sec t ion  of  t h i s  chapter .  The s e t t i n g  should a l s o  be f l e x i b l e ,  

cons is t ing  of more than one room i n  order  t o  allow f o r  more than  one 

type of a c t i v i t y  a t  a  time. O r  it might be a space t h a t  can e a s i l y  

be a l t e r e d  t o  accommodate a v a r i e t y  of a c t i v i t i e s .  I n  add i t ion ,  i t  

should be c e n t r a l  t o  the  community i n  order  t o  reduce t r anspor ta t ion  

problems and encourage maximum i n t e r a c t i o n  with t h e  community. It  i s  

a l s o  des i rab le  f o r  t h e  s e t t i n g  t o  o f f e r  a s  many resources of i t s  own 

a s  poss ib le ,  i . e .  a  workshop, gym, ki tchen,  o r  ou t s ide  grounds. 

Chunches and houses a r e  popular s e t t i n g s  a s  they o f f e r  many of these  

f ea tu res .  I t  i s  no t  expected t h a t  every s e t t i n g  would o f f e r  a l l  of 

these  f ea tu res  but  the  b e s t  combination poss ib le  should be sought. 

Another important aspect  of program environment i s  of course, the  
% 

curriculum and the  approach t o  curriculum used. The var ied  curriculum 
s 

and t h e  appfoach t o  i n s t r u c t i o n  used i n  t h e  Al ternate  Rehabi l i ta t ion  

Programs w i l l  be discussed next .  



Curriculum 

The curriculum components of the  Al ternat ive  Rehab i l i t a t ion  

Program include academic remediation, career  education and t r a i n i n g ,  
* .  

counsell ing,  l i f e  s k i l l s  ( s o c i a l  and survival  s k i l l s )  and rec rea t ion .  

All of these curriculum a reas  a r e  indica ted  as re levan t  t o  the  

learning-disabled adolescent  i n  the  range of se rv ices  suggested i n  the  

l i t e r a t u r e .  

Sixty-nine percent  of t h e  programs spent  f i f t y  percent  of t h e i r  

time on academic remediation. ,This is t h e  l a r g e s t  block of t i m e  given 

t o  any one curriculum area .  Math and English a r e  the  core academic 

subje.cts. Other sub jec t s  f requent ly  mentioned a r e  sc ience ,  s o c i a l  

d s t u d i e s  and physical  educat=on (OK Eas t ,  Note 4; Byng S a t e l l i t e ,  Note 5; 

S t r e e t  Front ,  Note 6 ;  Chilliwack, Note 8 ) .  Student p a r t i c i p a t i o n  .in 

these  sub jec t  a reas  i s  d i c t a t e d  by t h e i r  c a p a b i l i t i e s  and i n t e r e s t s .  

Each program i s  a t tached a c b i n i s t r a t i v e l y  t o  a pa ren t  high school and 

sane programs a l s o  encourage capable s tudents  t o  take e x t r a  courses a t  
d 

t h i s  school.  This p r a c t i c e  f a c i l i t a t e s  re-entry f o r  these  s tudents  

and meets academic needs the  a l t e r n a t e  program is no t  able  t o  meet 

i n t e r n a l l y  ( ~ r e n n e r ,  197&; Chilliwack, Note 7 ,  Step-up (Coquitlam), 

Note 9 ) .  

- Vocational t r a i n i n g  i s  the  t i t l e  given i n  the survey when r e f e r -  

r i n g  t o  career  education and t r a i n i n g  o r  work experience. In  fo r ty -  

tiiree percent  of t l e  programs, vocational  t r a i n i n g  ,meant uQlrk 

experience. Work experience i n  these  programs can be broken i n t o  

t r a i n i n g  in s k i l l e d  a reas  such as carpent ry ,  welding, t ruckdr iv ing,  

typing, ca te r ing ,  o r  xork i n  unski l led  jobs such as woodcutting, t r e e -  



p lan t ing ,  pa in t ing  o r  construct ion (Csapo & ~ i t t e k s ,  1979). Some 

programs a l s o  o f fe red  community work p r o j e c t s  o r  part-time cornunity 

jobs i n  a reas  such a s  c h i l d  ca re ,  community r ec rea t ion  o r  the  S.P.C.A. 

(Vinery, Note 6;  Sen t ine l ,  Note 10,  Total Education, Note 11). 

I n d u s t r i a l  education o r  home economics courses taken a t  the  parent  

school a r e  another  component of vocational  education i n  these  programs. 

Career counsel l ing ,  intended t o  increase  general  awareness of job 

p o s s i b i l i t i e s ,  and ca ree r  education,  including a reas  such as job = 

resumes, job seeking s k i l l s  and interview s k i l l s ,  are a l s o  a p a r t  of 

vocational  t r a i n i n g  i n  t h e  Al ternate  Rehabi l i ta t ion  Programs (Csapo & 

 itt tens, 1979). Career education and t r a i n i n g  a r e  a reas  h ighl ighted  

by s t a f f  a s  r equ i r ing  &mediate expansion. 
1 

Socia l  S k i l l s  t r a i n i n g ,  an i n t e g r a l  p a r t  of t h e  Al ternate  . 

Rehabi l i ta t ion  Program, includes counsel l ing and l i f e  s k i l l s  t r a in ing .  

L 
' J  The Ministry of Human Resources r equ i res  t h a t  both of these  areas  be 

addressed by theJAl ternate  Rehabi l i ta t ion  Programs (Province of B r i t i s h  

Columbia, 1981). Counselling is  ava i l ab le  on an indPvidual o r  group b a s i s  

and can5ocus onfamily ,  employment, education o r i n t r a / i n t e r  personal  com- 

munication s k i l l s  (Shaf t ,  Note 3 ;  Byng S a t e l l i t e ,  Note 5; Chilliwack, 

Note 7 ,  Step-up (Cquitlam), Note 9 ,  Sen t ine l ,  Note 1 0 ) .  Life 

s k i l l s ,  which can be equated t o  the  funct ional  curriculum discussed i n  
. . 

chapter four, includes a reas  such as heal th  education,  consumer 
. I 

e d u ~ a - ~ i t y  awareness, and p o l i t i c a l  awareness. This informa- 

t i o n  i s  intended to  he lp  the  s tudent  make informed decis ions  i n  every- 

day s i t u a t i o n s .  The s o c i a l  skills component as a whole works on 



f o s t e r i n g  self-awareness and improving comunicat ion  s k i l l s  i n  order  t o  ? 

promote more productive i n t e r a c t i o n  and a more p o s i t i v e  a t t i t u d e .  

Recreation i s  the f i n a l  curriculum component t o  be discussed.  

Its content  depends on the  f a c i l i t i e s  ava i l ab le  i n  the  community, 

program and pa ren t  school.  I t  a l s o  hinges on the  i n t e r e s t s  and s k i l l s  

of s t a f f ,  s tudents  and volunteers  and on the  t r anspor ta t ion  ava i l ab le  

t o  the  program. It usual ly  includes some form of a c t i v i t y  i n  t h e  areas  

of s p o r t s ,  bdt$-outdoor and indoor, c r a f t s ,  and f i e l d - t r i p s  . Recreation 
-. . 

< % 

i- 

is ,  a s  mentioned e a r l i e r  used as a vehic le  f o r  bui ld ing self-confidence,  

increas ing co-operation and improving self-image. 

The individual ized  program i n  the  Alternate'  Rehabi l i ta t ion  

Program i s  constructed according t o  t h e  s tuden t ' s  needs and i n t e r e s t s .  

It can include a l l  of  these  curriculum components, o r  whatever p a r t s  a r e  

r e l evan t  for: t h a t  s tudent .  A v a r i e t y  of teaching methods and approaches 

a r e  used i n  these  programs. The curriculum i s  p g s e n t e d  t o  s tudents  

through one-to-one o r  group i n s t r u c t i o n ,  through media i n s t r u c t i o n ,  i . e .  

t ape  recorders ,  T.V., movies e t c . ,  o r  by drawing o r  community resources.  

-a 
One-to-one i n s t r u c t i o n  i s  a popular approach -W teaching b a s i c  academic 

s k i l l s ;  and b t h  mastery l ea rn ing  and d iagnost ic /prescr ip t ive  teaching 

are commonly employed\~tep-up, Note 6 ;  Sunset Eas t ,  Note 6;  Chilliwack, 

N o t e  7 ) .  
T '. 

AS s t a t e d  e a r l i e r  ," s tudents  a r e  required t o  p a r t i c i p a t e  i n  t h e  

planning of t h e i r  indiv idual  programs. When the  programs a r e  designed 

c l e a r  expecta t ions ,  s e t  with the  s tudents  ~ e e d s ,  goals  and a b i l i t i e s  

i n  mind, a r e  agreed upon. These expectat ions provide the  s tuden t  



gr 

with the s t r u c t u r e  and guidance t h a t  were noted e a r l i e r  a s  necessary 

i n  programming designed f o r  adolescents .  The expectat ions.most  commonly 

revolve around regu la r  at tendance,  p a r t i c i p a t i o n  i n  program a c t i v i t i e s ,  

and steady progress (Csapo & Git teps ,  1979). Contract learning is  a 
i 

popular approach t o  program planning a s  it requ i res  a sense of c o d t -  

ment and r e s p o n s i b i l i t y  on t h e  p a r t  o f  the  s tuden t  and allows f o r  re-  

negot ia t ion  of terms. The approaches t o  curriculum presen ta t ion  and 

planning described above are very similar t o  those sugg,ested i n  the  

l i t e r a t u r e  f o r  t h e  learning-disabled adolescent .  The curriculum pre- 

, 
s e n t l y  ava i l ab le  i n  t h e  Al ternate  Rehabi l i ta t ion  Programs i s  well- 

rounded and f l e x i b l e  i n  terms of content  and presenta t ion .  

While the  Al ternate  Rehabi l i ta t ion  Program, a s  it presen t ly  

e x i s t s ,  o f f e r s  a f u l l e r  range of s e r v i c e s ,  r e l evan t  t o  t h e  learning- 

d isabled  adolescent ,  than any o t h e r  one program cur ren t ly  ava i l ab le  i n  

B.C., there  a r e  a reas  t h a t  must be improved i n  order  t o  f u l l y  r e a l i z e  

t h e i r  p o t e n t i a l .  

Areas Needing Improvement and Expansion 

Several a reas  t h a t  appear t o  need improvement i n  t h e  Al ternate  

Rehabi l i ta t ion  Programs include:  Entrance C r i t e r i a ,  Program Evaluation, 

S ta f f  Training, Communication with Schools, Conception of  Program 

Function and S t a t u s ,  and Range of Curriculum. Each of these  areas  w i l l  

be  discussed below. 



Entrance Cr i te r ia  

The present entrance c r i t e r i a  appear t o  be qui te  vague, fo r  

example, d i f f i c u l t i e s  with regular program; behaviorally, emotionally or 

soc ia l ly  disturbed; dropout o r  po ten t ia l  dropout. This vagueness has 

resul ted i n  an'excessively wide range of problem students being 

referred t o  the Alternate - Rehabilitation Programs. In order t o  aver t  

the 'dumping ground' syndrome, and t o  allow s t a f f  t o  spec ia l ize ,  the  

c r i t e r i a  are becming more precisely  defined. Programs are  tending t o  
L 

narrow the i r  focus along spec i f ic  dimensions such as  age o r  spec i f ic  

types of behavior problems ( i . e .  delinquent youth, drug problems, e t c . ) .  
4 

However, more precise  descriptions,  i n  educational terms a re  a l so  

necessary (Csapo & Gittens, 1979). Entrance c r i t e r i a .  should be defined 

i n  terms of spec i f ic  in te l l igence o r  achievement l eve ls ,  ( i . e .  I . Q .  of 

a t  l e a s t  90 and scoring a t  l e a s t  between grades f ive  and s i x  on the \ 
C.T.B.S.) .. They should a l so  define spec i f ic  learning o r  behavioral 

x 

problems ( i . e .  poor de-coding s k i l l s ,  poor a t t i t u d e ,  low motivation ir! 

classroom). These c r i t e r i a  may be as wide o r  a s  narrow as  deemed 

appropriate fo r  any pa r t i cu l a r  program, but s t a t i ng  c r i t e r i a  c lear ly  

w i l l  help define the population and allow s t a f f  to address student 
f 

needs more effect ively .  I n  addit ion,  exp l i c i t  c r i t e r i a  w i l l  enable 

s e t t i n g  more spec i f ic  and appropriate program goals and hence f a c i l i t a t e  

evaluation of program strengths and weaknesses. 



Program Evaluation 

The measures used t o  evaluate these programs present ly ,  f o r  

example, attendance, student placement a f t e r  program, o r  a t t i t ude  

improvement, provide very ind i rec t  indices of the  success of a program. 

More d i r ec t  and systematic measures a re  needed t o  address the  question 

of program evaluation. To begin with, an organized and accurate 

program description in terms of student population, physical s e t t i ng ,  

curriculum content and teaching methods employed should be avai lable ,  

followed by a c l ea r  statement of purpose for  evaluation. 

Two common reasons f o r  evaluation are t o  determine the  va l i d i t y  

of continuing, expanding o r  terminating a program and t o  determine the 

effectiveness & or- 1 ract ion of 'various program components. More 

spec i f ica l ly  evaluation might invest igate  areas such as :  effectiveness 

of cwriculum and teaching methods u t i l i z ed ;  change i n  student a t t i t ude  

over spec i f ic  periods of time o r  a s  it re l a t e s  t o  spec i f ic  program 

components; curriculum relevance a s  measured by i t s  usefulness t o  the 

student upon leaving the  program; success of the program as perceived 

by students, teachers,  parents ,  e t c . ;  the usefulness of admission 

c r i t e r i a  i n  ident i fying an  appropriate population; the  need f o r  addi- 

t i o n a l  programs. 

Staff  Training 

Alternate Rehabil i tat ion Program s t a f f  have found the  basic 

secondary school teacher t ra in ing ,  common t o  most s t a f f  members, 

inadequate i n  addressing the wide range of behavior and Learning pro- 

blems found among t h e i r  students.  The s t a f f  have recommended prepara- 



t o r y  t r a i n i n g  i n  s p e c i a l  education a r e a s ,  such a s  l ea rn ing  d i s a b i l i t i e s ,  

behavior d i so rde r s ,  s o c i a l  and emotional maladjustment, remedial 

education and counsel l ing.  I n  add i t ion ,  they recommend experience i n  

secondary school teaching,  working with d is turbed youth, and individual -  

i z i n g  curriculum, a background i n  psychology, and a teaching practicum 

i n  an Alternate Rehabi l i ta t ion  Program. 

Providing teachers  with complete backgrounds i n  t h e  above a reas  

would obviously be i d e a l  bu t  very time-consuming, c o s t l y ,  and, there-  

f o r e ,  probably u n r e a l i s t i c .  However, u n i v e r s i t i e s ,  i n  extended 

a l t e rna t ive - t eacher - t r a in ing  programs and i n  post-graduate programs, 

couid provide a t  l e a s t  bas ic  knowledge i n  these  a reas .  The programs 
i 

could o f f e r  courses i n  psychology, bas ic  c l ient -centered  counsel l ing,  

the  s p e c i a l  education a reas  mentioned above, and s p e c i f i c a l l y  

a l te rnat ive- teaching o r i en ted  areas  such a s  : team teaching,  the  
-> 

i n s t i g a t i o n  of va r i ed  and re levan t  curriculum, con t rac t  l ea rn ing ,  the  

encouragement of  s tudent  p a r t i c i p a t i o n ,  program management and com- 

munity 1,iaison. Teacher-training programs could a l s o  provide 

teaching practicums i n  Al ternate  Rehabi l i ta t ion  Programs a s  well  a s  i n  

s p e c i a l  education classrooms i n  secondary schools. 

In-service t r a i n i n g  f o r  p resen t  s t a f f  is  a matter  t h a t  should 

rece ive  immediate a t t e n t i o n  & , a p o  & Git tens ,  1979) a s  the  s t a f f  a r e  
--- 

c e n t r a l  f i g u r e s  in the environment of t h e  Rehabi l i ta t ion  Programs and 

t h e i r  s k i l l s  and resources a r e  c r u c i a l  t o  program success.  In-service 

t r a i n i n g  w i l l  encourage the  development of new s k i l l s ,  t he  renewal of 

resources,  and exchange with profess ionals  i n  o the r  areas  of education. 



In-service workshops and/orecourses i n  the  i d e n t i f i e d  a reas  of need, 

o f fe red  by school d i s t r i c t  o r  un ive r s i ty  personnel would h e l p  meet 

the  in-service needs of the  s t a f f .  However, a framework f o r  exchange 

o f  information among Al ternate  Rehabi l i ta t ion  Program s t a f f s  would be an 

. equal ly  important a spec t  of in-service.  The opportunity t o  d i scuss  pro- 

gram procedures, problems and so lu t ions  among themselves, would provide 

these  profess ionals  with a r e l a t i v e l y  untapped fund of knowledge. 

Ninety-three percent  of s t a f f  ind ica ted  a need f o r  a support  network 

of o the r  a l t e r n a t e  schools .  They recommended t h a t  time and money be 

a l loca ted  f o r  workshops and conferences and suggested t h a t  a regular  

publ ica t ion  would ihcrease  the  communication between programs (Csapo & 

Git tens  , 1979) . 

Communication with Parent  Schools 

The bas ic  philosophy of t h e  progr'ams and the school system a r e  

incompatible and t h i s  leads  t o  a lack  of understandfng and co-operation 

between high school adminis t ra tors  and teachers ,  and Al ternate  

Rehab i l i t a t ion  Program s t a f f .  This makes t h e  t a s k  of the a l t e r n a t e  

school much more d i f f i c u l t .  The Rehabi l i ta t ion  Program s t a f f  perceive 

high school teachers  a s  i n t o l e r a n t  of  s tudent  d i f f e rences ,  and perceive 

teacher  b i a s  towards studentsyreentering t h e  mainstream from the  programs a as  predispose t o  s tudent  f a i l u r e .  In  addi t ion ,  the  s tudents  r e a c t  

negatively toward the  high school adminis t ra t ion  and teachers ,  which 

they view a s  h o s t i l e ,  and the  system, which they see  a s  r e s t r i c t i n g ,  

impersonal, u n r e a l i s t i c  i n  i t s  academic demands and i n f l e x i b l e  



4 

(Csapo & Gittensr  1979).  AS long a s  t h e  system views these  programs 

a s  remediation cen te r s  f o r  academic and behavior problems, r a t h e r  than 

a v iab le  educational  approach i n  t h e i r  own r i g h t ,  t h e  l ack  of under- 

s tanding and communication w i l l  p e r s i s t .  
- 

Bet te r  communication might be fos te red  by assigning high-school 

counsel lors  o r  r egu la r  content  a r e a  teachers on a part- t ime b a s i s  t o  

the  Alternate Rehabi l i ta t ion  Program i n  order  t o  expand se rv ices  and 

course o f fe r ings .  The opportunity f o r  frequent  and regu la r  contac t  a 

t 

between regular  high-school and a l t e r n a t e  school s t a f f  would help  

these  profess ionals  develpp a b e t t e r  understanding of each o t h e r ' s  
i 
\ 

s i t u a t i o n s  and perspect ives .  Should t h e t a t t i t u d e  change and communica- 
& 

t i o n  improve, schools  could provide a source of  support f o r  these  

a l t e r n a t i v e  programs. Schools could provide the  se rv ices  of counsel lors ,  

the  knowledge of r e w a r  content  a r e a  teachers ,  the  resources of 
7 m  

s p e c i a l  educiition skaff  and easy access to f a c i l i t i e s  not  ava i l ab le  

i n  t h e  Rehabi l i ta t ion  Programs. I f  b e t t e r  communication i s  t o  be 

es t ab l i shed ,  however, it must not  be a t  the  expense of changing the  

unique nature of t h e  a l t e r n a t e  school t o  b e t t e r  s u i t  t h e  r egu la r  system. 

I t  i s  important t o  recognize t h a t  it i s  the  d i f fe rences  and separateness 
+ 

of these  programs t h a t  s u i t s  t h e i r  s tudents ,  who cannot l e a r n  i n  t h e  

mainstream. The programs a r e  able  t o  meet needs t h a t  the  r egu la r  

system genera l ly  cannot address due t o  i t s  i n f l e x i b l e  and impersonal 

na ture .  



Conception of Program  unction and S ta tus  

As s t a t e d  e a r l i e r ,  t h e  Alternate Rehabi l i ta t ion  Program i s  

p resen t ly  viewed' by t h e  r egu la r  system a s  a  temporary remedial s e t t i n g .  

As long as  the  focus i s  on i n t e g r a t i o n ,  expansion of these  programs 

f o  provide v iab le  and s u f f i c i e n t  options f o r  t h e i r  s tudents  is l e s s  

l i k e l y .  Present ly  these  programs a r e  r e s t r i c t e d  t o  o f f e r i n g  only a 

grade t e q  c e r t i f i c a t e .  This leaves t h e i r  s tudents  w i t h  few a l t e r n a t i v e s  

beyond t h i s  l e v e l  a p a r t  from the  mainstream, which a s  previously ind i -  -. 
cated ,  i s  i l l - s u i t e d  t o  meet t h e i r  needs. The s t a f f  has c l e a r l y  ind i -  

ca ted  t h e  need f o r  an expansion of a l t e r n a t i v e s  f o r  these  s tudents  - 
beyond the  grade t e n  l e v e l  (Brenner, 1977). They a l s o  i n d i c a t e  a  need 

f o r  cont inui ty  of s e t t i n g  and approach. 

A need f o r  one hundred and eight-seven newprograms, simply i n  

order  t o  cover program wait ing l ists ,  has been i d e n t i f i e d  (Csapo & 

 itt tens, 1979). The s t a f f  i n  t h e  Vancouver Follow-up Study (1978) and 

t h e  s t a f f  surveyed by Csapo and Gi t tens  (1979) suggested t h a t  some of 

these  new programs should o f f e r  grades eleven and twelve curriculum. 

They suggest  t h a t  e i t h e r  e x i s t i n g  programs be expanded t o  include the  

higher grades o r  t h a t  separa te  programs serving only t h e  o l d e r  s tudent  ' 

populat ion be es tab l i shed .  They a l s o  suggest  t h a t  some of these  pro- -. 
grams might s p e c i a l i z e  i n  p a r t i c u l a r  populations o r  curriculum areas .  

Learning-disabled adolescents  would be anappropr ia te  population focus 

f o r  such new programs. However, a change i n  perspect ive ,  t h a t  acknow- 

ledges the  r e a l i t y ,  equai i ty  and d e s i r a b i l i t y  of a l t e r n a t i v e  l ea rn ing '  

s t y l e s ,  is  necessary i f  Alternate Rehabi l i ta t ion  Programs a r e  t o  be 



developed t o  f u l l  p o t e n t i a l .  

Curriculum Expansion 

Although t h e  Al ternate  Rehabi l i ta t ion  Programs p resen t ly  o f f e r  a 

var ied  curriculum, an expansion of  academic and ca ree r  education 

courses and t r a i n i n g  is  needed. One p o s s i b i l i t y  may be an expansion 

of curriculum choices by increas ing access t o  f a c i l i t i e s  such as science 

labora tory  m a t e r i a l s ,  business machines and i n d u s t r i a l  shops. programs 

could be expanded t o  .include these  se rv ices  'by providing these  f a c i l i -  

t i e s  on s i t e  i n  t h e  programs (Brenner, 1978) . &As mentioned e a r l i e r ,  

content  a rea  teachers  from the  high schools could be assigned t o  t h e  

a l t e r n a t e  programs on a part- t ime b a s i s ,  t o  teach s p e c i f i c  courses. 

I t  i s  unl ike ly  t h a t  a l l  t he  needed f a c i l i t i e s  w i l l  be provided on s i t e  

i n  every a l t e r n a t e  programairnmediately, but expansion i n  t h i s  d i r e c t i o n  

would be very p r ~ d u c f i v e .  This would be the  p re fe r red  method of extend- 

4 . i ng  course o f f e r i n g s .  

* (  Anothe= a l t e r n a t i v e  would be  t o  improve ac  e s s  to high-school 
b- I J 

f a c i l i t i e s  ' ( ~ r e n n e r ,  4978),  and have s tudents  go i n  the parent  school 

f o r  e x t r a  courses. As s t a t e d  e a r l i e r ,  t h i s  i s  p resen t ly  the  p r a c t i c e  
a 

i i n  some a l t e r n a t e  programs bu t  only t h e  s tudents  perceived a s  very 
I 
i 

' a b l e '  attdmpt t h i s  p a r t i a l  in t eg ra t ion .  I f  t h e  high_ schools a r e  t o  

b e . u t i l i z e d  more e f f e c t i v e l y  f o r  expanding curriculum a l t e r n a t i v e s ,  

then  t h e y  must be w i l l i n g  t o  provide more individual ized  and f l e x i b l e  

programs f o r  s tudents  in t h e  a l t e r n a t e  schools bgth i n  academic and 

vocational  t r a i n i n g .  Students must be assured:of the  necessary he lp  
, 

being ava i l ab le  and co-operative programming with i n s t r u c t o r s  must be 



made poss ib le  by providing adequate l i a i s o n  time f o r  both regu la r  and 

Rehabj l i ta t ion  Program s t a f f .  

In addi t ion  t o  expanding academic and vocat ional  course opt ions ,  

the re  i s  a need t o  expand t h e  work-experience component of the  programs 

(Csapo.& Gittens,,.1979). Es tabl ish ing,  maintaining and expanding com- 

munity contac ts  f o r  a work-experience program i s  a time-consuming task  

and one b e s t  done on a la rge-sca le  bas is .  Present ly ,  t h i s  t a sk  i s  

approached independently by each program. This tends t o  l i m i t  t he  

scope of t h e  work-experience component. More extensive oppor tuni t ies  , 
I 

might be made ava i l ab le  i f  a s t a f f  person was h i red  s p e c i f i c a l l y  t o  

organize work-ederience o r  apprenticeship placements a t  a school o r  

d i s t r i c t  l e v e l .  b e s e  placements .could then be made ava i l ab le  t o  

programs such a s  t h e  Al ternate  ~ e h a b i l i t a t i o n  Programs. This s t a f f  

person could a l s o  f a c i l i t a t e  access t o  job explora t ion  o r  ca ree r  

counsel l ing se rv ices  of fered  by agencies such a s  Manpower. They might 

a l s o  develop a v a r i e t y  of community contaqts  and thus increase  the  cur- 
a .  

riculum input  from community l ea rn ing  resour'ces. 'Another bas ic  need, 

if d e  resources of the  community and high school  a r e  t o  be f u l l y  

i s  r e a d i l y  ava i l ab le  t r anspor t .  Both t h e  Survey (Csapo & 

Git tens ,  19791 and the  Follow-up Study (Brenner, 1978) i n d i c a t e  a 

need f o r  improved t r ans&r ta t ion .  

Curriculum expansion a s  described above i s  considered necessary 

f o r  Al ternate  ~ e h a b i l i t a t i o n  Programs i n  t h e i r  p resen t  s t a t u s  a s  

programs t h a t  o f f e r  an a l t e r n a t i v e  education t o  the  grade t e n  l e v e l .  

However, extending these  programs t o  cover grades 11 and 12 ,  would 



have. f u r t h e r  ramif ica t ions  f o r  curriculum planning. The concept of 
Y 

Alternate  Rehab i l i t a t ion  Programs as an a l t e r n a t i v e  t o  the  regular  high 

school ,  r a t h e r  than a remediation cen te r ,  would allow programs to. 

develop more cmprehensive,  long-range educational  p lans  f o r  t h e i r  

s tudents .  . 
Another ramif ica t ion  of  making Al ternate  Rehab i l i t a t ion  Programs a 

v iab le  a l t e r n a t i v e ,  would be the  poss ib le  inc lus ion  of s tuden t so the r  
- 

thanthose  who a r e  t o t a l l y  unable t o  cope i n  the  mainstream. If  these  % 

programs were perceived and developed as  complete educational  a l t e rna -  

t i v e s ,  it would be reasonable t o  consider the  moderately learning- 

d isabled  o r  handicapped s tudent  a s  poss ib le  candidates f o r  such services .  
s 

Although the  focus p resen t ly  i s  on s tudents  completely unable t o  cope, 

t h e  appropriateness of a l t e r n a t i v e  s e t t i n g s  f o r  those who a r e  j u s t  

coping, such as the  moderately learning d isabled  o r  the  slow lea rne r s  

i n  the  mainstream, must be r e a l i z e d .  O 

a - 
It i s  unreasonable t o  assume t h a t  because a s tuden t  can ' g e t  by' 

f "  

o r  ' s t rugg le  through' t h e  r egu la r  system, t h a t  t h i s  i s  where they w i l l  
-. 

rece ive  the  education most s u i t a b l e  t o  t h e i r  needs. Al ternat ives  should 

be ava i l ab le  t d  s tudents  who f i n d  the  mainstream a negative learning 

environment. Student re-entry i n t o  the  r egu la r  school must be abandoned 

a s  a major goal if the  extension of Alternate Rehabi l i ta t ion  Program 

f a c i l i t i e s  is  to' k r ea l i zed .  This expansion would make them a more 

r3 

complete a l t e r n a t i v e  f o ~  t h e i r  present -popula t ion  and an appropr-iate 

a l t e r n a t i v e  f o r  s tudents  expe&ncing l e s s e r  problems in t h e  mainstream. 

Improvements i n  t h e  above a reas  of need would b e t t e r  equip the'programs 



t o  serve  a l l  s tudents  including learning-disabled adolescents .  
I 0 

- Surmnary 
0 

According t o  comments by s t a f f  and s tudents  i n  t h e  Vancouver 

Follow-up Study ( B r e M r ,  1978) and the  1979 Survey (Csapo & Git tens)  

L979), Alternate Rehab i l i t a t ion  Programs a r e  seen a s  successful  i n  

r a i s i n g  self-concept and improving academic s k i l l s .  These programs a r e  

- 

considered a cons t ruct ive  a l t e r n a t i v e  f o r  s tudents  who can'not function 
&" 

successful ly  i n  the  r egu la r  c lassrmm. They o f f e r  a  warm and 

personable environment t h a t  can f o s t e r  successful  i n t e r a c t i o n  .and 

encourage independent l ea rn ing ,  all q u a l i t i e s  highly pr ized  i n  educating 

the  learning-disabled adolescent.  In addlkion they provide individual-  

i zed  programming, f l e x i b i l i t y ,  a  team approach t o  teaching and var ied  

and re levant  curriculum, all f a c t o r s  i d e n t i f i e d  a s  necessary f o r  suc- 

cess fu l  pro&amming f o r  t h e  learning-disabled adolescent .  The Alternate 

Rehabi l i ta t ion  Program presen t ly  o f f e r s  an exce l l en t  environment f o r  

the  learning d isabled;  they a r e  an access ib le ,  wide spread, e s t ab l i shed  

program t h a t  can o f f e r  an immediate extension t o  l e a r n i n g - d i s a b i l i t i e s  

se rv ices  i n  B r i t i s h  Columbia. 

An Alternate  Rehabi l i ta t ion  Prosram f o r  the  Severely Learning 
Disabled 

I n  d iscuss ing expansion of  Alternate Rehabi l i ta t ion  Programs,  the 

suggestion w a s  made t h a t  same a l t e r n a t e  programs might focus on 

s p e c i f i c  populations such as on the learning-disabled adolescent .  The 
- 

suggestions made below are no t  intended t o  be a complete program model 



model but only t o  o f f e r  appropriate di rect ions  f o r  such a program. 

These suggestions a r e  made i n  l i g h t  of the &earning-disabil i t ies 

programs presently avai lable  i n  BtC. and i n  l i g h t  of t he  services 

offered presently i n  t he  Alternate Rehabil i tat ion Programs. The sug- 
I ' 

gestions w i l l  address some of the  present gaps i n  programming for  the  

learning d i s a b l p  ip  B.C. and incorporate some of the  areas of expansion 
, -1 

C 
and improvement'indicated a s  necessary i n  the  Alternate Rehabil i tat ion 

Y 

Programs. I t  w i l l  be assumed t h a t  the basic .quali t ies and program 

factors  presently provided by the  Alternate Rehabil i tat ion Programs, as  I 
described i n  the previous sect ion,  w i l l  be present i n  t h i s  program. 

Two major differences between the  suggested program and present 

learning-disabi l i t ies  programs would be t h a t  it would not focus on re- 

& 
entry ,  nor on academic remediation. This program would span the  f u l l  

range of high school grades and would focus on providing relevant 

information i n  the  areas of personal growth, soc ie ta l  ro les  and career 

planning. Basic l i t e r acy  s k i l l s  would be taught as  relevant s k i l l s  fo r  
\ 

acquiring the above information and accomplishing student-set goals. 

Programmed academics would be supplemental, not the  main focus of the 

educational programming. Program suggestions w i l l  be discussed below 

i n  terms of entrance c r i t e r i a  and p r i o r i t i e s ,  admission and assessment 
* 

procedures, appropria;e staff, program objectiv& and curriculum focus. 

mt rance  Cr i te r ia  and P r i o r i t i e s  

Although i t  is necessary t o  define the program population, it 

xould be detrimental t o  degign c r i t e r i a  t h a t  are  too dogmatic. Such 

c r i t e r i a  could exclude students who might benef i t  from the  services 



otifered. To insure the admission of appropriate students,  it i s  

cessary t o  discuss entrance c r i t e r i on  i n  general and spec i f ic  terms. 

+ &era1 c r i t e r i a  w i l l  comprise the broad parameters of the intenaed 

student population but permit f l e x i b i l i t y  and judgement within 6 o s e  

Specif ic  c r i t e r i a  however, comprise more l i m i t i n & u i d e -  

l i n e s  for  student se lect ion.  

General entrance c r i t e r i a  f o r  this program would concern students 

f t 
who are:  1) 02 average t o  above-average mental a b i l i t y  but working 

below poten t ia l ,  a s  determined by standardized t e s t i ng ,  2)  displaying 
rp"i 

/ 
an uneven academic p ro f i l e ,  3) a t  l e a s t  two t o  three years below grade 

l eve l ,  4) age 14 t o  17, 5 )  not working well1 i n  the  mainstream as  evi- 
1 

dencec3ky disrupt ive  behavior, poor attendance, negative a t t i t u d e  and  

poor academic progress, 6 )  f o r  whom the mainstream has been recognized 

a s  an inappropriate environment, 7) f o r  whom other avai lable  programming 

9- ' -.s 
i s  considered inappropriate f o r  academic or behavior reasons. Because 

* 
the general entrance c r i t e r i a  could r e s u l t  i n  a large number of students 

being referred,  more specificcriteri-zrwould be used f o r  fu r ther  screen- 

ing. Specific entrance c r i w i a  would concentrate on those learning- 

disabled students with the fewest a l t e rna t ives  available t o  them pre- 

sent ly .  They include If students aged f i f t e e n  t o  seventeen, 2 )  those 

needing basic l i t e r acy  p a i n i n g ,  i . e .  grades 1-5, in reading, writing 
1- 

and math s k i l l s ,  5) those w i t h  behavior problems which a re  obviously 

hindering academic progress and/or making them unacceptable t o  other  

programs. 

- 



Admission and Assessment Procedures 

Referra l  t o  t h e  program would be accepted through regu la r  teachers ,  

s p e c i a l  education t eachers ,  counsel lors ,  o r  o the r  involved school per-  

sonnel.  They might a l s o  come from s o c i a l  agencies involved with the  

s tuden t ,  parents  o r  from the  s tudents  themselves. Admission procedures 
1 

would include a s tudent  app l i ca t ion  form, intended t o  he lp  e s t a b l i s h  

s tudent  p a r t i c i p a t i o n  and involvement a s  a bas ic  program expecta t ion .  

It would a l s o  include interviews with the  r e f e r r i n g  personnel  and 

parents .  Informal and formal assessment procedures would be u t i l i z e d  

t o  develop a s tuden t  p r o f i l e .  Informal procedures would include 

c l a r i f i c a t i o n  of r e f e r r a l  concerns, co l l ec t ion  of p e r t i n e n t  academic, 

medical and personal  h i s t o r y ,  and c o l l e c t i o n  gf  a l l  previous t e s t i n g  

mate r i a l s .  The sources of t h i s  information would include the  above 

e mentioned in terviews,  educa iona l  and medical f i les and classroom 

obsema-tion. Formal assessme'nt would i n i t i a l l y  involve only t e s t i n g  

needed to determine entrance c r i t e r i o n  and t h i s  only i f  previous 

t e s t i n g  was judged t o  be out-of-date.  It i s  f e l t  t h a t k h e  need f o r  

more extensive t e s t i n g  can be more accura te ly  judged a f t e r  t h e  s tudent  

has been accl imatized t o  the  program. In t h i s  way any necessary t e s t i n g  5 

can hs conducted over a p e r i d  of time, i n  a l e s s  threa tening atznos- 
I 

?here and thus  y i e l d  nore v a l i d  r e s u l t s .  The procedures descr- 

sinilar t o  those present ly*fol lowed by Alternate Rehabi l i ta t ion  Programs 

(CsaF & S i t t e n s ,  1979) and incorporate same of t h e  procedures suggested 

by Cruickshank e t  al. (1980). 
.. 



Sta f f  Composition 

One of t h e  e s s e n t i a l  s t a f f  members i n  such a program would be a 

teacher  t r a i n e d  i n  assessment and remedial procedures f o r  the  learning- 

d isabled  adolescent .  A c h i l d  care  worker would provide the  same se r -  

v i c e s  a s  those described e a r l i e r  f o r  o the r  a l t e r n a t e  programs. However, 

s ince  much of the  academics would be approached through l i f e - s k i l l s  

t r a i n i n g ,  which i s  indica ted  a s  p a r t  of the  c h i l d  care  worker's r o l e ,  

an even g r e a t e r  emphasis on team work would be required.  A t h i r d  

des i rab le  s t a f f  member would be an i n s t r u c t o r  with a background i n  

i n d u s t r i a l  education. I f  a second l h s t r u c t o r  i s  no t  poss ib le ,  a 

, teaching a s s i s t a n t  with a va r i ed  work background would be a valuable 

b s s e t  t o  the  core team. In addi t ion  t o  t h i s  core team, a l i a i s o n  
i-. 
person with the  t a s k  of es tabl i sh i r ig  volunteer ,  par t - t ime,  and work 

t r a i n i n g  s i t u a t i o n s  in the  community should be t o  the  program. 
.r 

This person might be shared-between neighbouring d i s t r i c t s ,  between 

programs i n  a l a r g e r  d i s t r i c t ,  o r  be connected t o  the  Job Training 

Program f o r  moderately o r  severe ly  handicapped s tuden t s .  

The Job R a i n i n g  i s  a r e l a t i v e l y  new program es tab l i shed  by t h e  

Specia l  Programs Branch t o  provide work/placement f o r  s tudents  i n  

s p e c i a l  education programs. This l i a i s o n  person would need es tab l i shed  

consul ta t ion  times w i t h  s tuden t s  a d  s t a f f  and would be involved i n  t h e  

cons t ruct ion  of t h e  s t u d e n t ' s  indiv idual  education program. Additional 

s u 2 p r t  personnel ~ ~ l d  i n c l u d e  a counsel lor  from the  pa ren t  school ,  a 

pub l i c  health nurse and a manpower counsel lor .  These l a t t e r  personnel 

-muld v i s i t  L?ie grogam on a regu la r  b a s i s ,  a t  l e a s t  once p e r  week, i n  



m order t o  become fami l i a r  with and approachable t o  t h e  s tuden t s .  They 

%, 
would increase  s tuden t  access t o  and knowledge of communi # and school 

\ 

f a c i l i t i e s  and be ava i l ab le  t o  address s p e c i f i c  s tudent  needs through 

p r i v a t e  appoinfpents.  This arrangement would inc rease  the  d i r e c t  

contac t  of s tudents  with ou t s ide  personnel on a r egu la r  b a s i s  and expand 

t h e  support network of  t h e  core team. These personnel would be involved 

i n  s t a f f  meetings as o f t e n  a s  necessary but  a t  l e a s t  once p e r  month. 

Other appropriate personnel might be a t tached t o  programs a s  indica ted  

'by s p e c i f i c  s tudent  needs. 

, 
Spec i f i c  Program Object ives 

The objec t ives  suggested below r e l a t e  t o  t h e  needs of t h e  severe ly  

learning-disabled adolescent  as i d e n t i f i e d  e a r l i e r  i n  t h i s  t h e s i s  and 

extend the  se rv ices  p resen t ly  o f fe red  by the  Al ternate  ~ e h a b i l i t a t i o n  

Prq rams .  The suggested ob jec t ives  a r e  (1) t o  increase  self-confidence 

and provide i n s i g h t  into personal  t a l e n t s  and a reas  of i n t e r e s t ,  

( 2 )  t o  increase  funct ional  knowledge of consumer r o l e s ,  ( 3 )  t o  increase  
F 
L 

organiza t ional  s k i l l s  i n  personal ,  educational  and ca ree r  areas, 

( 4 )  to increase  decis ion  making s k i l l s ,  (5)  t o  he lp  form long and s h o r t  

term personal  and ca ree r  goa l s ,  (6) t o  he lp  the s tudent  p lan  s p e c i f i c  

educational  p r o g r d g  o r  career  t r a i n i n g  f o r  the  following year ,  

( 7 )  t o  he lp  t h e  s tudents  i d e n t i f y  and acquire p r a c t i c a l  s k i l l s  and 

academic p r e r e q u i s i t e s  f o r  t h a t  program o r  t r a i n i n g ,  and (8) t o  provide 

i n s i g h t  and prof ic iency in s o c i a l  and in terpersonal  s k i l l s  necessary 

t o  meeting t h e i r  s p e c i f i c  objec t ives .  
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Curriculum Foci 

Many of the  curriculum areas  r e l evan t  t o  the  above objec t ives  a r e  

. presen t ly  addressed by the  Al ternate  ~ e h a b i l i t a t i p n  Programs and have 

been previously 

a c t i v i t i e s  t h a t  

decision making 

adolescents  and 

described;  these  include rec rea t iona l  and counsel l ing 

focus on inc reas ing  s e l f  -concept, s e l f  -knowledge, 

s k i l l s  and funct ional  l i f e  s k i l l s .  Another ob jec t ive  

the  development of organiza t ional  s k i l l s .  The lack of 

recognized as a d e f i c i t  a r e a  f o r  most learning-disabled 

must, t he re fo re ,  be d i r e c t l y  addressed. The l ea rn ing  

s t r a t e g i e s  approach (Alley & Deshler , 1979) could be appropr ia te ly  applied 

i n  teaching' organiza t ional  s t r a t e g i e s  f o r  decision making, goal  s e t t i n g ,  

scheduling individual  t imetables ,  learning curriculum content ,  mastering 

job s k i l l s  and l ea rn ing  s o c i a l  s k i l l s .  Deshler, Alley, Warner, and 

Schumaker (1981) make severa l  suggestions s p e c i f i c  t o  the  severe ly  

' l eah ing-d i sab led  adolescent  i n  terms of the  acqu i s i t ion  and general iza-  

t i o n  of s k i l l s .  The objec t ives  of s e t t i n g  ca ree r  goals  and acquir ing 

-necessary work 

Rehabi l i ta t ion  

f o c i  and would 

s k i l l s  a re  goals  a l s o  addressed by the  Al ternate  

Program but  i n  t h i s  program they would be more c e n t r a l  

be es tab l i shed  a s  cons i s t en t  program components over a 

th ree  year  period.  

In planning career  and/or educational  goals  s tudents  must be s 

d guided through s e v e r a l  s t ages .  The i n i t i a l  s t age  should invol  a range 

of t e s t i n g  including vocational  t e s t i n g ,  a p t i t u d e / i n t e r e s t  inven to r i e s ,  

Apersonality inventor ies  and a personal  analys is  of what the  s tudent  

wants from a work s i t u a t i o n .  This can form a base of information from 

xhich t o  make i n i t i a l  decis ions .  Xext, the  s tuden t  must acquire as 



much information a s  poss ib le  i n  i d e n t i f i e d  areas  of i n t e r e s t  o r  

t a l e n t .  This can be accqmplished through su& means a s  f i e l d  t r i p s ,  

guest  speakers,  books and pamphlets, filmed o r  taped information 

community r e y r c e  people,  e t c .  The next s t age  involves in-depth 

ana lys i s  in  ' a reas  of p a r t i c u l a r  i n t e r e s t  as i d e n t i f i e d  f ran s t e p s  

number one and two. This in-depth study should revea l  t h e  educational  

p re requ i s i t e s  and p r a c t i c a l  s k i l l s  needed and t h e  ob c h a r a c t e r i s t i c s  2 
of t h i s  employment a rea .  These must be examined by the  s tudent  i n  l i g h t  

of h i s  information base and he must decide i f  they a r e  r e a l i s t i c  f o r  

him. I f  no t ,  he must explore the  p o s s i b i l i t i e s  a v a i l a b l e  i n  r e l a t e d  

areas  of i n t e r e s t  and ana lys i s  of these  a reas  would take  p lace .  I f  t h e  

career  choice i s  found t o  be r e a l i s t i c  and acceptable t o  the  s tuden t ,  

then the  program must procede with preparing the  s tudent  f o r  the  

s p e c i f i c  t a sks  involved in t h a t  work area .  Only a f t e r  t h i s  prepara t ion  

has taken p lace  shoul6 t h e  s tudent  be placed i n t o  volunteer ,  part-time 

o r  job-training work s i t u a t i o n s .  

- Another poss ib le  d i r e c t i o n  i n  terms of job-training would be 

vocat ional  courses a t  the  p a r e n t  school.  Before any type of ex te rna l  

placement takes  p lace ,  however, it i s  e s s e n t i a l  t h a t  a complete 

individual  education program lx es tab l i shed .  Each of t h e  p a r t i e s  

involved, i n s t r u c t o r s ,  s tuden t s ,  employers o r  agency workers must be 

/- - 
fully cognizant of t h e i r  r o l e  and r e s p o n s i b i l i t y  i n  the.\program. Also, 

- 

regular  consul ta t ion  time must be es tab l i shed  t o  review progress and 

a l t e r  o r  expand &a?s as  indica ted  (Washburn, 1979). The Program would 

provide a s u 2 ~ ~  -ri xec-Flanism for  the  s tudent  educat ional ly  and emotional- 



I * 

l y  and a c t  a s  a s o l i d  l i a i s o n  w i t k  t h e  work o r  t r a i n i n g  s i t u a t i o n .  A 

poss ib le  time frame f o r  t h i s  program might be: t o  he lp  form goals and 
- - - - -  

bring bas ic  s k i l l s  t o  grade e i g h t  l e v e l  i n  year  one; t o  do in-depth 

ana lys i s  of one o r  two a reas  of p a r t i c u l a r  i n t e r e s t  and concentrate 
* 

on acquir ing the  s k i l l s  i d e n t i f i e d  and to br ing  bas ic  s k i l l s  up t o  the  

grade t en  l e v e l  i n  year  two; and i n  year  t h r e e  have s tudent  involved 

i n  s p e c i f i c  t r a i n i n g  i n  job o r  school situation,%-wor ing  i n  s p e c i f i c  _r 
job, o r  volunteering in spec i f i ed  area  of i n t e r e s t .  @ring t h i s  f i n a l  

L. 

year  t h e  s tudent  would s t i l l  have the  p r  a s  a home base and support  

system. The t r a i n i n g  might be conclusive o r  l ead  t o  f u r t h e r  t r a i n i n g  

i n  t h e  same a rea .  This time frame would, of course,  vary according t o  
C 

indiv idual  s tuden t  need and c a p a b i l i t i e s .  

The program described i s  b a s i c a l l y  a career-preparat ion program. 

d 

The c e n t r a l  goal would be to  he lp  t h e  s tudent  e s t a b l i s h  a r e a l i s t i c  

and immediate vocat ional  d i r e a t i o n  and t o  i n s t i l l  i n  h e r  the  a b i l i t y  t o  

analyse career  opt ions  on a continuous bas i s  a s  t h i s  is  bas ic  t o  ca ree r  

success in our changing technological  soc ie ty .  One of t h e  main 

d i f fe rences  between t h i s  program and o the r  career-education prog.rams 

r e f e r r e d  t o  in t h e  l i t e r a t u r e  i s  the  emphasis on community r a t h e r  than 

high-school t r a in ing .  Another d i s t i n c t i v e  f e a t u r e  is ,  o f - c o u r s e ,  the  

support ive and in t imate  environment of fered  by the  Al ternate  

RdmhUitatinn Program, This environment is seen as a central 

f a c t o r  t o  s tudent  success.  
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i I C Conclusion 

~t has been es tab l i shed  t h a t  i f  the  learning-disabled adolescent  i s  

t o  be successful ly  educated i n  the  mahstream of education.  the  main- 

, stream must change d r a s t i c a l l y .  Unt i l  such change i s  r e a l i z e d ,  spec ia l  

education programming i s  necessary f o r  the  learning-disabled adolescent .  

and many o the r s .  who cannot p r o f i t  from o r  a d j u s t  t o  the  academically 

o r i en ted ,  i n f l e x i b l e  atmosphere of the  secondary s'choo1-system. These 

s tudents ,  i t  has been.noted, requi re  t h e  type of environment described 

a s  typ ica l  of t h e  Al ternate  Rehabi l i ta t ion  Program in order  t o  begin t o  

develop t o  t h e i r  f u l l  p o t e n t i a l ,  which i s  a c e n t r a l  goal s taked by the  

s p e c ' a l  Programs Branch in B.C. t 
It i s ,  there'fore. inappropr ia te  t o  e s t a b l i s h  maintenance i n  o r  re-  

en t ry  t o  t h e  mainstream a s  an appropriate goal f o r  W s e  s tudents .  

E f f o r t s  must be aimed ins tead  a t  providing a comprehensive a l t e r n a t i v e  

education p;ogram f q r  these  s tudents  The l e a s t  adequately served of 

the  learning-disabled populat ion p resen t ly  is  t h e  severe ly  learning- 

d isabled  adolescent  with behavior problems. Therefore, it i s  recom- 
, 

mended t h a t  i n i t i a l  e f f o r t s  concentrate on t h e i r  p a r t i c u l ~  needs. 

$eluding t h e  Al ternate  Rehabi l i ta t ion  Program i n  t h e  range of  se rv ices  

f o r  t h e  learning-disabled adolescent  in B.C. and extending these  pro- 

g r a s  to provide a comprehensive se rv ice ,  r au ld  be an appropriate and 

const ruct ive  m e w  of extending semkces f o r  t h e  learning-disabled 

aQolescent i n  B.C. 
-R 

By combining the  resources of the  l e a r n i n g - d i s a b i l i t i e s  

f i e l d  with t h e  unique environment o f fe red  by the  a t e r n a t e  Rehabi l i ta t ion  

P r q r a m ,  a worthwhile cont r ibut ion  could be made t o  the  a rea  of s p e c i a l  

education in B .C. 
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