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I NTRODUCTION

On the surface, the Abbott decisions are not about specia education. In fact, aclose reading of
the hundreds of pages generated by the courts in degling with the case yields only a handful of
references to specia education. Why then, include a chapter about specia education in a handbook
about the Abbott cases? The answer to this question is twofold.

Fird, at its essence, Abbott is about fairness. Once the legd phraseology and complex court
remedies are deciphered, the Court’s message is clear. The school conditions for sudents and teachers
in Abbott districts is Smply not fair, and must be addressed at the state level. Students with specia
education needs and their advocates have along history of making smilar equity arguments. And, while
the Abbott decisions were not crafted specifically with specid education sudentsin mind, they are
consstent with earlier specid education decisions.

Second, Abbott provides districts with an unprecedented opportunity to remedy
longstanding problems in specid education as it addresses issues within the sysem asawhole. Abbott
asks schools to rethink such key issuesin service ddivery asfadilities; learning environments; curriculum;
trangtion and vocationd planning; and the role of technology in education. For example, Abbott
requires that districts significantly upgrade their school fadilities® This mandate provides the districts
with an opportunity to make accessbility improvements that might include ramp access a the buildings
main entrance rather than a secondary entrance; eevators within multistory buildings, accessble gdlsin
every bathroom; moveable/adjustable furniture and shelvesin rooms such as science and computer labs,
and libraries where fixed or otherwise inaccessible furniture is often the norm; assdive ligening systems
in large auditoriums, and Braille lettering and/or textured wdls or floors a doorways and key junctions
in hdlways.

Similarly, Abbott requires that districts expand their kindergarten and preschool programs?
Since early intervention is key to effective intervention for children with disabilities, this requirement
helps digtricts address the needs of these students before the students fall significantly behind their peers
with no identified disability. In some cases, disabilities may be addressed before they become disabling.

' For more detail, see the forthcoming Facilities chapter of this manual.
? For more detail, see the forthcoming Early Education chapter of this manual.



The remainder of this chapter will explore practices and resourcesin three key specid
education topic areas. inclusive practices, assistive technology, and transition planning. These
three areas are included in this chapter because they fit three basic criteria. First, they are consistent
with the Abbott findings. Second, the remedies mandated by Abbott provide clear opportunities
for gainsinthese areas. Third, and foremost, these areas are considered by many in the field to
represent the current and future trends in specia education’s best practices. In addition, this
chapter addresses the question of how these reforms can be implemented in a context of standards-
based reform in which all students are expected to achieve based on high expectations. The topics
raised in this chapter are intended to address this issue through concrete suggestions and resources

to help practitioners create classroom environments in which all students can learn.

INCLUSIVE PRACTICES

TheLaw: Abbott and Beyond

The Abbott legidation and the recent advent of the Abbott Implementation and Compliance
Coordinating Council together offer the potentia for many children who are currently served in specid
education classes will continue their education in general education dassrooms® The premiseis smple.
If standards-based reforms are successful, then the conditions in the classsooms will improve, leading to
improved educationa outcomes as more students meet or exceed minimum standards. This means that
fewer students will bein need of remedid services. And, some of those who arein need of these types
of services will be able to attend regular classes through tutoring and other supportsthat are likely to be
induded in reform and improvement planning.” Thisimprovement would also be facilitated by smaller
class szes, which are an Abbott requirement.

Unfortunately, as many seasoned educators know from experience, few reform plans work

exactly asthey arelaid out on paper. Indeed, to expect perfection in school reformisas unfair as

° In February 2002, the governor signed an executive order establishing the Abbott |mplementation and
Compliance Coordinating Council. This council isresponsible for identifying reform priorities, evaluating state
regulations, ensuring full and effective implementation of all Abbott programs, assessing progress, and resolving
disputes along the way.



expecting perfection in school children. In the case of schools, when programs don’t completely meet
expectations, it is often the at-risk sudents who exhibit the greatest decline. Just as the weakest
connections fall firgt as the pressureisincreased in a hose, the most fragile sudents are likely to show
stress under the pressure of imperfect school reform. Given this, and the fact that school reform isno
cure-d| for the multitude of organic, environmenta, and traumétic factors that can cause disgbility, itis
likely that students will continue to be dassfied. In addition, even if reform were to stop dl referrasto
specia education today, there would remain thousands of students who are dreedy classfied. So, the
dilemma of where and how to serve these students within standards based reform remains.

Clearly, the notion of teaching dl or most gudents with disahilitiesin the generd education
classroom has not been greeted with universal acclam. Frankly spesking, there are many teachers and
adminigtrators who would prefer the incluson discussion to go awvay. Genera education teachers did
not sign on to teach children at the extreme end of the ability continuum, many argue. Regular education
teachers point out that they have not been trained to work with pupils with disabilities and that sufficient
training has not been made available to them. Others, facing increasingly larger class szes, more diverse
students and fewer support services for their pupils, rightfully fear that students with disabilitieswill be
logt in the name of a policy trend.

Likewise, some specid educators fear that they will be margindized in inclusive schools.
Without their own classrooms and clear ingtructiond responghbilities, they may fed they are at risk of
becoming assstants to the regular education program. Even when teachersin a“pull-in” modd are
actively engaged in teaching, they may raise questions as to how to teach subgtantively different
curriculum within the regular dlass while other ingtruction is taking place.

At face vdue there is vaidity to these arguments. Many educators entered the field when the
dua system of specia and generd education was thriving. Each group had a niche in which they were
comfortable. Changing the “rules’ mid-game may seem unfair. In some ways, thisis acompelling
postion. However, once one scratches the surface, this argument weakens because it is based on the
fase assumption that professond “rules’ typicaly remain static. Indeed, the notion that it would be dl
right for a surgeon not to learn a new technique smply because it was not part of the package when she

* For more on needs assessment and improvement planning, see the Standards chapter of this manual.



graduated medicd schoal isludicrous. Thiswould mogt likely result in amapractice suit. Similarly, an
aeronautics engineer who continued to design jumbo jets with outmoded technology would be seen as
negligent even if his designs would have been consdered state-of-the-art years earlier when he entered
thefieddd. Smply put, while the overarching standards of a given profession, including teaching, may be
relatively stable, over time, the specifics, such as methods that are employed and working conditions,
are necessaily quite fluid.

Even with the movement towards inclusion in schools, few people argue that specidized
placements should be completdly banned. Rather, most inclusion advocates believe that children have a
basic right to be educated in their home school in agenerd education classroom, even if they have a
handicapping condition, unless there is a compelling reason to limit thisright. These limitations were
outlined for New Jersey by the Federa Third Circuit Courts in areasonably well-known case involving
the placement of a child with specid needs, Oberti v. Board of Education of the Borough of
Clemonton School District. Init'sruling, the court adopted the standards laid out in an earlier case
that took placein El Paso, Texas (Danid RR. v. State Board of Education). Basicdly, the court
alowed for segregated placements for students with specia needs, but ruled that the Individuas with
Disabilities Education Act (IDEA) mandates that didtricts presume the genera education classroom will
be the setting for dl students unlessit can be demondtrated that a segregated setting is appropriate
(Underwood & Mead, 1995).° The standards set by the court indicate that a child may be placed in a
more redtrictive environment as long as the didtrict follows the following guideines:

1 To the maximum extent appropriate, a sudent with a disability is educated with
children who are not disabled; and

2. Specid classes, separate schooling or other remova of a student with disabilities
from the student’ s regular class occurs only when the nature or severity of the

® While these standards are current in New Jersey (and have been written into the New Jersey Administrative Code
6A:14), they are subject to change if federal courtsin the Third Circuit change them (which isunlikely since courts
tend to respect their own precedents) or if the United States Supreme Court, which has never ruled on an inclusion
case, makes such aruling and sets new standards. Thislatter scenario is possible since federal courtsin other
regions have recognized inclusive placements as preferable, but have set different standards that the Supreme Court
isfreeto adopt or alter asit seesfit.



educationd disability is such that education in the student’ sregular class with the use
of gppropriate supplementary aids and services cannot be achieved satisfactorily.

Schooals are, therefore, required to consder whether a student can be educated appropriately in
aregular education classroom with supplementary aids and services and are to compare the benefits
provided in the regular class, the benefits provided in the specia education class, and the potentia
beneficid or harmful effects such a placement might have on the other students within those classes.
Supplementary aids and services have been broadly defined as any support provided to a student with
disabilities including specidized materids, additiond time for tasks, indructiona assgants, related
services and curricular modifications. While this consideration of placement does not require the actud
placement of a student with disabilities within the regular education class, the law and court decisions
make clear a preference to do o if such placement could result in an appropriate education for that
student.

The federd Department of Education is pushing state governments towards incluson. New
Jersey, with its well-devel oped network of specia-services digtricts and specidized schoals, is often
cited by federd auditors as depending too much on segregated placements for students with disabilities.
This pressure, dong with the very red threat of continued lawsuitsin light of the Oberti decision, has
nudged virtualy dl digricts in the state towards inclusive practices. Thus, the Stuation for educators and
school systems has changed asthe legd and socid climates have changed. Thisis naturd given the
socia and political context of schools. Abbott offers the opportunity to address this change within the
context of standards-based reform.

In particular, the smaller class szes and tutoring programs that are part of many reform plans
meake conditions ripe for incluson since a primary benefit of self-contained specia education classes and
resource rooms is a decreased student-teacher ratio. Many whole school reform models aso include
smaller classes and tutoring. So, where whole school reform models are in use, schools may find added
benefits for specia education. For example, the Success for All (SFA) program employs one-on-one
reading tutors to support student successin the early grades. These tutoring positions are expressy
designed to replace the need for Chapter/Title One tutors and speciad education resource teachers
(Savin, Karweit & Madden, 1989). In addition, in SFA the heterogeneoudy grouped reading classes



of about fifteen students provide a smdler class size and more concentrated direct teaching — both
hallmarks of effective specid education programs. These reading classes include regular assessment
that alows for the congistent monitoring of students while problems are sill minimal. In other words,
amall problems are fixed before they become big ones. Findly, SFA recommends the use of family
support teams. The specia education system has offered support to families for more than two
decades, athough most of this support is limited to preschool-aged children. Family support for al
children who need it will likely make inclusion more successful since educationd impediments that sem
from the home are more likely to be addressed. These sorts of reforms are not limited to schools that
adopt the SFA model. Indeed the NJ Supreme Court expressy stated that any Abbott district has the
right, based on demongtrated need, to request and obtain on-site socia servicesthat are not readily

avalable in the surrounding community.

Making Incluson Work with or without a Whole School Reform M odel

While the different reform models discuss the structures of effective education (small classes,
tutoring and the like), thisis only one piece of the puzzle. In order for inclusion, or reform, to work, we
must look at what goes on within these structures. Again, the sorts of activities that are likely to occur
within the reform models are cons stent with those considered to be best practicesin specia educetion.
Let’s review some potential questions about how to serve students with specia education needs and
where they might fit in areforming school.

What educational practices are consistent with school reform and have been shown to
meet the needs of children with special education needs?

1. Professond development on inclusion for improved leadership of district and school
adminigration

Leedership in any school must begin a the adminigrative levd, yet building principas and
digtrict supervisorstypicaly have little to no training in the issues facing specid education today,
including research supported best practices. Any system change within the school organization



should begin by educating these school leaders. In-service for administrators should focus on two

primary issues.

» Thelega background of specia education placement and practice decisons;
and
= Effective programming options.

Thetraining in the lega background of specid education placement and practice decisonsis
essentid in that many activities of pecid services are legdly, not necessarily (intuitively) logicaly driven.
Principas must understand the legal concept of least retrictive environment and how such decisons are
to be made. Specid education regulations can seem onerous. Therefore, adminisiration needs to
understand the origin and purpose of the regulations if they are to support and implement correct
policies and practice. They need to understand that special education, perhaps more than any other
area of education, is driven by regulation and case law. They need to understand that the movement to
more inclusve educationa practicesis not aloca “mood” but rather the result of years of litigation and
subsequent law changes. Such training hel ps adminigtrators better understand why their districts are
undertaking change and aso helps gain their support in the efforts.

Once adminigtrators understand the framework and impetus for this change effort, they dso
need information on promising practices and research supported interventions to share with their saffs.
Information at the adminidrative level need not be in depth in order to help them to direct and
encourage gaff in making change.

Information on promising practices can be provided to adminigtrators through a variety of

resources:

» The Learning Resource Centers (LRCs), in New Jersey, are atraining branch
of the NJ Department of Education. These centers provide up to the date
training on educationd interventions and do so at low cost to didtricts.
www.state.nj.us/njded/Irc/genfo




The NJ Department of Education provides an on-line resource, NJPEP. This
webgte provides up to date information on on-line and in person training

sessons available for educators. www.njpep.rutgers.edu

The NJ Department of Education provides an on-line reference system to
locate in-services providers. The site provides searches by provided name,
geographical area, core content standards addressed in training, and
ingructiona content. www.state.nj.us/njded/profdev/providers/search

Many in-service offerings are aso made available by other organizations or
agencies throughout the state, such as the Morris Union Consortium or the
Newgrange Schoal. Colleges and universities with programsin specid
education can provided speskers or help identify nationa expertsin areas of
interest.

Many professond organizations offer nationa and local conferences. Consult
their web stesfor further information. For example: the Nationd Center for
Learning Disabilities, the Council for Exceptiond Children, the Nationd
Information Center for Children and Y outh with Disabilities and the

International Dydexia Association.

And finally, web searches can often yidd expertsin areas of interest. Searching

www.ideapractices.org for example, provides links to information (and

potentid trainers) on topics including incluson, assistive technology, early
childhood, and specific resources for various disabilities.



2. Providing gaff development

Once adminigrators have received preiminary training, it istime to activate the staff. To do this,
we suggest that each adminigtrator identify a core of interested staff members to begin. These saff
members can form the building level change support and guidance team. This group should be
differentiated from other school reform teams in that those groups have other pressing duties. The new
team should be made up of staff members who have shown initiative, leadership, interest in innovetion
and high-level professiond behavior in your school. This group will help motivate and “sdll” new idess
to dl other saff. They can dso hep insure that new ideas become integrated into the fabric of everyday
lifein the schoal.

The support and guidance team members should be provided an overview of their role (to help
support best practicesin the schools) and then work together to identify the areasin which further
training is needed. Typicd areas of further training will include promising gpproaches in reading
indruction, behaviora management techniques, differentiating ingtruction in the regular classroom, co-
teaching techniques, and ingtructiona strategies that work with pupils with disabilities. Again, the LRCs
can be hdpful in providing or planning such training.

Each school will need to identify ways to encourage al gaff to participate in on-going training in
new techniques for working with pupils with educationd disgbilities. Options include the following:

=  Traditiond digrict in-service days may be used for topica training.
= Teachers can earn credit hours (toward required hours of training) for work done with
specific in-services, or atendance at on-going training sessions can be “traded” for

participation at daylong district in-services held at other times.

= Schools can provide “academies’ on relevant topics. Courses can be offered after

school or on weekends and credit given (such as CEUS) toward raises on the pay scae.



Staff members who have demonstrated expertise in an area can be used to provide
training for others. Often, for example, the related services staff (speech-language
specidigts, occupationa thergpigts, physica thergpists) can offer excellent advice to
classroom teachers on smple techniques for better management and ingtruction of pupils
with disabilities.

Some didtricts have aso chosen to pay teachers to participate in training on weekends,

evenings or in the summer.

Other digtricts have established voluntary discussion groups, organized around topics of
interegt to the aff.

Staff members should dso be provided with reading materia to support their training

sessions. Schoal libraries should include relevant journds (listed later) and texts.

Videotapes are another way to provide training. Some schools have established “video
lunches’ for staff where training videos are shown and discussed at lunch times.
Possible videos include:

0 Specia Needs Studentsin the Regular Classrooms? (www.films.com)
0 How Difficult Can ThisBe? The F.A.T. City Workshop
(http://www.ldonline.org/ld_store/ldproject.html)

0 Nobody’s Perfect: A Beginners Guide to Learning Disabilities
(www.amazon.com)

0 Meeting the Needs of Students of ALL Abilities: How Leaders Go Beyond

Inclusion (http://www.pdkintl.org/profdev/videos/vhome. htm#spec)

0 Incluson: Policy and Practice
(http://www.pdkintl.org/profdev/videos/'vhome.htm#spec)

0 Facing Inclusion Together (http://edrs.com )

10



0 Look What You've Done! Learning Disabilities and Self-Esteem with Robert
Brooks
Stories of Hope and Resilience

http://www.ldonline.org/ld_store/ldproject.html

0 Thelnclusion Series (www.comforty.com)

=  Opportunities for peer observation can be provided to help teachers share expertise.

= Opportunities for observation of programsin other schools, other didtricts or in private

programs can be encouraged.

=  Cooperative arrangements can be made with colleges or universitiesto offer related

courses on Sitein the didrict for graduate credits.

Regardless of the training mode and venue chosen, the change process for inclusion requires
time and nurturing. Training needs to be on going, pinpointed to the staff member’s needs and
moativating. The effort itsalf will need support astime passes and theinitia energy wanes. Committed,
energetic leadership can help carry the day when the initia excitement of the change process wears off!°

While decisions about specific topics for in-service in adigtrict should be driven by that didrict's
particular identified needs, the following questions are typically of interest:’

= Why incluson? How did this happen? Why are these pupils here?

=  What are the expectations for these pupils? Are we modifying or remediating?

= How can we differentiate ingtruction to meet the needs of al pupilsin our classes?

=  What are the characteristics of pupils with educationa disabilities and how can those
characteristics be addressed in the classroom?

=  What are some easy to implement behavior management techniques?

® For more on leadership and professional development in a standards-based improvement environment, see the
Standards chapter of this manual.
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= How can we help these pupils read? Write? Spell?

= How can we help these pupils succeed within the content areas?

»  What istrangtion and how should it affect the curriculum and ingtruction?

= How can | modify for some of the pupilsin my class and be perceived as “far?’

= How do | avoid “watering down” the curriculum?

=  How can | implement these changes within the structure of our reform plan?

= How do these changes fit with our whole school reform mode (if applicable) and what
adaptations might be possible or necessary to improve the fit?

3. Employing Best Practices for Child Study Teams

The IDEA mandates that digibility and |EP decisons be made by a multidisciplinary group.
New Jersey schools use amode cdled the child study team (CST) as the eva uators and school
representatives in the |EP meeting (with the required teacher and other staff, as appropriate). The
CST congsts of aschool socia worker, a school psychologist and alearning disabilities teacher
consultant (LDTC). The LDTC position is unique to New Jersey. LDTCs have completed a
minimum of three years of teaching and have completed the required graduate course of study
focusing on assessment and remediation of pupils with educationd disabilities. Typicaly, the LDTC
would focus on the educetiona/achievement evauation of the pupil while the school psychologist
would focus on the psychological/ability/behavioral aspects. The school socia worker would focus
on behaviora/socid issues aswell as family and developmenta concerns. All would be responsible
to case manage students and al would be responsible for developing |EPs.

New Jersey has not provided any standards for required or optimum caseloads for CST
members. The determination of appropriate casdoad for a given team member should be based
upon the following:

" For more on needs assessment and improvement planning, see the Standards chapter of this manual.
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The age of pupils to be served (with preschoolers typicaly requiring more time from
CSTsthan older pupils);

The severity of the disabilities of the pupils to be served (with pupils with more severe
disbilities typicdly requiring more time);

The number of pupilsin the casdoad who are placed out of didtrict.  Out of digtrict
placements, while taking more time to reech, typicaly take lesstime overdl than the
case management of pupils on Ste;

The location of pupilsin the casdoad within the district . CSTswith more trave time
should have alower casdload than those who work within one building;

The demands of the parents within your setting. More demanding parents suggest a
need for alower casdoad while non-involved parents suggest a higher caseload;

The“age’ of the programs within the CSTS caseload. Newer programs require more
time and attention from the CST than older, more established programs;

The acceptance of the CST by the schools in which they work. Where CSTs are
welcomed and have a positive reationship with the principds, they can manage
somewhat higher casdloads,

The other demands placed upon the CSTs by your digtrict. Some digtricts give CSTS

responghilities for guidance, PAC or attendance related activities, The gregter the
number of “other” respongbilities, the lower the casdoad should be;

13



The amount of secretaria support available to the CSTs. The work of the CST is
“paper heavy.” CSTswho must type, send and file their own materids will be unable to
manage higher casel oads competently;

The types of programs with which the CSTswill work. Typicaly, saf-contained classes

take somewhat more time to case manage than do resource programs,

The “successfulness’ of the programs within the CSTS' casdloads. Troubled programs
should be given more time and attention from the CST in order to address their issues;
and

The intention of the didtrict to implement change within the schools served by the CST.
Change requires time and attention from CST members who will only be able to devote
that time if their casel oads are otherwise managesble.

CSTswith gppropriately szed caseloads can devote time to affecting change in the digtrict.
They can support teachers with ingructiona and behaviord chdlenges and work more closely with
parents to develop support for programs. The CST members can serve as the “front ling” in developing
effective specid education programming.

NJAC 6A:14 d o requires the identification of a case manager for each pupil with an
educationd disability. This person istypicadly amember of the CST and assumes primary respongbility
for insuring that the student’s IEP isimplemented and appropriate. The case manager should be
available to saff members for informal consultation on issues as they arise within the cdlassroom. Staff
members will need to be kept aware of the existence and identity of the case manager for each pupil
with an educationd disability whom they serve. This person should dso be respongble for maintaining

communication and coordination between service providers and the home,

4. Coordinating with early intervention providers

14



The Court mandates preschool intervention for dl children in Abbott districts. The IDEA
mandates that intervention services for dl children with identified disabilities be available from birth and
focus on the needs of the whole family through an individudized family service plan. In New Jersey, the
Department of Health and Senior Services administers these services. Asachild enters public
preschool, a*“seamless’ transfer of administrative duties from the Department of Health and Senior
Searvicesto the school will facilitate inclusion. In fact, current New Jersey Administretive Code
mandates that a child study team member from the child’'s school didtrict participate in atrangtion
conference designed to facilitate the child's movement into public school. Optimaly, Child Study Team
members should get to know the incoming preschoolers prior to this meeting. This can be accomplished
through an observation and dialogue with the early intervention provider. Child Study Team members
may aso find it helpful to invite early intervention saff members to see the didrict’s program. This
exchange of information can help ensure a positive exchange of information &t the digibility/|EP meeting.

Thistrandfer should be facilitated by the Court’s mandate to bring appropriate socia services
into the school. Whenever possible, appropriate school personnel (e.g., school socid workers,
counselors, nurses therapists, or CST members) should follow up with the parents of preschool children
early in the child sfirst year of schoal, if not before enrollment, to ensure that al gppropriate

educationd, hedth and socid sarvices are available to the students and their families.

5. Coordinating the ingtruction of included pupils.

Programs for included pupils can be complex and involve many members of the saff including
genera and specia education classroom teachers, ingtructional assistants, related services providers, the
school nurse, related arts teachers and others. To ensure that all of these people are working in concert
to meet the needs of the pupil and to share the knowledge and insights each gains as the program
progresses, we highly recommend that program planning meetings be held on aregular bass. Each taff
member with responghilities to implement the pupil’ s 1EP should attend these meetings. Topics for each
meseting should be identified by those staff members or the group may address a question from the
home. The case manager can coordinate and run these meetings athough we suggest that the principa
of the school attend the first few meetings to convey the sense of importance this group should have.

15



Questions brought to smilar groups in the past have varied from “How can we help the student
to be better involved socidly?’ to “How can we arrange for better seating in al classes?’ Issues of
behavior management, positioning, communication goals and motor skills, which cut across the

curriculum, are important to address with this group.

6. Practicing differentiated ingtruction:

One of the key benefits of aresource room and, to alesser extent, salf-contained placements, at
least in theory, isthat in these smaller groups the teacher is able to individudize ingtruction.  Tutoring,
amaller class szes, and strategic homogeneous regrouping should help teachers attain differentiated
indruction while maintaining an inclusive placement (see King-Sears, 1997, for acomplete review

differentiated instruction techniques).

a Use of explicit strategy ingtruction

Students with specid education needs tend to have weak metacognitive skills. That is, they
tend to poorly regulate their own learning. For example, competent readers automatically check their
comprehension asthey read. Occasiondly, good readers will read a paragraph only to redize a the
end of the paragraph that they cannot recal what wasjust read. Typicaly, they will reread the lost
passage. In contrast poor readers are not as likely to pause and check comprehension. They will
smply plod on, decoding each word with little attention to meaning. Once the find word is decoded,
these readers will declare the passage as“read” despite the fact that they have made no meaningful
interpretation of the decoded words. Small groups and tutoring allow ample opportunity to introduce
and practice such comprehension techniques as KWL (know, want to know, learned), reciprocal
teaching, and text mapping. One-on-one tutoring and small group instruction aso provide opportunities
to teach such recal and organizationd Strategies as concept mapping, or mnemonics. More information
on these and other topics can be acquired through organizations such as the Council for Exceptiona
Children (http://www.cec.sped.org/), the Nationa Information Center for Children and Y outh with

16



Disahilities (http://www.nichcy.org), the International Dydexia Organization (http://mww.interdys.org)
and the Association for Supervision and Curriculum Development (www.ascd.org) dl of which offer

inexpensive, readable resources on a variety of curricular and methodologicd topics.

b. Employing direct skill ingtruction

Maost modern linguists agree that, in generd, humans are “wired” for language. However, this
natura predilection towards language is mitigated by experience and debated with regardsto literacy
(e.g., Molfese, Molfese & Modgline, 2001). Some students come from language rich environments and
seem to pick up reading and the rules of grammar “naturdly.” Others come from lessrich
environments. Still others come from rich environments but seem to lack an “organic” facility with
language. Research on students in these two latter groups who do not “naturdly” excd in literacy skills
shows that they tend to benefit sgnificantly from direct ingtruction of these kills. In particular, direct
ingruction of phonics and phonemic awareness seem to be promising. Whatever the skill being taught,
systematic, clear and predictably structured presentation that is linked to prior knowledge is necessary
to maximize student achievement (McDonnell, 1998).

c. Egablishing cooperative learning Stuations in content aress

While heterogeneous groups are ussful in skill building (and are employed in aress like reading
in many WSR modes), working in structured small group Stuations during content arealessons (e.g.,
science, socid sudies, and sometimes mathematics) creates additional benefits for children with specid
needs (McDonndll, 1998). Firgt, children who fed less competent in school often will not actively
participate in large group activities. These students are more likdly to participate in smaler groups.
Second, structured small group work tends to focus on developing problem solving, sdf regulation, and
metacognitive skills— areas of particular weakness for most children with high-incidence disabilities
(eg., learning disabilities, mild mentd retardation, and emotiond disturbance). In addition, well-
Sructured cooperative learning teaches children timdliness, responsbility, manners and conflict
resolution skills. These so-cdled, “ soft kills” are valued by employers who seek a sable, well-
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mannered workforce. (Murnane 1994) Teachersinterested in small group methodology might consider

exploring the work of Elliot Aronson, Robert Savin, or Annemarie Palincsar.

d. Usng manipulatives to make lessons concrete

Many children with learning disabilities or mild mentd retardetion have difficulty with
abgraction and in generdizing symbolic representation with red world experience. Thereforeit is useful
to incorporate manipulatives and or computer technology into lessons. Thisis particularly useful in math
and science. Generaly spesking, the more closdy a manipulative resembles the red-life object (the
actud red-life object isidedl), and the more smilar the learning context to the context in which the skill
will be applied, the better the generdization of the kill will likely be. For example, when learning to
count money in a shopping Situation, a classroom exercise using plastic money is preferableto a
worksheet. Using real money beets fake money. And using real money at a school store, or better yet,
a ared gore (perhapsin the museum gift shop during afield trip) is even more preferable since it
alows the student to employ ared object in ared Stuation.

What can be doneto insurethat incluson does not impede the progress of the children with no
identified disabilities?

Research has shown that students who are functioning a or above grade leve are not
necessarily “held back” by lessfacile students (see Savin (1991) for areview). Infact, asthey help
their less able peers, many students gain a more robust knowledge of the subject at hand. Manset and
Semme (1995) conducted areview of eght different inclusive modds for e ementary students with
disabilities (including the ALEM and SFA modds used in some Abbott schools) and found “the impact
of the changes on the achievement of nondisabled students was positive.” They report that inclusive
programs with these types of pogitive resultsfor al students typicaly have the following components:
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Students with disabilities were not returned to typicd, traditiond classrooms, but rather

to classes which were incorporating highly structured teaching techniques which focused

on individudized basic skills ingruction and frequent testing;

A redigtribution of resources through reduced class Sze, increased staffing or peer-

supported ingruction;

Specidized ingtruction required for al sudents, rather than suggested for some;

Specia education services that were re-conceptudized; and

A commitment that specid education services, when needed, will till be available.
These criteria gppear to be compatible with reforms underway in Abbott districts.

1. Maintain standards and provide help reaching them

High standards and expectations are critical to the success of adl students. Clear performance
standards help teachers set redigtic expectations for each of their students and the schools must work to
continually identify and refine such performance standards. Standards without supports however, will
amply lead to falure. Schools must carefully consder the needs of each pupil in identifying any
necessary additiona supports and services. Therefore, a sandards-based program of instruction that
maintains appropriate andards and supports for al students will likely benefit dl types of sudentsin a
given classroom. The School Management and Improvement Teams (SMITs) should work with all
teachers to identify those common services that might be built into regular education to ensure the

success of dl.®

2. Maintain a continuum of sarvices

As highlighted in the Manset and Semmd study above, it isimportant to remember that very few

people argue that a general education placement is appropriate for al students. In fact, most specia
educators argue that inclusive placements are just part of the continuum of services. Broadly accepted

® For more on implementing standards in the Abbott districts, see the Standards chapter of this manual.
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views of inclusion (and current interpretations of the law) smply state that the generd education
classroom should be attempted (or at least serioudy considered), for al students before placement ina
more redtrictive environment. In other words, genera education, not a specid class, should be the
“default” placement for students, not the only potentia placement. Clearly, students who cannot benefit
from generd education or who provide a sgnificant disruption can be placed d sawhere. Maintaining
the full continuum of options may aso help to reduce due process agppeals and/or potentialy costly
private placements since a saf-contained setting is available if the child-study team, the student or his or
her guardians believe it is necessary.

3. Maintain dternative programs

The Abbott Court mandates dternative programs in secondary schools. The maintenance of
these programs serves two purposes from an inclusion perspective. Firg, it prevents the classfication
(or dropping out) of students who are not successful in atraditiona program. Second, dternative
programs provide a more suitable place for sudents who are likely to be disruptive in atypica program.

4. Maintain positive behavior supports

Positive behavior supports alow teachers to address challenging behaviors by focusing on
broad lifestyle issues such as maintaining friendships with others and gaining independence, not Smply
excess behaviors. Teachers are encouraged, among other things, to explore why the student acts out
(functional assessment) and address these issues based on the individua needs of the child. For
example, astudent who acts out to receive attention from his peers could be given opportunities for
postive attention rather than smply being punished for misbehaving.

What are some alter native ways to providerelated servicesto included students?

1. Consder providing integrated therapies in the classroom — Integrated thergpiesinvolve tying in

goas and objectives the child hasin higher IEP with typical classroom curricula, often through
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“pull-in” programs where the specidist enters the generd education classroom (i.e., working on fine
motor skills with the Occupationd Thergpist in the art room while completing aregular art project).

2. Consder indirect delivery of services—In thismodd the thergpist provides some direct services,

but so models, and consults with the teachers who deliver part of the services. The therapist

monitors the child' s progress.

3. Consder small group therapies instead of one-on-one — When appropriate, the therapist can

block a period of time, and provide therapy in asmal group situation for severa children.

4. Be certain the child needs the service — In traditiona specid education situations, we often

provide a congtellation of services based on the child'slabd. For example, children with behavior
problems are routingly provided with in-school counsding on aregular basis. Thisis often
appropriate. However, for some students whose behavior problems are linked to school failure,
intense academic tutoring may be more gppropriate for reducing unwanted behavior. While short—
term or acute counsdling may be necessary, for some students in this example, long-term counsdling
may not be necessary as academic achievement improves.

5. Coordinate with loca or on-site socid service agencies — Communication and coordination with

socid service agenciesis likely to improve as more of these organizations are brought into the
school. This may dlow for certain services to be provided on school grounds just before, or just
after the regular school day. 1t will dso likely lead to better attendance, which should leaed to
improved student achievement.

How do we avoid legal pitfalls?

Specid educationisahighly litigious fidld, especidly in New Jersey where hundreds of
requests for hearings are made to the state department each year. The cost of these casesin
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time, energy and money is high. Schools will be best served by carefully consdering the
fallowing:

1. Actively involve parents and students in the | EP process — While it is often difficult and

sometimes impossible to do so, drawing guardians and students into the process, and assuring
that they understand and are comfortable with the placement is one of the best ways of
minimizing problems down the road. Digtricts must work cooperatively with parents in reaching
placement decisons. While thereisa clear legd preference for inclusive placements, parents
often have strong fedings regarding these decisons and their fedings must be considered.
Determining the least redtrictive placement requires congderation of many facets of the sudent’s
life and parents can provide critica guidance in many of the areas including the need for
interactions with non-disabled pupils, physical and behaviord ability to move about the school
Setting, and positive adaptive techniques.

Parents should be fully informed of the digtrict’s plans and be full participantsin the IEP
process. Obtaining parenta participation in low-income school digtricts can be especidly
arduous since parents of these sudents typically have less free time to attend school activities
and may aso encounter childcare and trangportation problems. Efforts to increase parent

participation can include:

0 Scheduling mesetingsin coordination with the parents, not assgning times;

0 Hédping parents understand the importance of their participation prior to the
meeting through phone conversations or |etters;

o Contacting parents for “good news’ meetings as well as the typica
“something iswrong” meetings that they must attend;

0 Seeking parentd participation through phone conference cdls,

o Conddering “flex” hoursfor CST and hourly pay for teachers to participate
in |EP meetings after school hoursif necessary;

o Offering parents an “advocate’ through the school socia worker who will
support them in the |EP process; or
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0 Providing babysitting services during meetings.

When parents are actively sought out to participate in educationd decision making and
listened to during the decison-making, litigation islikely to decrease.

2. Make sure each placement conforms to the Oberti decision and subseguent regulation —

Following the decision making process set out in Oberti and NJAC 6A:14 will help protect the
didrict againg litigation. Careful congderation of theissue, rather than superficid discussion is
essentid. Documentation of the decison making process must be completed in writing.

3. Maintain your paperwork and eva uation schedules — Incluson does not remove any of the

meeting, notice or 1EP requirements digtricts face. It issmply one way of addressng least-
restrictive environment issues. No matter what the placement, a child with a classfication must
be evaduated triennialy and must have aregularly updated IEP. Due process timelines and stay-
put requirements must also be maintained. While due process cases are not typicdly initiated
because of poor completion of paperwork or failure to conduct required meetings, such

procedurd failures can cause adigtrict to lose the case.

4. |dentify those cases, which appear to be headed toward due process hearings. Work to

resolve the difficulties before they escalate. CSTS should be trained in identifying potentid due
process matters and know that such cases are to be immediately reported to their supervisor or
gpecid education adminidtrator. At thistime, the group should review the case for any

procedura or educationa errors that may exist. A careful review of the student’ sfile should be

conducted to determine;

o0 Weretheright peopleinvited to the right meetings at the right times?

0 Weretheright written documents kept as arecord of this?

0 Hasthe student made progress, both academic and socid, in the didtrict’s
program? If not, changes must be made!
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0 Wasthedecison in question areasonable and supportable one?

0 Should additionda evaluations be conducted to help determine a course of
action?

0 Should the school consider dternatives that the parent has requested?

0 How will the digtrict explain its point of view and document that view to an
adminigrative law judge?

0 Aredaff members prepared to testify in a hearing?

0 What weaknesses are there in the school’ s case?

o If asaviceisrequested with which the didrict is unfamiliar, who will do the
necessary research before making afina determination as to whether or not
that service is appropriate.

Any weaknesses identified can often be addressed by convening an |EP review meeting and
revising the |EP. Services should be added as appropriate. Outside evauations can be obtained and
outside experts consulted. Action taken prior to the initiation of a due process hearing can often Save
off the actud filing of the reques.

Itiscriticd to recdl that, in specid education hearings, cogts and difficulty in implementing any
program are usudly irrelevant to the outcome decision. Explore dl options fully and serioudy before

refusing a service or program.

How do we help teachersadapt to incluson?

1. Explore different collaborative modds indluding:

Technicd assgtance -- where the specid education teacher is available on
an as needed basis to help the generd education teacher troubleshoot
difficult Stuations

24



Consultation —where the specid education teacher meets regularly with the
generd education teacher to discuss the needs of included children. The
special education teacher acts a resource for the genera educator.

Teaming — where the generd educator and the specid educator co-teach.
Many experts see this as the preferable model. And, given the reduced
student-teacher ratio required by Abbott regulations, itislikely to bea
viable modd for specia needs schools. When teachers co-teach, it is
important that they communicate well with each other and have a shared
vison of what the children are capable of and how they should be taught.
(Langrock, 2000)

2. Provide coordinated planning time — It is virtudly unanimous among teachers who try

any form of collaboration that regular, sustained planning time is a necessity.

3. Provide professiona development — Collaboration isa skill that must be taught to

many practitioners. Teaching is not “naturaly” collaborative. Teachers must be taught
and practice waysin which they can give up “control” of their classroom and shed
rigidly defined roles. The Association for Supervision and Curriculum Devel opment
(www.ascd.org) is an excellent resource to begin exploring topics for professiona

development.
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Voices From the Field — Co-teaching an Inclusive Classroom

Dianne Wade is a specia educator; Jennifer Gibson is a genera educator. Both have been
teachers for more than twenty years. Dianne and Jen have been co-teaching for about a decade.
They currently teach an inclusive class of fourth graders, about athird of whom are classified as
having a disability.

When they began co-teaching, they were given little guidance and were placed in a
classroom that could not accommodate two teachers and afull class. They aso had little time
scheduled together to plan. According to the pair, it was an advantage, in some ways, to begin this
way. They were experienced teachers creating something from the ground up. No one planned it
for them, which allowed them to create something that worked to their strengths.

Asthe program evolved in their school, more teachers began to work together. According
to Dianne and Jen, the most successful pairs share some common traits:

1 Their philosophies must match. “Thisis like amarriage, “ says the pair, who are known for
finishing each other’ s sentences. When teachers who don’t share similar educationa perspectives

attempt to co-teach, they often fail even if they are good friends.

2. Co-teachers must share some planning time each day. |If teachers are not
permitted to plan together on aregular basis, they will be unable to sustain a
meaningful collaboration. Jen and Diane now have overlapping planning times.

When they first began this wasn't the case, which hindered their success early on.

3. Space must be adequate. Dianne and Jen share an oversized classroom. This
isimportant because it gives them the space necessary to work in small groups

around the classroom.
4, Co-teachers must remain flexible. Even with similar philosophies, proper

space and planning time, teaching israrely predictable. Therefore, co-teachers must

remain open to change as it occurs.
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Jen and Dianne have noticed over the years that they are often given students who are at
the lower-end of the ability spectrum. It seemsthat it is natural for the third-grade teachersto place
their most at-risk studentsin a class with well-functioning co-teachers for fourth grade. Still, the
pair must make an effort to keep their class heterogeneous. To that end, they seek out third-grade
teachers around placement time and remind them that heterogeneity isgood. Indeed, in Jen and
Dianne's class, group work combined with targeted individualization benefits stronger and weaker
students aike.

In the end though, the pair works with whoever isin the class. If the students are unable to
model proper academic behavior for each other, there are two teachers to model how to work
together appropriately. Thisis particularly useful when the students are engaged in small group
work. “One last advantage of co-teaching isthat it is very nice to have another adult in the

classroom. It keeps us sane,” they agree, “and its great when we sit down to talk to parents.”

THEABBOTT DECISION AND EDUCATIONAL TECHNOLOGY

Aswe begin adiscussion of educationa technology, it isimportant to remember that not dl
technology is necessarily “high-tech.” Y es, expensive computer systems and optical devices are
technology, but so are crutches, pencil grips, and even glasses. In short, any device that aids usis, & its
root, atechnologica innovation. Both the Abbott decisons and the IDEA address technology issues.
The IDEA dlows for technology to be stipulated as a rdlated service just as speech therapy, counsding,
or physica therapy might be. The Abbott decisions tipulate that the Commissioner of Education must
implement technology programs &t the request of the school or didtrict.

Technology can be used in the classroom to assist students in completing everyday tasks such
as conversing, note taking, moving about. Other devices are used in accessing information from text,
video or speech. In any case, thereisadual use for technology in a standards-based curriculum. Firt,
technology can maximize the students' opportunity to acquire the required skills and knowledge.
Second, technology can help teachers assess students more accurately. For example, asocid studies
teacher who is working with a student with reading difficulty may have trouble assessng him or her
through atraditiond paper and pencil test (failure on such atest may be a better reflection of the
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students reading ability than his or her content knowledge), and may not have the timeto give an ord
exam. Technology may make the written test accessible to the student and alow the teacher to more
accurately gauge how well the student has met the socid studies content standard.

Using Technology to Help Students at Risk for Failure

1. What devices or software can help students who have difficulty reading?

Books on tape -- Students with reading difficulties pose ared dilemmafor teachers.

Y es, reading is an important skill, perhaps the most important skill, a student can learn.
However, it is not the only important skill or content thet istaught in school. A dilemma
occurs when students who cannot read cannot access other information because this
access depends on being able to read texts or other source material. Books on tape
are one way to alow students access to source materid so that their reading
impairments do not block their access to other information while they are il learning to
read. Recordings for the Blind and Dydexic (http://www.rfbd.org) and The New

Jersey Library for the Blind and Handicapped
(http://mww2.njstatelib.org/njlib/njlbh.htm) are excellent resources for recorded

meaterids.

Scan/read software -- When recordings are not available, practica reading software

may be aviable dternative. This software can be run on most up-to-date computer
gystems. Some textbook companies offer their texts on CD-ROMs, which are read
aoud by the software. If the computer is hooked up to a monitor, the text will appear
on the screen. The software is then able to highlight the text that is being read — cresting
aread-dong tutoria system. If the materia to beread isnot available in digita form,
most systems dlow the student to scan in materid to beread. Popular brands include
Kurzweil 3000 by Kurzwell, WordSmith by textHelp and WY NN by Arkenstone.
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What technologica devices or software can help students who have difficulty
writing?

Speech recognition software —There are essentidly two reasons a student will have

difficulty writing. Firgt the sudent may have a physica imparment that precludes using
awriting implement or keyboard. Second, a student may have such a severe language
difficulty that he or she may not be able to spdl well enough for a computer pdll check
to be useful. In the case of a cognitively strong student with physica impairments,
gpeech recognition software can be useful in helping a student commit his or her
thoughts to text. While thistype of software has limitations, which are likely to be
addressed as the technology improves, essentialy, it works aword processor or other
software through voice commands.  For students with language difficulties, the
scan/read software described above combined with the word prediction software
described below would probably be more effective.

Intellikeys keyboards — Inellikeys is a versatile keyboard that can change based on the

needs of the student and the task a hand. The keyboard comes with a series of
overlaysthat alow students to complete a variety of tasks. One overlay, for example, is
atypica computer keyboard. Another is akeyboard with the letters in aphabetica
order, making typing easier for students who have mastered the aphabet in order, but
are confused by the traditional, or QWERTY, keyboard. Other overlays provide
numeric keyboards for math or keyboards with larger keys for students with physical or
visud impairments. Overlays can be customized to meet virtudly any curriculum need

Modified keyboards and switches— In addition to Intellikeys, there are a variety of
other modified keyboards designed for people with al sorts of disabilities. For

example, there are mini keyboards for people who have impaired gross motor skills
such as those in the arms, but intact fine motor coordination in their fingers. These
keyboards are about the size of a Game Boy and are designed to be controlled with the
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thumbs or one or two other fingers. In addition, there are a variety of switches and
modified computer mice and trackballs that make computers more ble for

individuals with physical disabilities.

Word prediction software — Some students are reasonably facile with keyboarding and

other computer sKkills, but lack the phonemic skillsto spell well. In this case, writing is
so dominated by mechanics that ideas are often lost or become secondary to the
Sudent. In addition, writing becomes so difficult that the student becomes discouraged
and gives up. Word prediction software helps by “guessing” the students word as he
or she beginsto type. For exampleif the student types“Th” the software would offer a
menu of common such common words as“The,” “Three,” “There” and “Therr.”

Some programs will read these words aoud to the student to further help him or her
choose the correct word. Some programs will dso “remember” the words that are
popular with the student and offer them first. Many of the reading software products

mentioned earlier have word prediction features in their word processors.

Alpha Smart keyboards — Alpha Smarts are aless expendive dternative to computers.
They are about the Sze of asmal lgptop. They offer afull sze keyboard and a small

LCD screen and are limited to basic word processing.  Text typed on these can be
uploaded to a computer for printing and further editing. They are much less expensive
and more durable than full computers, and very portable. Some students with reading
and writing difficulties find these useful for note taking and basic compostion work.
Many schools purchase class sets of these devices and create rolling writing labs at a
fraction of the cogt of afull computer lab. Thisdlowsvirtudly al sudentsto actively

engage in awriting process that fosters creativity through multiple revisons of work.

3. What technological devices or can help people who have difficulty spesking?
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Augmentative communication devices — Augmentative communication devices range

from smple picture boards to highly complex voice synthesizers. For some students
with speech difficulty, a basic communication board with pictures of everyday
objects and needsis dl that is necessary to establish basic communication. The
student points to pictures on the board in order to let the teacher know his or her
needs. Whilethisis dearly not optima communication, it can be ussful for a student
with limited cognitive abilities or as aback up to a more advanced communication
system that is currently out of order. Some students with autism use asmilar

system as they learn to communicate effectively. This Picture Exchange
Communication System, or PECS, employs avariety of smal picturesthat are
caried in abinder. The student attaches the pictures with Ve cro to the front of the
binder in order to communicate with others. More advanced augmentative
communication devices involve voice synthesizers and dlow studentsto
communicate complex ideas in full sentences. These are often used by students with
poor muscle control, who have difficulty forming words with their mouths. They can
be controlled using keyboards, switchers or with alaser pointer attached to the
student’ s eyeglasses or a cap.

4. What technologica devices can help people with visua impairments?

Closd Circuit Televison— For students with some residua sight, closed circuit

television system can be useful. These systems employ a camera focused on the
text or object to be viewed. Animage of the object or text is magnified and
projected to atelevison screen where it ismore easily viewed. These devices can

be adapted for use with microscopes, telescopes, and other viewing devices.

Magnification and Screen Reading Software — For some students with visua

impairments, the text and images on a computer screen can be enlarged through
magnification software, or the contrast can be changed (white print on ablack
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screen sometimes helps) so that the imageis viewable. However, some students
have impairments that are not helped by this. Screen reading software is useful for
students whose sght is not useful for viewing a computer monitor. Like the
character recognition software described above, which is useful for visualy impaired
students when accessing specific text, screen-reading software reads the contents of
acomputer screen to the user, but it can be more versatile when looking at text
outside of awritten document (such asitems on a cluttered computer desktop).

For users with severe visud impairments, this software can be combined with voice
recognition software in order to help navigate the screen. Computer training can be
obtained by the New Jersey Commission for the Blind and Visudly Impaired, a
branch of the State Department of Human Services
(http:/Amww.gtate.n].us’humanservices)

Second Audio Tracks — Second audio tracks on video recordings provide narration

during parts of filmswith little didogue. This can be particularly useful during film
watching when the images on the screen set the tone for the coming screen or
provide other information that isintegrd to the story. The New Jersey Library for
the Blind and Handicapped (http://mwww2.njstatelib.org/njlib/njlbh.htm) offersa

variety of filmswith a second audio track.

Portable Braille Keyboards -- Y ears ago, blind students would often depend on

cdunky manud Braille writers to take notes or prepare homework. The machines
resembled and sounded like old-fashioned portable typewriters. They produced
Braille text that would have to be trandated by an interpreter for the teacher. While
manud Brallle writers fill exig, there are quieter, more convenient dectronic
dternatives, popular among these are products called Braille Lite and Braillen’
Speak. These products are about the size of a midlength hardcover novel. They
contain the six keys necessary to produce the Braille dphabet. Some also have a
refreshable Braille strip that a student can read to check the accuracy of what he or
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she has been typing. Also, thistype of devicetypicaly contains a voice synthesizer

that can read the input back to the student. It is very handy for note taking and

record keeping. Its contents can be uploaded to a computer where it can be

printed in Braille for the sudent and regular text for asighted reader. This removes

the need for a human trandator, making it easier for the teacher to receive printed

work from the student. In fact, if the teacher typed his or her commentsto the

student’ s work, the student could scan the document into a computer and either

print it out in Braille or listen to it through reading software or the portable device.

5. What technologica devices can help people who are deaf or hard of hearing?

Assdive Ligening Sysgems — These systems amplify the speaker’ s voice for the

lisgtener. Advanced systems use infrared Sgnals to a headset from a transmitter
connected to amicrophone. Simpler syssems work on radio frequencies. The
teacher wears a small microphone and the student wears awalkman-like

headset.

Closed Captions — Closed captioning is available on adl modern televisons and

many films. It provides awritten transcript of any spoken dialogue, which
alows hearing impaired students to gain information from in-class video

recordings.

6. Sincetechnology is aways changing, where can | go to learn more about what is
currently avalable for my sudents and me?

Educationa Technology Training Centers (ETTC)- Each of New Jersey’s 21

counties has an ETTC to help teachers integrate education technology into their
cdassrooms. The gate maintains awebdgte that can link teachersto the sitein

their county. (http://www.state.nj.us/njded/techno/techtran.htm)
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= Center for Enabling Technology (CET) — CET is dedicated to helping
individuas with disgbilities find technology tools to improve their lives—

including their school experience. Thisisaussful resource for teachersto direct
sudents and their parents to in order to help identify potentidly helpful devices.
(http://cetn].ataccess.org)

=  Technoloqgy, Educators & Children with disahilities— New Jarsey (TECH-NJ)

—TECH-NJisapublication produced at The College of New Jersey. It
contains discussions of best practices from the fidld, application of technology in
the classroom, product reviews, and updates of related events around the state

and in the region. (http://www.tcnj.edu/~techn])

TRANSITION PLANNING IN THE ABBOTT CONTEXT

School to work or college and transition planning for al secondary students are mandated
remedies in the Abbott digtricts. The IDEA and, therefore, the New Jersey Administrative Code,
require that trangtion planning for specia-education students begin & or before age 14. By age 16, dl
students are required to have atrangtion plan. Generdly speaking, trangition plans explore three
domainsin the young adults life: independent living, higher education/vocationd training, and work.
When writing atrangtion plan, the New Jersey Adminigtrative Code identifies five areas that must be
addressed in order to maximize the chances of student success after the child leaves school. These are:
indruction, community experiences, daily living skills, employment, and rdlated services. A solid
trangtion plan is particularly important for students who are at-risk for school failure.

Research has shown that sudents who have specid education needs are very likely to be under
employed, have alimited socid circle, and have few surviva skills (such as being able to open and
maintain a bank account) once they leave high school (Wagner & Vades, 1990). They are dso more
likely to end up in the crimind justice sysem. Programs that are specifically designed to give these
sudents skills and direction for life beyond high school are likely to improve the currently disma



outcomes for low achieving Sudents. The importance of these life skillsis reflected in the Cross-
Content Workplace Readiness Standards of New Jersey Core Curriculum Standards, which include
such issues as career planning, information technology, self-management, and safety kills.

Asyou work with students in planning their transtion out of secondary schoal, it isimportant to
remember that effective trangtion planning focuses on long-term gods and includes sgnificant input from
the students and, where appropriate, their families. Trangtion plans outline the nature of ingtruction and
experiences a student will need to best prepare him or her for postsecondary life. For example, a child
with a disability who plans to attend college would likely focus on attaining strong academic skills,
clarifying career gods, and identifying colleges that have gppropriate courses of sudy. Depending on
the nature of the student’ s disability, he or she may want to contact prospective colleges office for
sudents with differing abilities (or asmilar name) in order to determine the nature of support the schools
offer.

Under the Americans with Disabilities Act (ADA) and Section 504, colleges must provide
reasonable accommodations for dl students.  However, accommodations and bility vary from
indtitution to inditution. Therefore, guided exploration must take place for the student to make an
informed choice. For example, a student with a mobility impairment might want to vist the campuses of
potentia schools to determine the ease of movement within and between key buildings. A student with
alearning disability may want to check the availability of tutors or the types of accommodations that
have been offered by the college to sudents with smilar disahilities.

Whether or not students plan to attend college, many will likely need assistance in planning a
trangtion to independent living and employment. Some key stepsto this sort of trangtion are the
deveopment of life skills (e.g., driving or taking public trangportation, maintaining a home, or managing
money) aswdll as vocationa programs. The development of these skills can often be embedded into
other academic studies such as language arts, health and math, while others will need direct ingtruction
within a specidized offering.

Students with even mild disabilities from economicaly chalenged urban school digtricts face an
even more difficult Stuation. Every aspect of life, education and work is affected by the urban
experience. School to work and other transition programs in Abbott districts must address these unique

difficulties aswell asthe badc trangtiond design.
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Developing an appropriate trangtion plan:

1 How do we help the student determine his or her gods?

Create an awareness of opportunities — Pupils with disabilities within urban

schools often have little awareness of the educational and work opportunities
available in the region. They may not have been exposed to a variety of
workplaces and may know only persons working in the schools or in blue-collar
level jobs within the immediate community. Pupils need to vist avariety of work
gtes (hospitds, airports, restaurants, large businesses) and meet individuals with
varying careers within each setting. This experience should be initiated in the
younger grades and accelerated within the secondary setting if pupils are to be
sdf-directed in any choices they might make. Vists should not be limited to the
immediate area but include surrounding more affluent communities.

Clarify interests, skills and tdents — While assessment of vocationadl interests can

provide some ingght into the student, practice has demongtrated that through
regular discussions, members of the I|EP team (including the teachers and
parents) can best help the student determine his or her interests, skillsand
talents. They should aso discuss the student’s needs and preferences. How
does the student prefer to spend his or her time now? What are the sudent’s
hobbies? Answers to these two questions can help identify the student’ s career
gods. Onceinitid career gods are sat, do these seem redigtic given hisor her
current level of achievement? Are there steps that can be taken to address any
deficiencies so that the student might be successful? Or, are there related jobs
that ssem more gppropriate given the student’s current leve of functioning.
What educetion, if any, will be necessary in the remainder of high school (or in
postsecondary study) and where can this be found?
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Provide on-the-job experiences — Beginning at the secondary level, sudents

need red work experiences, which can be provided within the school setting
and in the community. Work experiences must, of course, be carefully
supervised and should include a classroom component so that students can
process the experiences that happen in the field. These work experiences can
be used to document and evauate the student’ s employability skills and to help
identify areasin need of further growth before employment will be successful.
In-school employment can be provided in the library, offices, lunchrooms and in
other settings. Some students have been given opportunities to be “teacher
assgants’ in arts and shop classes, asssting with younger students. Simple
“businesses’ can be set up to offer some students work experience. One
schooal, for example, set up asmdl printing busness, serving teachersin the
building with teaching materids, invitations, letterhead and so forth. Profits from
the business were used to expand the services available. Students were able to
learn business management skills, generd employability skills and graphic

design.

Claify life needs -- What will the student’ s housing needs be? Does he or she
wish or need to live independently right after graduation? Will there be

transportation issues? Does the student have the saf-help and surviva skillsto
live independently and take part in leisure activities? Does the sudent have the
means to support him or hersdf through employment or other sources? If not,
which of these skills can be taught in high school? The Department of Human
Services (http:/Amww.state.nj.us’/humanservicesindex.html) and the New Jersey
Developmentd Disabilities Council (http:/Awww.njddc.org) and the State
Parents Advocacy Network (http://www.spannj.org) and the National
Information Center for Children and Y outh with Disabilities

(http:/mwww.nichcy.org) maintain webstes that have information about services
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to hdp individuds with disahilities live independently in the community. In
addition, the New Jersey Partnership for Trangtion from School to Adult Life
for Y outh with Disabilities have produced a useful student-center handbook
entitled It s Your Life—Liveit to the Max.

2. How do we get sudents involved in their own trangition planning (Thoma, 1999)?
Maintain high expectations — Consistent with the standards-based mode of

reform, trangtion works best if students are expected to work productively at
gods that are meaningful to them.

Teach students to take an active role — Students will not take an active part in

ther trangtion planning if they are not taught the advocacy skills necessary to do
so. Role play with sudents and let them take part in gathering the materids that
will inform their plans. Teach the students about the language used in
Individualized Education Plans (IEPs) and individudized trangtion plans.

Give students important input about the process — Students are more likely to

benefit from the trangtion process if they have some input as to who will work
with them on their plan. It is hdpful to encourage the student to involve

meaningful community membersin the process

Focus on supports, not programs — Avoid looking at preexigting programs and

trying to match them with students. Rather, decide on the students’ needs first
and then attempt to find resources. By focusing on needs rather than programs,
new and unexpected opportunities for support may emerge.

3. How do we help students assess their job-readiness skills (Knight & Aucoin,
1999)?
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Look & life skills — Can the student communicate well? Does he or she take proper

care of persond hygiene? Could he or she get to and from work in atimely
fashion? For lower-functioning students whose focusis on life skills for independent
living, it may be appropriate to concentrate on thisarea. The New Jersey
Department of Human Services website
(http:/mww.gtate.nj.us’humanservices/index.html) is agood starting point for
information about independent living. In addition, loca chapters of disability-
Specific organizations such as United Cerebrd Palsy, The Nationd Alliance for the
Mentaly Ill, and the ARC (formaly the Association for Retarded Citizens) can be
invauable sources of information about loca independent or assisted living
opportunities. They can adso be useful in helping the student and his or her family to
develop anetwork of socia supports.

Look at affective skills — Does the student get long with others? Can he or she

participate with ateam of workers? How are the student’ s conflict resolution skills?
Many employers stress that these types of “soft skills’ are as important, if not more
important, than specific job skills. Prospective employers are often willing to teach
employees job-specific skillsif they exhibit well-developed soft skills. Structure
behavior management systems with employakility in mind as the outcome.

Look a employahility skills -- Does the student problem solve? Ishe or she ableto

adapt and willing to work hard? Does the student have appropriate skillsfor a
beginner in the employment area? Students can obtain skillsin avariety of ways.
Some didtricts have well-devel oped vocational education programs. Otherslook to
community-based employment opportunities. Some resourcesin New Jersey
include: The New Jersey Department of Education
(http:/Amww.gtate.n].usgnjded/voc/), the Workforce New Jersey Public Information

Network (http:/AMww.wnjpin.comvindex.html), and the New Jersey Department of
Labor (http://mww.state.n].us/labor/index.html). In addition, loca disability-specific
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groups such as United Cerebrd Pdsy, The Nationa Alliance for the Mentaly I,
and the ARC (formally the Association for Retarded Citizens) can be good
resources for finding disability-friendly and/or supported workplaces.

Check rdated webstes on trandtion for pupils with disabilities;

0 Association for Career and Technical Education (ACTE)

http://www.avaonline.org/ A professional organization of 38,000

teachers, counsalors, school administrators, teacher educators and
business/industry partners.

0 HEATH Resource Center http://www.heath-resource-center.org/

Offers an information exchange about educational support services,
policies, and procedures at postsecondary learning institutions.

o National Center on Secondary Education and Transition (NCSET)
http://ici.umn.edu/ncset/ Seeks to increase the capacity of nationa, state

and local agencies and organizations to improve secondary education
and transition results for youth with disabilities and their families.
o National Transition Alliancefor Y outh with Disabilities(NTA)

http://www.dssc.org/ntal Promotes the transition of youth with

disabilities toward desired postschool experiences.

o0 Transgtion Link http://www.transitionlink.com/ An interactive web

resource that contains practical information, up-to-date references, useful

strategies, and links to a multitude of transition resources.
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