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Minority Parent Involvément In The IEP Process:
A Systematic/Model Approach

Robert Marion

Historically and legally. the function of educatic n in this country has been vested
in state educational agencies and chiefly delegat:d to local school districts: but,
in reality, the family is the primary educator. Although this truth has been commonly
accepted in regular education, it scems to have been forgotten in the education of
exceptional children. Much of the current literature substantiates the appraisal that, *

until recently, p: of ptional children have ived little more thag passing
ion. Thus, ed ing the ptional child has been considered the province
of the professional ed and paraprofessional, with the parent playing a

secondary role. The parent of a handicapped chi'd 8 Ily has been expected to
fulfill two roles in the educational planning prouess: (1) a loyal supporter of the
educational system, and (2) a recipient of reports concerning the child.

Recently, however, there has been a renewed effort to re-examine the role of
parents in special ed ion prog h 1 by p 3 plaints about
incomplete screening procedures, inappropriate pla sements, and insufficient account-
ability. This concern culminated in enactment of I'ublic Law 94-I42 lhe F.ducauon
for All Handicapped Children's Act of 1975. Requi of this|
a more sophisticated (em:her approach to working with parerns of exceptional
hild This is especially true for pa of ninority children. PL 94-142 has
given |mpetus for educa(ors to expand the scop: of their teacher training efforts
in assisting hers with their pts to involve minority parents in the educa-

tional planning pr for their ptional children.

Dr. Marion 1s Assistani Professor of Special Education ai the Universuy of Texas- Austin.
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SETTING THE STAGE

How can we,involve parents of minority children
in the 1EP process when we sometimes can't cven get
them (parents) to come to school? This question is the
number one éoncern of teachers who work with minaority
parents of exceptional children in public schools. In light
of PL 94-142, the question not only deserves a positive
answer. but assumes that schools will increase their
efforts 10 communicate wlh and involve mmom\ par-
cnts fully in 1 pl g for their
children.

Two critical variables have shaped the perceptions of
minority parcnts toward schools and spedial education:
(1) the school, and (2) the family.

The Schools

In the casc of minoritics. notably Blacks and Mexican-
Americans. the schools generally have not served them
well. This is also true in the arca of special education.
While Anglo p: of Ichildren sought relicf
in the schools as early as lhe 1930s through the White
House Conference on Children, parcnts of minority
children were still struggling for recognition of equal
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educational oppodtunity under a dual edu&'@ibnal sys-
tem. Thus, parent!participation was of a mixty nature.
In the North an‘ilWest. where the PTAs: Wwere the
dommml force fof parent pamclpanon. minority parent

inth was minimal and tkefuture of
|||c|r children usuilly rested in the hands of wkjife middle
class parents. The South in the 1950s preseniéd a differ-
ent picture. With the dual system of educatiodlin effect,
minoritv families had their own schools and wige, for the
most part, active participants in the PTAs. Thgse sepa-
rate activities were decreed by law to be cenducted in
|sola||on from those of the Whlles. but even lqder these
1 lly felt a senst of com-
munity and onal!y to their schools. "ot

With the advent of desegreg: conditionsch
making minorities of the mission of school
and special education. In the South, formedly active
minority p felt disinfranchised as theit school
were closed or transformed into lower level educational
centers. B of the violent *rature of
d 22 these p tended to no loyger par-
ncnpale in PTAs and othcr school activities ~{ in effect
muting’ their voices in educational planning for their
children. At the same time, many minority children
enrolling in previously all-White schools wdre labeled
“mentally retarded™ and began to appear ‘ir, dispro-
portionate s in special education classes. Although
Black parents were not pleased with these ac).ipns, they
had little choice but to endure such placements or watch
their children suffer the of beirig “pushed
out™ by the schools. If the children of desegregejion were
not excluded. they tended to become aliijated. as
illustrated by the large number of Black and Mexican-
American youths who dropped out or failed to complete
their high school education. Racial minorities in North-
ern schools fared little better. The children, became
trapped primarily in large urban schools as -higration
patterns resulted in a concentration of minority families
in inner city neighborhoods. Many of these chjren also
suffered from educational deficiencies dch:d from
}ormer attendance in substandard rural schac 5.

Therefore. p: of minority child had the
unhappy experience of watching their children fall
behind gjn grade level performance, often resplting in

legation (o special education classes as “slow .carners.”
Much of this labeling was based solely on 1Q l« 5t scores.
Al’ler having been so labéled early in schbls, lhey

q

q ly finished their ed in the | " or

i "

N



lly Aed

curricul which usually was tanta-
mount to unemployment or welfare.

Under these circumstances. the unrest of the 1960s
ushered in the decade of the educationally handicapped
child. The sixties also marked the initial attempt by
schools to allow minority parents to participate with

d s in the decision making pr s. Initiation of
programs suchas Title | and Headstart mandﬂed that
parents sit on “wsory councils to ensure their involve-

!
i i

The majqrity of the cdr sultants in the Division of Com-
pensatory Education, California State Department of
Education, . felt that if-advisory cdmnmees are tocon-
tribute fully & the ion pro-
gram. school dlslnctm ust show that |heylreco;lmlued
1o the right of the comjr wunity to share in the educational
decision making proers by carnestly seeking and imple-
menting the advice of 'he school district advisory com-
mittee. Workshop anc inservice mmm. sessions for

bers 5l ould be provided to help them
become more knowleg geable in lhc devclopmem and

ment in education of their children. As these pr og

of parent particip s' d. ed

increasingly aware that parems were indeed vital in
determining the program’s success. Separate studies
(Smith & Brahce, 1963; Gordon, 1972; and Sullivan,
1970) served to demonstrate that parents’ behavior and
modeling in their various roles in the child's early years
did influence intellectual performance.

These programs also revealed. however, that it was

hard to involve p infully in the ed of
their children. Educators sometimes were frustrated
b many p fused 1o be guided by school

blish interp of the program. Despite

this frustration, other studies (Grotberg. 1970: Jones.

1971) produced results that cor.clusively maintained the
value of continued parent involvement in carly edu-
cational programs of their children. The Grotberg study

of cotp
and to aid them in. -Ievelopu:. the skills needed to
evaluate such prograin:. .

Based on these Titlc | and early childhood studies.
one can see why it has liecome a challenge for educators
to involve parents o! minority children in special
education.

Families and Special E lucation

While minority paret involvement with schools in
general has not always teen pleasant, similar experiences
involving special educa.ion have been even less satisfy-
ing. As early as 1963. minority parents served notice
that they were displea:ed with the placement of their

showed that the performance of children whose p:

were assisting them at hdme, vith or without the same
materials utilized by the instruc:or in the classroom. was
definitely superior to the perfor mance of a central group
of children who were not receiving help outside of school.
Both groups of children, experi nental and control, were
exposed to the same instruction and materials in the
classroom. Jories® (1971) study showed that in the case of
low income families. low verbal abnluy oﬁen is wrong-

child In Hobson v. Hansen (cited in Congressional
Regord. 1967), a judgm nt was rendered against District
of Columbia schools t> stop the “tracking™ of a dis-
proportionate number of minority children into the
general curriculum of taeir schools.

In the 1970s a series « { cases underscored the mistrust
these parents felt towar ] the schools and special educa-
tion programs. Larry F. v. Riles (1972) contended that
Black children had been placed in classes for the mentally

fully equated with a lack of intell
Anotlm' sludy (Rodin, 1971) investigated the efl'ec! of
grees of invol of low i parents in
pre-school programs. She found that active parent par-
ticipation significantly increased the reading readiness
scores of children.
In the case of Title | parcnt participation. most studies
concurred that more rather thar less parent involvement
was to be desired. Chilman (168) ded that

retarded as a result of inappropriate testing procedures.
Landmark litigation cane in the form of the Pennsy/-
vania (PARC) (1971) d :cision. to achieve the right to a
public education and d e process. and the Mills (1972)
case. which accorded a (ree public education to handi-
capped children. Finaly. in Diana (1973). Mexican-
American parents challe 1ged the placement of their chil-
dren in classes for the m:ntally retarded due to language
diff and solely 01 the strength of 1Q tests.

advisory committees be strengit.ened and provided with
a necessary structure. Reyes and Gezi (1973) studied
Title 1 programs in Californic and made 12 recom-
mendations. Number 12 stated:

The subsequent chai ging social order and shift in
educational philosophy 1ave caused minority parents to
lift their aspirations c>ncerning schools and special
education. These changes also made Black and Mexican-
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American parents take a different look at their family
structures. Based on these insights, they found that their
families had strengths that should be more highly
regarded by educators than the pathological concept
formerly accorded to them. Earlier, many investigators
including Myrdal (1944) and Minuchin (1967) had
assigned the following ch istics to low i

minority families: N
FAMILY
STERFOTYPES
Black Mexican-American
Matriarchal Patriarchal
Unstable Cohesive
Lacking in productivity Subscrvicat: low
Multi-agency (amilics csteem

l.ow value of cducation
Pathological

Multi-agency familics
Low value of education

Minority researchers not surprisingly argued against
these ncgative stereotypes. Billingsley (1968) and Hill
(1972) t d strong arg for a different view

and work orientations, ldlpllblhly of far) lly roles,
pressiveness, cooperation, and high achmwmem ori-
If these hs are all L theﬂme chal-

lenges faced by p s of educati Iy ht'ﬁl pped
children in the 1960s are appliuble to pg,&ms and
families of exceptional children in the 1970s, Thns com-

parison can be depicted as: !

19605 1974

. Overemphasis on testing 1. Nondiscriminatory

and 1Q scores ¢ testing
(culture-free and group) .
2. Middlc class values 2. Second clais
citizenship -
3. “Genceral” curriculum 3. Least restrictive
tracking environmeng
4. Language differences, 4. Primary language of
dialects, and second the child and mode of
language communicz:ion .
5. Individualized 5. Individualired
instruction Education I"lans
(IEPs)

¥
Reflecting upon past history. one can und:rstand the

of Black families. Hill's study listed five gths of
Black familics that arc persuasive arguments for adopt-
ing a morc positive view regarding Black family attri-
butes. According to Hill, these strengths are: (1) strong
kinship bonds: (2) strong work orientation; (3) adapt-
ability ol tamily roles: (4) hngh achievement orientation,
and (5) strong religi ion. Hill luded and
asserted that an examination of Black family strengths
could help in understanding the qualities that previously
had been characterized as weaknesses. He argued that
this undcrstanding could lcad to more constructive pro-
grams for meeting the needs of these families.

In considcring Mexican-Amecrican familics. Castcnada
(1974) and Flores (1972) found family solidarity to be a
strength. Rubel (1971) and Murillo (1971) stressed

unwillingness of minority parents to accepi decisions
to place their child in special prog
ortob involved in IEP d Whe:eas major-
ity parents have viewed special education as in alterna-
tive. minority parents conjured up images d¢ -ived from
two commonly used labels: emotionally ditfurbed -
which they interpreted as “troublemakers™ o “hard to
handle.” and mentally retarded -  with the ‘mplication
of “dumb” or “not too bright.”

Excluded l’rom lhenr consndcranon were ‘be “good”
labels. includi di d. learning disabled
deaf. and physlallv handlcappcd which caiiied lesser
negative connotations.

With this background. the teacher’s task in seeking

4 o N

cxpressiveness as a family asset. Evans and And:
(1973) found high achicvement orientation to be a family
characlemuc Anolhcr sourcc of strength was stated 10
be reli ori ion (cited by Mad 1964). Finally.
Munllo (1971) and Ramirez. Hcrold. and Castcrada
(1974) idcntified cooperation as a major source of
strength among Mexican-American families.

Thus. a new picture of minority families cmerged.
emphasizing :iasic strengths of kinship, slron&\rcligious

to involve minority p in the IEP prociss is two-
fold: A J

I. When a child is deemed in nced of qibctal edu-
cation but is not recciving it, the old s §reotypical
images first must be erased and the in
effect educated regarding the process; *

2. When a child is already receiving speial educa-
tion services, the parents must becom¢ stimulated




or motivfited to becom: actively involved 4n their
child’s education plan.

Thé preceding discussion ¢f history and cfizcts on
minority families can »e of assistance in enacting a
model program to allov' minority parents to maximally
interact in and contribute to this process.

THE MINORITY PAF ENT
PARTICIPATION MCDEL

Conceplually. the m(del takes inld consideration all
the major requlremcms of PL 94-142 that effect parent-
ion. These stipulations are to assurc:

. Extensive child identificztion procedurcs:

. “Full service™ goal and detailed timetable:

. Complete due pro ‘ess procedures;

. Regular parent or guard an consultation: ~

*“Least restrictive™ environment for all handi-

capped children rezeiving special education:

6. Nondiscriminatony testirg and evaluation;

. Policies and procudures to protect the conliden-
tiality of data and information:

8. Mai of an individuali
handicapped children:

. A surrogatc to act for any child when parents

or guardians are either anknown or unavailable,

or when said child is a legal ward of the State.

VAW -

~

d program for all

R

Considering these guarantees. the model can be outlined
in this fashion:

Step 1 Guidelines
Phone

The first contact is usually >y phone. When working
with minority parents:

1. Use the title Mr. or Mrs. when addressing the
adult. for two primary reasons: ( 1) Minority parcnts
are not always aiforded the same courtesy and
respect as some aother people: and (2) they may
resent or mistrust a person who gives the impres-
sion of wanting to become “too friendly™ too soon.

This common courtesy can make lhoAdiﬂ'cmnc:
between a‘good or poor start 1o copmunwauon
with the parent.

N

. Put respect and courtesy into your voice. The
profe I shé 1ld ber that a_phone call
from the schod" usually engenders a degree of
fear qr suspicion .n the hearts of parcnts in general.
A respectful. pol-te tone can do much to a*vmle
this fear.

' .

3. Because prior comacts may have concerncd prob-
lems pnly, be sure to discuss some of the child’s
good jpoints befcre launching into a report of the
problems. This i.pproach: (1) lowers the anxiety
level of the parcnt; (2) sets the tone of the dis-
cussion; and (3), cnriches the role of the profes-
sional. When m nority parents can tunc into a
helpful individuzl who treats them with kindness
and respect. sigh unscen, and who can say a kind
word about thei children, they. like all parefits.
tend to be more responsive.

Use language that the parent can undcerstand. This
vocahulary will \Jepend upon the articulation re-
sponsc and level of understanding that you per-
ccive as the discussion progresses. Talk at the
parent’s level. anc do not be condescending. People
usually have “bu.ld-in antennac™ that pick up the
diffcrence betwe:n a patronizing and respectful
attitude. Respec and courtesy should continue
thr the i both in tonc and

>

approach.

5. Ask parcnts to n peat parts of the discussion that
you wish them ) intelligently consume. This as-
sumes good com munication skills and the bility
to be able to list>n and respond appropriatcly at
the parents’ levei. It also implics that the profes-
sional should be able to impart cmpathy toward
pannls who appr ar to be having difficulty under-

g cd ic nal concepts with which the cdu-

cator is intimatel/ familiar.

While the phonc i, commonly uscd as the initial
conduit for reaching parents, it has special significance
for minority parcnts. It can be perceived as a threaten-
ing instrument that trings morc bad news or it can
becomc an instrument for opening up
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STEP 1

STEP 2

STEP 3
STEP 4

STEP S

STEP 6
STEP 7

STEP 8

STEP 9

STEP 10

‘Adapted from Austin (Texas) School District

' PARENT PARTICIPATION MODEL"*

Procedure

Contact parents

Refer to Local
Support Team (LST)"*

Schedule LST to
discuss child's
educational needs

Invite parents
to LST meeting

LST Meeting

Summarize meeting
in writing: send
copy to parents

Carry out
recommendations of
LST

Review recommendations
and new data: requires
return to Step 3 if data do
not indicate that special
education is needed

Refer to Admission,
Review. and Dismissal
(ARD)""*

Continued parent
contact (phone,
written, home visits.
parent groups)

Person Responsiblq“

Classroom teacher
or principal

Classroom teacher
or principal

LST coordinator
with teacher
consultation

LST coordinator
with teacher
consultation
Team members
LST coordinator
or designated
team member
Designated team '
member

Team members

Designated team
member

Designated team
member

Documentation

.!
|

A copy of written '
communication; -
log of contacts ,;;

Form .

Form »

Form

Existing or modiftéd
parent permissior .
forms as appropriate

Form

Teacher records -

LN

I

“*Local Support Team — Site team that meets to discuss possible special education plac m'lenl
for the child
**Admission, Review. & Dismissal — Commmee that places. reviews or dismisses sludents
from special education

JANUHRY 1979



lines between home aid school. Those who usc the
phone extensively in working with minority parcnts
would be well advised to be:ome familiar with Ivey's
(1973) Attending Behavior M odel, which lcams heavily
upon listening and response skills. In some instances
school personnel may have to [rely on a “third party"
approach. involving use of u geighbor's phone if the
parents don't have one.

If the phone does not suffice.|written communication
may become the next vehicle for parent communication.

Written Communication

Because the writer of the message is neither scen nor
heard, this form of communication places greater respon-
sibility upon the professional se¢king to cnlist assistance
from parents. The following guidclincs apply:

. Attempt to find out the parents’ educational level
before sending them wri ‘uin communications. This
information will help defermine the wording of
the message and increasq the likelihood that it
will be understood and we Il received at home.

2. Affix the tisles of Mr. apd! or Mrs. to all com-
ions. Among mi T the title

Ms. has not been widely accgplablc. Gencrally
speaking. this scgi of the population tends

to be traditional in many fegards.

3. Be positive in approach. Y'he same methods sug-
gested for telephone diicyssion apply here: One
should beégin with somrc.of the child’s positi

rcasons. Cautio1, therefore, should be exercised
to ensure that i essages say what you intend. and
do not lend theraselves to supposition. The aid of
a minority collezgue could be sought in‘this regard.

6. If aﬁpropriale. ‘nclude a “sign off™ portioﬁ for
parents. This piovides a fgedback mechanism to
alert the sender’ hat messages have been reccived.

Neither the telepho e communication nor the written
message should be tal en lightly in working with minor-
ity parents; and Hurlzy (1969) earlicr had reported the
samc finding in his ook at the relationship between
poverty and mental rytardation.

Involvement of min Jrity parents can be related dircctly
to their carly contact with cducational professionals.
Thus, continued mirority parent_participation in the
IEP process is linked to initial and follow-up communi-
cation between home and school.

Step 2 Guidelines -

When re¢ferrals are made to the Local Support Team
(1.ST) that meets to Jiscuss possible special cducation
placement for the ch Id. parents nced to be informed
about the situation. Phoning is the casiest but not
necessarily the best m:thod in this instance. If the con-
tact person uses this i pproach. however, all of the pro-
cedures and cautions listed under Step | Guidelines
should be observed. 'Vritten messages might substitute
for the phonc and. ag.in, contact persons shéuld follow
the suggestions outlited under Step | Guidelines. The

attributes before proceeding to the problem situ-
ation.

dnd di

>

Guard against appearing g or supenor
to the parent. Be sure on re-read the message ln
assure that it doesn't co 1|*m cducational “jargon™
of the profession.

5. Be brief. but clear and pfecise. Minority parents
often have said that they were not informed about
certain problems or were /not given the complete
story. Also, they have cbjected to being asked to
take time off work or homc tasks for unclear

ded approa-th here. though, is the pre-arranged
humc visit. because 1 best conveys the message that
the school cares. It i1so allows cducational personncl
to mect parents face~t »-face and to make some informal
ccological assessmepts. Wicderholt (1978) and Larsen
(1976) view this as ar important component in parent-
tcacher relations. Fur:her, home visits allow the contact
person the opportun:ty to exchange information with
parents about the workings of an LST or similar screen-
ing tcam. Finally. a face-to-face encounter aids educa-
tional personnel in ccvcloping “informed consumers™
(Marion, 1978). !
When visiting in homes with minority parents, onc
should cogsider the fullowing suggestions:
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1. Dress appropriately. Minority parents have had a
tendency to ascribe the role of “expert™ to the
teacher (Barsch, 1969) and to respect the teaching
profession in gencral. This view is worth upholding.

~

. Discuss and cxplain the purpose of the visit in
layman's terms. for effective communication.

w

Employ the Attending Behavior Model(lvey. 1973)
to achieve empathy and build rapport with parents.

IS

. Be nonjudgmental concerning affai)r of the home.
First appcarances can be deceiving. The most

* reliable indicator of minority family life is obser-
vation over time (Hill, 1972).

w

. Before leaving the home, ask the parents to repeat
the salient information. This reduces misunder-
di di ible future pl of

g P

S reg
their child.

>

. Enlist the help of a rcliable person as liaison.
onc who is sensitive to the necds of minorities.
This is important in establishing effective i
cation. The person could be a minority staff mem-
ber. social worker, other tcacher. or counsclor.
who would be deployed during the home visit and
might serve as a translator if necessary.

Step 3 and Step 4 Guidelines
Steps 3 and 4 are bined in di sion b S

the scheduling and the actual team mecting must be
approached together. According to Hill (1972). minority
parents as a whole belicve in the American Drcam and
therefore hold the idea that an education may be the
best advantage they can offer their child. With this in
mind. the lollowing guidelines can be proposcd:

I. Makc a home visit, either as the initial home visit
or follow-up visit. With minority parents, this has
~ .been shown to be the best avenuc toward gaining
Jheir involvement in the IEP process. Several fac-
—\V' “tors arc in its favor:

a. It avoids misunderstandings about time and
place of the |.ST meeting to be scheduled, since

both parties are present: :

-

. I

b. It reducds the time needed to obtaip written or

verbal assyrances of being present at he sched-
uled meetings; !

c. It allows full explanation of the n_eéd for the
LST meeting and provides an opportunity for
an informal exchange of informatiog:

d. It exceeds IEP requi for: “repeated

efforts™ to involve parents. o

2. Be sure that the parents understand ld{- “rules of
the game.” (If necessary. obtain the dsistance of
an aide from another program such ay:Headstart
or the Teacher Corp to ensure that the minority
parent fully understands the necessity of the meet-
ing.) The contact person must assum¢ the role of
information exchanger with the parepj, and the
minority parent must, become an inu""igenl con-
sumer of information. Among informition shared .
in this meeting. parents should be toli!the names
of persons who will represent the school at the
meeting. and their functions on the team.

. Encourage parents to bring a friend or advocate
if they appear to be uneasy about appcaring before
the ittee. Minority p s may he wocfully
uninformed about their rights. Theref*te, the con-
tact person should be ready to supply the infor-
mation, in full dctail. that will encoura 3¢ the parent
to attend.

w

4. Have a translator present if the mincrity parent's
usc of the English language is limited ok if English
is not the prcdominant language spoken in the
home. This shows: (1) compliance w th the spirit
of PL 94-142, and (2) that the schools care enough
about the family to facilitate commupication in
their own language.

?
Step 5 Guidelines o

A . . >
This first team mecting probably is the n.jst threaten-
ing aspect of the 1EP process for minority rarems. To
casc the transition from an anxiety provoli.:l'lg situation

to a more open scssion of communication’
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1. Initially, take time to put the parent at ease.
rather than having everyone surround the parent
i diately. The initial person is the most
appropriate person to do this. Show respect and
courtesy by gesture, voice, and attitude. If possible,
a minority person sensitive to the specific situation
should either be a part of the LST team or be
asked to sit in on the meetings. This person also
might serve as a translator.

2. Have only those persors on the team who are
most familiar with the problem in attendance.
Others would be “on call” as consultants to join
the meeting upon request. The single greatest
deterrent to minority parent participation is that
they might feel overwhelmed when they walk into
a meeting and feel all the school people are lined
up against them. Numbers alone can give parents
the impression that they are in a “can't win™
situation.

w

. Keep the discussio in layman’s language. but don't
try to use the idioms and phraseology unifue to
a minority group.

4. Treat minority parents as co-equals. Co-cqual
means, among oth:r things. a respect for minority
parent viewpoints. Extend the courtesy of listening

and soliciting input from parents. In the past.

school personnel often kave /old minorities what
is going to be done rather than involving them in
the decision makirg. .
In brief. the LST meeting should be viewed as an in-
formative. open situatign in which the minority parent
can be an active and willing participant.

Step 6 Guidelines

Summarizing the meeting is a critical step in the
IEP process since parents and school personnel must
agree upon the findings of the LST (screcning) team.
It is significant, too. b the p: " permissi
must be obtained to proceed. Together. parents and edu-

cators must agree upon what additional information is *

needed. whose decision it is to gather the needed infor-
mation, and when anc how the assessment is to be

. ‘ t
completed. Specificall:’, this requires school personnel
to: .

. o~

1. Verbally summa ize, with the parent, .what was

agreed upon in the meeting. It is important that

minority parents play back or repeat the agree-

ment. éis allowi minority parents to participate
in the Jecision n.aking process and gives all par-
ticipants an opportunity g validate their views.
Because minority parents often use this approach
within their ow: families (Hill, 1972; Luderus,
1977), shared decisions are conducive to further
participation in the IEP process. Joint decisions
also alleviate th: concern that minority parents
often express about special education becoming a
“dumping groun:I™ for their children.

~

Give parents a veritten copy of the summary. and
retain a copy fot school records. Printed forms or
other sheets witt carbon backed material are sug-
gested. A writter copy assures that what has been
verbally agreed upon does not lose truth in the
translation from mouth to paper. It also confirms
that schools inte1d to keep the faith in the Ameri-
can Dream (Coryers, 1970).

DY

. Examine critically the final written summary before
sending 10 the p:.rent to detdrmine if

a. lts content séys what was agreed upon. Com-
pare what wis said with what was written; if
discrepancies appear, cqntact the parent and
other team pzrticipants to resolve them:

o

. lts length is 1ot exhausting to recipients: sum-
maries should be logically bricf and to the point:

c. lts practicality is unquestioned. A good yard-
stick is to chxck to sec whether the summary
answers the v hat. whose. when and how of the
guidelines. * N

Step 7 Guidelines

This stage in the 11:P process ‘requires a decision on
whether to terminate or to proceed with additional
assessment. Prior to PL 94-142, minority parents felt
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pressure cither to agree to additional assessment or to

face the prospect of having their children suspended
from school (Hurley. 1969: Children’s Defense Fund.
1974; Southern Regional Council. 1974). Thus. pro-
cedural policics of P1. 94-142 afford minority parcnts the
opportunity to agree or dlsagrtc with findings from
the screenings.

If all partics agree that further assessment is needed.
parents of minority children require particular attention.
The following guidclines apply:

I. Compctent professionals with an understanding of
minority cultures should be placed in charge of
assessment procedures. This helps ensure the use
of non-biascd. appropriate. and validated instru-
ments. An cxample of a good assessment tool is
Mercer's SOMPA. a multi-variable instrument for
assessing minority students.! And many school
districts have developed their own ccological assess-
ment instruments. to include medical. sociological.
and pcer assessments: in other words. looking at
a child in a total environment context.

2. The assessor must demonstrate cultural sensitivity
in the evaluation sessions. For instance. whether to
employ a male or female person in that role is
important (Gay & Abrahams. 1974). Also. cco-
logical assessment should be a part of the total
picture of the child (Wicderholt. 1976 Larsen,
1976). Furthermore, individual assessment should
be emphasized. rather than cvaluation done in
groups. Finally. the tonc of the asscisor in this
stress situation should not be anxicty provoking
(Larsen. 1976).

If all partics do not agree that further assessment is
neccssary. the situation can become troublesome for any
or all concerned. If the parents disagree with the find-
ings. school personnel face the task of convincing lhcrr't
that their child needs additional assessment to determi
if more comprehensive services are necessary (Marion,
1978). In this casc. the educational tcam becomes an
advocate for the child in opposition to the minority
parent, while the parents are likely to perceive the
school as a villain attempting to usurp their rights as

Available trom the Institute tor Pluralistic: Assessment Ru;anh
PO Box §5120. Riversde, Cabiforma 92517

E fc prop

il
4
§
E
l
; 3
parents.)To work within this situation, il{c following
i
i

1. Show respect for the parents’ view; ; ttempts to
“bully™ them will only stiffen their resdlve to main-
tain their position. This is one time 1ial minority
parents feel that they have control of lhclr destiny
and their child. and any attempt to ;drce them to
deal from a position of weakness lik;:l' will result
in failure (Roche & Mink, 1976). | i

Il
1l

™~

Try to impress upon the parent ]I assessment
does not mean that schools are abeling“ their
child. Fearand angcrovcr paslmappwprmle place-
ments have lted in p mmq rity opp

tion to special cducation (Marion. [%77), so edu-
cators should stress the purposc §:- additional
assessment as being to benefit the child. If a time
limit is in effect (c.g.. 3040 days). shi_!c clearly to
the parent that these time constraia's have been
established to prevent cxactly what t¢y are afraid
of labcling.

e
o

that the ulti &

P

of the

will not sarily resullin special edu-
cation placement. Morcover. inform: them of their
rights and guarantees under P1. 944132; i.c.. that
any decisions regarding final placclncm of their
child must have their consent. i

I

. Assure |

b
4. Provide for a translator or fricnd of 4he family to
be present, if necessary. to ensure thjthe process
is fair and democratic. This mclhodqlbg)' helps to
sharpen minority parents’ perception shat they do
enjoy cquality in the decision makmg process. and
fulfills lhe spirit and intent of PL. 94' l42

Therefore. at the end of Step 7. paren:u can decide
1o terminate the process. whercupon the student is re-
turned to the regular classroom unless the v.l ool appeals
the decision. i

f

Slep\l Guidelines

Provided that parents have agreed to a ff.:orc compre-
hensive asscssment, ncw data and additidnal recom-
mendations evolve through the LST comné flec. In light



of the new data, parents again are involved in discus-
sions regarding their chlld‘s placemenl and should be
fforded the followi

1. Enlist those members of :he team who are familiar
with assessment procedires and results and are
sensitive to minority concerns about testing and
labeling of minority children to report. interpret.
and discuss with parent; the implications of this
testing (Oakland. 1974; Gay & Abrahams, 1974).

2. Encourage parents’ inpuf into the discussion. mak-
ing a special attempt 1o solicit their opinions and
to ensure that their major concerns arc not being
lost in translation. lvey' 5 (1973) model that calls
upon professional ki g and resy skills
would be invaluable in tis session.

3. Take steps to make pareats comfortable when dis-

g the findings. Recuce the ber of school
personnel present so that parents do not fecl
th d by sheer Thosc in attend
ideally would be the parent. the people most famil-
iar with the assessment. and a translator or fricnd
of the parent.

4. Make sure that parents understand the pl‘dCllC.ll
application of the findings: that is, the implications
for the minority parent, and child in the school
environment. Members >f the educational estab-
lishment should be awar: of the consequences for
minorities. especially if t1e findings show evidence
of possible mental retardation or emotional dis-
turbance and the related placements (President’s
Commiltee on Mcntal Retardation. 1971). Minori-
ties have tended to resist these two placements
particularly (Marion. 1978). Therefore. data should
be definitive. impartial. and conclusive when used
by school personnel in ditcussing these possibilities.

The initial step in providir.g services to the student
with special nceds is the relerral process. triggered by
a concern (usually by the ciassroom teacher) that a
student’s performance does not match academic and or
behavioral expectations. Ther, the federally established
policies of PL 94-142 must be translated into meaningful
action that allows sequential steps from initial identi-
fication of eligible students to the actual delivery of
services. B minority p ially Blacks and
Mexican-Americans. have bezn the most vocal in ex-
pressing their discontent with special education. schools

have reason to be particularly concerned about their
participation in the total IEP process from the initial
step to the conclusion of the process.

Steps -8 in the Parent Participation Model have
designated the guide| nes to be followed i 'a student
is being idered for_possible incl ‘in special edu-
cation. Steps 9 throug 10 are presented for the educa-
tional professional whe is working with minority parents
of children already enolled in special education.

Step 9 Guidelines

This is lhc step at v hich the student is first admitied
into spcclal educatior and the 1EP is developed and
implemented. It is also the step at which students already
in special education ! ave nced of another look at the
considerations given \«: an appropriate educational plan.

According to the mandates of PL 94-142, an 1EP is
required for every student designated to be in need of
special services. The 112P is a management tool designed
to ensure that excepticnal children reccive an education
appropriate to their iceds and that this education is
actually delivered and monitored (Hudson & Graham.
1978). PL 94-142 reqires and cxpects that an appro-
priate education will « ontain the mechanisms to assure
achicvement of both the long-range goals and short-
term objectives contained in the IEP.

The following comy onents are to be included in each
IEP:

- A statement of the student’s prescnl level of per-
formdnce:

Estabilishment ol. priorities:

Determination o services to be delivered:
Specification of :valuation procedures.

. Ohjectively state the student’s present level of per-
Jormance. Mino ity student referrals or continua-

ment consisting' of the students’ instructional
history. previou: instructional problems, curricu-
lum-celated stre igths and weaknesses. and non-
academic behaviors. This kind of objcctive infor-
mation should ierve as a basis for identifying.
referting. and + ontinuing minority students in
special educatior:. .

( tion should cn13i.a comprchensive diagnostic docu-
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Identification of minority ‘student needs must

be based upon knowledge of what constitutes a
dition. This is ially true for

leachers who work with large numbers of minority
students from "dnsadvanlaged“ backgrounds Al—
though that term is obsolete in its inf
of the old stercotype still exists to result m a
disproportionate number of minority students be-
ing referred to and programmed into special edu-
cation by regular cducation teachers who scek the
“easy way out." In the past. verbal referrals could
be made during coffee breaks. passing in the hall.
or by telling special education teachers that, “1
have one for you.™ Once placed in special education,
minority stud Idom were reappraised (Presi-
dent's Committce on Mcntal Retardation. I97I)

An evaluation of the lated di
data should be done so that the IEP |eam has a
valid and rcliable basis for accepting or rejecting
the decisions of the screening team. If the decision
is rcjected. the process ends and the student’s
present pl nt can be d appropriatc.
If additional information is needed. howcver, mi-
nority parents should be involved as described in
Steps 6 and 7.

. Establish priorities. Minority parents should be

fully involved as co-equals in setting cducational
prioritics for their children. Guidelines for minority
parent participation in Step 8 should be utilized.

. Determine delivery of services. As a part of the
.- IEP tcam, minority parcnts should:

a. Work together to determine what regular,
special cducation, and related services arc
nceded to successfully rcach the long-term
(annual) goals:

b. Determine with team members the specific
special education and related services that
must be provided:

c. Set the dates when specific scrvices are to
begin ang specify how long these services will
be provided.

. Plan and list persons who are to be respon-
sible for implementing those services:

e. Select any special instructional media and

materials that might be ncedcd:

f. Assist in describing to what cxtent their
child will participate in the rcgular y.hool
program; ‘ N

<

(-3

>

3

P S U

g. Give joint justification for th¢ Teducalionll

placement the child will have. '
1

In all of the above, minority piuenls are ex-
pected to be a part of the 1EP teari] This means
that they must be informed of their rights, be
informed and participating membegs, share co-
equal status, and be afforded due¢ jprocess. To
fully pamcnpate in the process. pifents should
attend all g n are
hesitant, a person who has smnrc n the com-
munity (e.g.. priest or minister) rmglﬂ be enlisted
to involve parents; or an interm¥djary from a
program like Title | or Headstar’ imight serve
as a contact for working with eléipentary and
preschool . At the dary level, edu-
cational prof Is could to work
with Title 1 and Teacher Corp,:versonnel to
effect linkages into the mnnonly :ommuruly
This kind of repeated effort is cé-sistent with
the requirements of PL 94-142.

To achieve a more enlightened iparent force,
several techniques might be emploj'ad to enrich
minority parents as intelligent consuniers of infor-
mation. Meetings could be held wnll in the com-
munity to discuss scrvice alternatives; PL 94-142,
and implications for minority groups. PT As might
be enlisted to help di inforinfition and to

ge minority p to attend:) EP meetings
for individualized and personal atlen(non to their
children. Title I, Teacher Corp, apd Headstart
Advisory Committee members can ‘lic inserviced
to further their knowledge.

. Specify the evaluation procedures. Ink)rmanon and

data on students should be systematiqa)ly collected.
to allow parents and 1EP team membcrs to deter-
mine:

. If long-range goals and shon-urm objecuves
are being met; and
b. If adj in the

to be made.
For short-term objectives, usd éle following

q

iohal al plan need

N guidelines:

® Relate evaluation acuvmesmﬁrcclly tothe
child's instructional plan. 2

e Use standardized tests sp.lnngly They
often do not relate to mslrut.uonalacnvn-



ties but can be used in pre- and post-
test situations.
® Utilize criterion referenced testing to
determine. student performance on spe-
cific behayiors.
\ ® Measure whether specnﬁc objectives are

o being realized by her ob-
- servation and the slndent‘s daily work
outputs.

To determine if long-range goals are being
achieved, use ‘ he following guidelines:
® Monitor service; over time.
® Include p in the
cess.
® Place needs of the child paramount in
. planning and design of the 1EP.

;lls pro-

Educational professionals should be mindful that a
major obstacle lo parent participation in the IEP pro-
cess relates 10 a eneral and spetific lack of information.

For minority parents to contiibute eﬂ'eclively to this
phase of the process, schools atight have to:

e Conduct community workshops to inservicd low
income and minority parents. Title | and Head-
start programs have already demonstrated that
this |s an effective way to achleve minority parent
particip Most | parent org:
tions associated with handicapped children (e.g..
NARC, ACLD) have proportionately low rrunomy

berships. Thus, at p such
cannot be considered sngmﬁcanl information dis-
semination vehicles when: mmomy parents are
involved. Churches and y h or-
ganizations appear to have gregter receptivity with
minori(y populalions | 4

L] to prepare for IEP
meetings Iha( nffeci thelr child, by examining files
and records regularly to ensure that they are accu-
rate and up-to-date. Further, encourage questions
concerning evaluation, to help prevent “railroad-
ing? of school options for expediency rather than
according to the child’s neuds.

© Make minority parents aware of their right to
bring along a helper to any meeting if that will
make them feel more comfortable or secure; or
teachers and other school personnel could suggest
names and addresses of people who will be advo-
cates for them and their children. School personnel

should  insist upon fair treatment ngardless of
econonjic circumstances.

® Help und.:rstand the dlfl‘ennoes between
the way special ellucation functioned j fhe past
and the new con mnment of schools
94-142.

Schools S‘I“ are cons;dered a vital parl df the mi
community, but there 's & scarcity of minority pre
sionals working in spec.al education programs and insh-
tutions of Ligher edu'ation are not preparing large
numbers of minorily professionals in special education.
Faced with khis di papcy b the large
of mlnormbs enrolled. in special eduuuon and an
under-repres ion ir: the p | ranks, special
education njust take tke initiative in preparing its own
ranks for lqndershlp in working with minority parents
of exceptional children

Step 10 Guﬁlelines

During this phase, im slementation of the IEP becomes
operational, moving the IEP process into the front ranks.
A sample pte-mservu:e program to prepare and assist
teachers in working with minority parents.is formulated
according t9 two basic premises: (1) To assist educators
and teachers in workin } with minority parents who are
concerned about entry >f their child into a special edu-
cation program; and (21 To help the established profes-
sional carry out responiibilities of the IEP process with
minority parents.

The following compe encies can be expected of teach-
ers and educators:

1. Knowledge of his orical development of minority
parental attitud d special education;

2. Knowledge of tlicoretical positions concerning
minority families;

3. Skills relevant to planning and designing an IEP
for minority students;

4. Awareness of the roles of teachers and educators
in providing lead :rship and supportive relation-
ships to p o’ minority

Since all educators and teachers cannot be assumed
to have the skills needed to work effectively with minority
parents, the following a:tivities are proposed in conjunc-
tion with inservice traiijing activities, to ensure teacher
competency.in working with minority parents:

L
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1. Review the basic tencts of PL 94-142 and the impli- The suggestions here can be generallnd or useswith

cations for working with parcnts.

2. Discuss the strengths and weaknesses of minority
families as a whole.

3. Review the Parent Particiy Model and di
specific stratcgies within cach step that facilitate
or impedce the process of working with minority
families.

4. Rcad and discuss casc studics with respect to their
implications for working with minority parents in
the individual education plan process.

CONCLUSION

The 1EP Minority Parent Participation Model is
tcmatic in approach. It requires aftention to certain
factors and behaviors at specified checkpoints. Basically,
the model:

. Designates responsibility for parent contact. thus
climinating confusion in the minds of minority
parents and professionals.

. Records the numbers and kinds of parent contact.
placing the accountability upon the educator and
assuring that one is exhausting all means to involve
the parent.

. Makes provision for cultural differcnces. so that
the professional is led to understand why minority
parcnts may be defensive or non-communicative
about school affairs. while allowing lincs of com-
munication to stay open.

4. Provides for diffcrent modes of communication.

phasizing that the ed should develop some
understanding of dialectal and language difference
and communicate in layman’s terms.

. Stresses the personal attention factor
the minority person feel like “somebody.™

6. Supports | through changing teacher roles,

as advacatc. bud: or informati ex-

changer.

"~

P9

w

making

The systematic approach of this model allows identifi-
cation of specific minority parent concerns and cnables
them to be dealt with through the existing framework
of schools. It also provides Mexibility for individual
schools 10 makc whatever modifications they deem
necessary to improve their working relationships with
minority parents of cxceptional children. .

N

di hised and p

as well. The advice of Barsch (I969) is sol@

There is no value to be found in an attitude of ‘uptual help-
lessness  for the middic ground is occupied by g struggling
child mklng to find the Vu;hm possiblc level of personal
The learning cfl y of the child is 1 {e real issuc
in the situation, and it must be of paramount colsideration.
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When working with children, numerous factors can-
not be controlled by th:- volunteer. but there arc ways
of coping with potential y depressing factors, The over-
riding consideration is to be realistic in terms of the
current situation. Voluntcers cannot possibly restructure
the home enyironment Of a child. nor can they totally
climinate the handicapying conditions present. Volun-
tcers, however, can red ice some of the outward signs
of frustration in childrer_by working with lhcm on lhclr
self-concept and learnin ¢ styles.

A child confined to a wheelchir may never bccome
an active participant in t :am sports like football. basket-
ball, and track: but that child should be encouraged to
pursue sports intercsts through realistic activities within
his or her capabilities - - The child may be able to usc
math abilities to act as icorekceper. or analytical skills
to develop new plays or ;trategics. Peer acceptance may
be difficult to attain at lirst, since the physically handi-

Is there a human being 2 live who doesn't get depressed
at onc time or another? Teachevs arc only human. and
voluntcers as teachers of cxceptional children also are
human.

pped sometimes are ) pected to be excluded automat-
ically from involvement with tcam sports. Aside from
lack of publi¢ awarcness and the resulting predetermined
prejudices concerning the physically handicapped. i
there any logical reason o exclude them from all aspects
of sports?



16 . FOCUS ON EXCEPTIONAL CHILDREN  JAl

JARY 1979

™ . s

Youngsters whose h pping are not
so visible may have even more frustrating cxperiences
resulting from the lack of public awareness and under-
standing. Children who appear to be “normal” in physi-
cal appearance may be shunncd by others when they are
unable to keep op with activities that involve certain
mental processes. If a mildly retarded youngster is
“bumped” from a team sport because of slow reaction
times, that child may begin 10 think he or she is worthless
in all areas. Hercin lies a basis for frustration and de-
pression on the part of teachers and volunteers.

In such instances. realistic alternatives could be ex-
plored by the voluntecr and the student. Most individuals
have a skill of some type which can be further dc\cloped
to the point at which it can be a useful, productive
outlet. Not everyone can be a star, but the individual
can shine in alternative arcas. The code of the Special
Olympics, s d by the K dy Foundation, em-
phasizes this by stressing to participants that the im-
portant aspect of participation is the fact that they tried
their best. Individual effort cannot be measured readily.
and success is not always positively related to effort,

pecially with the handicapped. To know that one has
tricd to the utmost should give a sensc of accomplish-
ment. no matter how tiny the gain may scem. Special
cducation volunteers need to keep this in mind when
working with their students - It's not always whether
the students gained or lost, but how they participated
in the learning activities.

Unfortunately. this type of cvaluation of a child has
yet to be acknowledged in most reporting systems utilized
by the public schools. Teach¢rs, parents, administrators,
and the children too want to see letter or number grades
on report cards. Even young: inp hool 85
arc tuncd in to the prestige accompanying an “A™ or
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similar grading procedure; they want to q't.p it on their
papers and report cards, regardless of h&v listi
such systems may be in relation to the q vities being
evaluated.
How does one properly evaluate a child \il o is working
up to present capacity — at three years below grade
level? If the child receives an“A™ in reaqu or example.
the parents and other teachers might this to
mecan that the child is ready for grade evel work in
that area. If the grade is a “D." lhougﬁ. is this fair
to a child who honeslly is doing the very Ibesl possnble"
The above probl in evaluation can be;dep g to
those who wotk with | children, thls
type of evaluation is unrealistic in termsiaf the child's
actual progress. H
Some volumeers. then, might be mons realistic in
b involved ‘in areu| of learning
such as socul and | growth. Adtivities might
be structured tc enable the volunteer lof work with a
small group of :hildren on social learnifg skills while
the teacher wor<s on a one-to-one basis, With specific
youngsters. Simple games can be used to re: tforce social
ion, with the on enjoy'nem of each.
‘other's company rather than the outcom¢ of the gime
in terms of winning and losing. By encouraging leisure
time activities that reinforce social skills, volunteers
can become a primary motivating factor iy the overall
growth of the exceptional children with who{n they work.
Depressing? Certainly, volunteers alongwith everyone
else will confront depressing situations in life. But as a
volunteer. you can do much to brighten tkt lives of both
the teacher and the children in a special iclass, based
upon your rcalistic acceptance and willinfidess to try to
improve that which can be improved. Alni that is not
depressing!






