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FUTURE PROGRAMS
FOR THE
SEVERELY RETARDED

THE SEVERELY RETARDED:
ARE WE REALLY PROGRAMMING FOR THEIR FUTURE?

James R. Lent*

Who you are today is a result of who you were yesterday . . . and how you, your children, and
grandchildren, and all children to come will live in the future will probably be a result of what
you and [ are doing today. (Barnes, 1974)

The children of the future of utmost concern in this context are the méntally retarded.
What are we doing for them today? Are we aware that we are determining their future—a
future which will have to be understood, underwritten, and managed by the normal

* children of today? Further, are we conscious that our daily decisions either conserve or

change the course of society’s future in terms of the quality of life for all persons?

Foretelling the Future

As many writers and that new breed we are beginning to label “futurists” have
repeatedly told us during this last decade, we, as a society, have yet to face up to the
absolute fact that we have entered a new age. There are many names for our emergent
age, but for our purposes Barnes’ (1974) label, the Post-Industrial Age, is quite suitable.
Drucker (1969, 1974), in highlighting the characteristics of the times, points out over and

~ over again that, while all elements of society are far behind in awareness of consequences

of change as well as coping abilities, education is farthest behind. The predominant
characteristic of the times is our complete institutional and individual interdependence—
and yet education per se remains aloof from adjustment to interdependence, even from
the ecumenical notions which institutionalized religion has partially accepted. :

While it is obvious that science and industry have been the beneficiaries of education,
all our articulate futurists have continually stated that education has not benefited from
the survival discoveries of the other less mystically endowed disciplines. Private
enterprise, in theory and in fact, exists only as it subcontracts its existence from public

1. Dr. Lent is Director of Project MORE (Bureau of Research, University of Kansas), Parsons, Kansas.
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enterprise. As Drucker (1969) illustrates this, even the
Department of Defense finds its subsistence through the
support of its “private” suppliers. Expertise is, after all,
hard to come by in a world where the entire body of
knowledge doubles upon itself in six months’ time. The
experts are the ones who know how to find—perhaps
invent or enable the development of—answers and solu-
tions. They are managers. They are persons who under-
stand the technology at hand, and also they are persons
capable of continual learning. They keep up. They recog-
nize that change is their only absolute, and they know that
they must not only be amenable to it but even anticipatory
of it.

Education Doesn’t Learn

Education, on the other hand, still relies on the patterns
‘the Don system established in the years shortly following
the Gutenberg press. The person who owned the book was
paid to read from it to the assembled students. (In fact, the
word “lecture” originally meant a reading!) How far has
education come? Has it been forced to adapt? How does it
accommodate change? And, skipping over a great many

other pertinent though rhetorical questions, how does it

account for itself when human priorities and their con-

comittant cost factors are the basics for our new age?
Education, tranditionally thought of as a hierarchical

process, must become consumer-oriented. The successful

‘““enterprises” of today—whether we insist on the labels

public or private is of no consequence in an interdependent
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Post-Industrial Age—already predict those of the future:
They all consider marketing as their “crucial task”
(Drucker, 1974). Education is our sole “enterprise” which
is rooted in two age-old prejudices: the Puritan ethic,
which insists that the learner can be “wromg™; and what
Drucker calls the traditional European social prejudice
against market, customer, and selling, which says that, in
effect, the teacher and the school are ‘“noble” and the
client who must be able to respond to them according to
rule should be grateful for the chance to do so. These two
belief systems combine to make what seems to be an
insurmountable resistance to the need for new alternatives
and, indeed, for the notion that accountability to the
consumer must determine these alternatives.

Technology Is . . .

There are some who would argue and divert the issue

‘with a great deal of prattle about “educational tech-

nology.” They would insist that they have become
acquisitors and managers of hardware which individualizes,
equalizes, and maximizes learning. I would agree with that
part of their argument which claims that we do, indeed,

“have these tools at hand. But, as Drucker (1969) states,

technology is not only the presence of ready tools and the
technical understanding of their utility, but also the
organization for their effective and efficient work. The
human, valuejudgment input—the software, if you please—
is the other element in the compound we call educational
technology. 4

Today, the appropriate software is largely unavailable.
This means that, with rare exceptions, we simply do not
have an “educational technology.” Especially, we do not
have one working for the handicapped. :

The question that the entire field of education, not just
special education, evades is, How does one go about
creating this software? This is a terribly difficult question;

" it comprises the crux of what we are describing as

“educational technology” for the purpose of any tech-
nology is to multiply the effects of human expertise—~to
make “an ordinary person capable of extraordinary

~ performance” (Drucker, 1969).

Since we are already aware that we cannot possibly

. train enough teachers to handle even our present educa-

tional load (Commission on Instructional Technology,
1970)—in the traditional training mode in which the
teacher is considered to be the “expert” who can process
all possible inputs into learning bits—the primary task for



educational technology is to train others to teach. We must
train-to-train.

It is quite important to realize that there are paradigms
for this enormous task. Again, science and industry have
led the way. Many examples might be cited; instead, it
must suffice here to mention a basic commonage that these
examples have. When industry trains a skill, it narrows an
instructional objective into a carefully sequenced and
mediated format which systematically enables learner
success.> It has made skill acquisition an effective and
efficient proposition. It has done so because it must do so,
because it is accountable in the marketplace.

There Is MORE

This is, in brief, the paradigm for education. And,
indeed, there are some few models already developing in
the field of education, although not without difficulty and
incomplete facilitation. One of these models for the
emergent and absolutely necessary technology, I am proud
to say, is Project MORE.

Project MORE is systems-oriented and systems-
monitored. The acronymn stands for Mediated Operational
Research for Education—and we hope these words indicate
the technology we have developed and refined during the
last several years. We believe that our technology for
design, development, and dissemination of daily-living
skills programs for the trainable-level retarded assures the
exportability of our programs—even when these programs

‘are used by unskilled trainers.

We begin with an implementation procedure which
requires that we consider market factors, along with other
feasibility factors, before any other preliminary design
stage on a projected program. Personnel from various
complementary disciplines—dissemination, educational
research, mediation, and systems management—carefully
analyze need and feasibility. We use an implementation
“lattice” (Figure 1), and each box on this diagram signals a
task to be completed before another task can be begun.

We conduct a market survey and a literature search in
the process of deciding whether to invest staff time and’
Project funds in developing a program. We do not
“reinvent the wheel.” If some other developer had pro-
duced a validated program for training the severely

2. See Drucker (1969, 1974) and Butler (1972) for details and
examples. Also, the works of Marshall McLuhan, R. Buck-
minster Fuller, and Robert F. Mager are both interesting and
helpful in this context.

retarded in appropriate eating skills, for instance, there
would have been no Project MORE Eating program.
Next, we conduct a careful task analysis on a normal

. population performing the necessary skills which would

comprise the program steps. This analysis is then compared
with one conducted on our target population—the train-
able retarded. The data are compared, and the resultant
findings are used in sequencing the steps and detailing the
behaviors in the writing of the program.

At this point in the implementation procedure, the
entire developmental process for the program is “loaded
out” or projected in some detail on a chart which specifies
personnel time, machine time, and other cost factors.
Sometimes this loading process causes us to szop work on a
program. Once, we found that a program, though badly
needed by our consumer population, would require 32
months of Project development time. Of course, we could
not proceed with it; it is necessary for us, like many other
federally funded developers, to successfully complete a
number of products each funding year. We must maintain a
credibility level as an applied research group which actually
manages to produce. We, and the other developers of
validated products for the handicapped, recognize the
legitimate federal concern with projects who spend all their
time “researching” and never actually delivering to the
intended consumer (Comptroller General, 1973).

Once a “go™ decision has been made on feasibility
factors, a teaching strategy is imposed upon the step-by-
step sequencing of behaviors which the task analyses have
disclosed. The strategy is designed to enable the trainer

~ who will use the program to train the pupil to perform the

program steps absolutely independently.

Specific formats and other mediational factors—
including language level and style for the trainer’s use—are
determined at this point. Then, a prototypical program is
produced for the researchers’ use in field testing on the
target population. Each program has its own checklist for
the trainer to use in keeping data on each student’s
performance. The trainer, who is a nonstaff, non-
professional person employed part-time for the field
testing process, is also given graph forms which are used to
display the student-acquisition data for each program. As
an important aside, the Project is discovering that student-
proficiency charting and graphing does not interfere with
the training process but enhances it.

Data must, of course, prove a program valid before it
enters the final mediation stages on our implementation
lattice. Sometimes, to be sure, a program must be revised
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Figure 1

IMPLEMENTATION LATTICE
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The above is a partial illustration of Project MORE’s Implementation Lattice
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so extensively, according to field-test results, that it must
be recycled through the prototype-development stages. In
no case is a program released to the publisher without
adequate = validation data from  field testing. Project
MORE’s major new thrust must be adequate retrieval and
use of market data—data from the primary consumer, the
trainer, as well as data from the secondary consumer, the
handicapped learner. ; .

A very good explanation of this basic concern that we
believe developers of educational materials must all adhere
to appears in EPIEGRAM (1975):

Learner verification and revision does not mean “‘scientific
studies,” involving large national or statewide samples,
experimental controls, and scientifically valid procedures—
all coordinated by high-priced, independent (for credibility)
evaluation agencies. '

Learner verification simply means developing—and revising—
a product with primary concern for its instructional
effectiveness—and ascertaining that effectiveness by the
simple, empirical means of USING FEEDBACK FROM
LEARNERS. Thus, on the surface, a learner verified and
revised product will not look much different from any other
instructional product— but the story of its development and
continuing revision will be unique.

The product developer would be committed to system-
atically gathering data about the way students are learning,
and are failing to learn, from the material. That data would
not be in the form of generalities, or mean average scores; it
would be very specific, fine-grained data—that would pin-
point precisely which parts of the material were causing
problems for learners. With this data, the developers would
know exactly which segments of a filmstrip were not
working; what chapters, pages or illustrations in a textbook
were causing instructional problems; which portion of a TV
series was obscure, The developer would have identified the
specific sequences, sentences, illustrations, and even words
that were keeping learners from absorbing what the material
was intended to help them learn.

This data would not just be gathered—it would be used to
improve the product’s effectiveness. The data would show
where—and what—changes must be made to eliminate
problems learners encountered with the materials. The
changes might be as small as rewording a misleading
instruction or replacing a confusing illustration with a clear
one,

An extremely important aspect of our development
process is our continual dialogue with our publisher,
Edmark Associates (Bellevue, Washington). Not only are
specifications for media formats on programs and supple-
mentary or auxilliary materials agreed upon by the Project
and the Publisher, but also personnel representing the
Publisher receive training on the programs’ objectives,
strategies, and utility. All marketing is conducted by

trained personnel—and most of it is joint-effort enterprise
utilizing project personnel and Publisher representatives.

One. of our'most definitive efforts in this kind of
dissemination is an inservice workshop for teachers of the
retarded as well as parents and paraprofessionals who are
presently faced with the implementation of the court-
mandated habilitation and education of all citizens.
Because of these proliferate mandates, it might seem that
our Publisher has a mass-market potential, rather than the
thin-market : usually anticipated for special education
materials. The Publisher and the Project have had to work
diligently to create a market, however, for the daily-living
skills programs. The marketplace still, it seems, does not
understand that equality of education or treatment does
not necessarily require that the standard curriculum
offerings of the Industrial Age (the “three Rs,” we might
say) must be learned in some watered-down way by the
severely retarded. Project MORE ascribes to the notion of
equity for the severely retarded, so that they may be
afforded the chance to re-enter community life with as
much dignity and productivity as possible:

For our purposes here, I believe that I should not
devote more space to exposition regarding Project MORE’s
work, however tempting a continuing discussion might be.
Rather, I believe that I should take my personal convic-
tions which have spawned the development of the Project
and apply them to the field of special education in
general-and to the training of the severely retarded in
particular.

THE VIEW FROM THE FIELD

If one were to view today’s practices as predictive of
tomorrow’s shape and style, the vision would be very
depressing. The field of special education is not reacting to
the problems of yesterday and today. It is merely coping.
Some of the practices are concrete, some semi-solid, and
others fluid; but if these are continued indefinitely, they
guarantee that in 25 years the field will be a hopeless
anachronism rather than “just behind.” It helps to remem-
ber that the shape of the future is in our hands and that we
are not bystanders but participants. It helps to remember

. that there are alternative futures. It may be useful at this

point to review some of our current practices in order to
gain perspective about their influence on the future.

The most important development since the end of
World War II' is unquestionably the Right to Education
movement. It must be seen as a reactive event. It is not
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proactive.® It will not in and of itself bring about a more
enlightened future for the disadvantaged. The movement is
a reaction against cultural lag, mishandling, and inatten-
tion. As cultural analogs we have other specific thrusts of
the civil rights movement, and these seem to be succeeding,
though slowly. It is dangerous, however, to use other areas
of the civil rights movement as predictive analogs. The
gains that have been achieved in human rights are not due
to belated though enlightened legislation alone. They are
due to the creativity and stubbornness of disadvantaged
blacks and other minority groups themselves. They have
followed up in establishing relevant civil-action precedents.
They have persevered, and in so doing they have actively
shaped the implementation of civil rights practices.

What if—just what if—they lacked the ability and desire
to play such a proactive role? Suppose that the future of
the civil rights movement was left in the hands of
others—bureaucrats, school administrators, college pro-
fessors, school teachers. Unthinkable. I wonder, then, if
the Right to Education movement really can change things.
Certainly it cannot provide its own leadership or organiza-
tional impetus. It must rely on advocates—and most of
these are only morally obligated to be concerned with the
rights of the disadvantaged.

Our Role Determines Their Fate

The fate of the movement is in our hands. The tools
which legislation and civil action have provided us can be
used to serve the representatives of the movement in the
name of the “cause”—not willfully, of course, but because
there is not a builtin corrective mechanism, the voice of
the retarded.

In our necessary role as advocates, we must be wary of
the changes that are beginning to take place. Are they real
or cosmetic? Are they proactive and future-oriented or
merely convulsive reactions? First of all, at the time of this
writing more than 37 states have either enacted legislation
or handed down civil court decisions which mandate that
all children, regardless of ability or handicapping condi-
tion, receive the benefits of a public school education
(Lippman & Goldberg, 1973). This is both overdue and
commendable. - '

But, now that these new handicapped citizens are in the
schools, what in the name of Dewey will we do with them?

3. Reactive and proactive are descriptors for attitudes toward
human problems as they affect the shaping of alternative
futures in Barnes’ writings.

Now that they are streaming out of the institutions into
the communities, what will we do? I am- not suggesting
that it would have been better to leave well enough alone. I
am suggesting that some of us most activate our roles as
the creative, stubborn representatives of the voiceless and
helpless. ' e

Their Role Must Be Reactive

We must devise and operate a technology that will give
the mentally retarded the skills which will allow them
citizenry in the Post-Industrial Age. We do know that the
retarded can only “get along” by successfully reacting to
the world of the normal, and we know that the world of
the normal will continue its rapid pace change. We know
the forces at work to create change, and perhaps this
knowledge will be sufficient to give us direction in our
planning. '

The most notable force for change is the knowledge
explosion. Its shock waves create change, profound change.
Merely to survive, the average man must acquire new skills
and new patterns of behavior. Can we predict the role of
the retarded in a future when we cannot yet accurately
predict the role of the average man? The answer is no! Of
course not! There is not one role cast for the new age
person—because we have alternative futures.

However, some requirements for life in the future are
going to be the same as in the present. For instance, the
severely retarded will still be dependent upon normals in
spite of any legislation or any technology. This means that
they will be accepted or tolerated in this world because of
skills they possess, not in spite of their deficits.

DAILY-LIVING SKILLS AND
THE CURRICULUM

The skills required for acceptance, or toleration, are
mostly social—especially in the case of the retarded. They
must not offend and, if possible, they must please. Is this
an “unfair” or inequitable rule? One applied only to the
disadvantaged? Not really. The application of the rule
varies in degree only. With “normals” it is often possible to
be tolerated or even sought after in spite of deviant,
offensive behavior. This is because the nonretarded person
is far more likely to have sought after or required skills,
compensatory skills. This is not the case with retarded

-persons. Not now, and especially not in the future—any

future. ) .



Skills required -for any future also resemble those
required for adjustment to the community today. The
most notable categories, although not recognized by many
educators as legitimate major parts of a curriculum, are
personal appearance, personal hygiene, and contributive
use of leisure time. Use of leisure time will assume
increasing importance in any world of the future—and not
just for the retarded. I wonder why educators have not
made this area one of their research priorities.

It may sound as though I have not provided any really
penetrating insights by simply listing these categories of
skills. Perhaps not, but have we applied our on-hand
technology to these categories?

o Identifying precisely the required responses

. Sequencing them for presentation

¢ Combining them with teaching strategies

* Putting the programs in usable packages

¢ Teaching them to retarded persons

* Verifying by data feedback that the retarded have
acquired and can use the skills

Are we even intendingv to do these things?

Placement in Schools

A phenomenon to be considered by decision makers of
today, and therefore tomorrow, is the placement of
mentally retarded children in the public schools. There are
two main practices today, and there is argument over
which is more appropriate. First, there is the special class,
the self-contained classroom. There are special classes for
the educable, trainable, and the more severely retarded.
The other argument is usually referred to as mainstream-
ing. Mainstreaming has a nice ring to it; besides that, it is
new—or is it? Conley (1973) sheds an interesting light on
the subject.

In 1968 and 1970 there were approximately 1,936,000 and
1,975,000 children who were 5 to 19 years of age with IQs
below 70. We have estimated that about 631,000 and
690,000 were in special education programs. On the basis of
previously computed information, it is estimated that the
number in institutional care is 108,000 in 1968 and 110,000
in 1970. This leaves about 1,197,000 who must have been in
regular academic classes or not in school in 1968, and
1,175,000 in 1970, a slight decrease.

Most retarded children who are not in special classes or in
residential care attend regular academic classes. Of over
11,000 school-age children identified as mentally retarded in
New Jersey in 1953, 41% were in special education classes,
49% were in regular classes, and only 10% were not
attending school. In the 1970 survey of special education

programs conducted by the National Center for Educational
Statistics, an estimated 28% were attending regular classes
on a full-time basis. Undoubtedly in both cases many more

* retarded children attended regular classes but were not
identified as retarded.

In other words mainstreaming has been going on for
years, right under our noses, too. This is not to say that
mainstreaming is not a good idea, especially since later
efforts have included a resource room to supplement the
offerings of the regular class. At this point, however, it can
only be regarded as another reactive measure—a reaction to
the failure of special classes and the pressures from the
Right to Education movement. I am frankly skeptical that
the regular grades can do a good enough job, though they
may do a better job for some children than the special
classes.

The reason that I question the adequacy of the regular

grades in educating the retarded is that I think the public
schools do not do a very good job with many “normals.”
Every year new thousands of young persons are pushed
from the traditional processing of the public schools into a
world that is too difficult and complex for their manage-
ment. In regular education as well as special education,
new teaching skills have not been brought to bear on old
problems. '
- Since the public schools are failing with an incredibly
large number of nonretarded pupils, I doubt that the
simple expedient of regular class placement is going to help
the retarded to the degree that is required. The resource
room is a step in the right direction because it gives
promise of prescriptive help. But the present state of the
art is not sufficient, and many children will not be given
specific community-required skills.

There are two main reasons for this. First, the
community-required skills that were discussed previously
are rarely taught in regular schools to a useful extent—even
in resource rooms. Second, whatever is being taught is
dependent upon the artfulness and dedication of available
teachers. This means that a few lucky children will be

* helped while the rest will remain in trouble. Clearly what is

required is a whole new system of education for the
retarded. A system that teaches the most needed behaviors
and that guarantees that each child demonstrates pro-

ficiency in the skills selected as priorities for that particular

child. We need a system that will not accept the child’s
failure to learn as simply the child’s fault. The system and
the people in it will have to accept the blame for child
failure. :
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- THE SEVERELY RETARDED ARE SPECIAL

In the case of the severely mentally retarded child
(trainable and below) there is reason to discuss even
further the issue of self-contained classrooms. It has not
seemed feasible to consider this group of children eligible
for mainstreaming. At the present time, under the present
structure of public schools, this assumption is probably
correct: They could not be integrated. This leaves us to
consider the adequacy of the special classes that have been
established for them in a variety of educational environ-
ments. In general, I think it is not possible to provide
training in the typical self-contained classroom. Trainable-
level and other severely retarded children generally need
even more individualized instruction than those designated
as educable (who also need more than they get).

The mechanics of one teacher with 8-12 children will
not allow for much individualized teaching. As a group,
these children will have severe language deficits, both
receptive and expressive. Therefore, teacher-talk/children-
listen is even less effective.as a teaching mode than with
other children. Because of this, it is difficult to teach
children in groups—even small groups.

In addition, most of these children do not have enough
reading facility to use self-instructional materials. These
reasons combine to explain, in part, why it is so popular
for teachers to try to teach concepts like ‘‘citizenship”
rather than skills like stopping at stoplights. Teachers can
talk to groups about citizenship and only be accountable
for input, not output. After all, who can measure good
citizenship acquisition? Who can say the teacher did not do
a good job? It is also popular to teach some skills that
teachers do understand and believe in, like reading, but
which some children will not need as badly as they will
more mundane things, like toothbrushing and replying
appropriately to common greetings. All children in our
society are better off if they can read, and many trainable
children can learn to read. Contradictory? In the education
of the retarded, we have to keep first things first; a skill
such as responding appropriately to authority figures
comes first—it is a survival skill. Therefore, reading isa
second, not a first.

The problem is not simply that we lack knowledge
concerning the teaching-learning process. At this point in
time we have more knowledge than is being used. We have
more than adequate data that the presence of children in
school buildings does not guarantee learning. It is also
useless to argue the merits of special class versus main-

‘streaming - where . there. is reason to suspect that both

“solutions” are inadequate and inappropriate.

Who Needs to Leam What" )

What steps would we take now to insure that more
children will be prepared for any of our possible alternative
futures? Barnes (1974) has made a very literate summary
of the predictions of various futurist writers and concludes
that there is at least one certain aspect of our future
regardless of the many possible alternative modes it may
assume. This is the need to learn-to-learn. This ability will
be required because of the knowledge proliferation and
resultant technological acceleration. Changes will occur too
rapidly to allow for learning new skills in an apprentice-like
fashion. Schools will have to teach learning-to-learn rather
than specific job and knowledge areas. This picture of an
even more complex and bewildering society requiring even
more sophisticated survival skills does not bode well for
any child of this generation, let alone the retarded and the
failing normal. How are we going to learn-to-learn so that
we can teach others? And, what about those who cannot
learn-to-learn? Will there be a meaningful place in our
society for those who are disadvantaged learners? Since I
have written to this point for another purpose (Lent,
1975), I will answer with the following:

Our society is slowly moving to guarantee certain benefits to
all citizens. This glacial move will eventually fix the lower
limits of life style—of health and social welfare for all people
regardless of their economic status or potential. As we move
inexorably in this direction, it will force us to make a more
careful definition of the meaning and nature of everyday
life. It will probably be seen that work is not possible or
" desirable for all citizens and, additionally, that the nonpro-
ducers are entitled to a meaningful and satisfying existence.

Work and leisure, as concepts, will be thrown into sharp
focus. For those who have the means to use leisure in
creative and satisfying ways, there will be an option to work
less without social stigma. This, in turn, may mean that
there will be increased opportunities for work for those who
find it rewarding and fulfilling. .

Automation will continue to decrease the need for unskilled
work, but it will not eliminate the need for such services,
There is likely to be less competition for such work in a
society that provides other options. This could mean an
increased opportunity for unskilled work for those who may
find it satisfying and dignifying. This circumstance could be
a direct benefit to the handicapped—who now find they are
often in direct competition with normals for jobs that the
normals don’t really want. :

As the use of leisure becomes more prominent as an issue, it
will be studied in more intense and systematic ways. Leisure



will assume the proportions of a full-scale social problem.
We will find solutions to the problem in the same manner
that we eventually find solutions to other social problems.

Against this background the problems of handicapped
citizens will be seen as pressing but not unique. The things
that they require to enjoy the quality of life are the same
that millions of the disadvantaged have always required,

Work Skills as Societal Need

Some futurists predict that in a steady-state economy
there will be widespread unemployment and welfare
support without stigma. T believe, however, that ingrained
in our value system is the idea that each person needs to
have and exercise a work skill in order to be a respected
member of a community; I believe that this idea will
prevail, although the economics of enterprise in general
may indeed change. It may be worthwhile, for instance, for
business to subsidize sheltered workshop communities as
European business is already doing. The point is again, we
must be careful about our plans for work training for the
retarded because what we do will determine their future—
and our own.

In relation to jobs, I feel sure that the retarded can be
competitive with others for certain required -activities—if
they are properly trained. This suggests that we must learn
more rapid, efficient methods of training the retarded (and
other disadvantaged groups) to perform a variety of work
tasks which we know will change and change again. It is
we, the advocates, who must learn to train-to-train.

The future that we predict for the retarded is the future
that will come true. If we predict that they can learn, if
only we know how to teach, then they will learn. If we
predict that they can learn a wide variety of complex new
age tasks that will allow them to take a real place in the
world, then they will. There are already encouraging
demonstrations that this kind of training/learning is
possible. Gold (1968) is an example of the new age
educator who is demonstrating that even the severely
retarded can learn complex job skills if we learn how to
teach.

Such an approach—one that is systematically concerned’
with what happens to make children learn—will require a
new definition of the teacher’s role if the job is to insure
that each child receives a no-fail prescriptive education.
The system itself must provide the technology if the

teacher is to fulfill the newly defined role. These several

interrelated issues will be discussed separately in greater
detail.

Solutions: Trainers and a Technology

How can we arrange to present individualized, appropri-
ate survival training to large numbers of trainable-level
children? Obviously, it cannot be done the way we are now
going about it. It calls for bold new approaches. The first
of these is obviously to choose our teaching targets more
carefully. This means to clioose them with cost-benefit to
the consumer as a guiding criterion.

The next thing is to arrange for more trainers—not
teachers—trainers. It is possible for one professionallevel
person—teacher, if you like—to manage the activities of
several nonprofessional but highly skilled trainers. These
trainers-teacher-aides, if it is a more confortable term—can
perform nearly all the functions of skill training required
by the retarded if they are given adequate direction and
functional teaching materials. The time required for
training these trainers is significantly less and salaries will
be noticeably less. :

More trainers do not comprise a total solution. We need
to rearrange the training/learning environment to allow for
intensive individualized instruction and appropriate group
activities to occur both simultaneously and sequentially,
This calls for a recognition that no one teacher can do all
things for all children—as in the self-contained, self-
defeating classroom model. There are many arrangements
which would be an improvement over present practices,
but the one that holds the most promise is an adaptation of
the circuit training model.* In this arrangement a variety
of learning centers appropriate to different teaching targets
are established. The centers are arranged in logical context
to each other according to program content and develop-
mental level of the learning task. For instance, in one room
there may be a variety of learning stations at which several
pairs of trainers and learners are concentrating on personal
appearance and personal hygiene skills. Although many of
the children may be relatively young, there is no stigma
attached to older children receiving instruction in the same
environment. This is a neat answer to, What do I do with
an 18-yearold who hasn't learned to wash his hands? I
can’t treat him like a-baby. Next to the intensive individual

* training room, there may be a group activity room for

children who have earned credits (reinforcers) in skill
training. In this space they may spend small periods of free
time playing with games, with each other, or with the

4. Circuit training studies and models have dealt with physical edu-
cation and motor development. The idea presented here was
inspired by Del Turco (1971).
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PRESENT
Institutionalization

Make-or-break for the mentally retarded in the
community

Traditional public school administrative
~ structure

Special class placement by category of
handicap

Traditional teacher training and certification
through institutions of higher education

Quality and quantity of teaching dependentupon
supply of gifted teachers

Federal funding by reaction to current and past
problems

Production of tools (software/hardware) by self-
initiated process

Instructional materials (and media) bought on basis
of assumed or perceived worth or teacher familiarity

Research in learning theory and teaching techniques
for the sake of further research and for dissemina-
tion among colleagues only

POSSIBLE FUTURE -
Prevention
Appropriate community role

A continuum of living/working arrangements with life-
time availability of training and support

Management by systems techniques for student behav-
ior change on cost-effective basis

Learning centers for all persons with similar learning
problems and similar behavior deficits

Training of managers of teaching/learning environments
and training of paraprofessionals as skill trainers

Quality and quantity of teaching rhultiplied by tech-
nological applications in education

Funding to create conditions of future life as well as to
~ provide for solutions to present problems

Production according to current and future needs of the
handicapped as determined by needs assessment

Instructional materials (and media) purchased only on
~ basis of demonstrated effectiveness and efficiency
factors

Research in learning theory and teaching techniques
which is consumer product oriented

©1974 by The University of Kansas (Project MORE)
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trained adult in charge of this activity. Another nearby
room may be arranged for individual presentations of
pre-academic and academic learning tasks, such as discrimi-
nation of colors, sizes, and shapes. And so on. The
combinations and permutations are endless, and exciting.

This kind of training/learning arrangement calls for new
skills for old administrators. The techniques of systems
analysis are invaluable in planning, organizing, and evaluat-
ing such an undertaking. This means that systems managers
may be more appropriate than principals; that systems
supervisors may be more appropriate than teachers; and
that skill trainers may be more appropriate than teacher-
aides. The consoling thought is, however, that such a
system can be wholly accountable, data-based accountable,
for the only mission that education has ever had—socially
appropriate behavior change.

CONCLUSION

All this has vast implications for teaching training. New
skills for a new age will have to be learned and mastered by
all of us in higher education if we do not wish to become
outmoded and valueless in a world that no longer
recognizes intrinsic value in college degrees and teaching
certificates. In spite of powerful traditions and enormous
bureaucracies, we must master Post-Industrial Age tech-

‘nology and put it to use to build new, relevant, efficient,
and humane educational models. In the not distant future,
the term teacher will have to have a very different
connotation—one that carries the meaning and respect that
it did in ages past.
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T ALERT

The Council for Exceptional Children’s 53rd Annual
International Convention will be held in Los Angeles April
20-25. Co-headquarter hotels will be the Biltmore and the
Los Angeles Hilton. For more information, contact:

The Council for Exceptional Children
1920 Association Drive
Reston, Virginia 22091

On August 13—17, the Scandinavian Summer Seminars
1975 are presenting a topic of special interest—“Special
Education in Scandinavia.” This seminar and the nine
others on the program will be conducted in English. For
further information, contact:

Det Danske Selskab
2, Kultorvet, DK-1175
Copenhagen K
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CLASSR()()M

F()RUM

Edlted by Alwyn H. Holloway ‘
Center Coordinator, South DeKalb Children’s
Center—Severely Disturbed '

I am a special help resource teacher in a school where
resource programs are just being started. I am finding it
difficult to work with some of the regular classroom
teachers because of resistance and resentment of the
program, Can you give me some suggestions as to how I
might diminish some of the resistance and encourage
interest and cooperation? -

The dilemma you are faced with is by no means unique
to your specific school. Though I am certain that you find
many of the regular classroom teachers supportive and
interested, there will usually be a few who will be
somewhat apprehensive of you and the services you have
to offer. This resistance can be due to many things and
often not because of you personally. The staff might not
really understand what services you have to offer. There
might also be resentment because of the freedom you have
to serve many different children in many different ways.
You also"are able to help children in small numbers and
with a lot of different types of equipment. Because of your
role as a resource to teachers as well as to-children, much
of your effectiveness depends on the interest and receptive-
ness of the staff. Therefore, it is essential that resistance to
your program be kept to a minimum. Doing this is easier
said than done and cannot be accomplished overnight. If
you can be patient and supportive and utilize some of the
suggestions given below, perhaps you will have success
being a resource to both teachers and students.

~ 1. Hold an inservice for teachers and principal. Because
your program is a new addition to previous school services,
many teachers do not actually know what your program
involves and what your goals are. The inservice, therefore,
would involve a demonstration and discussion of what you

hope to accomplish. This would be an excellent oppor- '
tunity to ask teachers for suggestlons as to where they feel
you mlght be able to help them. :

2. Invite teachers to come and observe thelr chﬂdren
when you have them in- individual and/or in small group
sessions. This provides an excellent chance to ask questions
and to observe materials and methods. : :

3. When teachers ask for help. for a child, go to them
rather than asking them to meet you in the resource room.

Meet them at a time convement to them. Make yourself
available! :

4. When a teacher asks for help with a particular child,
you might suggest an observation of the child. Let the
teacher know that you will be observing the child, not the
teacher. After the observation, it is imperative that the
teacher be given some positive reinforcement and feedback
as to the child’s behavior and to the classroom situation.
Suggestions can be made as to possible materials and
techniques for use with that specific child. Involve the
teacher as much as possible in programming so that she will
feel more responsibility for the plan and will be willing to
implement it. Let -the teacher know that, although you
don’t always know the most effective methods initially,
through programming and reprogramming the two of you
can dewse a workable, effective plan. ’

5. Be willing to loan materials and to demonstrate
them. A discussion of objectives of such materials would
be very helpful, :

6. Be an active, integral member of the school staff.
Take duties, volunteer for committees, participate in PTA
and other extra curricular activities of the school

7. Enthusmsm is contagious! Take time to share ‘suc-
cesses -as well as failures with teachers and principal. Be
equally enthus1astlc about what others are domg

8. Be posmve in your relatlonsh1ps w1th the teachers—a
behavior modification program, if you wish. Consistent
encouragement and cooperation are a must if chlldren are
to recelve’ everyone? ’s best :

'Thanks to Ms. Rhonda Gottlied, Special Help Teacher,
and Ms. Sandra Sue Harwell, Speech Therapist, for.their
input.





